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ABSTRACf 

The purpose of this study was to examine the relationship between change in 

classroom practice of veteran secondary social studies teachers and national/state 

educational curricular reform movements between 1983 and 1993. A self-report teacher 

survey was designed to elicit demographic and perceived change in classroom practice 

information, including gender, courses currently being taught, number of years of 

continuous teaching in secondary social studies, and level of education. Additionally, the 

teachers were asked to indicate how they had changed classroom practice and what they 

attributed the change(s) to. The sample included 244 secondary social studies teachers 

representing 67 high schools throughout Arizona. 

Analysis of the data indicated that 97% of the respondents had changed classroom 

practice over the past decade. In examining the data further for indication of the perceived 

type of change, nearly two-thirds of the teachers indicated some manner of pedagogical 

change. Results also reported that the teachers attributed the change(s) primarily to change 

in societal or student values and expectations (37%) and personal growth on the part of the 

teacher (31 %). 

Results indicated that educational reform efforts ~ both general and specific to social 

studies - have had little perceived effect on what veteran secondary social studies teachers 

do in their classrooms. This appears to be particularly true if such reform efforts are not 

reflected in documents such as state frameworks and district curriculum guides, relevant 

university coursework, and local staff development efforts. 
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Chapter I 

NATURE AND PURPOSE OF THE STUDY 

Introduction 

Educational reformers and politicians have been looking for the pathway to 

educational excellence for decades. Concern grew from the alarm over Johnny's inability 

to read emanating out of the 1950s, to the progressivism of the 1960s, and the concern 

over declining SAT scores in the 1970s. The results from these piecemeal efforts have 

been an "imperfect panacea" for American K-12 education. The past ten years (since A 

Nation At Risk, 1983) have been characterized as a decade of educational reform 

(Mitchell, 1992; Jenness, 1990). Certainly one of the most frequently used phrases 

regarding education over the past few years has been "educational restructuring." Recent 

Presidents have vied for the self-proclaimed title of "Education President," signifying their 

intentions to include educational reform as a significant aspect of their administration. 

During the 1980s 47 states initiated reform efforts relative to high school graduation 

requirements and statewide testing (The Education Reform Decade, 1990). 

Standards-setting projects in reading, writing, mathematics, science and other areas of the 

curriculum were started to establish "world class standards" representing what America's 

youth should know and be able to do upon leaving school. Similar efforts began within the 

arena of social studies, as standards projects 10 both the individual disciplines of history, 

civics, and geography and in the broad field of social studies were initiated. 

For Arizona's (secondary) social studies teachers the decade has meant three 

separate attempts to decide what it is students should know and be able to do in the social 

studies (What Every Child Should Know ••• Social Studies [1983]; Arizona 



Social Studies Essential Skills [1988]; and, the appointment of a new Essential 

Skills committee by the State Board of Education in 1993). 
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Although the topic of curricular reform in the social studies has received substantial 

treatment in the literature (Jenness, 1990; Cherryholmes, 1990; Epstein and Evans, 1990; 

Finn, 1989; Fleming, 1991; Frameworks: Rethinking Curriculum for the 21st 

Century, 1992; Hirsch, 1987; Lybarger, 1991; Marker and Mehlinger, 1992; Metcalf, 

1991; Metcalf and Jenness, 1990; Parker, 1991; Ravitch and Finn, 1987; Senesh, 1991), 

the important aspect of how it actually impacts the work of classroom teachers has been 

overlooked. The extent to which the suggested/mandated reform agendas are successful 

depends largely on how they affect the interaction between teachers and students in the 

classroom. 

Despite the implied importance of educational refonn impact on student 

achievement, there is little in the literature regarding (secondary social studies) teachers' 

perceptions of how these reform efforts have affected their classroom practice. The 

literature does tell what reform efforts have been initiated by various states (Chance, 1986; 

Cross, 1987; The Education Reform Decade, 1990), but not to what extent teachers 

feel these efforts have had impact on their daily work. 

The Problem 

In this section, the problem under study is described by examining the significance 

of the problem, stating the problem, describing the purpose of the study, and identifying 

the research questions to be tested. 

Sicnificance of the Problem 

Responses to the call for educational reform have taken a variety of forms. A 

national curriculum; a national testing system; accountability (of students and teachers); 
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alternative fonns of assessment; stricter standards for new teachers; and establishment of 

content and perfonnance standards for students in a number of disciplines have all been 

proposed as possible solutions to the "mediocrity" of American K-12 education. President 

Bush developed what he referred to as his America 2000 educational goals; President 

Clinton has modified these goals into what is now known as Goals 2000 (America 

2000: An Educational Strategy, 1991; Goals 2000: Educate America, 1993). 

Both of these Presidential visions for our schools emerged as responses to the changes in 

our educational system requested or demanded by affected constituencies. 

The key element in the educational refonn movement since A Nation at Risk has 

been that students in our nation's schools should be learning more (Futrell, 1989). The 

goals established by America 2000 and adopted by Goals 2000 were intended to raise 

expectations. Standards-setting projects in many subject areas began around the country to 

identify the heightened expectations - what all students should know and be able to do. 

The most prominent example of this standards-setting to this point has been the National 

Council of Teachers of Mathematics' Curriculum and Evaluation Standards for 

School Mathematics (1989). 

In an effort to meet these increased expectations, the focus of school refonn began 

to shift in the early 1990s from standards to curriculum (Brandt, 1993). If the new 

standards were to serve their intended purpose(s), they would specify levels of learning far 

beyond what had previously been regarded as acceptable. And those higher levels could be 

achieved only by changing the conditions that detennine how well students learn, especially 

the factors labeled instruction and curriculum (3). 

States, meanwhile, reacted to this national pressure in an assortment of ways. 

Several states developed guidelines mandating curriculum frameworks based on the 

emerging national standards, encouraged in part by federal grants supporting such efforts. 
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Some states worked to revise their existing frameworks. Educators and policymakers in 

many states - among them, California, Kentucky, Connecticut and Arizona - began looking 

at alternative forms of assessment and instruction to impact student learning and teaching 

practice (Chance, 1986; From Risk to Renewal: Charting a Course for Reform, 

1993). 

Arizona has been especially active in educational reform and has responded in a 

number of other ways to the calls for reform (Easton, 1991; West's, 1992; ASAP 

Booklet, 1993). Frameworks have been established for academic disciplines in 11 

different content areas. The legislature established a joint committee on "Goals for 

Educational Excellence" with the State Board and the Department of Education to propose 

new goals for K-12 achievement, and then created the Arizona Student Assessment 

Program (ASAP) to assess that achievement Alternative, performance-based assessments 

- in reading, writing, and mathematics - have been in place since 1991 as part of this 

assessment system. In January 1994 the State Board of Education unanimously passed a 

rule replacing "seat-time" with demonstrated "competency" as the criterion for graduation 

from high school beginning with the graduating class of 2000. 

The decade from 1983 to 1993 is significant to this author because it became a time 

of increased personal interest and greater professional understanding of social education 

nationally and in Arizona. For a native to Arizona, who attended public K-12 schools and 

state universities within the state, the transitions from college student to social studies 

classroom teacher to working with policy-makers at the state level have led to a specific 

interest not only in educational reform, but to what extent the reform efforts - both 

nationally and within the state of Arizona - have impacted what social studies teachers do in 

Arizona's (secondary) classrooms. 
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Beyond the personal interest lies the larger rationale for this study: to understand 

how national rhetoric and policy impact individual states; to understand the connections 

between state policy initiatives and teachers' classrooms; and to determine the extent of 

teacher acceptance of the reform initiatives. 

Statement of the Problem 

The problem under study is to ascertain how the national educational reform 

movement of the past decade has impacted secondary social studies classrooms throughout 

a selected state, based on the perceptions of veteran secondary social studies teachers. 

Pumose of the Study 

The purpose of this study is to shed light on the nature and extent of the influences 

of national reform efforts since A Nation At Risk on Arizona secondary social studies 

education. The study attempted to answer the following questions related to that purpose: 

1. What have been the changes in social studies education in 
Arizona during this decade (1983-93)? 

2. To what degree did the national reform movement of the decade 
influence the social studies course of study mandates in Arizona? 

3. To what degree have Arizona's secondary social studies teachers 
responded to reform efforts? 

Such data would prove useful to those working at the policy level in determining 

the direction of future recommendations and mandates. Knowing what changes at the 

national and state level provoke teachers into adjusting instructional practice could guide 

policy makers when considering curriculum revisions and possible staff development 

opportunities for the state's secondary social studies teachers, as well as for teachers more 

generally. 



Research Questions 

The questions outlined in the preceding section fonn the basis for the following 

questions, which constitute the guidelines for the study: 

1. To what degree have veteran secondary social studies teachers changed their 

classroom practice over the past decade? 
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2. To what do veteran secondary social studies teachers attribute change in classroom 

practice over the past decade? 

3. To what degree have contemporary issues in social studies education impacted 

classroom practice of veteran secondary social studies teachers? 

Procedures 

In this section the research design and the procedures used in collecting, compiling, 

and analyzing the data are described. The population, sampling plan, instrumentation, and 

treatment of data are included. 

Population 

Records maintained by the Arizona Department of Education indicated that at the 

beginning of the 1993-94 academic year there were almost 34,000 public school teachers in 

Arizona. Qf that total, 1,560 were identified (by their districts) as full-time social studies 

teachers. Slightly more than two-thirds of these teachers (1,058) were identified by their 

districts as having at least eight years of experience. 

Sample 

The population was reduced by the identification of "veteran" secondary social 

studies teachers. Qnly those teachers who were teaching in Arizona prior to the 
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establishment of the Arizona Social Studies Essential Skills (1986) would be included in 

the study. As a result, "veteran" secondary social studies teachers became defmed as those 

teachers with at least eight years of experience in the secondary social studies classroom at 

the time of the study. Other than the exceptions noted below, all veteran secondary social 

studies teachers in Arizona were included in the survey. 

Accommodation schools and alternative schools were not included in the study. 

The survey was sent to 152 Arizona secondary schools which included 704 veteran 

secondary social studies teachers (according to data provided by the Arizona Department of 

Education). 

Instrumentation 

The survey instrument utilized in the study was developed based on what the 

literature indicated were critical issues impacting social studies reform. The instrument 

consisted of four parts: 

Demographics: included name (for follow-up interviews and clarification), gender, 

course(s) currently teaching, full or part time, years of continuous teaching in 

Arizona, and educational background. 

Influences on Current Practice: textbooks, national standards projects, state social 

studies essential skills, colleagues, university courses, district/school staff 

development, district curriculum guides, and other (please specify). 

Contemporary Issues in Social Studies Education: teaching social science 

knowledge versus interdisciplinary social studies knowledge, tracking, teaching for 

depth of understanding, integrating content with skills, real life applications, 
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making learning collaborative, alignment of curriculum with assessment, teaching 

democratic values, and preparing students for global citizenship. 

Influences on Change: how classroom practice has changed (if at all) over the past 

decade, to what does the teacher attribute the(se) changes, and provide a 

summarized philosophy of social studies teaching. 

Prior to administration of the survey a pilot study was conducted with selected 

veteran secondary social studies teachers in Arizona. Teachers were chosen from the board 

of the state's largest professional social studies organization, and from advisory groups 

working with the state Department of Education. The instrument was then revised to reflect 

the feedback given by the pilot teachers. 

Data Analysis 

Data were obtained by sending the survey and cover letter (Appendix E) to Arizona 

secondary schools. The letter was addressed to the school social studies chairperson. The 

number of surveys sent to each school was determined by information provided by the 

Department of Education as to the number of veteran secondary social studies teachers at 

each school. It was requested that the school social studies chairperson administer the 

survey to appropriate school personnel (and make additional copies of the survey if 

necessary), collect them, and return them to the given address. Surveys were mailed 

January 27, 1994 and were requested to be returned by February 25,1994. A follow-up 

letter requesting assistance with the survey was mailed February 18, 1994. 

The data obtained from returned surveys were entered into the statistical analysis 

system of the Arizona Department of Education. Data were entered into the Statistical 
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Program for the Social Sciences (SPSS). Descriptive statistics were used to repon the data 

as percentages relating to the various questionnaire items and to tabulate the data according 

to demographic items of interest to the study. The data were then analyzed. 

Definition of Terms 

For the purpose of clarification the following terms were defined for the study. 

Social Studies: the interdisciplinary integration of social science and humanities 

concepts for the purpose of practicing problem solving and decision making for developing 

citizenship skills on critical social issues (Barth, 1993,56). 

veteran Social Studies Teacher: a secondary teacher with at least eight continuous 

years of teaching in Arizona. 

Perceived Chanf:e in Classroom Practice: an individual's perception of how the 

individual's classroom instruction and assessment have changed from 1986-1993. 

Perceived Reasons to Chance in Classroom Practice: an individual's perception of 

what factors have contributed to indicated changes in classroom instruction and 

assessment. 

Perceiyed Influence ofContemp0ratY Issues in Social Studies: an individual's 

perception of the degree to which the identified issues impact on the individual's classroom 

practice. 

Perceived Influence on Current Teachinc Practice: an individual's perception of the 

degree to which the identified factors impact on the individual's classroom practice. 
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Overview 

The study report is organized in the following manner: 

Chapter I presents an introduction to the study, a statement of the problem including 

the purpose of the study, the procedures followed, defmition of tenns, and an overview of 

the study. 

Chapter II reviews the literature pertaining to education refonn, refonn related to 

curriculum, and refonn of the social studies curriculum, both nationally and in Arizona. 

Chapter ill presents the research design, including the population, sample, 

instrumentation, and data analysis procedures. 

Chapter IV tabulates, examines, and analyzes the data obtained. 

Chapter V presents a summary, conclusions, implications, and recommendations of 

the study. 

Section Summary 

This chapter presented the rationale for this study. Educational refonn has been an 

important national and state issue over the past decade, but research indicating its impact on 

classroom (social studies) practice is limited. Classroom teachers - as those in the 

educational system in direct contact with the students - are critical in the process of 

educational refonn if such refonn is to increase student achievement. This becomes 

particularly critical as the focus of refonn moves from standards-setting to curricular 

concerns. 

This chapter outlined the steps taken to add to the existing research on social studies 

refonn and to focus particularly on the problem of how refonn is impacting secondary 

social studies teachers in Arizona. These included a discussion and statement of the 
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problem, a defmition of the purpose of the study, a listing of research questions, an outline 

of procedures chosen to answer the research questions, and a defmition of terms. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Introduction 

The review of the literature provides the theoretical and historical context for this 

study of educational reform (1983-93) and its impact on social studies education. In 

addition, the review of the theoretical and research foundations upon which such a study 

rests justifies its need and clarifies its meaning. 
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This chapter reviews the history of national education reform beginning in 1983 and 

its impact on curriculum reform, specifically social studies curriculum. After surveying the 

literature of national reform, attention is turned to Arizona's reaction to the "waves" of 

reform. 

A Nation at Risk 

For many educators 1983 represents a very special year in their history because, 

after years of neglect, education became a top priority again (Boyer, 1984). Educational 

reform became fodder for the Presidential elections of 1984, 1988 and 1992. Some thirty 

governors formed task forces to study the issues associated with reform. Once again 

education seemed to matter. 

Our nation is at risk. Our once unchallenged preeminence in commerce, industry, 
science, and technological innovation is being overtaken by competitors throughout 
the world. This report is concerned with only one of the many causes and 
dimensions of the problem, but it is the one that undergirds American prosperity, 
security, and civility. We report to the American people that while we can take 
justifiable pride in what our schools and colleges have historically accomplished 
and contributed to the United States and the well-being of its people, the educational 
foundations of our society are presently being eroded by a rising tide of mediocrity 
that threatens our very nature as a Nation and a people. What was unimaginable a 
generation ago has begun to occur -- others are matching and surpassing our 
educational attainments. 
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If an unfriendly foreign power had attempted to impose on America the mediocre 
educational perfonnance that exists today, we might well have viewed it as an act of 
war. As it stands, we have allowed this to happen to ourselves. We have even 
squandered the gains in student achievement made in the wake of the Sputnik 
challenge. Moreover, we have dismantled essential support systems which helped 
make those gains possible. We have, in effect, been committing an act of 
unthinking, unilateral educational disarmament (5). 

With those words serving as its opening statement, A Nation At Risk (1983) 

launched its volley into the emerging educational refonn movement While certainly not the 

only report issued during the early 1980s citing the deficiencies of the American educational 

system, A Nation At Risk arguably became the most cited, discussed, and quoted 

(Futrell, 1989; Rubin, 1984). The report was the work of the National Commission on 

Excellence in Education, created by Secretary of Education Terrel H. Bell. The 18 

members of the Commission worked from August 1981 until April 1983 with the specific 

charge of examining the quality of education in the United States. 

Since the publication of A Nation At Risk a decade ago, the national dialogue 

concerning K-12 education has increased both within the community of professional 

educators and the public at large. Obviously there had been discussion about educational 

change before in our nation's history. During the 19th century there were attempts at 

educational refonn to move away from the traditional system of local control toward a 

centralized system based on a "one best system" belief for all schools (Darling-Hammond 

and Snyder, 1992). In writing about curriculum change over the past century Cuban 

(1992) indicates that there is much about today's educational approaches which can be 

found throughout history: "School reformers and practitioners had established by the 1880s 

a structure of schooling marked by diverse goals, funding mechanisms, governance, 

school organization, curricular variety, instructional repertoires, and bureaucratization that 

citizens and educators today would fmd familiar" (223). 
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In spite of these historical indications of educational patterns, the dialogue 

emanating in the 1980s was seen as being different, particularly from refonn movements of 

the 1960s and 1970s (Jenness,1992). The more recent discussion was focused primarily 

on external factors such as how America's students compared to those of other countries on 

standardized tests. Issues such as how students felt about their educational experiences or 

how teachers and administrators operated the schools were of secondary concern -- it 

became clear that concerns about excellence were triumphing over those of equity (Jenness, 

1992). According to these refonn reports of the 1980s the assessment of public education 

in America was simple: either the schools were meeting societal needs adequately, or they 

weren't. 

A Nation At Risk generated a great deal of criticism - not only of the perceived 

ineptitude of the American educational system, but also of the report itself (Futrell, 1989; 

McDaniel, 1989; Berreth, 1984; Cross, 1987). The report was criticized on a number of 

grounds. The evaluation of the report itself, however, is not within the scope of this study. 

Regardless of the criticism, it is clear that the publishing of A Nation At Risk ushered in 

a decade of educational refonn debate in America. For the purposes of this study the year 

the report was published - 1983 - begins the decade of refonn. 

Reaction to the Reform Reports 

A Nation at Risk unleashed a torrent of study, commentary, further reports, and 

research. Educational journals and periodicals over the past decade provide extensive 

infonnation, opinions, and editorials related to educational refonn during this period 

(Rubin, 1984; Walberg, 1986; Cross, 1987; Futrell, 1989; Fullen and Miles, 1992). 

Efforts at the national level by the executive and legislative branches continue to be well 

documented (Lewis, 1984, 1991, 1992; McDaniel, 1989; Doyle, 1991; Kaplan, 1992). 
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Much has also been reported about reform efforts instituted at the state level. While 

there are acknowledged differences from state to state in how they have approached 

educational reform, rare indeed is the state which has not responded to the agenda of 

educational reform (pipho, 1983, 1984, 1987; Cross, 1987). As mentioned in Chapter 1, 

Arizona has taken several steps to improve its K-12 educational system. 

In spite of its flaws A Nation at Risk must be acknowledged for playing the role 

that it did within the arena of educational reform during this time period - it initiated 

discussion regarding the status of public education in the country. For all of the discussion 

and debate initiated by A Nation at Risk and other educational reform reports of the 

early part of the decade, historical reflection indicates that not much substantial educational 

reform ocurred in the 1980s (Cross, 1987; Futrell, 1989). Still, even those who 

challenged the document's perspectives have recognized its value: 

That report is a remarkable document. It prefigured, in uncanny fashion, the host 
of issues that have come to dominate our national dialogue on education reform. It 
hinted at problems that were only dimly perceived in 1983--but that soon became 
the focus of the national debate on education. (Futrell, 1989, 10) 

A Nation at Risk helped spur the national dialogue which continues today. The 

qUality of American education became the topic of conversation in Rose Garden press 

conferences, Congressional caucuses, and state legislatures as well as in faculty lounges 

around the country. 

Educational Reform and the White House 

President Bush announced his six educational goals on April 18, 1991 (See 

Appendix A). These six goals would become the backbone of America 2000: a 

necessary move, according to the Bush Administration, due to the lack of educational 

improvement since a Nation at Risk. A major motivation was the determination that 
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"total spending for elementary and secondary schools has more than doubled since 1980-

while the number of students has remained the same ... But the results have not improved 

and we're not coming close to our potential or what is needed" (America 2000, 1991,9). 

The America 2000 strategy consisted of four parts - "giant trains" (6) - that were 

to be pursued simultaneously: radically improving today's schools to make them more 

accountable to today's students; inventing new schools to meet the demands of the new 

century (thousands of such schools by the end of the decade); continued learning for those 

already out of school and in the work force; and, creating communities which enable 

schools to better do their jobs. 

The "giant trains - big enough for everyone to find a place on board" - were to 

depart at the same time on parallel tracks. All four had to move swiftly and determinedly if 

the nation were to reach its destination (6). However, with his loss to Arkansas Governor 

Bill Clinton in the election of 1992, the Bush educational "trains" slowed considerably as 

the new administration modified the goals and implementation of the program. 

The Bush Administration's short-lived educational proposal- America 2000 - has 

been both praised (Doyle, 1991; Sewall, 1991) and criticized (Howe, 1991; Clinchy, 1991) 

by scholars. It has been described as "vigorous, optimistic, and upbeat" (Doyle, 1991, 

186). America 2000 was seen as a program which was vastly different from those of 

the past: 

What sets America 2000 apart is that it is the first serious policy initiative in the 
nation's history to address the federal role in education. And it does so by breaking 
the mold - decisively and in a new way. This education reform plan .. .is not more of 
the same; it is altogether different It is not a conventional spending program, nor is 
it antigovernment. It embraces the private sector, but it does not reject a public 
role. (Doyle, 1991, 186) 

The program addressed a variety of important aspects about K-12 schooling in 

America: teacher preparation, standards, new assessments. It has, however, been faulted 



as providing inadequate funding and failing to acknowledge the conditions schools face 

daily: 
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The entire proposal lacks a sense of reality about the situation of children and youth 
in America. Their growing diversity is ignored, their growing poverty is not even 
mentioned, and muddled thinking about their motivation suggests that forcing them 
to fail tests will awaken their desire to learn. (Howe, 1991,203) 

President Clinton selected two former Governors to head his Department of 

Education: Secretary of Education Richard Riley of South Carolina and former Vermont 

governor Madeline Kunin as Deputy Secretary of Education. Both came to Washington, 

D.C. with strong educational reform backgrounds. 

Addressing a national "Satellite Town Meeting" on March 9, 1993, Secretary Riley 

announced that while the six educational goals of the previous administration would remain 

basically the same, the name and focus of the Administration's educational reform program 

would be different. America 2000 became Goals 2000. The new focus would: 

develop new partnerships with communities and statellocal agencies; coordinate state and 

local efforts; expand outreach; improve communications with communities; and, expand 

technical assistance (Goals 2000, 1993). 

Retention of the six goals from the Bush Administration was done in an attempt to 

maintain continuity within schools and communities which had already initiated reform 

agendas. It was a stated intention of the new administration to "build upon the previous 

administration's America 2000 program" (Goals 2000, 1993,4). 

While it is too early to fairly assess the Clinton educational program, there have 

been those (Lewis, 1993; Tanner, 1993) who have offered concern and comment before 

implementation. One early trend displayed in the President's reform agenda is that it will 

be based on research acquired during the 1980s. Calls for "national policies that aim high 

for all students," and balance between "top-down and bottom-up" efforts are clearly 

outgrowths of the 1980s (Lewis, 1993, 196). 
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These early commentators point out that for Clinton's educational agenda to have a 

chance, not only will the status quo have to change for teachers and administrators, but it 

must also change for Congress: 

These proposals will require Congress to playa new role. In decades of active 
federal policy making, Congress was something like a super school board ... The 
current Administration's proposals ask Congress to playa supporting role, but its 
constituents are the school districts and counties that don't want to lose money, the 
people who don't want to lose their jobs, and the advocates who don't want to lose 
the guarantees of equity. (Lewis, 1993, 197) 

Waves of Reform 

In retrospect the educational reform dialogue of the 1980s resulted in two distinct 

trends (Futrell, 1989). First, the ongoing nature of the discussions created different 

approaches to school reform - "waves" - each of which would potentially benefit a different 

constituency and which was based on a different set of philosophical beliefs. Futrell has 

identified four such "waves" of reform dialogue during the 1980s: 1. Top-down 

(legislative action); 2. Teaching professionals leading the reform (equity being considered 

along with excellence); 3. Economic imperatives replacing other considerations; 4. Bottom

up (a grassroots effort which would consider excellence and equity). 

The second trend resulting from the continued dialogue of the decade was that little 

actual educational reform would occur. "History will view the 1980s not as the decade of 

education reform, but as the decade of education debate" (Futrell, 1989, 10). 

From 1983 through 1985 over 700 statutes regarding educational reform issues 

were enacted by state legislatures throughout the United States (Futrell, 1989, 11). These 

political reactions to educational reform seemed appropriate when looked at through the 

lenses of reports such as A Nation at Risk. It was the message of these reports that 

education in America needed to change in response to external factors. By the same token, 



policy makers and politicians reasoned, the remedies which would reform our nation's 

schools must also originate outside the education community. 
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David Jenness served as Scholar-in-Resident for the National Commission on 

Social Studies in the School. His writings similarly reflect the external influence of the 

1980s reform movement. The emphasis on corporate goals and competitive ideals came 

through loud and clear in many of the reports calling for educational reform in the 1980s, 

and A Nation at Risk exemplified this philosophy. In what appeared to be a reaction to 

the minimal competency movement of the 1970s, these reports called for more and better: 

longer school days and years, more math and science, more mandated requirements, and 

better test scores (Jenness, 1990,5). 

In the latter part of the 1980s, reaction to these legislative mandates emerged. In 

what Futrell (1989, 11) refers to as the second wave of reform, educators reacted to these 

"top-down" mandates. By 1986 major national groups such as the Holmes Group, the 

Carnegie Task Force on Teaching as a Profession, and The Association for Supervision 

and Curriculum Development compiled a research base in support of reform directed by 

teacher autonomy and empowerment 

The first two "waves" of reform that Futrell refers to were based on the stated belief 

by policy makers, politicians, and educators that our nation, rooted in a democratic form of 

government, needs an educated electorate to survive. The third "wave" of the reform 

movement was predicated on the belief by others within the country that the issue of quality 

education was important for another reason--economic supremacy. The focus shifted from 

emphasis on governmental mandates to economics. Schools needed to produce graduates 

who could staff American business and industry and reassert this nation's economic 

preeminence (Futrell, 1989, 12). 
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For America to become more proficient economically all of its young adult 

population had to become better educated. This would mean a shift in emphasis from the 

elitist approach advocated by some during the Sputnik era (Jenness, 1990,5). Educational 

excellence and excellence for all were phrases which became more and more prominent 

within discussions about educational refonn. Excellence for all refuted the differentiated 

curriculum approach introduced decades earlier. 

This call to refonn had very little to do with the internal factors of schooling, but 

with external factors which were impacting on what the schools would be asked to 

accomplish. The Michigan Partnership for New Education (1992) puts it this way: 

Epochal changes in the global and American economies -- indeed, throughout 
American society -- are transfonning the nature of work and the knowledge and 
skill demands both for work and for citizenship in this complex, technologically 
advanced democracy. Thus, to provide students a high quality 21st century 
education, schools will have to change both what is taught and how it is taught. 
The old levels of knowledge and skills will no longer be adequate, and old ways of 
teaching will not produce the new learning that is needed. (Frameworks, 2) 

The economic rationale for this change was impelling. Traditional industrial jobs in 

America were disappearing. The type of jobs that Americans wanted for themselves and 

their children - those which paid well- would continue to require higher levels of literacy. 

More of the same - the kind of education currently provided for industrial jobs - would not 

be good enough. "It is not simply a matter of keeping more kids in schools through 

graduation. Success by the old standards will mean failure by the new" (Frameworks, 

2). 

Futrell (1989) asserts that America entered the "fourth wave," of educational reform 

by the end of the 1980s. An outgrowth of the "second wave" this layer of refonn would be 

more" grassroots democratic." It would be refonn driven by the vision of professional 

educators; improvement from the bottom up -- the opposite of the first wave. The focus of 



this wave would be "preparing students to meet ethical as well as economic goals; 

preparing them not only for a life of work but also for a life of worth" (14). 
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Almost five years have passed since Futrell envisioned a new "wave" of educational 

reform. Many states - including Arizona - remain predominantly in what she referred to as 

the first and third waves. Great emphasis continues to be on state mandates and economic 

imperatives. It appears Futrell was overly optimistic about the ability of professional 

educators to drive the reform movement. 

Should the reform efforts since 1983 be recorded as failures? Not at this point. 

First, it is too early to determine if enough time has passed for real change to take effect 

Second, "Whatever the eventual outcome of all of this upheaval, education in America is 

not now being ignored, taken for granted or mindlessly condemned. That alone is an 

achievement" (Boyer, 1984,525). 

Beyond that, it should be pointed out that much of the discussion of the 1980s 

centered around structural aspects of school reform: issues such as more school, longer 

school days, more science and math, and higher standardized test scores were frequently 

heard. What should be taught, when it should be taught and how it should be taught are 

basic questions associated with public K-12 education in America Very little of the school 

reform dialogue of the 1980s focused on the issues of curriculum and instruction. 

As educators entered the last decade of the century, attention began to move away 

from these structural issues and tum to what it is students should know and be able to do. 

Talk of national standards (both content and performance), alternative forms of assessment 

and innovative instructional strategies replaced the emphasis on the "more and better" 

reform of the previous seven years. 
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Reform's Impact on Social Studies 

The call for "more" was a common theme among the reform reports of the 1980s: 

more class time, more math, and more science. Unlike math and science, however, many 

secondary schools had already established three or more credits of social studies (Jenness, 

1990, 11). This meant that for social studies educators the primary emphasis would not be 

on more, but on doing the work of social studies education differently if it were to be 

"reformed". Also, there was very little specificity about what changes should be made in 

the domain of the social studies. Jenness (1990) states it this way: 

With regard to the social studies, however, the reports of the 1980s were 
vague ... although the justification for the reports was heavily economic, there was 
no evident insistence on more economics in the schools, perhaps because of the 
general awareness that economics had for some years been the social studies subject 
showing the most rapid growth. The call for a more comprehensive awareness of 
foreign societies, economies, cultures, and systems was unmistakable but 
nonspecific. The reports did recommend "more" history and geography, but in a 
largely pro forma fashion. Equally superficial was the justification for a continued 
commitment to the study of government and civics, on the unexceptionable 
reasoning that modern youth should become loyal and active participants in the 
democratic process. (11-12) 

Since this attention coming from external forces was somewhat vague, it fell upon 

social studies educators to identify the specifics, if they wanted their field to be a player in 

the reform movement The direction of social studies reform would become part of an 

ongoing debate among social educators over how to treat the balance between content and 

how the processes of social studies should be imparted to students. The difference in the 

1980s, compared to previous decades, became not so much the issues being discussed but 

the players participating in the debate. Social educators such as Walter Parker, Fred 

Newmann, Diane Ravitch, and Chester Finn became prominent voices in the field during 

this time period. 
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One argument in the debate stemmed from poor student test scores on national 

standardized tests. It was interpreted by educators such as Diane Ravitch and Chester Finn 

- both of whom worked in the U.S. Department of Education during the Bush 

Administration - that these test scores indicated students were lacking basic factual 

knowledge (Ravitch and Finn, 1987; Jenness, 1990; Marker and Mehlinger, 1992). Others 

within the field felt that the nature of education had changed, and that the instructional 

emphasis should no longer be on drilled skill work, but rather on the integration of social 

studies content with process skills. While proponents of the back to basics movement and 

cultural literacy (Hirsch, 1987) would disagree, the nature of contemporary social studies 

was such that it was more important for students to focus less on facts and more on 

processes (Parker, 1991; Newmann, 1988; Frameworks, 1992). 

Futrell (1989) has described reform of the 1980s as a series of waves (see Waves 

of Refonn above). According to Futrell the initial wave was created by policy makers 

and politicians, the second wave by education professionals, and the third wave by the 

business community. She proposed that a fourth wave will emanate from the teachers 

themselves and become the driving force behind successful refonn. There continues to be 

disagreement as to whether refoon of social studies education in America will be internally 

or externally driven. 

If those such as Ravitch and Finn are correct about the necessity of increasing 

students' factual knowledge - Finn maintains that "so called [social studies] experts simply 

do not understand what most parents and citizens expect [students] to know" (Barth, 1993, 

56) - future efforts by social studies educators may clash with the beliefs of the community 

at-large (Leming, 1989). This could well determine that the refoon of social studies in the 

1990s becomes much more external than in previous eras. According to Finn: 

Even as social studies has become a grab bag of current events ... and opinion
mongering by uninfooned children .. .it has not played a very large role in the 
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education of young Americans. This field, in other words, is probably incapable of 
reforming itself. (Barth, 1993, 56) 

Noted social studies educator Walter Parker (1991) is among those who feel that the 

current debate should remain primarily internal. He dismisses the reform reports of the 

1980s as "conservative documents distorted by nostalgic longing for simpler days and by 

ignorance of decades of curriculum scholarship" (v). Parker's belief is that reform within 

social studies will not take place, but that a form of "renewal" will. Social studies 

educators will work from the existing curriculum forward. He states: 

Many of us are chagrined that students are not learning well history, geography, or 
civics. A fundamental cause, and one well within our control, is this: These 
subjects are not necessarily taught. If educational research can tell us anything, it is 
that students are more likely to learn something at school if it is taught than if it is 
not..The primary task of any social studies curriculum renewal committee is to 
assure that important subject matter is taught -- regularly, every day, in every grade, 
K-12. This involves essentially three matters for deliberation: judging the existing 
curriculum, both the written version and the one that actually is taught; making 
whatever changes are needed; and specifying the demonstrations of achievement 
that are expected from students at key points in their school progress. (vi-vii) 

Of Parker's three "matters for deliberation" perhaps the only one which is in line 

with the reform movement generally affecting education over the past decade is the call for 

alternative (more authentic) means of assessing how students are performing. His 

insistence that social educators have greater alignment between the written and the taught 

curriculum, and that they narrow their focus of content instead of attempting to teach 

everything within the social studies disciplines are not new notions. 

In view of his addressing issues which have traditionally been seen as dilemmas by 

social educators, Parker's view of renewal as opposed to reform seems appropriate. In 

Parker's vision of social studies education, major reform of what should be taught within 

social studies classrooms should not follow the wishes of single discipline advocates such 

as Ravitch and Finn. What is necessary, according to Parker, is a renewed commitment to 

the teaching of social studies essentials with depth in the classroom. 
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Social Studies Education in the '90s - The Internal Debates 

No one national social studies refonn movement emerged throughout the late 1980s 

and into the next decade. Issues such as cultural literacy , national standards, the place of 

the social studies disciplines in the national administrative goals and others were among the 

topics of debate by social educators. 

Despite the insistence by some (e.g., Ravitch and Finn) that refonn of social studies 

in the new decade become more influenced by external forces, the internal discussions and 

decisions which had historically detennined the course of curriculum remained constant 

Professional organizations such as the National Council for the Social Studies, the National 

Geographic Society, the Center for Civic Education, and the National Council for History 

Education continued to have influence on the course of instruction and assessment. 

One example of how the professional organizations have exerted influence 

internally was the creation of the National Commission on Social Studies in 1986. The 

Commission was created in response to two concerns about social studies education. One 

concern expressed by those who organized the Commission was the belief that, with few 

exceptions, those responding to the refonn reports of the 1980s focused primarily on what 

the problems were, not how to correct the problems: 

The educational refonns of recent years have awakened the public to the 
widespread failure of substantial numbers of our high school graduates to identify 
basic facts and issues of local, state, national, and world history; of American 
political traditions, institutions, and processes; and of geography. However, with 
the exception of the Report of the Bradley Commission, Building a History 
Curriculum: Guidelines/or Teaching History in Schools, and the Guidelines/or 
Geographic Education, developed by a joint committee of geographic associations, 
these excellent reports have said nothing about how we should proceed to meet and 
overcome the crisis that they describe. While concentrating, rightly, on the 
evidence of what they perceive as deficient learning, these reports, with the 
exceptions just noted, do not address themselves to the heart of the matter -- what 
teachers should teach and children should learn. Most of the reports have also 
neglected to deal with the goals that schools should attempt to achieve. (Charting 
a Course, 1989, v) 
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The second concern held by those fonning the Commission was the "lack of 

synthesis in social studies" (Charting a Course, 1989, vi). In their view, social studies 

educators had largely continued to teach the social science disciplines in a fragmented and 

discrete fashion. To correct this, they believed it necessary to identify the primary goals of 

social studies education. 

As a result of these concerns the American Historical Association and the National 

Council for the Social Studies joined forces to begin the Commission in December 1985. 

Soon thereafter the Carnegie Foundation for the Advancement of Teaching and the 

Organization of American Historians joined the coalition. By 1986 over "eighty 

organizations concerned with education had been consulted and had offered advice and 

encouragement to the Commission's work" (vii). 

The Commission created the Curriculum Task Force which, according to Charting 

a Course, was given three primary charges: 

1. To derme the goals and provide a rationale for the social studies in the 
schools. 

2. To derme the indispensable core social studies program; which is to say, to 
make strong recommendations that some subjects are more important than 
others; that some subjects are peripheral; and that other subjects now 
sometimes included in the general rubric of social studies, worthy though 
they may be, lie outside the field. 

3. To study the present status of, the on-going research in, and to make 
recommendations concerning placement and appropriate content coverage of 
the following in the social studies program, K-12: 

a. the history and culture of the people of the United States; 

b. the history and culture of other people of the world; 

c. geographic knowledge, national and worldwide, to 
provide a sense of place and relationship in time to historical and current 
events; 

d. American democratic traditions and political institutions, ideals, and 
values, and a comparing and contrasting of them with other political 
systems; 
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e. the American economic system, and a comparison and contrast of it with 
other economic systems; 

f. knowledge of other social sciences, such as anthropology, sociology and 
psychology, where feasible and appropriate; 

g. humane values and human achievement in religion, literature, 
philosophy, the arts, etc, as a foundation for meaningful and culturally rich 
life; 

h. a social studies curriculum for the elementary schools that is based upon 
the core curriculum and will lay foundations for work on the secondary 
level; 

i. the ability to think critically and to speak and write clearly and 
intelligently. (viii-ix) 

Charting a Course presents a thorough, research-based approach to creating a 

K-12 social studies program. Included is a section on Characteristics of a Social Studies 

Curriculum for the 21st Century (10 characteristics are identified), a Preamble and Goal 

statements, as well as A Social Studies Curriculum for the 21st Century. The flrst three of 

these are found in Appendix B of this study. 

In respect to refonn of social studies education, the most relevant part of Charting 

a Course is the second chapter. This chapter establishes the research base for the 

curricular recommendations given in the ftrst chapter. While emphasizing that curriculum 

recommendations and implementation should not be based solely on "what research 

shows" (23), the curriculum recommendations are supported by four generalizations based 

upon research. The Commission suggests that these four generalizations, looked at 

holistically, can guide social studies instruction so that it is appropriate for students 

throughout the K-12 continuum: 

First, students at all ages know more about the world than is readily 
apparent...Instruction can capitalize on the conceptual building blocks that children 
possess. In particular, the notion that students cannot deal with social studies 
abstractions until grade 4 is clearly discredited. These comments will seem like 
truisms to experienced teachers, but much of the supposed "boringness" of social 
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studies, especially in the earlier grades, stems from the use of methods and lesson 
plans that do not permit teachers to act on this knowledge. 

Second, different students know different things, reflecting temperamental and 
cultural differences among children and local and regional variation. To some 
degree education acts to override such differences, to provide a common experience 
and frame of reference. But education also must take advantage of such 
differences, since they are great resources: the knowledge held and obtained by 
students taken together is far beyond that which belongs to any single learner or set 
of learners. 

Third, students 'know' many things that are erroneous or so misleading that they 
impede further learning ... Such erroneous inferences are highly resistant to change 
unless they are confronted directly, because the student himself is unaware of them. 
'Correct' verbal understanding, learned through instruction, can coexist with deeply 
ingrained private misconceptions. Students may use formal knowledge to solve 
classroom problems, while using quite different heuristics in the world outside. 
While this is inevitable, in some cases the failure of formal education to recognize 
the differences causes students, understandably, to denigrate 'book-learning'. 

Fourth, in social studies especially, students learn to some extent vicariously and 
cooperatively. That is, some of the essential things to learn -- that different 
people have different experiences and perspectives, that individuals act in new ways 
as members of groups, that others influence us at a distance through social 
structures and social arrangements, that such differences can ultimately be 
subsumed within the likenesses and commonalties that make us human -- are 
directly experienced by students in the learning situation as they watch others 
learning and as all parties participate in defIning (or refming) the questions and 
arriving at the answer .. .'discover', in social studies, is not entirely a private or 
personal matter ... in social studies, social learning is not only the object of study but 
the medium of study and learning. (23-24) 

The curriculum set forth in Charting a Course uses these four research 

generalizations as the foundation for its recommendations. The authors were insistent 

about the "publicness" (25) of instruction in the elementary grades to help dispel the 

incorrect understandings that students bring to the classroom. And, while the Commission 

does propose a K-12 scope and sequence, it suggests that it be looked upon as a 

"suggested path" (28) and that schools must make their own decisions on some of the key 

issues associated with curriculum development. They even side-step the age-old social 

studies dilemma of content vs. skills: 

In general, the curriculum we recommend tries to alternate or balance breadth and 
depth. We do not believe that social studies can be either predominantly synthetic 
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or predominantly disciplinary, nor do we believe that students' minds proceed from 
the narrow to the broad, or from universal to particular concepts, or that there must 
be a choice between facts and judgement, knowing-about and knowing-that (28) 

It should be noted that Charting a Course was not without its detractors. A year 

after its publication the National Council for the Social Studies' journal, Social 

Education, devoted a special issue to the debates associated with the report. Criticism 

ranged from the selection of committee members to lack of social studies theorists on the 

committee, to not allowing NCSS members enough time to discuss the report (Epstein and 

Evans, 1990). 

The report was also criticized as not being close enough to the "real" world of the 

schools (Goetz, 1991). This claim was based on the recommendations of more history

presented in a manner that Goetz did not deem to be appealing to young people - while only 

paying "lip service" to social studies. Further, it was questioned whether the suggestion of 

a new scope and sequence was sufficient to reform the social studies and make it appealing 

to students who have recently expressed considerable dislike for and indifference to this 

subject matter (Engle, 1990; Nelson, 1990). 

Perhaps the biggest indictment of the report came from those who claimed that the 

report was contradictory in its goals for preparing students for the 21st century (Nelson, 

1990; Cherryholmes, 1990). The report's authors expressed the desire for students to 

value democracy and civic participation. However, the critics claimed, the emphasis on 

history and geography would not lead to the accomplishment of these worthy goals. 

As a result of these criticisms and the lack of serious consideration by teachers, the 

report did not receive the type of support within the social studies education community the 

authors had hoped for. As such, the report has not had much impact in reforming social 

education throughout the country and is considered by some as a missed opportunity to 

affect social studies education in America (Finn, 1989). 



40 

Key Issues for Social Studies Educators 

For social studies educators in America, the 1980s ended with several critical issues 

unresolved (Leming, 1989; Barth, 1993; Marker and Mehlinger, 1992; Lybarger, 1991; 

Cherryholmes, 1990; Metcalf, 1991). The debate over what all students should know 

(including the notion of "cultural literacy"); the emphasis on single disciplines - history, 

geography and civics - as indicated by the Bush Administration's educational agenda 

(America 2(00); the role of history in a social studies framework; national standards being 

established in single content disciplines as well as in the social studies; the place of social 

studies processes within the curriculum; and other issues continued into the new decade. 

As with the previous decade, of primary concern to social studies educators 

entering the 1990s was the consistent indication by students that the classroom curriculum 

was less than engaging (Goodlad, 1984; Newmann, 1986). Goodlad's extensive study of 

schooling in America described the situation: 

One puzzling question is why upper elementary school students liked the social 
studies less than any other subject .. At the secondary level, social studies came a 
little behind English and mathematics in liking and on par with science. The topics 
commonly included in the social sciences appear as though they would be of great 
human interest But something strange seems to have happened to them on the way 
to the classroom .... This is precisely the implication of a study conducted at the 
junior high level many years ago. Students were asked to rate their interest in a list 
of topics selected from several subjects, including the social studies. Topics from 
the social studies were rated high, but social studies as a subject was rated relatively 
low in interest among the several curricular fields. (212) 

While immersed in their day-to-day duties of classroom teaching, social studies 

teachers make decisions about what and how to teach. As such they are acting out 

positions on these key issues. Examples of such actions include a school or district 

deciding to teach in a "coverage" approach, or, when students are grouped according to 



ability. Often these decisions are made without close analysis of the assumptions or 

traditions upon which they are based. 

41 

Without such close analysis by teachers throughout a state, district or school, there 

is little likelihood that social studies curriculum decisions will enhance one another in ways 

which best insure that desired student outcomes are achieved by all students. Identifying, 

discussing and reaching consensus on the key issues of social studies by educators can 

serve as a critical step in building a powerful social studies curriculum. 

As the new decade began (1992) the Michigan Partnership for New Education 

compiled a systematic approach to developing a K-12 social studies program. Such a 

program would be predicated on determinations made by key personnel within schools and 

districts based on decisions they make regarding key issues related to social studies 

education. Not only did the Partnership authors identify what the critical issues of social 

studies education were approaching the new century (while acknowledging their list was 

not exhaustive), they additionally compiled a thorough research summary regarding each 

issue. Their research synthesis included the issues which social studies educators were 

grappling with at the end of the 1980s and which carried over into the new decade. 

Use of this research analysis could allow state or district personnel to study each 

issue, the various aspects and concerns associated with the issue, and make a decision 

which would be supported by the best knowledge currently available about the issue. 

In turn future decisions regarding instructional strategies, selection of instructional 

materials, and assessment would be grounded in the decisions made earlier by the district 

relative to the key issues. This grounding would be critical. District personnel- from 

administrators to curriculum directors into the classroom to teachers - would be operating 

from a finnly established set of beliefs arrived at by studying the research related to the key 

issues. Unlike many existing K-12 social studies programs, this grounding would 
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discourage making program decisions based on unexamined assumptions. Instead 

everyone involved would know what the district (and/or school) philosophy was on each 

issue, and how it was supported by a solid research base. 

In their publication, Frameworks: Rethinking Curriculum for the 21st 

Century (1992), the Michigan Partnership identified ten key issues for social studies 

education. What follows is a capsule view of each issue and supporting research cited to 

assist school policy-makers in reaching decisions for their programs. 

Disciplinmy versus Interdisciplinruy Knowled~e 

This is one of the age-old issues social studies educators have failed to reach 

consensus on. Since the 1916 NEA report calling for the establishment of social studies as 

a viable curriculum strand, social educators have been debating what content to use in the 

social studies classroom. 

Barr, Barth, and Shennis identify three competing approaches to social studies 

education: 

1. teaching social studies as citizenship transmission, with 
emphasis on inculcation of traditional values; 

2. teaching social studies as social science, with emphasis on 
knowledge as it is structured within the disciplines and on discovery 
learning or inquiry activities; 

3. teaching social studies as reflective inquiry, with 
emphasis on values analysis and decision making. (3) 

The identification of civic competence as the primary goal of social studies 

education is not uncommon. What is uncommon is fmding a group of educators who can 

agree on what is the best way to approach this worthy goal. This becomes increasingly 
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difficult to achieve when considering the fact that "research findings indicate that most 

teachers have not developed well-articulated positions on social studies purposes and goals 

that they can use to guide their curriculum planning, so that they tend to rely on local 

tradition and curriculum materials supplied by major publishers." (5) 

Clearly, until social studies teachers develop some clear beliefs about purposes and 

goals of their teaching, the taught curriculum will be fragmented, and incoherent This in 

tum, will no doubt lead to teaching strategies which are much less than appealing to 

students. Even though social studies is about people and, therefore, should be highly 

interesting, students consistently rate it as their least favorite among the major school 

subjects. The heavy emphasis on factual memorization and regurgitation of facts is usually 

given as the reason (6). 

While the authors do not openly advocate an interdisciplinary approach to teaching 

social studies, the research clearly indicates that this is the best approach when keeping in 

mind the stated goal of civic competence. Perhaps the decision to be made by school 

personnel is the extent and manner in which interdisciplinary approaches to social education 

are utilized within the district 

The authors do caution against using integration if it is seen as an end itself. As 

with disciplinary-based instruction, the content should serve as a tool to achieve the stated 

goals of social education, not as the end itself. Once again the importance of having 

teachers and school-based policymakers develop clearly stated beliefs and goals about their 

daily work become critical. 
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Excellence and Eguity 

One of the emerging phrases of reform associated with the reports and research of 

the 1980s has been "excellence for all". The underlying message is that there must be 

excellence in education - no more minimal standards, but world-class standards - and at the 

same time we should strive for high standards mastered by all students. 

Such statements focus attention on two specific aspects of social education: should 

students of differing abilities be given different types of education - commonly referred to 

as tracking; and, should students from different cultural backgrounds be given different 

types of curricula? 

Tracking is commonly supported by the belief that it assists teachers in meeting the 

needs of a diverse student population more consistently. However, when looking at 

research fmdiogs associated with two critical aspects of tracking - effects on achievement 

and affective/social effects - these beliefs are not conflfIDed (17-19). 

Depth versus Breadth 

Related to the discussion of whether content should be discipline-based or 

integrative is the issue of how to teach all content that is worthy. Educators realize that 

there is not going to be enough time to teach all that is worthy - even with the ever

expanding discussion of longer school years and days. By the same token, students often 

are not given adequate time to explore those subjects which are selected to be included in 

the curriculum. 

Research indicates that most classroom instruction has moved to the breadth end of 

the spectrum and remained there. Much of this can be attributed to the heavy reliance on 

textbooks as the primary source of instruction. This has occured at the expense of depth 

for the reasons mentioned above (31). 
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Walter Parker (1991) illustrates this mindset which is too common among teachers

particularly secondary teachers - and the impressions of a student to this manner of 

teaching. The particular teacher cited here maintains that she teaches in the coverage 

approach because the existence of an "advanced placement" comprehensive exam forces her 

to. She continues that she would teach in the same manner even without the pressure of 

teaching to such an exam: 

If I had to make a choice I would choose coverage because .. .! really feel an 
obligation to at least expose them to some of the pressing issues of our time. Not to 
get to the 1950s and 1960s, the Cold War ... is unconscionable .. .! think it is more 
important that they get exposure and that means sacrificing depth .. .! want to give 
them as much exposure as I can, you know, shove it down their throats. (95) 

A student asked about his classroom experiences responded very differently about 

the impact of depth vs. breadth on his learning in school: 

I got totally immersed in a project when the teacher forced us to do a paper on some 
guy. We couldn't pick him, but we had to read at least four books and write at least 
100 note cards -- big cards --and develop at least a ten page paper. I got 
Montaigne. It ended up real interesting. As Mr. Foster pointed out, it was kind of 
cool that I got to be a real expert and to know more than probably five million 
people in America about this guy. I'm not sure what made it so interesting -
whether it was Montaigne's own works and life or just the fact that I got to know 
so much about him. 

John [the student] added that he had not been given many of these opportunities. 
Much of the time, he said: 

It's total skim; it's very bad. The course in European history is a classic example. 
We covered 2,000 years. Every week we were assigned to cover a 3D-page 
chapter. The teacher is a stickler for dates and facts. We had 50 dates a week to 
memorize. The pity of it all is that now I don't remember any of them. I worked 
so hard, and now basically all I remember is Montaigne. There's like maybe five 
dates I remember, when I probably learned 300 or 400 dates all year. I can't even 
remember a lot of the major guys we studied. (94) 

The coverage, or survey approach, might be welcomed by more critics if it could 

even be demonstrated that it assisted students in learning more factual knowledge. 
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However it seems clear that shallow coverage of a broad range of facts has not been 

successful in enabling students even to remember those facts, let alone understand or apply 

them (32) .. This does not even mention assisting students in reaching the espoused goal of 

civic competence commonly held by social educators. 

As indicated by the comments of the student above, perhaps the most dangerous 

aspect of this method of teaching is that it serves to be counterproductive when attempting 

to motivate students: 

Another criticism is that these approaches are turning off students. Surveys 
typically reveal that students have less positive attitudes toward social studies than 
toward other school subjects, and that boring repetition of the reading-recitation
worksheet-test cycle is usually stated as the reason. Citing a broad range of theory 
and research, these scholars argue that disconnected factual information is not very 
meaningful or memorable for students. Lacking both contexts within which to 
situate their learning and richly interconnected networks of ideas to enhance its 
meaningfulness, students are forced to rely on rote memorizing instead of more 
sophisticated learning and application strategies. They remember as much as they 
can at least until the test, but aftelWard, most of this is soon forgotten. 
Furthermore, most of what they do remember is inert knowledge that they are 
unlikely to be able to access and use in relevant application situations. (32) 

The research in this area is ovelWhelming. Scholars are nearly unanimous in their 

call for greater depth for social education and reduced breadth (commonly refered to as the 

survey method of instruction): 

Subject matter taught for understanding is not presented as a parade of disconnected 
facts; instead, it is taught as a network of connected information structured around 
powerful ideas. The focus is on these important ideas and the instruction 
emphasizes understanding the connections among the ideas as well as the ideas 
themselves. Second, in order to allow time for the kinds of teacher-student 
discourse and learning activities that are needed to enable students to understand, 
appreciate, and apply these networks of ideas, there is a retreat from breadth of 
coverage. Key ideas are taught along with whatever supportive information or 
experiences are needed to develop them, but unrelated or unnecessary information 
is omitted. (32) 



Where scholars and social educators do not agree is when asked to identify the 

powerful or essential learnings that students should focus on. Some states, such as 

Arizona, have identified "essential skills" for schools and teachers to emphasize. Social 

educators such as Walter Parker have their own suggestions: 

THE GOAL OF THE SOCIAL STUDIES EDUCATOR IS TO HELP 
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STUDENTS DEVELOP a deep, rich network of understandings related to a limited 
number of essential topics. Which topics are essential? Answering this question is 
the renewal committee's most important work. 

My nominations for the five most essential learnings of the K-12 social studies 
curriculum: the democratic ideal, cultural diversity, economic development, global 
perspective, and participatory citizenship. (Parker, 1991, 1) 

A detailed description of Parker's "essentialleamings" is found in Appendix C. 

And, organizations such as the National Council for the Social Studies also have 

recommendations of themes for instruction: 

Because we cannot teach everything, and because students cannot learn all that 
can be known, a standard is defmed here as a criterion for curricular scope and 
student performance against which a program's quality may be measured. 
Standards are statements about what all students should know and be able to do as a 
result of instruction. A standard is a criterion for making decisions about why, 
what, and how to teach and learn. Social studies standards address what is unique 
and essential to the social studies program, and can help answer the following 
questions: 

*What content characteristics and perspectives are essential to the social studies 
curriculum? 

*What characteristics are essential to effective social studies instruction? 

*What content themes and persistent issues should social studies address? 

Paying attention to multiple perspectives, the common good, persistent issues, and 
a learning place, social studies programs can implement the content standards 
recommended here. These standards are categorized as follows: 

*Culture 

*Time, Continuity, and Change 

*People, Places, and Environments 



"'Individual Development and Identity 

"'Individuals, Groups, and Institutions 

"'Production, Distribution, and Consumption 

"'Power, Authority, and Governance 

"'Science, Technology, and Society 

"'Global Connections 

"'Civic Ideals and Practices 
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These categories are interrelated. That is, to understand culture students need to 
understand time, place, power, and citizenship. To understand time, students need 
to understand place, culture, and institutions. The total set of standards presents 
and represents holistic or complete content scope that a student should experience in 
each grade, K-12. (viii) 

A more detailed account of the NCSS curriculum standards are located in 

AppendixD. 

While there will probably never be total consensus among social educators 

regarding what content essentials are best for all students, there can be little argument that 

the research base supports moving instructional decisions more toward extended study of 

far fewer topics. 

Leaminf: How to Think and How to Learn 

In addition to the historic dilemma of how to teach everything that is worthy and 

provide students with time to reach depth of understanding comes the discussion of how to 

teach both the knowledge associated with social education and the necessary skills to apply 

the knowledge. 

Unlike other disciplines (such as mathematics and language arts), social studies is 

an academic area which does not consist of specific skills being aligned with particular 

knowledge. Skills such as data gathering, thinking skills, participation skills, interpersonal 
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skills may be aligned with a great variety of content within the social studies curriculum 

(37). 

As a result, the decision which must be addressed by teachers is how to teach the 

knowledge and skills strands of the curriculum. They may be taught separately with drills 

on skills and memorization of factual knowledge done in isolation from one another. Other 

social educators believe that it is best to teach the skills "couched" (39) within the 

knowledge strand. They feel this allows them to teach the knowledge within a framework 

of decision-making and problem-solving. 

While there are concerns expressed by some teachers that embedding skills within 

the content tends to subordinate the skills, this is not a major concern when the curriculum 

is looked at as not being the end itself, but as a means to meeting the goals associated with 

civic competence. The authors of Frameworks sum it up this way: 

Curriculum planners may well want to ensure that students receive systematic 
instruction in models of and processes used in accomplishing critical thinking, 
decision making, and other higher order social studies skills. However, this need 
not occur in a separate skills strand that is disconnected from the knowledge strand. 
The two can be linked by planning for systematic teaching of skills at the point at 
which they would be introduced naturally into the curriculum because they were 
needed for authentic application of the knowledge being taught at the time. This 
introductory instruction could be reinforced as needed whenever the skills were 
once again required to accomplish activities located later in the curriculum sequence. 
Eventually, instruction in the skills as such could be faded out, although directions 
for activities might include cues or reminders designed to ensure that students not 
only applied the appropriate skills but did so with metacognitive awareness of their 
strategies. (44) 

Hi~her Order Knowled~e and Skills versus the Basics 

Higher order thinking is an emphasis espoused throughout the K-12 curriculum, 

not solely in the social studies. Educators desire students who not only are knowledgeable 

but able to develop rich understandings about the content Yet much instruction revolves 

around textbooks; textbooks which present information in a less than appealing manner: 
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Analyses of textbooks typically find them to be parades of facts without much 
attention to higher order thinking, and observers find most classrooms to be places 
where reflection, debate, and creative discussion seldom occur. (49) 

Coupled with the heavy influence of textbooks on classroom instruction is the belief 

held by many educators that before students can reach the deep understandings desired by 

educators and the community at large, they must learn "the basics" . 

As with skills, it has been proposed that general thinking skills be taught to students 

separate from content. However, research does not support this use. In particular, there is 

no evidence that the teaching of higher order thinking skills out of context from content 

allows students to generalize their learning (49). 

A second body of recent research indicates that another old paradigm must be 

broken for teachers to be able to teach to higher order knowledge. This is a move away 

from the belief that learning and teaching are part of a hierarchy. Instead, recent indications 

are that learning is "composed of networks structured around powerful ideas" (50). If that 

is indeed the case, then basic knowledge must not be mastered before the introduction of 

higher levels of learning (51). 

Accompanying this shift in understanding about learning is an accompanying shift 

in instruction. With few exceptions, social studies is not a discipline which has an inherent 

hierarchy of learning. Students are asked to develop understanding. An understanding 

which does not exist in the topics which are selected as the "essential learnings" as much as 

in the ability of students being able to study these topics in-depth. 

Newmann's work on "thoughtfulness" within classrooms is encouraging in this 

regard. There is some indication from his studies that higher order learning can occur with 

the selection of proper essentials, instructional strategies and time for students to study the 

essentials in depth (54-55). 
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Authentic versus School Leamin~ 

For students to apply their learning of essential knowledge beyond the classroom -

without such application the knowledge acquired from the school curriculum has little use -

- instruction must go beyond memorization of facts. Use of knowledge outside the 

classroom is critical if the goal of civic competence is to be reached. 

Real life applications of school content is referred to by scholars as "authentic" 

instruction. While authentic should not be confused with "fun" or "relevant", it should be 

considered more "genuine" or "realistic": 

The primary criterion for assessing the authenticity of an activity is the degree to 
which the activity supports students' acquisition of the capabilities and dispositions 
emphasized in major social studies goals. Authentic activities make students more 
willing and able to do those things that motivated curriculum planners to include the 
social studies strand in the curriculum in the first place and to design it as they did. 
(60) 

Social educators advocate a variety of approaches to achieve this goal. Some usc a 

public issues methodology. This approach involves a great deal of dialogue and discussion 

about persistent social issues. Others give greater emphasis to service education where 

students actively participate in school and community civic service opportunities. These 

activities are ideal for social studies curricula. The bridge created between the classroom 

and society at-large is essential (61). 

For social educators who endorse the civic competence goal of social studies -- a 

goal most social educators will not refute -- instruction geared toward more authentic 

lessons is critical. Studying this issue and the associated research would assist teachers in 

making conscious decisions about instructional strategies and instructional materials that 

would undoubtedly move away from the textbook driven classroom which is much too 

common. 
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Leamini: Community versus Isolation and Competition 

A central theme of the reform reports of the early 1980s was that of international 

economic competition. We must be more competitive in the market place to maintain our 

traditional dominance it was argued. Additionally, the tradition factory model of education 

used in many schools placed greater emphasis on competition among individuals in school 

as opposed to collaboration (Mitchell, 1992). Emphasis on cooperative skills has 

historically fit into the stated values of social studies programs, if not the overall school 

cuniculum. 

Unlike tracking, cooperative learning methods have been demonstrated to have 

positive effects on achievement; the type of achievement which is necessary in a democratic 

society (75-76). 

While the research indicates that cooperative learning strategies have earned a place 

in the cuniculum, this is not to be misconstrued as meaning that it should subplant more 

traditional methods of social education. Cooperative learning approaches assist educators 

in achieving the social and achievement values and goals stated in social studies cuniculum 

guides. As such, these methods should be utilized when deemed appropriate by classroom 

teachers to achieve the related goals and values. 

Testin~ What You Teach versus Teachin~ What You Test 

The established place of standardized testing in schools has gone beyond its 

intended original use. It not only serves as one indication of student ability or 

performance, but in many instances now indicates what the cuniculum shall be. When 

testing becomes "high-stakes" (83) it is given increased emphasis by educators. 

As with instructional approaches, evaluation has value when seen as a means to an 

end, not the end itself. Tests and examinations used to assist in giving students feedback 
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on performance and to evaluate the curricular program is legitimate. When the 

examinations are used to determine the what and how of instruction they are being seen as 

an end of education (84-85). 

Like instruction, assessment must be authentic to be of value to schools. This 

means going beyond the use of pencil and paper assessments. This also means multiple 

student assessment opportunities. Assessments which evaluate students based on their 

performance, not simply selecting an answer from a list : 

In schools, a task might be considered authentic if the messages that students speak 
and write, the products they create, and the performances they complete make an 
impact on others and upon the students themselves beyond certifying their level of 
competence or compliance. Thus, writing an article for the student newspaper 
would be more authentic than writing only to show a teacher that one is capable of 
organizing a coherent paper. Authentic tasks challenge people not merely to 
reproduce knowledge but to produce knowledge that has value and meaning beyond 
the instructional context (87) 

While there has been a great deal of attention paid to alternative methods of 

assessment in language arts and mathematics the past few years, there is sure to be greater 

attention directed to social studies in the near future. Social studies educators have had the 

opportunity to observe their colleagues in these other disciplines react to this important 

aspect of educational reform. It is hoped that social educators have learned from the 

experiences of their colleagues and will design assessment based on the goals of their social 

studies program. 

Instillin~ versus DeyelQpin~ YaIues 

While there is not agreement about the specifics, most educators agree that social 

studies should have strands of knowledge, skills and participation. Major disagreement, 

however, arises when the topic of values is addressed. Those who oppose this aspect of 

the curriculum feel this is an area that should be left to institutions outside of school, such 
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as churches and families. Educators who support the teaching of values within the social 

studies base this on the belief that the values should be those that are basic to our 

representative democracy. 

The research on teaching values is mixed at best Various methods of teaching 

values have been studied - including moral reasoning, values inculcation, values 

clarification and values analysis (92-94) - with no clear indication that anyone approach is 

preferable over the others. Perhaps the utilization of a variety of approaches is best. 

Despite the lack of consensus on how to teach values in school and which values to 

teach, there does seem to be emerging agreement that if students are applying values found 

in our nation's basic social documents - such as the Constitution and Declaration of 

Independence - this is more palatable. Students should be encouraged to go beyond simply 

considering facts, but to also include considerations of possible decisions on social 

dilemmas and consequences associated with those decisions (95). 

National versus Global Community 

As we approach the new century, more and more is heard about the global nature of 

our existence. As a result there becomes a concern by some educators about how to 

prepare students for citizenship. Should there be emphasis on citizenship of a nation or 

state, or should we encourage students to look beyond the establishment of political 

boundaries? 

Within the community of social educators there is not a major disagreement about 

the necessity of a global perspective component to the curriculum. Much of the 

disagreement comes from conservative political segments of the public at-large (103). The 

difference among educators is the selection of an approach which fits their needs. 

Approaches include framing global education around geography instruction, international 
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relations, cross-cultural or multicultural lessons, and an integrated global history approach 

(107-108). 

It is interesting to note that two of the more prominent approaches to social studies 

reform have included global education as key components. Walter Parker has identified a 

"global perspective" as one his five "essential learnings" (Appendix C). And the National 

Council for Social Studies has included "global connections" as one of its ten themes for its 

national social studies standards (Appendix D). 

The interrelatedness of these issues is obvious. One cannot hope to create and 

maintain a powerful social studies program without considering the depth of the curriculum 

along with whether or not a global perspective will be one of the accepted "essential 

learnings." Authentic learning and alternative means of assessment go hand-in-hand. And 

teaching students how to think is closely related to decisions about emphasis on higher

order knowledge and learning. Social educators must closely investigate each of these 

issues and reach decisions about them when designing a new program or reforming 

(renewing, in Parker's words) the existing K-12 curriculum. 

Questions remain as to why teachers and administrators proceed to do their jobs 

based on old assumptions and traditions about these issues. Without focused study on 

these issues and decisions based on that study, schools will continue to have social studies 

programs which are fragmented and unaligned to the stated purposes and goals of social 

education - civic competency for all students. 

Powerful Social Studies 

Relying on much of the same synthesis of literature as the Michigan Partnership for 

New Education, the National Council for the Social Studies developed the characteristics of 
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"powerful" social studies. This came at a time when NeSS was also developing national 

curriculum standards and a revised defInition of social studies. 

The NeSS vie',· ... ,of "powerful" instruction and learning is the work of a task force 

submitted for consideration to be endorsed by the entire organization. The position paper, 

A Vision of Powerful Teaching and Learning in the Social Studies: 

Building SociarUnderstanding and Civic Efficacy (1992), not only identifies the 

characteristics of "powerful" social studies, but also outlines what must be accomplished 

to reach this lofty goal. For the purposes of this study, focus will be on the characteristics 

of "powerful" social studies. 

The similarities between the recommendations of this NeSS task force and those 

presented by the Frameworks authors are striking. In both cases, the authors used 

contemporary knowledge about instruction, assessment, and learning to support their 

recommendations. This is knowledge which has become increasingly available to the 

community of social educators during this decade of reform. 

The two reports are similar in another critical aspect Both focus not so much on 

the "what" of social studies curriculum, but the "how". The issue of content is obviously 

important to the authors as social educators and is not dismissed as an integral aspect of 

social studies education. They acknowledge that it is an important decision that must be 

dealt with. However, they have chosen to concentrate on the processes of social studies in 

order to emphasize that this is just as critical. Good content without proper instruction is 

just as ineffective as powerful instruction without appropriate content. 

The term "powerful" is used in this report to indicate practices which are ideal 

approaches to learning and instruction in social studies: 

Powerful social studies teaching helps students to develop social understanding and 
civic effIcacy. Social understanding is integrated knowledge of the social aspects of 
the human condition ... Civic effIcacy is the readiness and willingness to assume 



one's citizenship responsibilities ... The emphasis is on principles of teaching and 
learning that have enduring applicability across grade levels, content areas, and 
scope-and-sequence arrangements. (1-3) 

Social studies is viewed as being powerful if it embodies five characteristics. It 

must be: meaningful, integrative, value-based, challenging, and active. 

MeaninldYl 
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The instruction must be meaningful to both the students and the teacher. For the 

students this means connecting with their world and their level of understanding. For the 

teacher it means selection of teaching methods and materials that will assist the students in 

making the necessary connections (11). 

The recommendations of the Task Force are similar to those of the Frameworks 

authors in the suggested use of authentic and alternative activities and assessment These 

are seen as "opportunities for students to engage in the very sorts of applications of content 

that justify the inclusion of that content in the curriculum in the first place" (13). 

Intewtiye 

Through the use of "themes, generalizations, and concepts" (15) social studies 

serves as a link that connects the various disciplines throughout the curriculum. Social 

studies is also seen as integrative because it allows students to connect past events to 

contemporary events and project into the future. 

Instructional approaches to social studies should be integrative in bringing together 

the strands of knowledge, skills, values and participation. This should be done in a 

contextual manner which does not separate skills instruction from content 
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Value-Based 

One of the major concerns about social education today, particularly at the 

secondary level, is the heavy emphasis on content memorization at the expense of allowing 

students to consider the ramifications of events, social and political decisions, and civic 

actions. Value-based social education would help alleviate this concern: 

Powerful social studies teaching considers the ethical dimensions of topics and 
addresses controversial issues, so it provides an arena for the reflective 
development of concern for the common good and application of prosocial 
values ... Students are made aware of potential social policy implications and taught 
to think: critically and make value-based decisions about related social issues. (17) 

Challenging 

While this does mean that students are expected to achieve meaningful instructional 

goals, challenging instruction goes beyond that. It requires the teacher to create a 

"thoughtful" classroom in which students are to tackle persistent social issues: 

The teacher models seriousness of purpose and a thoughtful approach to inquiry 
and uses instructional strategies designed to elicit and support these same qualities 
from the students ... The teacher also makes it clear that students are expected to 
thoughtfully connect what they are learning to their prior knowledge and 
experience, offer comments, and raise questions. (19-20) 

Contemporary views of learning and understanding require that students be viewed 

as more than empty receptacles or blank: slates to be filled or completed by the teacher. 

This is particularly true of social studies, where learning is framed around understandings, 

not isolated facts and bits of information. Developing these understandings requires time 

on the part of students and careful selection of instruction strategies by teachers: 



Students develop new understandings through a process of active construction. 
They do not merely passively receive or copy curriculum content; they actively 
process it by relating it to what they already know (or think they know) about a 
topic. (22) 
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The construction of meaning required to develop important social understandings 
takes time and is facilitated by interactive discourse. (23) 

This construction of understanding on the part of students can be facilitated by the 

selection of authentic instructional and assessment strategies by teachers. The 

incorporation of cooperative learning opportunities, use of role playing and simulations, 

and participation in civic service activities are just some of the instructional strategies which 

can be utilized in the social studies curriculum to enhance student understanding of 

identified "essentials" of learning. 

A Decade of Reform - Arizona 

The years following the publication of A Nation at Risk and similar educational 

reform reports resulted in increased interest and discussion throughout the country. As we 

have seen, dialogue and action at the national level ranged from the beginning of standards

setting projects in a number of content areas, to national education goals by two Presidents, 

to proposed national examinations and beyond. 

In the arena of social studies internal debates about the nature of the field continued 

relatively unaffected by external pressures and influences. The pressure being placed on 

the social studies by the reform reports was not so much a desire for more, but to do the 

work of social studies better. States responded in a wide variety of ways: content 

frameworks, alternative assessment development, strengthening graduation requirements, 

and revising instructional approaches. 

The state of Arizona has been similarly impacted by these ''waves'' of reform. 

From legislative mandates to State Board of Education rules and Department of Education 
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implementation of these top-down policies, schools and districts throughout the state have 

begun to feel the changes. Arizona, a relatively young and conservative state, has 

demonstrated a willingness to consider reform of its educational system. As such, Arizona 

serves as an appropriate case study of how the "waves of reform" may have affected 

classroom practice. 

The First Seventy Years 

From its inception as a state in 1912 through the beginning of 1984, attempts in 

Arizona to establish a mandated (social studies) curriculum, and yet maintain the long-held 

philosophy of "local autonomy," have frequently come into conflict Since statehood the 

state legislature has been authorized to "prescribe and enforce the course of study for the 

common schools" (defmed as grades K-8). Yet local districts have been responsible for 

implementing the course of study within their own locale (pickering, 1966; Education in 

the States, 1969; Bury, 1975; Curd, 1986; West's, 1992). 

In this respect Arizona is not unique. Throughout the nation education reform has 

been made more complex by the existence of layers of policy making and governance: 

"It is probably closer to the truth to argue that the main problem in North American 
education today is not the absence of or resistance to change," Michael Fullan, the 
dean of the faculty of education at the University of Toronto, suggests, "but rather 
the presence of too many ad hoc, fragmented, uncoordinated changes". (From 
Risk to Renewal, 1993, 17) 

Such fragmentation increased nationally during the 1980s as states took more of an 

active role in education reform. As the state's role expanded, local districts continued to act 

as before - in fact they made more policy than before. Susan Fuhrman, director of the 

Consortium for Policy Research in Education at Rutgers University, summed it up: "More 

policy led to more policy" (From Risk to Renewal, 1993, 17). 

Arizona's prescribed and legislated curriculum from statehood until the beginning 

of the "decade of reform" has been documented (Curd, 1986). While Curd fails to provide 



61 

much analysis regarding the history of Arizona's social studies mandates and 

implementation, his work is the most comprehensive chronology to date. Additionally, it 

can serve to assist understanding of what attempts were made in the area of curriculum 

reform in social studies education prior to the "decade of reform," if not analysis of its 

effect(s) on classrooms, teachers and students throughout the state. 

Curd's history represents an extensive compilation of data, utilizing primarily state 

documents. He was interested in "legislative enactments" and "responses of the State 

Board of Education in prescribing a course of study" (2). He also interviewed nine 

policymakers as to their feelings about the roles of the legislature, State Board of Education 

and local governing board in establishing the course of study. 

His chronological accounting of legislative and State Board action related to social 

studies education in Arizona does provide a paper trail of sorts of what had been prescribed 

prior to 1984. Curd evaluated every adopted course of study since statehood -- 12 in all. 

However, Curd's work would have been enhanced considerably had it related 

Arizona's actions to national trends and issues, and if there had been some attempt to 

differentiate between the various types of curriculum present within any district (Parker 

[1991] identifies three types of curriculum: the recommended, the written and the taught 

[46]). Curd's decision to focus solely on the state recommended curriculum tells us what 

the policymakers mandated, but gives no indication of how these decisions may have 

affected the heart of education -- what occurs in the classroom between teachers and 

students. 

Three major benchmarks emerge from Curd's work: the establishment of minimum 

requirements; a separation of history and social studies; and identification and deflnition of 

courses of study. 
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Perhaps the most significant early policy action came in 1925 when the legislature 

"added to the school laws for the ftrst time in the State's brief history a measure which not 

only prescribed what must be taught, but included student examinations in the subject 

areas, certillcation requirements for teachers and administrators, and penalties for 

noncompliance" (12). This became signiftcant as it created the need to recodify statutory 

law. This revision led to the merging of previous statutes related to education into a more 

cohesive chapter of legislation. 

Curd identiftes the 1952 state social studies guide as a departure from past efforts at 

curriculum mandates by the state: 

The new course guidelines contained "Minimum Essential Goals" without 
suggestions for suitable instructional aids, supplemental reading, activities, 
suggested learning experiences, or measure of achievement. At the beginning of 
each grade level section, there was a page devoted to time allotment. Each course 
of study then had a description of the student. The Areas of Interest and the 
Minimum Essential Goals were then set out (46-47) 

Curd's description of the 1952 guide as a departure from previous efforts is largely 

due to the physical layout of the document. Perhaps its most signiftcant change in terms of 

potential impact on schools was the concept of "minimal essential goals." This would 

become a concept that would remain with the state into the early 1980s. 

In 1974 the state issued What Every Child Should Know -- Social 

Studies: Course of Study/Criteria for Textbook Selection. As with the 1952 

document, Curd viewed this as a departure from past efforts at the state level: 

The 1974 course of study divided social studies and history into separate 
publications. The 1974 course of study for social studies, 62 pages in length, was 
a departure from any previous course in both content and arrangement. The stated 
dual purposes of this publication were to "constitute the course of study" and to 
have it "be used as the educational content criteria for the selection of State Adopted 
Textbooks." According to the State Board of Education, it was to be "minimum 
course content for quality education" (Preface). What Every Child Should 
Know covered both elementary and high school courses required but did not break 
them down by grade level. Instead, the course of study indicated at what level ("E" 
signifted elementary and "H" signifted high school) a particular major goal or 
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subgoal would receive emphasis. This particular treatment of the course of study 
complied with 1960 Laws Chapter 127 which required that a course of study be 
prescribed for both common schools and high schools. The course included 
geography, economics, world history, and government. (53-54) 

Curd identifies a 1983 change in the legislation as a major shift in the relationship 

between the state-level written curriculum and the implementation at the local level: 

Laws 1983 Chapter 325 provided that the State Board of Education should now 
prescribe the minimum course of study. The local governing board was to be 
responsible for prescribing the course of study, based upon the State Board's 
adopted minimum course of study and competency requirements. Now, more than 
ever before, local governing boards in Arizona are responsible for developing and 
implementing their own curricula. (2) 

This proves to be an interesting perspective on Curd's account, considering the lack 

of focus he applies to the issue of local implementation. 

This new legislation, for the frrst time in 71 years of statehood, defmed what 

a"course of study" was. More importantly it gave the State Board of Education the 

authority to provide a minimum course of study and competency requirements for 

graduation from eighth grade and high school. Local school boards were to implement 

these "minimum" standards within their school district. 

Also noteworthy about this State Board directive was that it clearly reflected the 

"minimum" standards movement of the 1970s. This was instituted by the State Board on 

the eve of A Nation at Risk and similar reform reports. Unbeknownst to the Board, 

within a matter of years the momentum of school reform initiated by these reports would 

significantly change the concept of "minimum" standards. 

Before the demise of the "minimum standards" era in Arizona, however, the state 

expanded upon this idea of a minimum course of study. Reacting to a change in the 

legislation (Laws 1983, Chapter 325), the State Board of Education came up with what 

Curd refers to as the "1984 Essential Skills List" (60). This list was to assist districts in 
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graduation from 12th grade: 
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The Essential Skills List adopted by the State Board of Education in 1984 included 
in the 27-page document health skills, language arts skills, mathematics skills, 
music skills, science skills, social studies skills, and visual arts skills. Social 
studies received the most expansive treatment, nine pages with specific attention 
given to social studies skills, Arizona Constitution skills, Arizona history skills, 
United States Constitution skills, United States history skills, and free enterprise 
skills. 

The course of study was now a list consisting of statements, each beginning with 
measurable activities such as identifies, describes, recognizes, explains, lists, and 
names. The Essential Skills List was, in fact, a "minimum" course of study which 
set forth expected outcomes, thus implying the aims of the course. Each list was 
designed to show the skills to be acquired for promotion of pupils from grade 8 and 
graduation of pupils from grade 12. The list is cumulative in that the skills to be 
acquired at the elementary level are required to be demonstrated also for graduation 
from high school. (61-62) 

Curd concludes his study with the stated belief that the districts now have greater 

responsibility than ever in developing courses of study. This was based on the 

establishment of "minimum" competency requirements by the state. However, those 

districts wishing to go beyond the minimums must develop their own curriculum: 

Not available at this point are fully developed courses of study and competency 
requirements which exceed the State's "minimum" and which could be adapted and 
implemented. This could be especially helpful for local governing boards without 
resources to adequately develop a course of study which would be useful for 
teachers. While the examination of the courses of study prescribed by the State 
Board in the past and described in this study may be of value for local governing 
boards and professional educators by providing samples of what can be developed 
in a course of study, it is important to note that these materials are not easily 
accessible to all local governing boards. 

In conclusion, as the local governing board assumes greater responsibility for 
deciding specifically what is to be taught in the public schools, it can search out 
existing course of study and can locate procedural models which can be adapted to 
suit its needs. This, however, is not an easy task. The State Board, as it redefmes 
its role in relation to Arizona's course of study, should include in its e[fOfLS 
assembling useful, up-to-date information. (98-99) 
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Although not within his scope, Curd's work would have been enhanced 

considerably had he considered two additional aspects of social studies education 

throughout Arizona's first seven decades as a state. First, as Arizona's curriculum 

evolved, was it in any way attached to national trends and national patterns? Or was 

Arizona -- as its western heritage tends to dictate -- setting out on a trail of its own without 

regard to national or international events (pickering, 1966; Bury, 1975). Second, how did 

these various mandated curricula impact instructional practice in the classroom? Did the 

curriculum guides and directives make their way into the elementary and secondary 

classrooms of the state and change the way teachers taught and what students learned? Or 

did these guides find their way onto district office shelves, destined to gather dust and 

largely be ignored? 

While Curd's work does provide us with some historical perspective regarding the 

process of curriculum policy and change, it largely misses the greater, more important 

aspects of curricular change: aspects such as teacher impressions of the policy decisions 

which became increasingly more important as educators entered the 1990s. 

The Roots of Cham:e 

Social studies educators in Arizona entered the latter part of the 1980s for the most 

part as they had started the decade (Curd, 1986). The major change in state mandates 

during the decade was the listing of "minimum" essentials in 1983-84. While there is little 

if any substantive data to support this belief, conventional wisdom would indicate that the 

status quo ruled in the area of social studies instruction in Arizona during this time period. 

The status quo in Arizona's K-12 education community began to be challenged in 

1987. In that year the State Legislature passed what became known as the Goals for 
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Education at that time, recorded these events this way: 
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Born in 1987, this legislation required the fonnation of a Joint Legislative 
Committee involving both the Arizona Senate and House, the State Superintendent 
of Public Instruction, business and education leaders, community members, 
parents, and teachers. This committee was charged with setting goals for Arizona's 
educational excellence in three areas: K-12 achievement (and how to measure that 
achievement), graduation rate, and post-secondary success. (1991,48) 

As the Joint Legislative Committee began addressing the first goal area (K-12 

achievement), they focused in on the issue of standards for subject areas - standards, as it 

would turn out, that would become curriculum mandates. It was suggested by 

Superintendent of Instruction, C. Diane Bishop, that the Joint Legislative Committee look 

at work already completed by several State Department of Education curriculum 

committees. 

The "curriculum framework documents" (Easton, 1991,48) developed by the State 

Department of Education committees rejected the "minimum" skills lists prepared in 1983-

84. Although given the titles of Language Arts' Essential Skills (1986) and Essential Skills 

in Mathematics (1987) these visionary documents went far beyond simply listing basic 

skills for students to learn. Easton noted the reaction of the Joint Legislative Committee as 

extremely favorable: 

The Joint Legislative Committee was impressed with the high standards in both of 
the Essential Skills documents as well as with the real-life relevance of the 
competencies they established. Instead of setting its own curriculum, then, the Joint 
Legislative Committee voted to adopt the already written Language Ans Essential 
Skills and the Essential Sldlls in Mathematics. The committee also required that 
similar documents be written for the rest of its goal areas. (51) 

In response to the Joint Legislative Committee directive, the State Department of 

Education began in the summer of 1987 constructing a committee to develop "essential 

skills" for social studies (Minutes, 1988; Easton, 1991). Unlike the lists of skills 



prepared earlier in the decade, these new "essential skills" were to reflect the 

process/content orientation of the language arts and mathematics frameworks already 

developed. 

The Social Studies Essential Skills committee met for the first time on July 23, 

1987 at the Department of Education in Phoenix (Minutes, 1988). In accordance with 

State Board rule, the committee was to be made up of 27 members representing both 

educators and the community at-large, as appointed by State Board members. Nineteen 

members attended the first meeting. According to minutes recorded by a Department of 

Education staff member, committee members were given their stated charge by the 

Superintendent of Public Instruction: 
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Ms. Bishop gave the Committee the background on their tasks. She stated that the 
legislature has mandated the State Board to adopt essential skills for all courses. 
The legislature left the task of defining these skills to the committee put in place by 
the Board of Education. 

Ms. Bishop told the committee that in 1984 the State Board addressed essential 
skills for all subjects and since then has been reviewing and updating certain subject 
areas prior to textbook adoption. Ms. Bishop advised the committee that their 
charge specifically is to adopt Social Studies Essential Skills and recommend them 
to the Board of Education. 

Recently the State Board added a new high school graduation requirement of world 
history and geography. Because there has not been essential skills developed, 
teachers will be teaching these courses without guidelines until this committee can 
make recommendations. Ms. Bishop continued that the Arizona Council for Social 
Studies together with the Department of Education staff had developed a list of 
suggested skills that is available for their review. Ms. Bishop told the committee 
they were to establish the essential skills to be accepted by the Board of Education. 
Ms. Bishop thanked the committee for assisting with these important tasks. 
(Minutes, July 23, 1987) 

Subsequent meetings were held in August, September, October, November, 

January (1988), February, March, and April. Public hearings at three sites (Phoenix, 

Tucson and Flagstaff) around the state were held in May. Final editing was conducted the 

frrst week of June. 
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The minutes of the February meeting are particularly interesting for two reasons: 

first, the influence of California's history framework on the work of the committee; and, 

second, the mention to committee members of the possibility of a future state test based on 

the essential skills they were creating: 

The next item was a report from the people attending the History-Social Science 
State Framework Conference sponsored by the California State Steering 
Committee for Curriculum Development, the California County Superintendent 
of Schools, and the California State Department of Education held in San Diego on 
February 16-17. Virginia Tinsley was selected to attend from the Social Studies 
Essential Skills committee. Dr. McDonald, Margaret Smith and Jean Hamlin also 
attended and were funded by their respective school districts. Each participant gave 
an overview of the portion of the conference they attended. They were all very 
enthusiastic and felt the conference was well worth the time. Materials from 
the conference were presented to each committee member present. 

Mr. Hunter [ADE liaison] distributed copies of" Arizona Goals for Education". 
The Department of Education will eventually create a test on the essential skills 
this committee is creating. It will not be a mandated test, however, it will be used 
to determine what students are learning. We need to focus on where we want to go 
and what infonnation we include in the Social Studies essential skills. This is a 
long term effort. (Minutes, February 24, 1988) 

It was now very clear that Arizona's social studies community would be impacted -

at least on the level of the "recommended" curriculum -- by the refonn reports of the early 

1980s. This was assured due to the influence of California's work on the committee's 

efforts, and the fact that individuals such as Diane Ravitch who worked on the California 

framework would work in the U.S. Department of Education during the Reagan/Bush 

administrations. 

It is equally as interesting to note the reference to a "voluntary" examination based 

on the essential skills. This is notable because: 1) as this study is being written during the 

academic year 1993-94 no such exam has been forthcoming in social studies; and, 2) the 

examinations currently in existence for language arts and mathematics as a result of the 

Arizona Student Assessment Program (1990 -- more about this later) are not only not 
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Arizona. 
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The State Board of Education received the framework from the committee in July, 

1988. It was approved by the Board the following month. Arizona now had a new 

recommended social studies curriculum. This document, while not completely in line with 

the process/content intent and tone of the language arts and mathematics essential skills 

frameworks, was a substantial improvement over the previous lists of skills. Particularly 

impressive about the document were the 14 "distinguishing characteristics embodied within 

the curriculum" identified at the beginning of the document Assuring the existence and 

proper use of these "distinguishing characteristics" could move schools and districts 

toward teaching the processes of social studies as well as the content (Arizona Social 

Studies Essential Skills, 1988, 2). 

Specifically, the framework suggested the following characteristics as being 

essential to a quality social studies program: 

1. Social studies is a chronological study of significant developments in human 
history. 

2. Social studies is enriched by an integrated and correlated approach across 
subject matter boundaries. 

3. Social studies develops an awareness and appreciation of the multicultural 
and pluralistic society in which we live. 

4. Social studies emphasize the development of ethical, civic, and democratic 
values as integral elements of good citizenship. 

5. Social studies encourages the honest and accurate presentation of 
controversial issues within their historical or contemporary context. 

6. Social studies acknowledges the importance of religion in human history. 

7. Social studies includes critical thinking and problem-solving skills at every 
grade. 

8. Social studies includes varied modes of learning. 
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9. Social studies uses a variety of content-appropriate teaching strategies that 
engage students actively in the learning process. 

10. Social studies includes the use of contemporary technology. 

11. Social studies facilitates the use of instructional themes and units. 

12. Social studies provides opportunities for students' participation in school 
and community service programs and activities. 

13. Social studies requires curriculum planning. 

14. Social studies requires inservice education. 
(1-6) 

The framework consists of four goals: 

Goal 1. 

Goal2. 

Goal 3. 

Goal4. 

KnowledJ:e and Cultural UnderstandinJ: encompasses learnings 
from the social science disciplines and the humanities. 

Understandjnl! of Democratic Principles. Values. and 
Practices include the historical derivations and 
basic principles of American democracy as well as the role and 
function of the law in our society. 

Indiyidual and Group Participation in Social-Political Mfairs 
incorporates civic rights and responsibilities, social-political action, 
and democratic processes for change. 

Fundamental Skill Attainment for Effectiye Citi7..enship includes 
basic study skills, critical thinking skills, and problem-solving 
skills, in addition to personal, intergroup and social participation 
skills, that are necessary for effective living in our democracy. (8) 

Within each of the goal areas are identified "curriculum strands and basic learnings" 

(9). These are to spiral throughout the grade levels within the social studies curriculum: 

The goals of the Arizona Social Studies Framework are presented in four broad 
categories. Each goal is a long-range indication of needed student competency. 
Each goal is intended to be broad enough so that student learning at all grade levels 
can contribute to its achievement. 

None of these goals can be developed in isolation from the rest; rather, they must be 
developed as a series of interrelated components of a comprehensive social studies 
program for kindergarten through grade twelve. (8-9) 
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Much of this good work and intention dissolves later in the document when one 

turns specifically to the "skills" themselves. First, the grade configurations in which the 

skills are clustered are somewhat confusing: why did the committee organize skills in 

clusters ofK-3, 4-6, 7-8 and 9-12? This becomes particularly notable in light of the 

current state clustering of skills within three grade configurations: K-3, 4-8 and 9-12. The 

existence of four grade clusters muddles the alignment between the elementary grades and 

the middle grades. 

A second major concern is the presentation of the essential skills in the form of a 

list The listing of skills lends itself to having teachers and curriculum personnel at the 

district level checking off the skills in the same manner as the old lists of basic skills. This 

interpretation of curriculum alignment to the essential skills does not lend itself to the 

teaching and assessing of both social studies process and content 

Additionally troublesome is the identification of essential skills at the secondary 

level by course. This serves to further entrench the departmentalization of high school 

education and does not lend to the type of instruction that would lead schools to 

interdisciplinary methods and approaches . 

Other concerns might be expressed about the new Social Studies Essential 

Skills framework that was intended to lead Arizona into the decade of the 1990s - such 

as the lack of attention paid to a global perspective, no mention of alternative means of 

assessment, and the emerging research on constructivist student learning. However, it 

should be noted that this document was a significant improvement from previous efforts of 

"minimum" requirements. While not a complete reform, it was a step in the right direction 

for Arizona. 
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Enterinl: the New Decade 

As Arizona entered the 1990s the "waves of refonn" were gaining momentum. The 

Goals for Educational Excellence had lead to the creation of eleven essential skills 

documents. The Department of Education was informing districts throughout the state 

about these new documents and how they would impact instruction and testing within the 

state. That second issue - testing - was the big unknown at the beginning of the new 

decade. While the issue of higher curriculum standards had been addressed with the new 

essential skills frameworks, how these new standards would impact students was still 

obscure. The state needed an assessment system to further its implementation of the Goals 

for Educational Excellence: 

Then came the big question: How do we measure our goals as articulated through 
the Essential Skills? It quickly became clear that a nonn-referenced test like the 
rrBS could not do the job, at least not entirely. For one thing, the nonned scores 
would not help legislators know how close Arizona students had come to reaching 
specific state goals. For another, correlations between all the major nationally 
nonned tests and the Essential Skills showed that very few of the Essential Skills 
were measured by these tests. Finally, the Essential Skills documents demanded 
more than multiple-choice assessment 

If existing nonn-referenced tests were not appropriate, then what would measure 
the committee's goals? The Department of Education suggested criterion-referenced 
assessments. It also recommended that use of nonn-referenced tests be reduced to 
allow for the new assessments. These and other suggestions became part of the 
Arizona Student Assessment Program (ASAP) which was signed into law May 16, 
1990, by Governor Rose Mofford in the fonn of Senate Bill 1442. (Easton, 1991, 
51-52) 

In part, the ASAP legislation states: 

The state board of education shall: Adopt and implement essential skills tests that 
measure pupil achievement of the state board adopted essentials skills in reading, 
writing and mathematics in grades three, eight and twelve. The board may 
administer assessments in the essential skills areas of social studies and science. 
(West's, 1992, 196) 

It was decided by the State Board that the early testing would be done only in 

reading, writing and mathematics (Easton, 1991). This was done primarily for financial 



73 

reasons, as the budget for testing was not significantly increased by the legislature. 

Additionally, most of the new funding would be used to develop the new performance

based assessments that would be needed. 

A pilot test was administered state-wide in 1991 and followed by the nrst full-scale 

state testing in 1992 (including a district and school "report card" indicating how the 

students had performed on these new assessments). Assessment in the language arts and 

mathematics was to continue in 1993-94. While there was some discussion about science 

and social studies assessment - the law clearly left this in the hands of the State Board, with 

guidance from the Department of Education - it was decided to wait 

This would give those working with science assessment in the Department an 

opportunity to fully develop and pilot some performance assessments before having to 

implement them - a lUXUry not entirely afforded those who worked with the language arts 

and mathematics. For social studies, it meant an opportunity to assess national trends and 

issues and to look at the existing Essential Skills framework to determine if it was 

appropriate to base future statewide assessment on. While the ASAP statute indicated that 

science and social studies "may" be assessed in the future, it became increasing clear as the 

state entered the mid-1990s, that it was just a matter of time. 

In 1993 the State Board of Education updated several of its rules regarding 

competency goals and course of study to be more in line with earlier legislative actions. In 

following a national trend, the Board was urging districts to move away from "seat time" as 

the indicator of academic achievement and more toward achievement on the essential skills 

(outcomes or exit skills). This was directed at the entire K-12 continuum, but had a 

particular eye on secondary education as is clearly seen in the two rules: 

R7-2-301 Minimum Course of Study and Competency Goals For Students in the 
Common Schools 



Students shall demonstrate competency as defmed by the State Board adopted 
Essential Skills, at the grade levels specified, in the following required subject 
areas. District instructional programs shall include an ongoing assessment of 
student progress toward meeting the competency requirements. 

1. Language Arts 6. Music 
2. Literature 7. Visual Arts 
3. Mathematics 8. HealthlPhysical Education 
4. Science 9. Foreign or Native American 
5. Social Studies Language 
(Arizona Administrative Code, 1993, 9) 

R7-2-302.04 Minimum Course of Study and Competency Requirements for 
Graduation from High School 
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The Board prescribes the minimum course of study and competency requirements 
as outlined in paragraphs 1. and 2. for the graduation of pupils from high school. 
The Board establishes 20 credits as the minimum number of credits necessary for 
high school graduation effective for the graduation class of 1996. Students shall 
obtain credits for required subject areas as specified in 1. a.i. through 1. a. vii. 
based on completion of subject area course requirements or competency 
requirements. 

1. Subject area course requirements. 
a. The awarding of a credit toward the completion of high school graduation 
requirements shall be based on successful completion of the subject area 
requirements prescribed by the State Board and local governing board as follows: 

ii. One and one-half credits of instruction in the essentials, sources, and history of 
the constitutions of the United States and Arizona and instructions in American 
institutions and ideals in the history of Arizona. 

iii. One credit of world history/geography 

iv. One-half credit of "Essentials and Benefits of the Free Enterprise System." 
This one-half credit may be offered in a department which the local district deems 
appropriate. (Arizona Administrative Code, 1993, 12-13) 

The State Board of Education was explicitly indicating that the Essential Skills 

frameworks were to guide the curriculum being taught and assessed in the classrooms of 

Arizona. This was plainly in accordance with the established ASAP philosophy. 

Additionally, the Board was informing high schools that students who could demonstrate 

mastery of the essential skills should not be required to sit through those classes. Students 

could "challenge" courses; if they were successful in demonstrating mastery of the essential 
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skills they were to receive credit for the course without having to sit through the class. It 

was left to the districts to create course assessments which were aligned to both the process 

and the content of the essential skills. In reality very few students or parents were aware of 

this opportunity by the beginning of the 1993-94 school year. 

By the same token the State Board of Education determined that receiving credit for 

courses taken in high school was not an adequate enough indication that students were 

graduating with sufficient skills and knowledge. Students should have to demonstrate 

competencies in core content areas (reading, writing, mathematics, science, social studies, 

and either vocational or fine arts) to receive a high school diploma. Such a mandate was 

approved by the State Board at its January 31, 1994 meeting. The requirement was to go 

into effect beginning with the graduation class of 2000 (with the understanding that science 

and social studies assessment would not be required until adequate assessments were 

developed and could be properly implemented statewide). 

It was also decided in 1993 that before appropriate performance assessments could 

be developed for social studies, the essential skills would need to be updated - if not 

completely rewritten. With emerging standards-setting projects and increased research 

available on key issues effecting social studies education, it became apparent that the time 

was right It was particularly appealing to rewrite the essential skills before the decision 

was made by the State Board to develop assessments based on those essential skills. As a 

result the State Board of Education established a committee - similar in composition and 

charge to the committee of 1988 - at its November 22, 1993 meeting to look into revision 

of the state social studies essential skills. This group met for the first time in January 1994. 
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Section Summary 

The reform reports of the early 1980s have resulted in calls from various fronts for 

change. Much of this argument for change is triggered by factors external to the 

educational system: economic factors, legislative mandates and global competitiveness. As 

a result, the push for "more and better" education has been felt in all curricular areas within 

the K-12 system. 

For social studies educators this has meant primarily an emphasis on the "better" of 

"more and better". Unlike the sciences and mathematics, the call for more has not been 

heard as frequently as the insistence that instruction be made better. While some have 

lamented low scores on national exams and international comparisons, the external 

pressures on social educators do not seem to be any more serious than those of previous 

decades. 

Some scholars of social education, such as Walter Parker, believe that the reform 

(or "renewal" as he calls it) will continue to be primarily a result of internal discussion and 

debate. Some of the issues being debated - such as what to teach and how to teach it - are 

as old as the 1916 NEA report which initiated the use of the term "social studies" as a 

viable element of the overall school curriculum (Hertzberg, 1981; Jenness, 1990). 

Over the last decade (1983-93) the National Council for the Social Studies (NCSS) 

has proven to be a leader in reform from within the community of social studies educators. 

They have assisted in the creation of a National Commission, which produced a 

recommendation of content and processes for grades K-12. This was an attempt to 

improve synthesis between the various disciplines found in the social studies. They did 

this by the establishment of specific goals for social studies. 

Additionally, NCSS established a committee to develop national social studies 

standards. As they evolved these standards emerged as ten instruction themes which 
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would spiral throughout the K-12 school configuration. This would allow for the teaching 

of these essential themes each year. The standards also included classroom vignettes to 

suggest possible classroom instructional strategies and sample authentic assessments. 

Finally, NCSS has proposed five characteristics which make a social studies 

program "powerful." If these characteristics - meaningful, integrative, value-based, 

challenging and active - are properly implemented within a social studies program, they will 

create a program which helps students "develop social understanding and civic efficacy," 

two critical goals of social education advocated by its proponents. 

Relying on much the same synthesis of research literature as the NCSS "Vision of 

Powerful Teaching and Learning in the Social Studies" Task Force, the Michigan 

Partnership for New Education also provided an in-depth look at social studies education 

for the new century. The Partnership proposed that school faculty should conduct serious 

consideration of key issues related to social studies education. Going through this serious 

consideration of these relevant issues might enable teachers, schools and districts to 

overcome their current practices which inhibit students reaching espoused civic competency 

goals. Through this process schools can better allow themselves to operate based on 

conscious decisions regarding pertinent issues as opposed to long-held assumptions. Such 

assumptions have not necessarily been in the best interest of the students which the schools 

serve, but instead have served those who operate the schools. 

Reform or renewal of social studies education in America must be considered less 

than successful until it sufficiently addresses the persistent dilemma of "student 

disengagement" (Newmann 1986). Until more students view social studies as making a 

significant contribution to their lives, the lack of student engagement will continue to be the 

biggest daily problem for most teachers at all levels (242). 
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Thus the movement to reform social studies education over the past decade, in 

response to broader national educational reform turmoil, has been shaped by: 1) national 

goals emanating from the White House and emphasizing single disciplines over 

interdisciplinary social studies; 2) the emergence of four separate national standards-setting 

efforts (history, geography, civics, and social studies); 3) external pressures to meet global 

economic demands; 4) increased interest in alternative forms of assessing social studies 

knowledge and skills; and, 5) continued consideration of what it is all students should 

know and be able to do, and how social studies should contribute to this endeavor. 

Historically Arizona has demonstrated that a lovelhate relationship exists between 

those who establish educational policy (the legislature, State Board of Education, and 

Department of Education) and those who must implement these mandates (school districts 

and local school boards). This is no doubt at least partially due to the western heritage of 

the state (Pickering, 1966; Bury, 1974; Education in the States, 1969). 

Since statehood in 1912 the legislature and State Board of Education have had the 

authority to "prescribe course of study for common schools." This authority widened as 

student attendance in high school became more commonplace. In 1925 the legislature 

revised the statutory regulations regarding education to include not only course of study 

guidelines, but all aspects of education including teacher certification, student testing and 

penalties for school noncompliance. 

A major shift of emphasis in policy mandates for social studies occured in 1952 

when the legislature prescribe "minimum" skills for students. This concept of minimums 

would remain with the state into the 19805. In 1974 the Department of Education issued a 

more elaborate list of skills for social studies education called What Every Child 

Should Know. These lists were prepared for every curriculum area. This list evolved 

into a minimum course of study in 1983 and was further expanded in 1984. 
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The efforts of the report writers and school refonners began to fmnly take hold in 

Arizona by 1987. That year, a Joint Legislative Committee established the "Goals for 

Educational Excellence" which spuned a radical shift in the state's recommended 

curriculum. Borrowing from work already accomplished at the Department of Education, 

the Committee established new "essential skills" frameworks in eleven curricular areas. 

The emphasis was not on lists of skills but on inclusion of learning processes along with 

disciplinary content. 

An accountability component was added to the Goals for Educational Excellence in 

1990 with the establishment of the Arizona Student Assessment Program (ASAP). This 

would allow for the creation of perfonnance-based student assessments to measure how 

well students were mastering the mandated essential skills. The assessments were piloted 

statewide in 1991, with full-scale testing and reporting of results in 1992 and 1993 in 

language arts and mathematics. 

To fall more in line with the new refonn legislation, in 1993 and 1994 the State 

Board of Education revised its high school course of study and graduation rules to place 

more emphasis on student mastery of essential skills and less on seat time. Students were 

to be promoted not because they spent a particular amount of time in a classroom, but 

because the student demonstrated mastery of the state's essential skills. 

As the assessment of language arts and mathematics moved forward in Arizona, 

groundwork continued to be laid for the eventual addition of science and social studies. It 

was decided in Fall 1993 that the Social Studies Essential Skills would be revised prior to 

any formal assessment This was done due to national issues and trends impacting social 

studies education throughout the country. 
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Undoubtedly the decade of refonn impacted Arizona's recommended curriculum. 

The critical question remains as to how all of these refonn efforts may have influenced 

instructional practice in the classroom. 
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CHAPTER III 

PROCEDURES 

The problem under study is to ascertain how the national educational reform 

movement of the past decade has impacted secondary social studies classrooms throughout 

a selected state, based on the perceptions of veteran secondary social studies teachers. 

This chapter is divided into three sections. The first section describes the 

population and the procedures used in selection of the sample. The second section reviews 

the development of the survey instrument and describes its different components. The final 

section describes the process of data collection and statistical analysis of the data 

Population 

According to the Arizona Department of Education, there were 30,978 full-time 

public school teachers in Arizona during the fall of 1993. This total number included: 

22,038 elementary teachers; 7,444 secondary teachers; and, 1,496 combined teachers. The 

"combined" classification indicated schools which did not fit neatly into the elementary or 

secondary classification (as identified by the school). 

Because it was not the scope of this study to use the entire population of teachers in 

Arizona who teach social studies, a sample was selected. The sample selected was that of 

full-time secondary social studies teacherS with at least eight years of classroom experience. 

Of the total number of full time secondary teachers, 1,019 were identified by their school 

as full- time social studies teachers. Of the total number of full-time secondary social 

studies teachers, 718 were identified as having at least eight years of experience. 

The criteria of eight years previous experience was used to coincide with the issuing 

of the Arizona Social Studies Essential Skills. As the study was directed toward discerning 
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how teachers may have changed classroom practice, and what they attributed the(se) 

changes to during a decade of educational refonn, this stratification of the population was 

necessary. 

A list of Arizona public high schools and number of full time secondary social 

studies teachers with eight or more years of experience at each high school was obtained 

from the Arizona Department of Education. Accommodation and alternative schools were 

eliminated from the sample due to the unique nature of their student population. Addresses 

for all social studies department chairpersons was obtained from the Department of 

Education. Each school was mailed the number of surveys required, as indicated by the 

Department of Education statistics. A total of 704 surveys were mailed to 152 Arizona 

public high schools. 

Instrumentation 

The survey instrument employed in the study was developed by the author. It was 

derived from two basic sources. The primary source was the synthesis of research 

established by the Michigan Partnership for New Education. Influences on teacher 

classroom practice, as indicated by a selected group of secondary social studies teachers, 

were also used to establish survey items. 

Development 

The Michigan Partnership for New Education created a systematic approach 

to social studies refonn for school districts to implement A significant aspect of this 

systematic process is a research base which could lead district personnel to making 

infonned decisions about curriculum, instruction and assessment (Frameworks, 1992, 

1). 
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Through the use of these research-based products and processes, districts are 

encouraged to assess current practice in tenns of the vision they have for education and to 

devise and carry out ways of closing the gap between their vision and current practice. 

This could lead to a carefully thought out curriculum which defines what all students 

should know, be able to do, and be motivated to do upon graduation, as well as what kinds 

of curriculum, instruction, and assessment are likely to deliver these results. Such a 

curriculum could thus define the educational ideal toward which the entire school 

improvement process should be oriented. Thus, the school improvement process becomes 

the vehicle for reducing the gap between a district's espoused curriculum and curriculum as 

actually implemented (Frameworks, 8). 

The ten key issues of social studies education identified by the Michigan 

Partnership were: 

Disciplinary versus Interdisciplinary Knowledge 

Excellence and Equity 

Depth versus Breadth 

Learning How to Think and How to Learn 

Higher Order Knowledge and Skills versus The Basics 

Authentic versus School Learning 

Learning Community versus Isolation and Competition 

Testing What You Teach versus Teaching What You Test 

Instilling versus Developing Values 

National versus Global Community 

These issues were used to create one section of the survey instrument. 

The other major section of the survey was developed based on the input of a pilot 

group of teachers who were asked what influenced their daily practice as it relates to 
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curriculum, instruction and assessment Their comments were used to create the response 

items. The survey instrument consisted of eight response items: 

Textbooks 

National Standards Projects 

State Social Studies Essential Skills 

Colleagues 

University Courses 

District/School Staff Development 

District Curriculum Guide(s) 

Other (please Specify) 

Treatment of the Data 

Data Collection 

The survey instrument described above was mailed, in January 1994, to the sample 

described in the fIrst section of this chapter. The survey instruments were mailed with an 

attached cover letter explaining the nature of the intended study and asking for the 

assistance of the social studies department chairperson in administering, collecting and 

returning the survey(s) (Appendix E). The total number of surveys mailed to full-time 

secondary social studies teachers with at least eight years of continuous experience was 

704. 

Mter a three-week interval, at which time the return rate had reached approximately 

10% (82 surveys returned), a follow-up letter (Appendix F) was mailed to all high school 

social studies chairpersons. A cutoff date was imposed six weeks after the initial mailing 

and three weeks after the follow-up letter. At that time the survey instrument returns totaled 

244 (35% return rate). 
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Data Analysis 

Collected data from the 244 usable returned instruments were entered by the 

investigator into an mM system at the Arizona Department of Education. Data were then 

entered into the Statistical Package for the Social Sciences (SPSS) program for analysis. 

A number of descriptive statistics were derived from the data in order to describe 

both the sample and the responses on the variables. Descriptive statistics such as gender, 

length of continuous social studies teaching, highest level of education attained and courses 

taught were derived from the demographic variables. Descriptive statistics were also 

derived for all other variables categorized into "influences on current practice," 

"contemporary issues in social studies education," and "influences on change." 

Frequency distribution was employed to analyze the data from the categories of 

"influences on current practice" and "contemporary issues in social studies education." 

Additionally, frequency distribution was used to compare the data obtained from the 

narrative responses in the category of "influences on change" to the data obtained from the 

categories of "influences on change" and "contemporary issues in social studies education." 

Frequency distribution was used to provide descriptive and summary analysis of the data. 

A coding system was developed to evaluate the data obtained from the category 

"influences on change." Data from the ftrst section was coded into three categories: an 

indication of change in classroom practice; no change in classroom practice perceived by 

teacher; and no response. The data from those responding to this item was further coded 

into the following categories based on how their classroom practice had changed: 

Personal Behavior 
Bureaucracy/Organization 
Pedagogy 

Expectations/Standards 
CurriculumlMaterials 
Multiple Responses/Others 
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Responses to the second section of this category were coded in the following 

manner based on respondents' perceptions of what the influences on change in their 

classroom practice were: 

Personal Growth 
SocietaVStudent Change 
Bureaucracy 
Professional Development 

Real-Life Necessity 
Reform (General) 
Reform (Social Studies) 

The intent was to employ the procedures outlined above to properly answer the 

research questions and to provide empirical support for suggested methods of impacting 

social studies education. 

Section Summary 

This chapter described the procedures used in conducting the study of how the 

national educational reform movement over the past decade has impacted secondary social 

studies classrooms throughout Arizona, based on the perceptions of veteran secondary 

social studies teachers. 

A survey instrument was developed by the author, piloted with selected secondary 

social studies teachers in Arizona, and employed for the study. 

The questionnaire was mailed to the teacher population, resulting, after mail and 

follow-up letter, in a return rate of 35%. The data were entered and analyzed using 

descriptive statistics and a coding system for the narrative data to respond to the research 

questions and form the empirical foundation for suggestions for reforming social studies 

education in Arizona's secondary classrooms. 
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CHAPTER IV 

FINDINGS OF THE STUDY 

Introduction 

The purpose of this chapter is to present the fmdings of data analysis. The data 

analyzed were obtained during the Winter of 1994 from a survey instrument completed by 

veteran secondary social studies teachers in Arizona. The data were analyzed to answer 

research questions concerning the perceived influence of educational reform efforts on 

classroom practice for the purpose of adding to the empirical research on the impact upon 

classroom teachers of reform initiatives. Statistical treatments used were descriptive 

statistics and coding of qualitative responses. In the next section of the chapter the sample 

is described. 

Description of the Sample 

As noted in Chapter ill, 244 usable survey instruments were returned from the total 

sample of 704, resulting in a response rate of 35%. The returned surveys came from 67 

different high schools out of the original mailing to 152 high schools, resulting in a 44% 

response rate by school. Thus, for data analysis, the respondent group total N is 244. 

Graph 1 shows the distribution of the sample by gender. It can be seen that male 

veteran secondary social studies teachers far outnumbered female participants. Male 

teachers constituted 75% of the sample; female teachers constituted 23.8%. Three 

teachers did not respond to this item on the survey, accounting for the other 1.2%. 
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Graph 2 shows the distribution of the sample by social studies course taught The 

questionnaire item asked the teachers to identify which social studies course(s) they 

currently teach. Since many teachers teach more than one course, the total value for this 

item exceeds 100%. The four required high school social studies courses were listed on 

the survey: World History/Geography; Free Enterprise (economics); American!Arizona 

History; and, American!Arizona Government Teachers were also given room to indicate 

other social studies courses they teach. 

The course which was taught most often was American! Arizona History with 

54.5% of the respondents indicating they currently teach this course. World 

History/Geography was taught by 40.2% of the teachers, with 36.1 % teaching 

American! Arizona Government and 27.5% teaching Free Enterprise. 29.5% of the teachers 

indicated that they teach classes other than those given. Table 1 shows the other courses 

taught by the teachers. 

How the sample was distributed by full or part time secondary social studies 

teachers can be seen in Graph 3. This category is dominated by those teaching full time -

93.4% - versus those who are teaching social studies part time - 6.6%. 

Graph 4 displays the distribution of the population by years continuously teaching 

social studies. The lowest longevity category begins with 8 years because of the sampling 

only of "veteran" teachers. The largest group by years category were those having taught 

8 to 10 years at 27.9%. The category of 16 to 20 years of teaching follows closely behind 

with 25.8%. These are followed by the categories of 21 to 25 years - 20.1 %; 11 to 15 

years - 18.4%; and, 26 years or more at 7.8%. 

Table 2 shows the major area of study for the respondents. The categories of 

History (43.6%) and Social Studies/Sciences (23%) account for two-thirds of the 

responses. Physical EducationIHealth was the major for 7.8% of the respondents, Political 



90 

Table 1: Other courses taught by respondents and number of respondents indicating they teach the 
course. 

Academic Decathlon Seminar (1) 
Advanced Placement (History and Government) (13) 
American History and Literature (1) 
Anthropology (2) 
Contemporary Issues (5) 
Criminal Justice (1) 
Current Events (1) 
Decisions (1) 
Entrepreneurship (1) 
ESL (English as a Second Language) 

Social Studies (1) 
Environmental Studies (1) 
Foreign Policy (1) 
Foundations and Issues of Democracy (1) 
History of Mexico (1) 
Honors Classes (6) 
Humanities (1) 
International Baccalaureate (3) 
Leadership (2) 
Media (1) 
Modem Europe (1) 
Mysteries and History (1) 
Native American Studies (1) 
Navajo Studies (1) 
Psychology (13) 
Russian History (1) 
7th/8th Grade Social Studies (1) 
Sociology (11) 
Southwestern Cultures (1) 
Vietnam Experience (1) 
World History - Non-European (1) 
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Table 2: Major Area of Study of Respondents 

History 106 
Social Studies/Sciences 56 
Physical EducationIHea1th 19 
Political Science 14 
American History 9 
Sociology 5 
Economics 3 
Education 3 
(}overnment 3 
Psychology 3 
Secondary Education 3 
Business 2 
Elementary Education 2 
(}eography 2 
Vocational Education 2 
American Studies 1 
Anthropology 1 
English 1 
European History 1 
(}ennan 1 
Home Economics 1 
Journalism 1 
Latin American Studies 1 
Music 1 
Spanish Literature 1 
Special Education 1 
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Science accounted for 5.7% of the major areas, American history 3.7%, and Sociology 

2%. Economics, Education, Government, Psychology, and Secondary Education each 

accounted for 1.2% of the responses. Business, Elementary Education, Geography, and 

Vocational Education each represented .8%. Each of the following major areas was 

indicated by one respondent (.4% each): American Studies, Anthropology, English, 

European History, German, Home Economics, Journalism, Latin American Studies, 

Music, Spanish Literature, and Special Education. 

Graph 5 indicates the distribution of the respondents by highest level of education 

(degree earned). The population was dominated by teachers having received a masters 

degree - 70.5%. This group is followed by those having earned a bachelors degree -

26.2% and those having earned a doctorate (Ph.D. or Ed.D.) - 2.4%. Two teachers 

responded that they had received a degree other than those indicated on the survey. This 

group represented .8% of the teachers. 

Descriptiye Statistics 

Basic descriptive statistics were generated for all eight of the response items on the 

initial part of the survey instrument From responses on the 5-point scale of 1 = no 

influence at all to 5 = great influence, measures of central tendency were produced. 

The eight items were associated with aspects of influence upon teachers' classroom 

practice. The teacher was asked to "indicate to what degree each of the following has 

influenced your current classroom practice." Teachers were to respond to the variables of 

Textbooks, National Standards Projects, State Social Studies Essential Skills, Colleagues, 

University Courses, District/School Staff Development, District Curriculum Guide(s), and 

Other. 
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In responding about the influence of Textbooks (Graph 6), the teachers most 

frequently selected a response indicating neither great influence nor no influence was being 

exerted by this variable (a 3 response on the survey scale) - 39.8%. Nearly four out of ten 

(38.5%) teachers responded that textbooks have great influence (a response of 5 -7.4%) or 

some influence (a 4 response - 31.1 %). 

As shown on Graph 7, the most frequently given response regarding National 

Standards Projects was a 1 (38.1%). Only 2% of the respondents perceived these Projects 

as having great influence on what they do in the classroom. 

When considering the influence of the State Social Studies Essential Skills the most 

frequently given response was a 4 (35.5%), as seen on Graph 8. Seven percent of the 

teachers indicated that the Essential Skills have no effect on their teaching. 

In Graph 9, the influence of Colleagues is indicated. A bi-modal response is 

shown with 31.1 % of the respondents selecting answer 4, and 32.8% answer 3. Only 

4.5% indicated that colleagues have no influence on their work in the classroom. 

The perceived influence of University Courses is shown on Graph 10. The most 

frequently given response was a 4 with 33.6% of the respondents selecting that answer. 

University courses having no influence was indicated by 7.8% of the teachers, with 12.3% 

feeling such courses have had great influence on their classroom practice. 

Shown in Graph 11 is the perceived influence of District/School Staff Development 

on the teachers. The modal response was 27% (a 3 response) with responses to answers 2 

(25.4%),4 (20.5%) and 1 (19.7%) of a similar distribution. 

The teacher's perceptions of the influence District Curriculum Guides have on their 

work is reflected by Graph 12. A bi-modal response is shown for answers 4 (26.2%) and 

3 (24.5%). 
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Respondents were also allowed to identify "Other" influences in their classroom 

practice. Table 3 indicates the other influences on teacher practice and the frequency of 

responses. The most frequently identified influences were Personal EnrichmentlInterest 

(25 respondents), Current EventsIIssues (11), and Outside Resources (10). None of the 

other 25 response categories had more than 6 responses. 

The report now turns to findings that relate to the research questions upon which 

this study was based. 

Research Questions 

Research Ouestion 1 

This question was stated in Chapter I as follows: 

To what degree have veteran secondary social studies teachers changed their 

classroom practice over the past decade? 

The teachers were asked to indicate how they have changed their classroom practice 

over the past decade. The responses to this question were coded as follows: 

Change = Teachers indicating a change in classroom practice over the past decade 
No Change = Teachers indicating no change in classroom practice 
No Response = Teachers who did not respond to the survey item 

Graph 13 shows the distribution for this item. Six percent did not respond to the 

item while 91 % indicated that they had changed. Of those responding to the item, Graph 

14, only 3% signified that they had not changed classroom practice over the past decade. 

The data was further analyzed by coding those responses indicating change 

according to the type of change mentioned. As shown in Graph 15, six categories were as 

a result of the coding: Pedagogy, Personal Behavior, Expectations/Standards, 

Bureaucracy/Organization, Multiple Answers/Other, and CurriculumlMaterials. The most 



100 

Table 3: Other Influences on Current Classroom Practice 

Advanced Placement Curriculum 1 
Arizona Center for Law-Related Education 1 
ArizonalNational Council for the Social Studies 2 
Community Agenciesllnfluences 2 
Content-Based Instruction 1 
Current Developments in the Discipline (History) 1 
Current Events/lssues 11 
Economics as a Life Skill 1 
Educational Gurus 2 
Family Background, Ethnicity, Gender 1 
FormerTeache~ 1 
Horror Stories 1 
International Baccalaureate Curriculum 2 
Junior Achievement Program 1 
My Own Curriculum 1 
Outcome-Based Education 1 
Parent Input 1 
Pe~onal Choice 1 
Pe~nal EnrichmentlInterest 25 
Outside Resources 10 
Site-Based Decision MakinglDecentralizationlCharter Schools 1 
Social Studies Department 1 
Student Needs 5 
StudentsIParents 1 
Supportive Administration and Students 1 
Teacher Support Group (Outside of Building) 1 
Technology 2 
Workshops 6 
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frequently given response was a change in pedagogy (66%). The following comments are 

representative of the responses given for this category: 

"More collaborative work, more critical thinking and to move away from the 
attempt to 'cover' an entire curriculum in depth." 

"I have moved from a teacher-centered approach to that of student-centered and 
oriented. Much more small groups, cooperative learning approach. 1 also place 
much more emphasis upon fmding, critical-thinking exercises. Less on factual and 
more on conceptual. 1 have also concerned myself more with depth than with 
breadth, not as much spoon-feeding." 

"I used to teach a college prep course and after North Central evaluation we stopped 
that practice. 1 probably do more lecturing but it still is mixed with class 
discussions. 1 have tried group activities, but students - at least the ones 1 have -
don't learn from each other very well. 1 have used audio-visual aids more in the 
past but since I'm required to integrate more into each subject it just hasn't been 
practical to do that in recent years." 

"Movement has been away from traditional content and more to day to day 
application of knowledge level emphasis has diminished with critical thinking and 
application being the focus." 

"I am constantly changing. 1 am always looking for a better way. In the past 10 
years 1 have added authentic assessment, cooperative learning, simulation, outcome 
based education, team teaching, and interdisciplinary teaming. But 1 need more 
time to keep up through workshops, etc. And more money for workshops, and 
materials and relevant publications." 

"My methodology has changed over the last 10 years because 1 recognized the way 
1 was taught was deficient in many ways. That method was lecture, note taking (a 
skill not taught) and regurgitation of facts." 

"I have kept abreast of most innovated changes in curriculum presentation and have 
tried to accommodate various teaching styles that would best fit the needs of the 
local students. My teaching style is a collaboration of different methods that 
fluctuates on a yearly basis." 

"I have gone to more hands-on learning by students. More interaction between 
students." 

"Less lecturing; less use of textbook and worksheets; more library and research 
projects; more writing assignments; more oral presentations; more simulations." 

"I spend more time trying to get students to master a unit This unit should also 
correspond with everyday experiences. If possible 1 draw parallels with the 
present. 1 also try to bring a little more thought into the learning process instead of 
force feeding the pupils only the facts in the textbook. Current events are also 
discussed more and 1 try to create scenarios so the students will question many of 
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the stories the newspapers and newscasts deliver to us. I feel the press controls 
thoughts of Americans too much." 

Fifteen percent of the respondents indicated altering classroom practice due to a 

change in their expectations or standards of student worklbehavior. Comments such as 

these were given: 

"My standards have slacked off in the past few years - as apathy is contagious, and 
often difficult to fight when faced with so many students who face you with it 
(apathy). I do use more humor in my lessons because it takes the edge off my 
personal intensity. The students like the class more." 

''Changes: 1) less demanding at times; standards lowered (based on student ability); 
2) more collaborative education, less lecture; 3) more discovery learning, less 
lecture." 

"I have become more realistic in my expectations of the students in *****. My 
standards haven't decreased, but I realize that many won't make it The atmosphere 
in the community isn't real supportive of 'tough' education to prepare them for 
further schooling. It's frustrating, I try to teach something to everyone, but try to 
get those thinking of college prepared for that experience." 

"Difficult to enforce rules; standards lowered." 

"I have learned to be more understanding of home problems and how they influence 
student behavior and accomplishment I have more reviews of material, more help 
to students to make passing the tests easier." 

''To be honest I have been part of the 'dumbing down' phenomenon. This is due to 
the fact that the student that walks through the door is no longer Wally Cleaver. 
Instead we have to attempt to educate the Terminator. The time to actually teach has 
diminished. I am aware that kids don't come to school ready to learn. I have to 
adjust and modify my practices to match this." 

"More time spent reading aloud as each student is asked to interpret their reading. 
Students mark in their textbook circling and underlining key words or concepts, 
less note taking off the board, more conceptual presentations and illustrations of a 
point Daily quizzes are given. More trust and responsibility extended to, and 
expected of students. In short, the motto of my class is 'Education is a right, but 
graduation is a privilege' ." 

The following teacher comments are representative of those made by respondents 

for each of the other categories: 
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CurricuIum!Materials (8%) 

"I have more material to cover. Example: in one year I teach 20,000 years of world 
history and geography and Arizona geography. Lots of stuff for a 15 year old to 
learn. What may be required to know is not always the topics I would select Part 
of the problem with required topics, etc. is to 'look good' you spend lots of time on 
the topic so the kids will 'know' the material. Kind of teach to the test That is not 
good education." 

''The biggest change has come by developing supplemental material and human 
resources to the text Keeping up with current events, staying up with technological 
changes in society and how that affects us is the most challenging. Supplementing 
by means of current event news articles and guest speakers from the community, 
proficient in the area, helps greatly. The increased use of primary sources, i.e. 
people, is more important now. Also, the inclusion of more minority students, is 
essential." 

"Use more current issues in relating to social studies over past years. Example: due 
process, crimes, etc." 

''The classroom has changed in the past years by adding more technological use of 
computers and other media. The use of more cooperative activities have also been 
expanded. The use of essential skills now help to drive the curriculum." 

"Incorporate as much local practices and history as possible. Try to keep students 
informed on world events and explore the why's for their happenings." 

Multiple/Other (4%) 

"1) The Advanced Placement program dictates a rigorous curriculum. It promotes 
accountability in the delivery of both content and process skills. It has made me a 
more disciplined, prepared teacher. Students appreciate a well-organized, well
delivered curriculum. 2) The institution of site-based decision-making has made me 
more aware of the dictatorial system of public education. It is a command, control, 
and compliance system. I try to be less dictatorial in the class while still maintaining 
a standard that fulfills the AP requirements. Right now, I do not know if I have 
been successful. Why? Because I cannot change 'too much' without a systemic 
change as well." 

"1) After retiring from the high school coaching ranks, I have concentrated more on 
my classroom responsibilities and upon my professional responsibilities. Also, I 
have been able to incorporate my foreign travel experience into the classroom 
environment 2) Each year, more and more classroom time is being used up for 
administrative projects such as ASAP testing, along with other disruptions. As a 
result I have less time available in which to accomplish my content area goals. 3) In 
my AP European History courses I have increased the amount of homework 
assigned. " 
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Personal Behayior (4%) 

"I've become more knowledgeable of my subjects and have tended to incorporate 
this into my courses by more structure and better scope and sequence." 

"Everyone seemingly now has a 'new' gimmick or idea to cope. By going 
'backwards' toward classical learning. 1 defme myself as a progressive. Learning 
after all, is not that complicated." 

"I lecture a lot less since 1) adopting a textbook and lessons in which 1 had a great 
deal of input, and 2) changing over to a 4 85-minute period day. 1 have developed 
some successful strategies for teaching maps to students. 1 have adopted large 
chunks of Assertive Discipline methods (Lee Canter's). Most of all, though, 1 have 
mellowed. Students catch on right away that I'm poised and in charge; so that's 
never an issue (thank God!). I've become more and more persuaded that the key 
variable in the classroom is and always will be the teachers -- not the program, per 
se." 

"Experience helps - teaching is an art not a science." 

Bureaucracy!Or~anization (3%) 

"My teaching strategies have changed dramatically over the past decade. 1 have 
worked for years to create a world history/geography program that meets the 
learning styles (cognitive, affective, psychomotor, build team work and sharing, 
written-visual-oral-hands on, etc.) to better educate students. The changes that 
occur also are based on the focus of the school. However, changes occur on a daily 
basis now depending on the needs of the students and the MANDATES of the 
administration (system). I spend hours grading now because the ratio of teacher to 
student is 1 to 34 (+2) and my classes are full- 1 spend hours seeing students, 
making phone calls and tracking down students not attending. 1 am asked to aim for 
higher level thinking skills but spend much of the class time on classroom 
management When I assign homework 1 must consider - does student work, does 
slhe have a place to do this, do each have a textbook, etc. - And yet 1 continue to 
strive for excellence. Also, in real life tests are multiple choice; district SAT,etc. 
Times are tough." 

"We are attempting to change to a 4 period day next year and 1 anticipate a big 
change. There will be less lecture and more teaching done by giving students 
problems to solve where they will have to investigate, problem solve and write. The 
change to a longer class period will cause more change than any of the other 
developments over the past 10 years." 

''We changed to a 4-period/90 minute class hour schedule 4 years ago. This has 
required planning for different activities within a class period. 1 believe this is a 
good schedule for social studies because there is more time to discuss issues in 
depth and to do group activities. I also show CNN Newsroom each day, discuss it 
briefly and give a quiz over it once a week. There would not be enough time in a 
45-60 minute period to give this much emphasis to the news. I try to use 
cooperative learning more than 1 used to." 
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Research Question 2 

This question addressed the manner in which the teachers perceived their change 

over the past decade and was stated in Chapter I as follows: 

To what do veteran secondary social studies teachers attribute change in classroom 

practice over the past decade? 

Graph 16 presents the statistical results from the coding of teacher comments for 

this item. The coding established seven categories for the teachers' responses: Personal 

Growth, Bureaucracy, Professional Development, Real-Life, Societal/Student Change, 

Reform (general), and Reform (social studies). The most frequently given response was a 

change in classroom practice attributed to changes in society and students (37%). Thirty

one percent of the teachers indicated that the change was the result of their own personal 

growth. The teacher comments given for each category are representative of the category 

indicated. 

SocietallStudent Chanl:es: 

"I attribute these changes to the evolution of the family. Many more students are 
facing adult issues much earlier in life. The lack of parental involvement in their 
studies has left accountability totally up to the teacher. The enormous lack of study 
skills makes learning even harder. Motivating students to want to learn has brought 
about the need for relevancy of most subject matter to their own lives, i.e., social 
problems, guest speakers, and other primary sources." 

"As I indicated, when faced with so much apathy it sometimes becomes difficult to 
maintain your own motivation. Furthermore, as society in general, increasingly 
heaps ever more demands on classroom teachers - at one point for your own 
survival you selectively numb yourself to certain stimuli." 

"Social changes; liberal philosophies; school system catering to minority groups." 

"Cultural values and attitudes of the community. Lack of interest by students. They 
are real apathetic, and it is tough teaching to 'brick walls' all day. Hopefully some 
will be reached." 

"Low achieving level; parent pressure." 

"Poorer motivated students and less parental concern as to how their students do in 
school." 
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Graph 15: Type of Change in Classroom Practice Over the Past Decade for 

Secondary Social Studies Teachers in Arizona 
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"Society is rapidly changing - values; parenting techniques Oack 00. The 
educational atmosphere must go further in the direction of nurturing and care giving 
at a much higher grade level." 

"Lack of parent involvement; lack of money to create small classes; a society that is 
too oriented towards violence." 

"Quality of student has deteriorated; parents more frequently care about 'passing' 
than learning; students work long hours at jobs; students reflect society's increased 
rudeness and self-centered attitude; school district lacks solid commitment to 
excellence in area of social studies." 

"Economy, racism, the '60s attitude not conducive to good parenting." 

Personal Growth: 

"I have attended several conferences and workshops from the encouragement of my 
building principal, staff developers and the district office. These workshops, 
conferences and district classes have generated a new spark of enthusiasm for me, 
which 1 know carries over into my classroom." 

"Continuing education for myself. 1 don't mind change or experimentation." 

"Not wishing to be resistant to inevitable change." 

"A desire to improve as an educator." 

"I attribute these changes to trying to improve my teaching and enable more 
students to be successful." 

"Experience and maturity." 

"My changes come from being committed to my task; being open to learn from 
others and from believing that students respond to any subject which is taught by a 
person who loves her subject and who cares about them as individuals." 

"Maturity and a changing society. 1 now understand why a President must be 35 
years." 

Professional pevelQpment (12%): 

"Any changes that have occured are the result of district direction." 

"1) Staff development - exposure to new methodology and desire to experiment to 
improve on success of student 2) students prefer mix of traditional and progressive 
teaching methods." 



"School/district inservices; university coursework; infonnal discussions with 
colleagues; career ladder requirements." 
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"EEl (Essential Elements of Instruction) - district workshop; Bloom's taxonomy 
workshops; curriculum workshops." 

"Working with staff development people. Keeping an open mind to needed 
adjustment to the entire educational system. Decision to improve." 

"More education in cooperative learning; input from colleagues; professional 
readings; attendance at workshops." 

Bureaucracy (8%): 

''Technology; the Arizona Department of Education (the ADE has tended to change 
its direction to the point where there has been very little continuity or stabilization 
in the Education process - I hope this will not continue based on who is or is not 
elected); more parent involvement; the need to implement change to meet the new 
needs of students and communities; more involvement by business." 

"1) Arizona Department of Education seems to change standards and skills all too 
often; 2) technology 3) non-parent communication 4) general laziness on students' 
part." 

"Overcrowding of classes. Not enough funds to provide more teachers. District 
administration that does not understand and/or care for the individual classroom 
problems. " 

"B ureaucracy. " 

"1) A superintendent and principal who was willing to take a position against 
failure, take the guff from parents and allow us to hold credits until they had 
learned. Further, they trusted their instructional staff to teach and lead the campus 
instead of considering them to be incompetent. Outcome Based Education is the 
only way we will improve." 

"School and district mandates; state assessment." 

"Curriculum changes at state and district level." 

"Poor administration and lack of money from the state." 

Refonn (Genera]) (7%): 

"Someone or organization wants to see what the kids don't know. Someone is 
accountable. " 
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"Outcome Based Education - this has become a negative statement. However, the 
concept of aligning all teaching allows me to be more effective in the classroom. 
Through OBE, I was exposed to learning style theory, cooperative strategies. This 
exposure allowed me an opportunity to redirect my attention from the content to the 
process of learning that is what I teach - how to learn." 

"New trends in education and educational research." 

"The inception of OBE and a shift in teachers'/departments' philosophies." 

"1) Restructuring of the American system 2) the global changes in all areas 3) the 
demands of industry and community." 

"Personal reflection; study of reforms in education; commitment of our district to 
OBE; career ladders - and the emphasis on student higher level thinking process 
skills." 

"Site-Based Decision Making, decentralization, Charter schools - just as an idea 
now - had made me rethink how we treat students. However, I do not believe any 
meaningful reform in public education will come until the state abolishes the 
command, control, and compliance system that currently exists." 

Real-Life (4%): 

"Real world application." 

"The need of students to possess a working knowledge of economic concepts and 
skills to survive in our current world. They need to know how to balance a check 
book and have an understanding of the pros and cons of using credit." 

"I tell all my students not everything they learn in class comes out of their textbook. 
They must read newspapers, watch current events on TV or other media to keep 
aware of how the world around them is functioning." 

"Students have to be prepared for real life situations and solutions." 

"Necessary to make students aware of the real world i.e., political changes, 
geographical boundaries, free enterprise, job skills for the '80s and '90s. 
Supplements for textbooks which for some classes are outdated." 

Reform (Social Studies) (1%): 

"It is impossible to cover all of US history in one year - better to give students 
overview and choices." 

"To the studies done by the 1989 Bradley Commission on History in the schools." 



"1) The advent of the Social Studies Essential Skills 2) pressure by our 
administration to implement those skills as fully as possible 3) pressure by our 
principal to try things and teaching methods that we have not tried before." 

Research Question 3 

This question addressed the possible influence current issues in social studies 

education, according the literature, may have on current classroom practice of the 

respondents. It was stated in Chapter I as follows: 

To what degree have contemporary issues in social studies education impacted 

classroom practice of veteran secondary social studies teachers? 
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The teachers responded to nine survey items using a five point scale with 1 = no 

influence at all and 5 = great influence. The teachers were asked to indicate "the degree to 

which each of the following current issues impacts your current classroom practice." The 

nine survey items were: 

-Teaching social science knowledge (i.e., history, geography, etc.) versus 
interdisciplinary social studies knowledge 

-Tracking within social studies courses 
-Teaching for depth of understanding or breadth of coverage 
-Integrating the teaching of social studies content with process skills 
-Real life applications of school content 
-Making learning for students more collaborative 
-Alignment of curriculum and assessment 
-Emphasis on teaching students democratic values 
-Preparing students for global citizenship 

In responding to the influence of teaching interdisciplinary social studies 

knowledge or disciplinary knowledge, the modal response was a 3 with 38.9% of the 

respondents choosing that rank. As shown on Graph 17, an additional 33.2% selected the 

rank of 4 for this item. 

Graph 18 shows the perceived influence that tracking (ability grouping) has within 

secondary social studies classrooms. Over 70% of the respondents indicated tracking as 

having no influence (25.4%), or little influence in their teaching (2 = 20.5%; 3 = 25.8%). 
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Over 90% of the teachers responding to the importance of teaching for depth or 

breadth indicated some influence. The modal response was a 4, with 48.4% of the teachers 

indicating this degree of influence. As seen in Graph 19, those selecting a response of 3 

(23%) and 5 (21.7%) were also significant. 

The influence of integrating social science content with social studies skills is 

indicated on Graph 20. A 4 response was the most frequent at 49.2 %, with a response of 

3 or higher given by 90.2% of the teachers answering this item. 

Over 93% of the teachers responding to the item about real life applications of 

instruction and learning indicated a response of 3 or higher. The modal response seen on 

Graph 21 is a 3 with 46.7%. 

The influence of making learning collaborative is illustrated on Graph 22. The most 

frequently selected response item was 4 with 41.8%. 

As indicated on Graph 23, the modal response for alignment of curriculum and 

assessment was 4 with 34.4%. An additional 30.3% of the teachers selected item 3. 

Emphasis on democratic values is shown on Graph 24. Almost 82% of the 

respondents perceived strong to great influence on this item: 46.7% for item 5, and 35.2% 

responded with item 4. 

The most frequently given response for the influence of teaching global citizenship 

was 5 with a 33.6% response rate. Graph 25 indicates a 31.1 % for item 4 and 23.4% of 

the teachers selected item 3. Over 88% (responses 3,4,5) of the teachers responding to this 

item indicated some influence of global citizenship on their teaching. 
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Section Summary 

This chapter presented the findings of the study. After the sample was described 

demographically, the three research questions were analyzed using selected statistical 

procedures. 

Research question one was analyzed using a coding system to show perceived 

change in classroom practice by veteran secondary social studies teachers over the past 

decade. Six categories evolved from the coding: pedagogy, personal behavior, 

expectations/standards, bureaucracy/organization, multiple/other, and curriculum/materials. 

Ninety seven percent of the respondents indicated a change in classroom practice with 

nearly two-thirds (66%) perceiving the primary change as being pedagogical in nature. 

Research question two used a system of coding to show what veteran social studies 

teachers attributed change in classroom practice to over the past decade. The coding 

resulted in the creation of seven categories: professional development, bureaucracy, 

personal growth, real-life, societal/student, reform (general), and reform (social studies). 

Changes in society/students (37%) and personal growth (31 %) on the part of the teacher 

were the most frequently given responses. Perception of change resulting directly from 

reform initiatives was rare (8%). 

Research question three used a frequency distribution to show the degree to which 

current issues in social studies education have impacted classroom practice of veteran 

secondary social studies teachers. With the notable exception of ability grouping 

(tracking), the respondents perceived these issues as very important to their work in the 

classroom. 



CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS, AND 
RECOMMENDATIONS 

Introduction 
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The purpose of this chapter is fIrst to summarize by reviewing the purpose of the 

study, the research questions, and the results of the survey. Secondly, the chapter 

describes conclusions that are warranted by the analysis of responses to the research 

questions. Then the implications of those conclusions are stated. Finally, the chapter 

discusses recommendations for further study that the results indicated would be useful. 

Summary of the Study 

The problem that this study examined and attempted to resolve was to ascertain the 

degree to which the national education reform movement from 1983 to 1993 has impacted 

secondary social studies classrooms throughout a selected state, based on the perceptions 

of veteran secondary social studies teachers. 

The research questions which were developed to address this problem were: 

1. To what degree have veteran secondary social studies teachers changed their 

classroom practice over the past decade? 

2. To what do veteran secondary social studies teachers attribute change in 

classroom practice over the past decade? 

3. To what degree have contemporary issues in social studies education impacted 

classroom practice of veteran secondary social studies teachers? 

These questions formed the basis for the survey instrument that provided the data 

for the study. Following a summary of the procedures, the analysis of the results based on 

the research questions is given. 
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Procedures 

Secondary social studies teachers in Arizona with at least eight years of continuous 

classroom experience were selected from the larger population of social studies teachers. 

The sample size was 704 teachers, representing 152 public high schools. Questionnaires 

composed of items relevant to the research questions were sent to each social studies 

department chairman to be distributed to appropriate department teachers. After a 

scheduled follow-up letter, the total return was 244 surveys, for a 35% return proportion of 

the total sample. Data generated from the returned questionnaires consisted of demographic 

information and responses to items relating to three aspects of change in instructional 

practice: (1) perceived influence of the following variables: textbooks; national standards 

projects; state social studies essential skills; colleagues; university courses; district/school 

staff development; and, district curriculum guide(s); (2) perceived influence of the 

following issues: teaching social science knowledge (Le., history, geography, etc.) versus 

interdisciplinary social studies knowledge; tracking within social studies courses; teaching 

for depth of understanding or breadth of coverage; integrating the teaching of social studies 

content with process skills; real life applications of school content; making learning for 

students more collaborative; alignment of curriculum and assessment; emphasis on teaching 

students democratic values; and, preparing students for global citizenship; and (3) how the 

teacher has changed in classroom practice and to what does the teacher attribute the 

change(s). Data from item responses were entered and analyzed by computer and the 

narrative responses coded for analysis to answer the research questions as described in the 

next summary section. 

Summary of the Findin~s 

All three survey sections of the questionnaire were analyzed, using appropriate 

statistical tests. 
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Section 1. The teachers indicated to what degree each of seven variables influenced 

their classroom practice (with an option to indicate "other" influences). Frequency 

distribution was used to analyze this data. The following percentages indicates those 

teachers feeling that the variable had strong to great influence on their teaching (a response 

of 4 or 5 on the survey item): 

State Social Studies Essential Skills 55% 
District Curriculum Guide(s) 47% 
Colleagues 46% 
University Courses 46% 
Textbooks 38% 
District/School Staff Development 28% 
National Standards Projects 9% 

Twenty-eight other influences were indicated by the respondents with "personal 

enrichment/interest" (25 teachers identified this item), "current events/issues" (11), and 

"outside resources" (10), the most frequently given responses. 

Section 2. Teachers indicated the degree to which nine current issues in social 

studies education influenced their work. Frequency distribution was again used to analyze 

the data from this item. Those feeling a strong to great impact upon current classroom 

practice (a survey response of 4 or 5) are represented below: 

Emphasis on teaching students democratic values 
Real life applications of school content 
Teaching for depth of understanding or breadth of coverage 
Integrating the teaching of social studies content with process 

skills 
Preparing students for global citizenship 
Alignment of curriculum and assessment 
Making learning for students more collaborative 
Teaching social science knowledge v. interdisciplinary 

social studies knowledge 
Tracking within social studies courses 

84% 
77% 
72% 
71% 

68% 
56% 
54% 
45% 

23% 

Section 3. In this section of the survey, the teachers were asked to indicate how 

they have changed classroom practice over the past decade, and to what they attributed 
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the(se) changes. The narrative responses were analyzed using a coding system. The 

responses were first coded to show whether or not the teacher had indicated change over 

the past decade. Of those responding to this item, 97% indicated they had changed. 

The data were then analyzed to indicate type of change over the past decade. Type 

of change was organized into six categories. Shown below are the six categories and 

percent of respondents indicating each as the manner of change: 

Pedagogy 
Expectations/Standards 
CurriculumlMaterials 
Personal Behavior 
Multiple/Other 
Bureaucracy/Organization 

66% 
15% 
8% 
4% 
4% 
3% 

Seven categories emerged from analysis of the data regarding to what the teachers 

attributed their change: 

Societal/Student 37% 
Personal Growth 31 % 
Professional Development 12% 
Bureaucracy 8% 
Reform (general) 7% 
Real-life 4% 
Reform (social studies) 1 % 

Conclusions. 

The following conclusions were derived from the findings of the study. 

Contemporruy Issues 

The results of the present study gave considerable support to the belief that a 

particular emphasis of social studies education should be citizenship education. Emphasis 

on teaching students democratic values was by far the most significant issue in the view of 

the respondents. Of lesser but still significant importance were the issues of real life 
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application of school content, teaching for depth of understanding or breadth of coverage, 

and integrating the content of social studies with process skills. As a group the 

respondents appeared adamant that tracking within the social studies program was not a 

major influence on them - in spite o~ several teachers indicating that they teach Advanced 

Placement courses. 

Influence of Select variables 

Of the variables included in the perceived influence on current classroom practice, 

the state social studies essential skills was by far the most important Of lesser, but still 

significant importance, were district curriculum guides, colleagues, and university courses. 

All of these variables had greater perceived influence on current classroom practice than did 

the selected textbooks. This conclusion is of some interest, since the bulk of existing 

scholarship argues that textbooks heavily dominate classroom practice in the social studies. 

National standards being developed for the social studies and social sciences had virtually 

no influence on what these teachers were doing in their classrooms. This is understandable 

considering that these documents are all currently in draft form, not having been approved 

or published yet. 

Perceiyed Txve of Chan~e in Classroom Practice 

The most significant type of change indicated by the respondents was a change in 

instructional approach. Nearly two-thirds of the teachers indicated some sort of 

pedagogical change during the past decade. A variety of pedagogical changes were 

indicated: cooperative learning, reading, writing, simulations, role plays, critical thinking, 

interdisciplinary approaches, alternative assessment, projects and exhibitions, teaming, and 

hands-on approaches among them. A smaller group of teachers indicated a change of their 

expectations or standards. Adjustment of what they expect from students in terms of work 
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ethic and quality was significant for about one out of every seven teachers responding to 

the survey. In almost all cases the expectations moved lower. 

Perceived Causes of Cban~e in Classroom Practice 

Over two-thirds of the respondents attributed their change in classroom practice to 

one of two factors: a change in society and/or students; and, a change in themselves. Most 

teachers indicating change resulting from society and students remarked that the change 

was negative. Breakdown in the family, student apathy, lack of values, pressure on 

teachers/schools by minority groups, etc., were frequently given as reasons for changing 

classroom practice. Those indicating change due to personal growth were more positive 

about the changes. Comments by these teachers included references to personal maturity, 

travel, reading, experience, observation of other teachers, and attending 

conferences/workshops. Educational reform efforts - both those specifically aimed at 

social studies classrooms and those less specific - were not significant to most of the 

respondents. 

General Conclusions 

Important to this section of the study are the general conclusions that can be drawn 

from the findings. First, the most important determinant of change in classroom practice 

for veteran secondary social studies teachers was perceived change in society and students, 

meaning that the teachers feel it is becoming much more difficult to do an adequate job in 

the classroom when the preparation and motivation of students walking through the door at 

the beginning of the period are inferior to that of a decade before. Second, an important 

determinant of change in classroom practice for veteran secondary social studies teachers 

was personal growth. Teachers acknowledging their own growth instituted positive 

changes in their classroom practice. Third, the most significant type of change in 
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classroom practice was altering instructional approaches. Fourth, teachers saw a need to 

emphasize the teaching of democratic values in their classrooms. Fifth, the existence of a 

state mandated framework - essential skills - has appeared to exert some influence on the 

teachers. Of lesser importance, but still worthy of note, was the influence of district 

curriculum guides, colleagues, and university courses on the work of the teachers 

responding to the survey. Also, the teachers showed very little knowledge of emerging 

national standards in the social studies and social science disciplines. Finally, the reform 

efforts, in social studies specifically, have had little influence on current classroom practice 

of the teachers who responded to the sUivey. 

Implications 

In this section the implications of the study are reviewed. 

Analysis of the conclusions drawn from the study suggests that the following areas 

are important factors in classroom practice of veteran secondary social studies teachers: 

1. Powerful social studies - As presented in Chapter II, there are five criteria which 

should be present for social studies education to be considered "powerful": meaningful, 

integrative, value-based, challenging, and active. 

Many of the respondents indicated the importance of these criteria for their teaching 

by their response to the survey items associated with contemporary issues. For example, 

72% (a survey response of 4 or 5) indicated that teaching for depth or breadth influences 

their work (Graph 19); integration of content with skills was seen as strongly influencing (a 

response of 4 or 5) 71 % of the teachers (Graph 20); and the importance of real life 

applications of learning (Graph 21) was indicated by 77% of the sample. 

The narrative responses by some of the teachers are even more revealing: 
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"I have moved from a teacher-centered approach to that of student-centered and 
oriented. Much more small groups, cooperative learning approach. I also place 
much more emphasis upon fmding, critical-thinking exercises. Less on factual and 
more on conceptual. I have also concerned myself more with depth than with 
breadth, not as much spoon-feeding." 

"I have gone to more hands-on learning by students. More interaction between 
students." 

"I have kept abreast of most innovated changes in curriculum presentation and have 
tried to accommodate various teaching styles that would best fit the needs of the 
local students. My teaching style is a collaboration of different methods that 
fluctuates on a yearly basis." 

It is clear from the responses that some of Arizona's most experienced secondary 

teachers have incorporated the criteria identified by NCSS as leading to powerful social 

studies education in their classrooms. However, there are indications that this is not as 

widespread a pattern as would be desirable. 

2. Influences on Arizona's teachers - internal or external? - The literature indicates 

the desire by some for greater external influence upon social studies education. As Chester 

Finn puts it: 

" ... so called [social studies] experts simply do not understand what most parents 
and citizens expect [students] to know ... even as social studies has become a grab 
bag of current events .. .it has not played a very large role in the eduction of young 
Americans. This field, in other words, is probably incapable of reforming itself." 
(Barth, 1993,56) 

Others such as Walter Parker maintain that, while acknowledging students are not 

as proficient in the social sciences as we would like, "renewal" of social studies does not 

require increased external pressures. He sees the primary cause of this lack of knowledge 

by students as something within the control of social studies educators: '''These subjects are 

not necessarily taught. If educational research can tell us anything, it is that students are 

more likely to learn something at school if it is taught than if it is nolo .. " (parker, 1991, vi

vii). 

Survey responses by the teachers indicate greater support for Parker's belief in this 

area than that of Finn. Internal influences such as textbooks, standards projects, state 
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essential skills mandates, colleagues, and university courses were included on the survey 

instrument (see Graphs 6 - 12). When given the opportunity to indicate other influences on 

current classroom practice, only two responses might be interpreted as external influences 

(parent input; students/parents). There was not a single teacher who indicated influence 

being exerted by external influences such as the business community. It should be stated 

that while many of the teachers indicated concern about the condition of society and its 

influence on their work (see below), this appears to be a condition of teaching in general, 

not specific to teachers of social studies. 

3. Chanf:inf: social conditions overwhelm whatever desires for educational 

improvement which mi~ht be present amon~ the teachers - While there are indications that 

many teachers surveyed desire to make their work more "powerful," societal changes and 

conditions appear to be greater influences on classroom practice. Comments made by 

teachers in response to the question, ''To what do you attribute the(se) change(s)?" reveal 

the strong impact of societal concerns on the teachers. Along with personal growth on the 

part of the teacher (31 %), societaVstudent change (37%) was identified as a critical 

influence on classroom practice. Narrative responses by the teachers are very revealing: 

"Poorer motivated students and less parental concern as to how their students do in 
school." 

"I attribute these changes to the evolution of the family. Many more students are 
facing adult issues much earlier in life. The lack of parental involvement in their 
studies has left accountability totally up to the teacher. The enormous lack of study 
skills makes learning even harder. Motivating students to want to learn has 
brought about the need for relevancy of most subject matter to their own lives, Le., 
social problems, guest speakers, and other primary sources." 

"Society is rapidly changing - values; parenting techniques (lack ot). The 
educational atmosphere must go further in the direction of nurturing and care giving 
at a much higher grade level." 

For many of the secondary social studies teachers surveyed, it appears there is 

much greater concern and attention paid to issues they perceive as society bringing into 
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their classroom. Indications are that they desire the characteristics of "powerful" social 

studies in their classroom, but must ftrst respond to the emotional, physical, social, and 

psychological needs of their students. 

Recommendations 

In consideration of the findings, conclusions, and implications of this study, the 

following recommendations are advanced. 

1. A similar study should be conducted of a more heterogeneous population to 

further test the questionnaire as it is and the theories upon which it is based. Such a study 

could allow for comparison of the responses by the targeted secondary teachers against 

those of elementary and middle-level teachers. Additionally, responses of teachers with 

fewer than eight years experience could be compared with that of the "veteran" teachers of 

this survey. 

2. A study should be conducted to determine whether elements of the national 

reform efforts over the past decade are evident in the existing Arizona Social Studies 

Essential Skills. Such an analysis could lead to greater understanding of the relationship 

between national movements and reform initiatives in Arizona. It might also provide 

evidence that teachers who incorporate the processes and content of the state essential skills 

(55% of the respondents indicated marked 4 or 5) into their classroom practice are being 

influenced by national initiatives. 

3. A similar study should be conducted to determine whether elements of the 

national reform efforts of the past decade are evident in the social studies curriculum guides 

of districts throughout Arizona. Such influence could serve as a basis for impacting teacher 

practice. This is an important consideration given that 47% of the teachers responding to 
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guides on their classroom practice. 
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4. The relationship between reform efforts and perceived change in pedagogy 

should be studied further to determine if pedagogical changes, such as cooperative learning 

and alternative assessment, are a result of the decade of educational reform studied. What 

is the relationship between the perceived change in pedagogy and the manner in which the 

pedagogical change was instituted into the classroom - university coursework, district 

inservice, workshop, state inservice, etc. 

5. A study should be conducted to determine to what degree relevant university 

courses incorporate educational reform efforts from the decade studied. If university 

coursework influences classroom practice - 46% of the teachers gave a response of 4 or 5 

to this survey item - then knowledge of the extent to which such courses incorporate reform 

initiatives could prove useful to those designing change in teacher preparation and those at 

the state department of education planning systemic professional development 

6. A similar study should be conducted to determine the extent to which 

district/school staff development addresses reform efforts. Since district staff development 

is indicated as having some influence on classroom practice - 28% indicated a response of 4 

or 5 - knowledge of the extent to which reform initiatives are embedded in staff 

development activities could serve to restructure the nature of local staff development 

efforts. 

7. A study should be conducted to observe veteran secondary social studies 

teachers to determine the extent to which their perceptions about change in classroom 

practice are reflected in actual classroom action(s). In order to validate or refute the 

perceptions of the classroom teachers responding to the survey, observations should be 

utilized. The use oflongitudinal observation of classroom practice would serve to truly 
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indicate what teachers do in the classroom. Combined with the teacher responses, such 

observation could provide greater insight into current classroom practice. 
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APPENDIX A 

America 2000 Educational Goals 

By the year 2000: 

1. All children in America will start school ready to learn. 

2. The high school graduation rate will increase to at least 90 percent 

3. American students will leave grades four, eight, and twelve having 
demonstrated competency in challenging subject matters including English, 
mathematics, science, history, and geography; and every school in America 
will ensure that all students learn to use their minds well, so they may be 
prepared for responsible citizenship, further learning, and productive 
employment in our modem economy. 

4. U.S. students will be fIrst in the world in science and mathematics 
achievement 

5. Every adult American will be literate and will possess the 
knowledge and skills necessary to compete in a global economy and 
exercise the rights and responsibilities of citizenship. 

6. Every school in America will be free of drugs and violence and will offer a 
disciplined environment conducive to learning. 

America 2000: An Educational Strategy. (1991) U.S. Government 
Printing OffIce. Washington, D.C. (Revised). 
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APPENDIX B 

Charting a Course 

CHARACIERISTICS OF A SOCIAL STUDIES CURRICULUM FOR THE 
21ST CENlURY 

1. A well-developed social studies curriculum must instill a clear understanding of the 
roles of citizens in a democracy and provide opportunities for active, engaged 
participation in civic, cultural and volunteer activities designed to enhance the 
quality of life in the community and in the nation. 

2. A complete social studies curriculum provides for consistent and cumulative 
learning from kindergarten through 12th grade. At each grade level, students should 
build upon knowledge and skills already learned and should receive preparation for 
the levels yet to come. Redundant, superficial coverage should be replaced with 
carefully articulated in-depth studies. 

3. Because they offer the perspectives of time and place, history and geography 
should provide the matrix or framework for social studies; yet concepts and 
understandings from political science, economics and the other social sciences must 
be integrated throughout all social studies courses so that by the end of the 12th 
grade, students will have a fInn understanding of their principles and 
methodologies. 

4. Selective studies of the history, geography, government and economic systems of 
the major civilizations and societies should together receive attention at least equal to 
the study of the history, geography, government, economics and society of the 
United States. A curriculum that focuses on only one or two major civilizations or 
geographic areas while ignoring others is neither adequate nor complete. 

S. Social studies provides the obvious connection between the humanities and the 
natural and physical sciences. To assist students to see the interrelationships among 
branches of knowledge, integration of other subject matter with social studies 
should be encouraged whenever possible. 

6. Content knowledge from the social studies should not be treated merely as received 
knowledge to be accepted and memorized, but as the means through which open 
and vital questions may be explored and confronted. Students must be made aware 
that just as contemporary events have been shaped by actions taken by people in the 
past, they themselves have the capacity to shape the future. 
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7. Reading, writing, observing, debating, role-playing, or simulations, working with 
statistical data and using appropriate critical thinking skills should be an integral part 
of social studies instruction. Teaching strategies should help students to become 
both independent and cooperative learners who develop skills of problem solving, 
decision making, negotiation and conflict resolution. 

8. Learning materials must incorporate a rich mix of written matter, including original 
sources, literature and expository writing; a variety of audiovisual materials 
including fIlms, teleVision and interactive media; a collection of items of material 
culture including artifacts, photographs, census records and historical maps; and 
computer programs for writing and analyzing social, economic and geographic 
data. Social studies coursework should teach students to evaluate the reliability of 
all such sources of infonnation and to be aware of the ways in which various media 
select, shape, and constrain infonnation. 

9. A complete social studies curriculum for students can only be provided through the 
support of school boards, school administrators and the community. Teachers must 
be granted appropriate in-service opportunities for enhancing their content 
knowledge and their abilities to use appropriate teaching strategies. Above all, 
teachers must be provided substantial blocks of time in which to prepare course 
outlines, teaching guides and lesson plans. 

10. The core of essential knowledge to be incorporated in the instructional program at 
every level must be selective enough to provide time for extended in-depth study 
and must be directed toward the end goals of social studies education -- the 
development of thoughtful Americans who have the capacities for living effective 
personal and public lives. 
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PREAMBLE 

Classrooms today bring together young people of many backgrounds with a broad 
spectrum of life experiences. We can expect an even more diverse student population in the 
twenty-flfSt century. This diversity enriches our nation even as it presents a new challenge 
to develop a social education that integrates all students into our system of democratic 
government and helps them to subscribe to the values from our past -- especially our 
devotion to democratic values and procedures. 

The coexistence of increasing diversity and cherished tradition require social studies 
courses in our schools to cultivate participatory citizenship and encourage the growth of 
independent, knowledgeable young adults who will conduct their lives in accord with 
democratic and ethical principles. This requires study of: 

(a) the evolving responsibilities and rights of citizens of the United States 

(b) the interactions prompted by migrations of peoples and the emergence of a 
system of global communications connecting and often melding diverse 
cultural heritages 

(c) the principal group identities that compete for every person's loyalty-
family, community, nation. and world - and how they interact, sometimes 
conflict, and necessarily coexist 

The study of social involvement and often competing loyalties addresses basic 
questions: ''Who am I?" 'To what communities do 1 belong?" "What does citizenship in our 
nation require of me as an individual and as a member of all the various groups to which 1 
belong?" ''What does being a member of the world community mean to me and to my 
nation?" and "How have things changed. and how should they change in time to come?" 
These questions must, in practice, be answered by every young person. They are dealt with 
extensively only in social studies course work. Therefore. systematic social studies are 
needed for successful transition from childhood to adult life, beginning in the primary 
grades and continuing throughout secondary school. 
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1HE GOALS FOR SOCIAL STUDIES EDUCATION 

The Social Studies Curriculum should enable students to develop: 

(1) Civic responsibility and active civic participation. 

(2) Perspectives on their own life experiences so they see themselves as 
part of the larger human adventure in time and place. 

(3) A critical understanding of the history, geography, economic, 
political and social institutions, traditions, and values of the United 
States as expressed in both their unity and diversity. 

(4) An understanding of other peoples and the unity and diversity of 
world history, geography, institutions, traditions and values. 

(5) Critical attitudes and analytical perspectives appropriate to analysis 
of the human condition. 

Charting a Course: Social Studies for the 21st Century. (November 
1989) National Commission on Social Studies in the Schools. 
Washington, D.C. 



136 

APPENDIX C 

WALTER PARKER: SOCIAL STUDIES ESSENTIAL LEARNINGS 

Democratic Ideal: What is the democratic ideal? How, when, why, and where 
has it arisen in the course of human history? Compared to tyrannies, have 
democracies been long lasting or brief! Why? What constraints does the 
democratic ideal place on the majority? Are they fair? Are more constraints needed? 
What forms has democracy taken in the United States since its founding and 
because of whose efforts? Was the American Revolution fought for independence 
or democracy? What work is still needed to close the gap in the United States 
between the democratic ideal and daily practice? What circumstances--economic, 
political, social, intemational--undermine democracy? Could the Holocaust have 
happened in a democracy? 

Cultural Diyersity: Why is the United States a "nation of immigrants"? What 
does this mean? Are there any nations that are not? What challenges does cultural 
diversity pose to a society that is trying to express the democratic ideal? Can a 
society be multicultural and democratic at the same time? Must all peoples in a 
multicultural society subscribe to a common set of democratic values? How have 
societies typically responded to increased diversity? .. 

Economic Deyelopment: How have societies organized themselves economically? 
What conditions have caused changes in the ways societies are organized? Has 
history taught us that there must be poor people in order for there to be rich people? 
Is the standard of living in the United States increasing or decreasing? How about 
in Japan, Mexico, Kenya, and Germany? What are your criteria? In what ways 
have nations become interdependent, and who benefits by it? .. 

Global Perspective: What is a global perspective? How are the daily practices and 
ideas of the world's cultures different? Are the differences more important than the 
similarities? Are people everywhere basically the same? Are some cultural practices 
better than others? What civilizations have existed before ours and how have they 
shaped ours? What sorts of societies were there before nations? .. 

ParticipatOlY Citizenship: Why are people who live in societies organized under 
the democratic ideal expected to participate in civic life? What forms has this 
participation taken? What forms need to be promoted? What conditions have 
inhibited citizen participation in the past? What especially is the role of deliberation? 
Can individualism get out of hand? Has it? What does it mean to be civic mindetl! 
Does everyone in a democracy need to participate? How much decision making can 
be done by representatives without undermining the democratic ideal? What 
common moral codes must exist to sustain participatory citizenship? 

Parker, W. (1991). Renewing the Social Studies Curriculum. 
Association for Supervision and Curriculum Development Alexandria, 
Virginia. 



137 

APPENDIX D 

NATIONALCOUNC~FORTHESOC~STUD~:CuruuCULUMSTANDARDS 
FOR SOC~ STUDIES (April 1994) 

Culture: Social Studies programs should include experiences that provide for the 
study of culture and cultural diversity. 

Time.Continuity. and Chanl:e: Social Studies programs should include 
experiences that provide for the study of the ways human beings view themselves 
in and over time. 

PeQple. Places. and EnyirQnments: Social Studies programs should include 
experiences that provide for the study of space, place, and human-environment 
interactions. 

Individual DeyelQpment and Identity: Social Studies programs should include 
experiences that provide for the study of individual development and identity. 

Indiyiduals. Groups. and InstitutiQns: Social Studies programs should provide 
for the study of the interaction among individuals, groups, and institutions. 

ProductiQn. DistributjQn. and CQnsumption: Social Studies programs should 
include experiences that provide for the study of how people organize for the 
production, distribution, and consumption of goods and services. 

PQWer. AuthQrity. and GQyernance: Social Studies programs should include 
experiences that provide for the study of how people create and change structures of 
power, authority, and governance. 

Science. TechnQIQI:Y. and Society: Social Studies programs should include 
experiences that provide for the study of relationships among science, technology, 
and society. 

GIQbal CQnnectiQns: Social Studies programs should include experiences that 
provide for the study of global connections and interdependence. 

Civic Ideals and Practices: Social Studies programs should include experiences 
that provide for the study of the ideals, principles, and practices of citizenship in a 
democratic republic. 
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APPENDIX E 

January 27, 1994 

Dear Secondary Social Studies Educator: 

Over the past several years social studies education throughout the nation has been 
impacted by refonn movements. There have been projects to develop national standards in 
history, geography, civics and social studies. More and more states are developing 
curriculum frameworks and investigating alternative means of student assessment 

Arizona has clearly been impacted by this wave of refonn. Curriculum frameworks have 
been developed for eleven content areas - including social studies in 1988 - with alternative 
assessments developed and administered for language arts and mathematics since 1991. A 
State Board-appointed committee began work this month reviewing and revising the 
existing Social Studies Essential Skills framework. A high school graduation requirement 
recently proposed by the State Board of Education (if approved) would include assessment 
of social studies and science as well as language arts and mathematics. 

While we know many things which are happening at the state level, there is no data 
available as to the nature of present secondary social studies classroom practice in the state. 
This questionnaire, which was developed in consultation with secondary teachers in the 
state, is designed to obtain baseline data on secondary social studies education in Arizona. 
It will provide the Arizona Department of Education with the infonnation necessary to plan, 
develop, and implement programs for social studies educators in our high schools. 

The input of teachers is critical. We know what the researchers and theorists say. The 
infonnation presented by classroom teachers will provide the grounding necessary to frame 
future ADE efforts with a balance between the research and the realities of the classroom. 

As social studies department chairperson, I am requesting that you disuibute the survey to 
the appropriate members of your department or school I feel that with your assistance and 
leadership a high rate of return is possible - thus, providing a much more reliable data base. 
In order to facilitate a timely return of the survey, I am also requesting that you collect and 
return all of the surveys from your school to ADE. 

All veteran secondar; social studies teachers at your school are asked to complete the 
questionnaire (which should take no more than 30 minutes). I have enclosed one survey 
per veteran teacher at your school (as indicated by the ADE research and development unit). 
Veteran secondary social studies teachers are defmed as those teachers who have taught 
social studies in grades 9-12 within Arizona continuously for at least the past eight years. 
Please make additional copies of the survey if necessary. 
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Please enclose all of the surveys for your school in a large envelope and return to Frank 
Klajda, Arizona Department of Education, 1535 W. Jefferson, Phoenix, AZ 
85007. Please return the surveys by February 25, 1994. 

Thank you for helping in this very important endeavor. 

Sincerely, 

Frank Klajda 
Social Studies Specialist 
542-3537 
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SURVEY OF ARIZONA SECONDARY SOCIAL STUDIES 
EDUCATORS 

INSTRUCTIONS: Please attempt to answer every question. In some cases you will be 
asked to indicate the most appropriate answer or answers. In other cases you will be asked 
to respond in writing. All answers will be kept in confidence and data reported will reflect 
the fmdings of all educators completing the questionnaire. In no instance will references be 
made to specific educators and their schools/districts. Your name and address is requested 
to facilitate possible follow-up interviews or to enable us to clarify any of the information 
on your response. 

Thank you for your participation! 

I. DEMOGRAPHIC INFORMATION 

Name 

School 

Address 

City State Zip 

Telephone # 

____ Female ____ Male 

1. Which social studies course(s) do you currently teach? 

___ World History/Geography 

___ Free Enterprise 

___ American/Ariz. History 

___ American/Ariz. Government 

___ Other (please Specify) 
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2. Do you currently teach social studies full time or part time? 

____ Full time ----Part time 

3. How many years have you been continuously teaching secondary social 
studies classes in Arizona? 

___ 8-10 years 

___ 16-20 years 

___ 26 years + 

___ 11-15 years 

___ 21-25 years 

4. Indicate your educational background. 

M~or: ______________ _ 

Minor: _______________ _ 

Degrees earned: 

___ Bachelors 

___ Ph.D. 

___ Other (please Specify) 

___ Masters 

___ Ed.D. 

II. INFLUENCES ON CURRENT PRACTICE 

Please indicate to what degree each of the following has influenced your current 
classroom practice. Circle one number: I indicates not at all; 5 indicates great 
influence. 

Textbooks 

1 2 3 4 5 

Commenm: ___________________________ ___ 
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National Standards Projects 

1 2 3 4 5 

Commen~: ____________________________________________ __ 

State Social Studies Essential Skills 

1 2 3 4 5 
Commen~: ____________________________________________ ___ 

Colleagues 

1 2 3 4 5 

Commen~: ____________________________________________ __ 

University Courses 

1 2 3 4 5 

Commen~: ____________________________________________ __ 
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District/School Staff Development 

1 2 3 4 5 
Commen~: ____________________________________________ __ 

District Curriculum Guide(s) 

1 2 3 4 5 
Commen~: ____________________________________________ __ 

Other (Please Specify) 

1 2 3 4 5 
Commen~: ____________________________________________ __ 

III. CONTEMPORARY ISSUES IN SOCIAL STUDIES EDUCATION 

Please indicate the degree to which each of the following current issues impac~ 
your cunent classroom practice. Circle one number: 1 indicates not at all; 5 
indicates great influence. 

Teaching social science knowledge (i.e., history, geography, etc.) versus 
interdisciplinary social studies knowledge 

1 2 3 4 5 



144 

Commen~: ______________________________________________ __ 

Tracking within social studies courses 

1 2 3 4 5 

Commen~: ______________________________________________ __ 

Teaching for depth of understanding or breadth of coverage 

1 2 3 4 5 

Commen~: ______________________________________________ __ 

Integrating the teaching of social studies content with process skills 

1 2 3 4 5 

Commen~: ______________________________________________ __ 

Real life applications of school content 

1 2 3 4 5 

Commen~: ______________________________________________ __ 
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Making learning for students more collaborative 

1 2 3 4 5 
Commen~: ______________________________________________ __ 

Alignment of curriculum and assessment 

1 2 3 4 5 

Commen~: ______________________________________________ __ 

Emphasis on teaching students democratic values 

1 2 3 4 5 

Commen~: ______________________________________________ __ 

Preparing students for global citizenship 

1 2 3 4 5 
Commen~: ______________________________________________ __ 
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IV. INFLUENCES ON CHANGE 

1. Please describe how you have changed (if at all) your classroom practice 
over the past decade. 

2. To what do you attribute the(se) change(s)? 
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Please summarize your philosophy of social studies teaching. 
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APPENDIX F 

February 18, 1994 

Dear Colleague, 

Recently you should have received a questionnaire through the mail that is being used to 
collect infonnation concerning secondary social studies teaching in Arizona. 

Your response (and that of your department members) to the survey is important to the 
conclusions that may be drawn from the collected surveys and to the accuracy of those 
conclusions. The completed study will help provide current state efforts with infonnation 
about change in social studies curriculum which may impact future instruction and 
assessment 

Your input is important to us. Please take the time to respond to the survey (and have 
appropriate department members to the same) and return to me as soon as possible. For 
those of you who have already done so, thank you very, very much. 

I am grateful for your assistance. 

Sincerely, 

Frank Klajda 
Social Studies Specialist 
542-3537 
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