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‘This paper reports the preliminary findings of a- .
Study of the perspect1ves of four student teachers toward social
studies teaching in the elementary classroom. Perspectives are
‘defined and profiles of the student teacher observed. The study
focuses on three questions: What, conceptions ‘of social studies did
‘these student tedchers hold at the start of their: .field experience
semester? What were their perspectives toward social studies during
their student teaching ex r1eﬂce° and.What factors influenced the
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university through recommendations of professors and the use,of an
inventory designed to determine students' views on teaching 1ssues.
Data were collected over three months from a series of at least four
observations in.the social studies ‘classroom, six personal
interviews, an interview with the cooperating, teacher, and results
from several 1nstruments.-Conc1uSLons drawn from the study showed
student teachers! perspectives of-.social .studies teaching cannot be
understood. separately from their perspectives .on teaching and
fearning in general and the goals they_ set for themselves and their
¢tlass. Also, each student teacher .defines his or her student teaching
situation in a part1cu1ar ways ‘An implication' of the study is that
research on teaching should focus on what teachers. think and how this

- interacts Wlth their. teaching behav1or. (Author/NE) N
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.« \ . Elementary-School Social Studies:

~ The DeQe]opment of Student Teacher Perspectives

A
Introdgction "
This paper. reports the preliminary f;nd1ngﬂ of a study of the perse@ct1ves

of four elementary school student teachers toward social stud1es teach1ng Per-"

spect1ves are defined and 6ffered as a way' to gain greater 1ns1gh¢ into social
£y \ 4

studies teaching. Profiles of the student teachers observed are presented along

—~

. with several tentative conclusions and implications” for teacher education.

8 \

Research in Social Studies

<

As social stud1es educators and scholars survey their field, they are often
EX %
struck by the myrlad of curr1cu1um approaches Indeed, throughout the twentieth

century, scho]ars have sought tB create andeer arch1ng def1n1t1on for soc1a1

studies and a statement of the f1§%§ S purpose and goals. But there has been

<> ‘a.\

little consensus among scholars aﬁd %he academic debate has continued unreso]ved.

-

Wendgh ask, however what th1s s;hoﬁd¥1§gdebate has to do with actua] classroom

pract1ce7 A]thoughscho]ars d1ffer abbtﬁ?%?e purposes\and definition of social
. \ﬂ;r

studies, many generally agree that soc1a1 stuﬁ1es should teach sk1]1s, and lead

students to be actively 1nvo1ved in 1earn1ng %? scholarly thinking about social
studies is implemented in the classroom, we wou]d’expect to find thére this -
6rientation of active reflection. ;,“\ -

HoweVer,-recent research on the status of the soc%a1‘studies (Morrfsett,
Superka & Hawkes,’ ]980 Shaver, DaV1d & He]burn, 1979; Gross, 1977), has conclu-

ded that actual classroom pract1ce is 'very different from that advocated in
) [§
the scholarly litérature. According to these findings, the dominant model of

/

) soc1a1 studies instruction is teacher contro]]ed recitation and Jecture. The »

: teitbook is the predom1nant ipstructional -tool. Phe knowledge expected of stu— ,

. dents..is 1arge1y information oriented. "Content and c]assroom 1nteract1ons are
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typically used to teach students to accept authority and learn 'ﬁmportant.

truths' about history and government" (Shaver et al., 1979, p. 151). \

Although this research~on the status of the social studies has been far-
reach1ng and'1nfofmat1Ve we would do well to,look beyond the general trend it

reports. Case study data (Gross, 1977) suggest the diversity and unpred1cta-

h

bility of social gtddies education in America today. And®it is this which br1ngs

us.to the classroom teacher. ‘Repeatedjy, researehers on classroom practices

2 o N

in social studie$ point out that understanding the teacher is the key to knowing

. and understanding what happens in the social studies classroom. ’ -

* What then, do we know about the social studies classroom teacher? The SPAN \i})
prOJect gives us seme demograph1c data the. kindslof degrees he]d, length of
classroom eiper1ence. We~have some.survey data about teachers fee]?nos toward
and perceptions of social studies. We know, for example, that most socﬁa1<studies\

N |

teachers feel qualified for their jobs; that they regard inadequate reading as

-

v.a major‘problem, that they feel they do not receive adequate help in getting

informationhabout\instructiona1 materia]s (Superka et al. May 1980, p. 308).

We.read that teaghers primary concerns are with management and contro] Few

= ¢

teacflers, the research indicates, are influenced by research,°1n part becadse

. - . . . -‘.- ¢ - \
they are unreceptive to views from the 'ivory tower' or un1vers1ty. Teachers

fear that inquiry or act1on or1ented curr1cu1um w11] have adverse affects on

management and control and are frustrated by students who cannot dea] w1th act1ve

. learning (Morrisett, 1980, p. 5632. Teachers' major concerns, accord1ng to e

research, are with sociaﬁization and control (Shaver, et a] 1277 . !
! B} . \
Furthermore,.a]though the term1no1ogy of the var1ous trends” in soc1a]

studies has perco]ated' down to the teacher (Gross, 1977;.p. 200) there is
Tittle ev1dence that th1s termJnology affects actual practice. Ta]k“about in-

qu1ry, or dec1s1on making may be 11tt1e more than\b1ogans which havé s]1ght bear-
" N e

ing on actual pract1ce. , - , 1 I

(.

~
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What we have then is ah overview, a general idea, about teachers' concerns

and frustratjons. But we know very little about thé intentions and beliefs,
which underlie practice. - I would argue, then, that we don't really know much
<
about this 'key' to social.studie% education. We ought to ask how bractitjoners,|

rather than schdlars, give meaning‘and purpose ta Social studies and how these

.

meanings, rather than scholarly definitiohs , give directioh to classroom practice. -~
’ , \ ®
In doing.so, we acknowledge that teachers are comp]ex human beings with 1nner

11ves, ideas and be11efs, who make choice$ in a soc1a1 woer of constra1nt and

pdss1b111ty.
N

Perspectives’

7 Y

. = A concept of teacher perspect{ves can serve as a useful tool for thinking

[N

“

about teachers' beliefs and ideas. Perspeetive here may be defined as "the .

>,

——\\matrik of assumptions by which an actor makes seﬁse of his world" (Hammersley,

.

- p. 9). This definit{qn helps us to make a necessary distﬂhctiod between abstract
3 y - _ )

[
*

“'statements of beTief and the assumptioFs'which serve as guides to behavior.
. ' ! . : - s
Unlike more abstract statements, perspectivés are a kind of "operational philo- A

sophy" developed out of experiences in the immediate and distant past, and applied

inaparticu1ar situations. ’

Teacher perspect1ves are the assumptions teachers follow in their tkaching
¢ \

l activity; they are the meanings and interpretations given to their work a \1 ,

[}

*? .
their work situation. Perspectives take 1nto account how the schoo] “and. class-
! \
_ room is experienced and how this plays back 1nto the teacher S background of " .

L 4

* beliefs and actioh. “ ‘
A T i - ) v ’
A usefu] way of thinking about and understand1ng the complex1ty of teachers
' X
perspect1ves is affered by Ann and Harold Berlak (]981) who suggest conceptuali-- .

3 R . . .
zing teachers'_perspectives as ongoing resolutions to a set of dilemmas. .,

4 .
\ - , - 4
K .

. .

N . .
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, These dilemmas represent competing 'goods', or conflicting pulls which
. 3 \

& .
under]ie observéd behavior. {nconsistent behaviors can be understood as al-

1

ternative modes of diLemma resolution. For example, a teacher may talk about

the need to allow children to make decisions‘about:the activities or the curri-
B .
culum they engage in. She may also 'stress the rple of the teacher irn structuring

~N -~ . * t

‘classroom activities' and curricullim. And she may act on each of these assumptions

~

when teaching. THhis 'contradiction'-may be represented as a dilemma of "high
vs. low degree of control claimed by teachers over pupil actton." -

st

— —

. The Pre-gervice Teacher ) Lo , \

hed . .

. 4
A study>of perspect1ves toward social studies might Just1f1ab1y (‘cus on

exper1enced teachers, new teachers, or pre service teachers, th1s research has -

focused on the latter. ‘The field exper1ence of a pre-service teacher is genera]]y
- ‘ N\ & .
regarded as a formative period in a teacher' s career. This research sought to

3

) exam1ne the re]at1onsh1p of the field exper1ence to preparat1on for teach1ng

89

sociaT studies in the elementary school. L1terature on field exper1ences and.
soc1a1 Ftud1es teaching generally is not very illuminating. The major focus
has been on the ef?ectlveness of part1cu£ar training techn1ques designed to

get student teéchers to successfu]]y use certa1n teaching strategies (Grann1s,

L=

1970): But this doesn’t tell us anything about how these Student teachers in-

corporate these expériences into their. thinking about social studies or their

future practice. - "

~

Most research on teacher educatioh argues that student teachers tend to
( ’

4

) during their f1e]d exper1ence Th1s 11terature q{ten points to “the power¢ﬁ1

[}

'1nf]uence of cooperat1ng teachers and the schoo] bureaucracv +n moving student

° \ 9
teachers towardva contro] ideology. It suggests that students who begin their

f1e1d experience w1th a concern for teach1nq students to think cr1t1ca11y and
» R

- N . .
. Al L. ¢ ’

¢

-

.-

-shift in the direction of greater concern for custodia] and management prob]ems\\' ’

76\
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to become actively involvéd in social studv, will shift toward a more conven-

tional approach to social studies under the bress,of ﬁhe institution and the
cooperating teacher. I }

~

Methodology ' ' ) \

R ‘ot
Research Questions . o ’ .
. I .

. - oo
The purposg%of this research was to iqyestigate, through case spydies and

cross _case aﬁ}fysis, the development of student teachers' definitions and ihter-
o ] N . v -
pretations of social studies in the e]ementarxlschoo];c]assroom. The study focused

B

on the fp]]owing.questions: ‘
~ 1. What conceptions of social* studies did these student teachegs hold
at the start of their field experience semester? '

-this question focused on biroad statements of belief and as sucH
served only as, a starting point for looking at the meanings and
interpretations given to social studies., °

( £
© 2. What perspectiveé toward'soqia1 studies did these studént teachers ..
express puring their student teaching experience? }
. -this is the key question--what are the meanings and interpretations

they give tg their social studies teaching? .

3. What explanation for the development of these perspectives may be
offered? ~ -
- X . )

Design

>

For indepth study, four student teachers were sefected from an elementary

téache?’education program at a large mid-western yniversity. Student teaching

toeo~

e at this institution takes place during a full gpd&érsity semester and occurs

during the final semester of a four semester professional sequence. - The four

. r ”» : 5 - N Y . L
v s8] N - .

« students selected were four whose conceptions of social studies were characteri-
v > L

..zed by:-

t

4

AN . o
v ..
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a. a process orientation--a desire to invoive students in the processes
of critical thinking; >

b. an emphasis on personal knouiedge--seeing worthwhile knowledge as that
) which allows pupils to make sense of expérience as opposed to a body
v of information and facts accepted by a community of authorities;

c. a desire to involve students in curricuium decision making;
‘ d.” a View of social studies as part or potentially part of an integrated
school curricuium, .
( » X ' -
e. an emphasis On the use of a variety of resources. : ‘
\

The samp]e was se]ected through the use ,of a propositionai inventory designed to
4 N

ot

determine student Views%on the above issues and through the recommendations of
the students teachers' SOCia1 studies methods professors.

The research took p]ace over a three month period Data were collected

@

through a series of observations and interviews. Each student teacher was,  ob-

A

served -teaching social studies lessons a minimum of four times during the semester;
N - -7' - « - « e
often non-social studies teaching was observed as well. Asminimum of six inter-
2 views, spaced throughout the semester, were conducted. In addition, each coopera-_

.ting teacher was interViewed for his or her perceptions of the student teacher.

& »

A
Fisgﬁiy, each student “teacher comp]eted several instrumentd deSigned to e11c1t his
v

or her conceptions of social studies. ’
The observations serve ds data and in addition were crucial in providing

r

a concrete focus for the teachers"ta}k about social studies. Each observation _

_was followed by an interview probihg the student's‘thoughts on the conduct of

i)
~

the lesson observed and on the teachiné experience in'generai. "More ‘structured

[
’

* interviews were conducted at the beginnihg and the end of the semester. These
. - : SN L)

interviews, not based on particular observations, probed the student teachers!

),

understandings of rationq]es'for’teaching social studies and what they thought
$. " _ought to go on in the social studies c]assrbom. In addition, these interviews' "~

"explored the“generai value drientatiOns and background characteristics which may
: < B . . s

have been influential in the formation and development of perspectives. '

o . j . 4 ¢ - . L S ‘e

™
rd
~
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The data have been ana]yzed on two levels. One 1eve]‘of,ana1ysis has

-

been the preparat1on 'of individual prof1]es describing each student: teacher' S, v
berspect1ve toward teaching and toward social studies as 1t emerged during the
student teaching semester. The second level has looked across the cases at the
similarities and differences among the people observed. The-individual profiles

show how abstract ideas about socia1 studies developed into (or were, replaced

)

by) ideas about what is actually appropriate in the classroom. As each student

- s
- ~

teacher developed his or her definition of the, teaching experience, particular

5 -
: P

dilemma resolutions and perspectives emerged. The comparison and contrast
‘dimension of the analysis has focused on a few key issues or dilemmas.
,Ajthoudh the data ana]}sis is still in prodress, thts paper will offer some
tentative findings based on the.individual profiles of each student teacher.
It became apparent during m§ pi]ot-study]'that perspectives toward social studies
!D. could not be examined without some attention being paid to each student teacher's-

perspective toward wider iSsues of teaching, in¢luding perspectives toward chi]d—

ren, 1earn1ng and the teacher s role as well as toward know]edge and curr1cu]um )

The prof1]es, then, po1nt to the dominant d1mens1ons of each teacher S perspect1ves

‘n

and illuminate the ways ,in which these dimensions®play into their thinking and

\ . »

practice in social studies.

Findings »

“The centra]‘fiéures of. thfs study were four student'teachers: Sally, Laura,

x. —

?eter§§hd\David Each came to this student teaching exper1ence with a un1que

L background and desp1te an apparent s1m1]ar1ty in 1deas about social studiesy

a‘unique.set of beliefs abdut teachjng “and ]earn1ng. \
» . - . - . T

- CSALLY. 4 | L.

] - .

Sa]]y began her student teach1ng experience with both enthusiasm and anx1ety l

\\ ' More than once, she expressed the concern that she "wasn t ready to teach;" but

Q \ . . e —
. 133452 . . . . & 49 . «
. DT Ny , Y .




as well as volunteer po11t1ca] exper1ence Her field experience placement was

in a fifth grade classroom at Whitefield School, a placement she chose because

-1dent1ty and her refationship with her pupi]s\ For Sa]]y; student teaching was?f .

© tise.

~she believed'were neqessary-for a productive learning-environm

- [}

' ~ ’ - - \ - -
she also repeated her determinationstd be a teacher: "T like teaching. I

2

want to do it." Sally had worked as a ]ééa] secretary for severa] years after . . /('
7

she graduated from high school, consequently she was a few years older: than)_ S~
most of her peers*in the program. In addition, %he had had a good deal of

exper1ence work1ng with ch11dren thr0ugh church and community orgainizations

’

S

of the "diverse" student population there. . - ) '; x

-

—

. <
Despite her age and experience, the major themes #n Sally's ‘teaching per-

spectives during her student teaching related to her deQe]oping sense of teacher ) ‘
- . ~

a time of uncertaJn identity, " not qulte a teacher, no longer a student During !

v

this time, she was self-consciously both a teacher and_a leafner, coming to &

grips with her ‘own sense of author1ty and developing confidence 1n her own exper-

——

Perhaps Sally was typ1Ca1 in her concern with d1sc1p11ne and author1ty

Perhaps she was typical also in her move toward greater control over her pup11s }

t
-

time and activ1t1es, But to see thjs movement as unre]ated to her own 1ntent1ons,%

e

as resulting from the nrgsslof institutional forces, would be to miss the dynamic }

interrelationship of her past experience, her beliefs, and the gurrent situation.

g

~

On the one hand, Sally was ver} attraqted to structure, order andicontrol.
Throughout the semester she developed ways to establish the strugture and order
ﬁ Indeed, she

g

complained several times that her cooperating teacher was not structured enough

L

and that she chose fo establish®greater control than he over classroom lessons
and‘behavior QGide]ines On the other hand, Sa]]y was also attracted to the

not1on that ch1]dren must control 1earn1ng if real learning is to take p]ace

"Hopefully, they 11 carry the ball, keep 1earn1ng and want1ng to 1earn -

L] I
s . - ‘
.

-

M}‘ ) :
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She was unsat1sf1ed with ‘her early re]at1onsh1p w1th ch11dren [f they

misbehaved it was because she was too(aen1ent "' ve let them walk all over

t
"

_me.™ It was the teacher's respons¢b111ty3vshe~exp}ained, to controt the ctass-— . e ;
room and the learning environment. But a good. teacher must be responsive to ‘ "
ch1]dren, she must be flexible, car1ng and pat1ent-—not mere]y am autocrat.

Andﬁso Sa]]y came to her teaching uith a propensity for both™figh and low teacher .

coptrol of children's activities. h]though her teaching behavior appeared as

-

movement toward greater.teacher control, it may more accurately be characterized
- ° ] N *

- as finding a middle-ground, a satisfactory resolution, at least tentatively,

-

ta a dilemma of control. R . S

-

By the end of the semester she had become more comfortable with and accepting

@

of her role as authority and adul't, while at the same time*she was beginning to

find ways to estab11sh an atmosphere in which. pup11s m1ght be stimulated and

¥

encouraged to take respons1b1]1ty for their own 1earn1ng She sought a reso]u— -

t1on to the d11emma of contro] in which she could ma1nta1n order and estab11sh ~

.
.

structure wh11e at the same time respond to children. . . .

LY

"While the overr1d1ng theme of Sa]]y S perspectives toward teaching focused

L

2
on her development of the teach%rs ro]e,‘1t is fnstructive to say )
something. about other aspects of her perspectives toward teachinq before describing_ .
her perspect1ves toward soc1a1 stud1es Her ta]k about teaching reflected

a concern w1th the dauers1ty and 1nd1v1dua11ty of the ch11dren Although her

lessons often had al} the children doqng the same.thing at the’ same'tjme, she v

explained that she'was striving ‘to use a uariety of materials and to implement a
* - - { 4

variety of activﬁties so that all the children would have access to the information

and concepts be1nq taught » Furthermore, she argued, it is important to get

ch11dren act1ve1y 1nvo1ved in the learning process. Learning best occurs when

chi]dren are st1mu1ated by. and act1v1y 1nvo]yed with their env1ronment 4

It is the teacher s funct1on to structure the 1earn1ng env1ronment in a way '

N
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that prov1des stimulation and the opportunity for 4nvo1vement s T ‘
. -

Sally's conceptions of social- studies know]edge wevre character1zed Tike’

»
o~

those of the other student teaehers,.by awuaew_of.knowledge_as persQnalJ process+

or1ented and 1ntegrated ) But the d1mens10ns of these concept1ons)when exam1ned

* £y ' ~,

.in relationship to actua] teach1ng revea] more “complexity ofé%hought and 1ntent1on. ) Ve
Sa]]y believed, " and attempted to fmp]ement the be11ef that know]edge'musb

De persona]]y meaningful to the knower. To Sally th1s meant, ?1rst of a]] the . }

-

‘development of empathy in ch11dren empathy for peoﬁ]e of other times and other
p]acés ‘Giving pup11s a sense "of what "t was 11ke to 11ve then" was\crudéaT in

Sally's th1nk1ng,to rea]]y understand1ng history or other social studies. Sa‘1y3 '
who sa1d she loved history, commented that "for me, the best way to understand

is to picture myse]f n that time period."

Pl

Persona] knowledge a]so meant that children's exper1ences must be 1ncorpora—
ted’ 1ntohthe curr1cu1um Ways must be found; argued Sa]]y, to make the soc1a]

-studies currwcu]um sometﬁ1ng that touches children's T1ves w1th this jn mind,
: N ,
for\examp1e she had her pup11s construct a "persona] time Tine" as a way of: S

Y

introducing them to an historical "time “line. : o T
.ok g
But currxcu]um isn't only that wh1ch is persona]ly meaningfub si the chi1dren;
th

§he was a]so attracted to a concept 6f public know]edge; that 1s, t there 15,' -

"a/body of information, facts and skills which.is accépted as worthwhiie by a - »

Y

community of‘scholars: While espousing and act{no on“a view of knomTedge as
personally meaningful, Saily a]so'taught a publically accepted curricuTum: She'

never questioned whether it was worthwhile for children to Tearn about New World

2 . . .
EXp1oration, only hoW she might make this body‘of‘gnow1edge persona11y meaning-
“ful to children, , (o r

]

Szm1]ar1y, arview of social stud1es as process oriented is counter ba]anced

-

by belief that content is 1mportant She wanted ch11dren to learn & process of ,

- . A \ .

v - -

.
4 s . -~
v . \ . .
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' asking questions, of gathering and evaluating information and of reaching

conclusions. But she also was concerned that they develop génera]lbackground ’

i}
¢

®

know]edae--that they learn content. SaT]y was vague on just what that pach— ¢

ground knowledge entailed.” She often used the term awdreness- children ought ,.

.. 1o KE aware of history and of current events, but facts to be memor1zed for their
own sake are Jjust going to be fargotten anyway. Sa]]y was attracted to- both a
content and a process approach to social studiesu Rather than contradicting

herself, she saw the two as interrelated: - '

. "I think awareness is really a big thing and learning that there are ways
ta act on that. And then acting, the ultimate, hardest thing to do."

Sally also acted, to a certain extent at least, on her conception of social
‘studies as part of an integrated curriculum in which tﬁ@re was considerable over-
lap in the skills, content and concepts of various discip]ines. buring her
student teaching, she had full responsihi]ity for only one social studies unit.

v
socéal studies .content. At the samg time, there was clkarly a period of time

Hér design of this unit integrated creative writing an<¥research skilds with

designated as social studies, a discipline separate and apart form other disci-
- ) .‘ *
plines. e !

. N * : . i
The dominant aspects and dilemma resolutions of Sally's-teaching perspectives

~

. , o
. were apparent ip her concerns and teaching of social Studies. In the Exploration |

unit which she d ve]oped_and taught Sally was concerned wjth having we]]—structured

. dnd we]]-p]anne 1essdns She sét up a. r”source center on exp1orers in her room:
“ rather than having the students f1nd mater1a1s in the schoo1 IMC Her 1esson ‘
on the construct1on of a.time 11ne took pup115 through a step by step procedure
She a]so spent’ i'gooa dea1\9f he™~planning time try1ng td th1nk of ways$ to present

material wh1ch would capture her pupils' interests and be mean1ngfu] “for them




12

The teach1ng methods she used during this un1t were d1verse--ref]ect1ng her
\

concern with the need for-.a variety of act1v1t1es in order that each unique ch11d

H

might 1earn “In short the social studies she taUght was not simply a reflec- -

't1on of her abstract ideas about social stud1es or even,.of her reso]ut1ons
to dilemmas about know]edge and curr1cu1um We must take 1nto=account the

general pattern of her concerns for and understandings of her student teach1ng

*

experience.

LAURA v

-

Like Sally, Laura also said that teaching was something that she'd always
i~ X @ / ~
wanted to do. She had started college as an eng1neer1ng major, largely under : -

pressure from other people who told hergshe cguld “do something more than teach."
" But, she said, "I didn't 1ike the fact that I couldn®t work with people, especi-

ally kids...It was just a matter of doing what I wanted to do instead of what

J
other people thought I should do." Still, Laura pointed out, the idea of going

%

. . Ei’ -
on to law school or possibly business still appealed to her. P .
Laura chose to do her student teaching in a sixth,grade class at R1veredge

.Schoo1 because, she had been ‘told, the children at this school, came from diverse

-

'and\sometimes troubled backgrounds. She was anxious to work with ch11dren who

o e

"just seemed to needéﬁore, more love or more aptention. Then you can makebnnre
of a'difference uith them." , This desire to work with ﬁndividua]‘chifdren,,
. ‘especially shose with orob1ems, was a strong factor in her view of teaching and

1Y

]
the teacher's role. , ' : A %
- ‘ g

But equally important was her concern with order and structure. Unlike Sally,

3 and indeed un]iEe many Student Eeachers, Laura was not uncertain about the .
‘authority she wanted in the classroom, and discipline was rarely a problem for 1
her. She 1mp]ementedzN1ordered view of the classroom which was ‘comfortable and,

apparently, appropriate “for her. Her preference for a h1gh1y structured class-
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N o/
room was Ref}ected in the thoroughness and detail with which she prepared

\
1essons, the care which she took: to state and enforce c]assroom rules, and the g

specific directions,and superViSion she gave to studénts as they worked. It
) s+ s important to note thdt Laura saw herself as developing responsibiiity'in
children, not as simply enforcing the rules of the institution

v

‘" But aithough Laura was attracted to a high degree of teacher contro]

-

©

over pupil activities and time, she was uncomfortable with the poss1biiity of

%

creafingvgrder at the expense of creatiVity ahd independence. She tried to
build into the curriculum (which was largely establighed by a school committee)
some opportunit} for student creativity: "I hoped that they'wouid take whdt

they learned and apply it to something creative of their own." But the students

seemed confused by these activities and had trouble working on their own. "I

“~

think I spoon fed them tooihuch with -the ‘map packets that we.did," Laura comment—

ed after her 1essons were less than successful. During her student teaching

experience Laura was comfortab]e with a high teacher control reso]ution of this

dilemma. However, hgé concern w1th encouraging pupils to work independently

and creatively suggests the potential for movement to a more integrated position.
Another,. and related, aspect of Laura's perspectives toward teaching was

“her concerp with the school as an organization. Again this does not mean that

~.

she saw her role as one of merely ca¥rrying out institutional mandates and guide-

]1nés However,she repeatedly noted that it is important to coordinate curricu~
I
¢ v
. 1umcacross grade 1eveis and to have an institutional set of expectations and
A\
goa]s which everyone adheres to. In fact, during her student teachinq experience,

~

communicating with other staff members was important to her--she worked on

curriculum planning teams.and talked with other reachers and the counsellors.

. . . \ -
To Laura, communication and interdependence with other staff people was an

\

4

jmportant part of being a professional’”
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Laura's concern with order and with organizational structure are both

reflected in her ‘perspectives toward chifdren and learning. The idea that

>

¢ children are in schoo] to prepare them for adu]t life is a sa\:ent element
of Laura' 5 th1nk1ng about teaching. "You can't ask them to dec1de the1r life
right now, but you can sort of ask them to start thinking about it." Indeed,

school should not only p;epare students for adult life, but early schooling

»

should prépare children for later schooling: "I think the goal (of middle

14 . .
school) 'i§ to prepare them for high school." This is, of course, enting]y

.consistent_with her thinking ubout schools as coordinated organizations. The
chiidren within these\urganizatiogs are to be prepared for what comes 1ate;
‘within the system, as well as %ur the time they leave it..

Laura's concern with individuaﬁgprob1em children gs indiuative of hér
perspectiveﬂtoward children as uniqu;. She spoke about children as individuals.
She gave “individual ch11dren a good deal of, attent1onﬂouts1de of class. "I j

!q%on 't think of kids in gr0ups," she commented during our ]ast interview, “but
as jndividua]s."  However, in uﬁr'actua1 teach1ng,lLaura was attracted toua;d
a.view of cu:}dren as having "shared characteris?icé:" That is, generally,
children uerg all- taught the same thing at the same time. Dur?hg.hgr”%tudént,
teaching semester, Lauré‘reso1ved;this di]emgg by magingjé distinction uetween
her re]atiopship as afteaéher with the who]g glass and her ré]atiquships with
them as a helping adult out of c]ass | .

Aga1n, this general overview of Laura s teaching perspect1ves shed light

on her practice and beliefs in social studies. To Laura, soc1a] studies curricu-’

Tum is personally meaning*u]lin that it prepares chi]dren for adult Tife. She
stated that it's important for children to realize that:

"before too many.years they are going to be part of the voting population
that decides these things." . -




-’

. o | B [
. p)

By?thermore;‘much of what,Laura would label social studies, although not

taught during the time off1c1a]1y designated SOC1a1 studies, is that which

" deals with young peop1e s problems: "We try;to be alert to the problems kids

are having. If itfs something that affects”a lot of kids we can bring it up
in c]ass " laura stressed that a primary emphasis in social studies for her

wou]d be va]ues educat1on and personal development.

a

‘ While: 1ean;ng/tow~?d an attraction toward personal know]edqe, Laura'se
teaching and talk about teach1ng 1nd1ca%ed a strong attraction toward know]eﬁée . /‘

as certafn rakher. than prod\eﬁ&tfc. The lessons I observed cons1sted of the

-

teacher presenting information which the pupils would write dbwn and later apply. .
This is consistent with her perspectives towafd contro]-and order, toward chi}d-(

hood as a time of preparation for the years to come and toward a concern for = ¢

14

the organization, for preparing children for ;he nekt‘grades. : _ B

4 , ~
Interestingly, while Laura's conceptions of social studies as indicated

on her inventory,.showed a tendency to see knowledge as procefs oriented, tn?s .

did not enter into her talk about actual teaching. The lessons shé taught had‘
-

a content emphasis and she never talked about teaching ch11dren thinking

skills. Laura defined inquiry 1n soc1a1 stud1es as "a way of learning through .

*%

asking questions." But, she added "I don't know how to teach someone to ask

; N -~ ( f N bl
questions." . . r i , '

During her student teaching semester, lLaura saw knowledge 1argeTy in
terms of information and facts to be learned for their own sake. She rare]);s .

spoke of- long range or overriding curriculum goals. The goals she did set for

social studies came more from her broader perspettives toward teaching than from °

a

. 1 . .
any particular conceptions .of -social studies.: Her desire to work with troubled
children seemed related to the stress on the importahce of personal deve]opment

as part of the social studies carricuium. Her attraction for order and structure.
. N .

in her own teaching and in theforganizationa1 structure were reflected not only

£
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in how she taught but in why preparnng children for later grades, deve]op1ng

respons1b1e behavior, andwhat theempha51s on certain know]edge, , -t

A

. PETER" .

"The elementary classroom seemed 1ike a place where you could do a lot
of different things as an adult...yet still be doing a job that contri-
butes ta the common good." /

|}

Peter entered his student teaching experience with adVaried sthoh], work
and p]ay background At 27, Peter had’ been in and out of school and had worked
at a variety of jobs from dr1v1ng a school bus to construct1on work. He enter--
ed education because he saw the e]emgptary school classroom as a perfect outlet

for a man_with diverse interests and a desire for socially responsible work.

To Peter, teaching was .a jeb to which he could bring'himseﬂf and still have
the t1ﬁe and energy to 66::ue those interests which he could then in turn br1ng

back to the classroom.

¢

A Peter did his student teaching in a 4-5'classroom at Woodland School. He
A : :
chose thi¢ particular classroom.because hﬁs dbservations there suggested it

-

s

~was a p1\te\yhere he could "try and do some ]ntegrat1on In fact, this theme
& ¥

of 1ntegrat1on was an overriding one “for Peter "I guess, I've seen mysedf as
a,rea] imtegrator," he said; ‘The classroom was to him a place where diverse

intergsts an now]ejgeshou1d be connected to one another and to the real world.

'gespi; is own initial abprehensien, Peter 'seemfed 1ike a natural in the

.
4

c]assroom His cooperat1ng teacher n6ted "He came into 1t as a strong, together
person. It was more 11ke working w1th ahother exper1enced teacher." Unlike
many student teachers, Peter did not have to struggle with classroom management

or with defining his relationship to the chi]dren. Téaching was for him an -
opportunity for se]f[express1on and 1earn1ng as~we]1 as for teaching. His

¥
perspect1ves toward'teach1ng may have ref]ected <a greater matur1ty than those

of the other student teachers I observed. They were characterized more-by a

v r o

O ! . o

E;BJ!:‘ I . 7 }?” | |
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concern for learning and curriculum than by concerns for-developing a ™

comfortable teacher role and learning to relate to-children,

~

-

Although Pefer saw teaching as an opportunity to express himself, he

3

did not view teaching from an ego-ceéntric point of view. Rather, in his teach-

ihg he strove for a dynamic intehﬁe]ationship between his own interests, needs
’ N ‘\\\\

and personality and those of the children.

"T 1ike to th1nk that you: take the ?hterests of the kids and because
you have more knowledge, more background you can build that into a
meaningful educational experience.'

In this way, Peter sought to resolve the dilemma of high“vs. low teacher cgntro1
of pupil action in a tranformational way, finding a balance between teacher and

pupil control. .

Important to Peter's thinking is the .idea that learning is, to a 1arge.

5

extent, a collective endeavor. Peter believed that jearning best takes place
when peop]e are motivated by and learn from 1nteract1on w1th others.

¢
- "1 saw a poster in someone else's room wh1ch sa1d 'toqether we are
smarter than any ene of®us'...When they say "how are we supposed to
know we don't know anyth1ng about..' and actually they start putting
a few things togéther and I' 1] be damned they h/ow somethirng!"”

N

Chderen, as wed1 as teachers, can stimulate and contribute to one %nothers

1earn1ng . ‘ ,

e B2

"f ~The idea that know]edge ls integrated and that schoo] know]edge needs to

be connected to life aré essent1a] to Peter's talk about soc1a1 studies. Mak1ng }

'

"connections between otherw1se isolated and mean1ng]ess facts and know]edge is,

-

said Peter,ebas1c to h1s ph11osophy of educat1on and of social studies. These

connect1ons are crucial to real learning and, th1s be1nq the case, perhaps
~ .
social studies ought to be the focal point for the classroom, providing what

. Peter called the "greater context." BOth Peter and his cooperatind teacher

_ pointed out to me that there was a lot morq social studies going on than indica-

-

tedhby the formal curriculum and that this 'incidental social studies' provided

]

Q . -
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the main thread of the cgassroom: Activities which they v;ewed as social
stydiés won1d arise from and connect to almost -anythang the children might
‘éthdy A math lesson _might lead to activit;es on consumer issues. ‘A novel -
) some children read led to learning about Oriental carpets and some h1story . N
and geography df the Middle East. Letters to and from peh pa]s in Norway
. led to.1earning about Norwegian people, custons, and language. o .‘ :
Peter, then was strongiy attracted toward a resolution of“En5W1edge
as personally mean1ngfu1 apd it is soc1a1‘stud1es which he]ps make the *connec-
. t1ons between school knowledge and "real,life systems." The theme of connect1ng
1earn1ng in school to rea]' 1ife recurs %hrgughout Petesz‘ta1k about teaching |
= and curgiculum and is demonstrated in his teaching as we11.> Peter S cooperat1ng
teacher noted that\pne ot Peter'sxstrengths nas that "he tried to make the'
lessons meaningful to them as 10 and 11 year olds, not just a body’of information
they were given by an adult or a textbook that they are expected to memorize. . .
N Furthermore, in Peter's perspect1ve, know]edge wh1ch is personally
meaningful pr1mar11y emphas1zes know1ng as ‘a way of thinking and reason1ng . -
Each 1esson I observed presented the ch1]dren w1th open-ended que®tions or
problems, something to ‘figure out.' - Tt was not suff1C1ent f?r ch1]dren\to learn .
tne p_pcess of inquiry, Peter, 1n'add1t1dn, encouraged ch11dren to deve]op » ‘
"a critical stance toward know]edge. He<jpoke of know]edge as prob]emat1c
: «and taught 1n a way that would encourage skept1ca1 questioning, It is_important,
he explained, that children lears not- to put too much faith in experts but
. 1earn to examine evidence, ideas and va]ues for themse]ves .

T

. Peter's conceptions of social studies as evidenced on the. sacial studies

inventory and during out first interviewzdwere~given greater meédning in the -
context of, his teaching experiénces and beldefs. He chose teaching because he
saw the classroom as a place to devélop his wide range of interests rather than

having to specialize. And s0 was strong]y attracted to knowledge as integrated-- - ‘

VO S Ty -
. g B C
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“to not making artificial distinctions between domains of knowledde and tq

re]étjng kndwledge to life gnd to, the children. He sought to-establish

connections not only among what was being taught but,among the®learners as

- ’ - . . » )

well, by structuring and supporting group learning -and 1nteract1on..Qﬂe sought,
throughout the semester, to active1y engage the students in 1earning and'teach—' '
ing, as he fimself was engaged. Finally, he had_chosen to work in a classroom

where he percetved it would be oossib]e for him to impiement his teaching philo-

sophy. o T ce ) Z/kx\\

DAVID o ‘ o

Dav1d began the teacher education program after some d1ssat1sfaét1on w1th

-
-

majors in eng1neer1ng journalism and psycho]ogy. An introspective, thoughtful

a:ﬂ ’

and re]usaous man, David was eager to develop in young people the ab111ty to
e f .“[“’

use their minds. He spoke often of wanting .to st1mu1ate a "Joy of learning”

in the youngsters he worked with. vA Joy wh1ch would come as 1earners were

enabled to discover th1ngs for, themse]ves . - .

David d1d h1s student _teaching in an eighth grade Eng]1sh - soC1a1 stud1es.

c]assroom at R1veredge School. -“He chose this schoo} spec1f1ca1]y because he
_ wanted to work w1th\'o1der kids' and because he wanted "to work with kids, who

are ‘neading down the road to troub]e " In addition, Je felt fhht tp1s coopera-

> [

ting teacher was teach1ng soc1a1 stud1es in a st1mu1a%1ng way wh1ch was compa— ot

tibte with his own goais: '"Gett1ng the kids to process 1nformat1on and.draw ‘

codt]us1ons seemed worthwhile to me." T . - ) C e
For David, student te@ch1ng turned out to be a nustratihg'e;perience

He was frustrated by what he\perce1ved as h1s,pup11s pass1v1ty ahd ]ack of ";

b~
1nterest Dav1d was forced to face conf]1cts between h1s ‘ideas and hopes
\.

about teach1ng and h1s actual exper1ence Unlike the other student’ teachers

3.

I"observed, David'was unable to come to a sat1sfactory reso]ut1on of the dilemmas

a /

.
-

A
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of teachimg he faced duringvthis experjence. Th%s irreso]ut%on is i]]ustrated
in his thinking about the role of the teacher. “In keeping with'hiS)idea1 of

. . e ]

joyful learning, Dav1d, in our talks, showed a strong attract1on toward re- .

so1v1ng d11&mmas of control in the, d1rect10n i 1ow teacher contro] claimed

by the teacher over pupil action. The 1dea1f earn1ng env1ronment wou]d be

character1zed by "hav1ng -them dec1de what they want to do and show»ng them

how to go about doing ét. o . .
. .

But Dav1d s idealized notions of teachinggand learning were contr5d1cted ‘

&

by his actual experiences in t@scﬂassroom. He found” ch11dren who, it appear-
"ed, were unmotivated to learn. . At.the same ‘time David 5e1ieved that school is

"a place where learning must take p]ace hence? while .it would be ideal tor
X . W

students to have a high degree of control over the1r activities and tipe, there

°

"has to be some way to 1nsure that work s tak1ng place.’ Idea]]y there would

be "no need for telling them what they have to Tearn w1thout g1v1ng them any

= N

“choices.’ But that's difficult to do in a s1tuat1on where they have to learn.

And 1ndeed “the lessons I observed were all t1ght1y teacher strugtured and

implemented, and consisted primarily-.ef lecture and worksheets.

»

”

«* g The-reSd]utﬁon of high teacher control was nﬁt a happy -one for David. His
original conceptionskabout:idea] learning did not change and he was uncomfbrtab]e'
with hisvteaching practice. fHe regarded his role asateacher as too coercive‘
for real 1earn1ng, aJthough necessar11y'coerc1ve g1ven the (perce}ved) demands

of the school. Perhaps, he argued there 1s an essent1a1 contrad1ct1on in,

. Y

requiring ch1]dren to attend schoo] and expect1ng real 1earn1ng to take p]ace*-
. *

/

you can't 1earn what you're be1ng forced to 1e9rn. At the same time he felt ‘an )
. .1

P .ob11gat1on to assume a coerc%@e role to "insure that rea] 1earn1ng was go1ng on.

>

He fe]t pressure to "cover the material, ; to be "sure that ch11dren learn.'

Yet he exp]a1ned, and his cooperat1ng teacher conf1rmed that he had a good

Q deal of ]eeway in deggd1ng;What to teach. Dav1d S ssumgt1on about what ‘the

l,. MC . . o» . L. .
> - ~
, "
JAFuitext provid: c * -
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schboT demanded’ seem to have been more important than'actual constraints

imﬁosed at this particu]ar school. And so whisle David wanted learning to '

<

be joy?u] aﬁd uncoerced, he felt the need to assume tight control over 1earn- &

1ng a]though 30, his own mind, this. wou]d destroy the "Joy oflearning."
David's re]atlonshlp with his pup11s was characterized, on one hand,
by respece and consideration. As his codperating teacher noted, "He‘1ooked J
at it es sort-of a re]atienship between two people, .one of which was educating
the‘;ther." But David was a]so're1;ctent to develop personal re1ationships
with his bupi]é.‘_Despite his expressed interest in working wWith troubled child-

ren, he was careful not to.intryde where he felt he may not have been.wanted.°

.Never seemed to arrive at an understandlng of them or of h1S re]atlonshlp

LI 3

to ihem o | ‘ ; . -

David was. similarly perp]exed about how to motlvate ch1]dren s learning.

He believed that real learning had;to be 1ntr1n51ca1]y motivated, but he daily

&

’ . * -
faced the reality of a seemingly unmotivated class. And so, although David
¢ ¥ .

~

. would 1ike to have facilitated se]flmothated 1ea}ning, he was at a loss as

\ i
to how he might\stimu1a%e motivation. The pupils, said David seemed only to

. [N . .
enjoy "filling in blanks and things." While this was umsatisfactory to him,

‘ib was what he had them do.” He felt he was unable to successfully ask them

to do anythlng else. ‘ 2

Again, in David's view the prob]em lay more with the nature of schoo]1ng

than the nature of ch1]dren v . .

¢

"Because you can't learn when someone. is telling you to generally™ You
can see how little k1ds care. They're only here because they have to be."

Interest1ng]y, David, like Peter, felt that school should be connected to
"rea® life" to be mean1ngfu1"' But when asked whether he could make those

. ] 4 D
connections in his own classroom he replied: . {

Jg’) ‘. i o }

While ma1nta1n1ng respect for the children, he kept some distance from them and |,

a,




Z .
"I don't know. You could theoretically, I don't know if you could
bureaucratically. I've heard of peop]e whg try to start th1ngs like-~-
that. The principal or somebody says-'you have to do this.' So they
huyry up and do that and if there's some time left they do what’ they
wanted, to do .

A

David' s perspect1ves toward social studies were»s1m1]ar]y characterized

by frustration and unsuccesSful d1]emma resolutions. He fe]t on the one hand

4

that~hnow1ed§e should be persona]]ytmeandngfu1 and usefut. But on the other

hand, he was concerned that childken learn the concepts and informatibn%he saw

“as hasic to the discip]ine. The study of history, in itself, bught to stimulate! /
pup1‘s"sense of wonder,' -ought to be meaningful for them. And yet it.was |
" readily apparent,to David from the beg1nn1ng of the semester that most pup11s .
simpty didn't care about‘the h1story he was trying.to teach. David, as teacher,

*

would 1ike to have been the vehicle for making public knowledge persona11§ R
) R

>

meaningful; but he.was unable to fjnd a way to 26 50.°
fSimi]ar]y, David was very attracted to a process reso]ution of the process-
content dilemma. He talked about the importance ot teaching "thinking sﬁﬁiﬁs"
and trying to get pupils to make ﬁnferences' At the,same t1me he 'was concerned
that his students learn 1nformat1on, the facts and theor1es laid out ?h 1ectures
s, .

and textom ‘And yet, although observation ‘of his teaching showed a strong tende-

ﬁhy to emohasize knowledge as content, his ta]k,ahoutfhis teaching showed that

. ) 1 - e . ’ ,
this too was not satisfactery. Throughout the semester he was unable to find

s

-

a way_to, integrate the two ends of the dilemma.

Aspects of David's-ambivalence were shown in h{s talk about social studiesf

know]edge as 1ntegrated On the one hand, he argued , integrating disci{ﬂines\

——ai™
is a good idea since in--our ord1nary thinking we don t make d1st1nctmons On

. the other hand, mayheu1t wou]d be better to teach soc1a1(stud1es (and other di-

,§c1p1ines) separately so as to be sure hot to neg]éct or short change one area.

»

David*s perspectives toward social stud1es1cou1d not mean1ngfu]]y have

~

beéﬂ'retgrm1ned by simply know1ng h1s concept1ons or ideas about soc1a1 stud1es

and teach1ng OnJy in the context of the part1cu1ar c]assroom, did the amb

. 2
. N ’ . . ’/ A
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* "encompasses a]most\anything." And.Dﬁvid argued that social studies is, "The

5 . -
- < 23 ¢ ~
. C ’
' . Vg \' .
valence and uncertainty which characterized his\th%nking and his actual ) -
. ; _ o N

teaching emerged. I should add that pavid ended the semester wj;hqut working
out tifse conflicts to his satisfaction qnd did not dntend to go into teaching:

>

«

Conclusions -

-

This study began by asking three questions; t . o < -
-what conceptions of social studies do these student teachers hold?
-what were their perspectives toward social studies? °_ : L .

-what factors seem to have influenced the development of these per-
- spectives? :

2;Jhe first question essentially asked about the nature &f the beliefs

about social studies which student teachers brought with" them to their firﬁt

4
full-time teaching experiencé?‘ Each student 1 observed was asked to define

social studies--both in writing and ddring inte?vieWs. Apparently deffining
v‘ ,/h i
social s;udiés is not as gregt a concern for teachers (or at least student teachers)
3% .

as it has been for schotars—Each interviewee gave the term a very broad and

\

~

] . »

general definition. ¥To me there is no definition because it involves so

many things," said Sally. "To me, social studies is dealing with man in general,

his past, his“present, his future," Laura explained. For Peter, social, studies

Etudy of the interaction of people on a personal, community, Society, national,
- . . ' . .

{

~and international level."

4

We also talked about why they thought social studies ought to be part

of the school curriculum., Three of‘ihelfour student teachers emphasized the

importance of learning social studies to become "educqted-péop]e." Each talked
K /

about -the importance of having pupils gain "knowledge, "understanding" or

"awareness." Although each was uncefrtain abou{\éyst what knowledge or under-

» ‘

standing it wou]dubé itgportant to have children learn. Only one of the four

H
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upils make “informed

’

taiked about the -importance of social studies to help !
— . . /.

PRt

and rat1ona] cho1ces Although two others did say in pther contexts, that

vot1ngqand citizen 1nvo1vement were. 1mportant long-rahge goals. David °

questJoned whether® there was any pract1ca1 valu / socﬁa]istudﬁes—-given the

» ¢

- nature of our society. and dec1s1on making processes. But He still advocated

1nc1ud1ng social studies 1n\the school curr1cu1um

But theSe be]1efs, these adstract jdeas about social stuﬂ#es, only begin

2

to suggest what soc1a1 stud1es teach1ng is all about to these four peop]e

During the semester we (each student and the researther) probed the background
" - ) -
of the assumptions which gu1ded their teach1ng of, and concrete thoughts about,

i

social studies. At this point. in the data ana]ysis several, conclusions about

*

‘these perspect1ves bfiefly described in the last section, .can; be noted..’,

-

F1rst of all,_it bacame read1]y apparent e#en dur1ng my p1]ot stud“, that

perspectives toard 50c1aT studies or know]edge and’ curr1cu1um more genera]]y,
’h

cannot be understood“éeparate1y from the teacher™s perspectwves toward teach1nq

and learning in general. Assumptions about social’ stud1es alone-~-about, fon

-

example, ‘the nature of social studies know]edge.as personal or puyblic, certain

.

SN

*»

or prob]emat»c—-d1d not fully 1]1um1nate their pract1ce in social stud1es v

i 1

Only in relation to the1r broader range of a55umpt1ons about teach1ng, 1earn1ng,

Ve

and schoo]1ng in. general cou]d soc1a1 studies teach1ng beg1n to be u\derstood

|
Second ﬁt 1% important to note that each studeht teacher observed and

~

“interviewed def1ned his or her student teach1ng situation in a part1cu1ar way.

The perspect1ves of each may be charactér1zed by an overr1d1ng theme or, " themes.
Sa]]y struggled w1th developing her teacher, 1dent1ty. w1th'becom1ng comfortab]e

in the teacher ro]e. Laura's perspectives were character1zed by her v1ews

én strycture and order and'by-her concern for working with tyoubled youth.

@
>
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Peter's perspectives were dominated by the theme of 'connections.' And David's \
xperspectives were characterized by his Concern with joyful 1earn;ng and by the
contradictions he perceived between the ideal of Eeaching and the reality.
' These themes played into_their perspectives toward teaching and in turn into
their perspectives toward social studies.
A t;ird important point is tha} the perspectives themse]ves are—comp1ex
355 dynamic'r The. concept of a dilemma proved to be.a usefu] one in thinking *
about and character1z1ng the perspectives each student teacher held. Although
these .tdachers tended to reso]ve these d11emmas in one d1rect1on or another,
the attraction toward the other side of”the dilemma was often apparent. Rather
than 'view tnis attraction as cont;ad?ction or inconsistency, it seems mnre use-
ful to acknowledge that peop]e often hold apparent]y,contrad1ctory ideas ang

-

beliefs, the various aspects of wh1ch are ca]]ed up *n specific s1tuat1ons The

.
/~ . AT

concept of, g11emma a]]ows the researcher tounderstand and. describe the ginamic

interplay of ideas, ‘experience and context. ¢

1

Finally, this researcn ‘considered the question of what factors might in-

fluence student teacher's perspectives toward social studies. It was clear

that it was ngt Simply the institution‘pf the schpo1 or the force of the coopera-
ing teacher which moWded.these student teachers' behavior in socia]Astuaies.
\?lese teachers came to the teaching experience with ideas about the nature %@gd
experience of schooling which existed prior tg thegr stirdent teaching expe}ience.
These ideas, along with their own personal histories and agendas, were important

¢

fagtors in shaping tneir thinking and behavior in the actual classroom situation.

| . )

Indeed, it may be that social studies more than many other areas, is ane place

*

(j;pere the‘teacger can bring herself qor himself to the curriculum, especially
in the 'incidental’ or informal soctal studies curriEL]ym{ .

However, jt would be.a mistake to argue that personal biography and

. ‘ ' . [ .
o beliefs were the sole determinants of-the teachers' actions and-ideas. ‘Each
'[ERJ/(; . R ¢ g - . ¢ .o
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student was able to point to aspects of his or her student teaching experi-

ence which, to some extent, at least, shgped or directed teaching. Sally

-~

talked about how difficult children sometimes were; she exp]a%ned how im-
portant it had been to have a supportive cooperating teacher who encouraged
her ?o experiment, to try out ideas, and to reflect on téeir consequences..
Laura explained that she was somewhat constrained by the curriculum, which

was fair1y well defined. As the coope;ating teacher exp]ained,\“She had

X amount of ?ime to.get X amount done, so she had her perimeters pretty well-
defined." Peter saw the actual task of teaching as both exciting and demand-
ing. He wanted to bring "himself" into the g]assroém, but fouqd that actually
dong so was very taxing: -"found it pregty overwhelming in terms of having

any time left over for a personal life." Peter was also struck by how he

began to assume certain stereotype teacher characteristics:

A %
“"You're going to do some of the same tricks: 'We're waiting for so
and so," 'I can't hear what you're saying,' 'Class, CLASS...thank you."

And David was unable to reconcile the reality ‘of ‘the situation with his own
.‘ >

béliefs and hopes. .

It would be more accurate to say that certain beliefs and assumptions,

certain dilemma resolutions, were called up by the teacher's interpreta(ion
@ i .

of the situation and context. David's assumptions about schools, for example,
got into the tlassroom. Some beljefs are more salient in someggontexté than
in others; particular] dilemma resolutions may vary with particuldr situations.

[

Thought and action, then, were filtered through individual assumptions--

»

assumptions which had been developed in a broader social-cultural context--

and assumptions which defined the possibilities and constraints of the social

‘ context.

. . :
- . <
-~ ‘ . - \)
.
. Y
. ,

proved to be more powerful than his beliefs about learning, when he actually \tj:ji> )
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Imp]icafions
At this point in the analysis process, this research suggests implications

for thinking. both about social studies and about preservice education. I

.would 1ike to briefly look at each of these.
* Research in social studies education has acknowledged that teachers are

the "key" to under ‘ : g 1as§room social studies. This study begins to

demonstrate the importance bf looking at more than the teachers' behavior. As .

<

Carew and Lightfoot note:2

T
-~

'scrutinizing only their behavior is insufficient because the
the same hehayior can be governed by quite .different motives,
and conversely, rad1ca1]y d1fferent behaviors can be governed
by -the same motives.'

/

" What teachers knOWYand think,\and how this interacts with their teaching

behavior, can be a more constructive focus for research on teaching.

v

But goigg even further, the complexity of‘theée thoughts and actions

seem to be]%e.the use of simple categorization. For, éxamp]e, to conceive

of teagﬁ&rs'as either oriented toward teaching a process approach of

critical thinkiﬁg or a content approaéh emphasizing specific facts and.in-
formgfioq, e;er1ooks the possibility that teachers may be pulled toward eoth of
these'approaches. The question then becomes: how is this dilemma resojved~
ih~particular teaching situations and_why. J

‘

Going still further, not oh]y‘ig it misleading to think of teachers'

>

thfnkiné in dichotomous terms, but it is important, as well, ;to become aware

. ,of the\interre]atfonsgips of the‘various dimensions of teachers'thinking.

L

. For, exampte, all of the student teachers‘I~interviewed gave at least 1ip

service to teaching a process of critical‘tﬁinking But only one gaVe evi-

knowledge der1ved through this process as prob]ematic
3

dence ofgfgard1ng the
~ Peter‘§ugge§ted that-the text he was us1ng was rea]]y "pseudo 1nqu1ry

"It's soft of like a treasure hunt, where 1t's all been ]a1d

S
y o9 - oo
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/
out and you know that/T?/you follow the_littlé steps you're
going to arr1ve/there .

Understanding the way a teachn~ 'thinks about*&nd implements an “1nguiry
approach” to'sociai.studies ought tb involve placing this probiem in a more
general framework of teachexrs' understandings and concerns, and the more
general network of teachers' dilemma resolutions.

- N » - :
In terms, of socia] studies in-the elemantary schoo] it is interesting-

o~ v hd

to note that both the student teachers and the cooperat1ng teachers indicated
that there was ‘more "soc1a1 studies" going on in the classroom than what may
have seemed apparent by the formal,curriculum. This observation may have
been made to please a résearcher interested in social studies. . Bu¥ it also

suggests the possibility that for many elementary school teachers,soc1a1

/
studies, in some sense, may be; at.least implicitly, a thread wh1ch runs 9L

through the classroom curriculum. What this may suggest for teachers' und
standing of sdeial studies Rs stiEJ.ungaear to me. This may simply be a way
of saying that sogialization procésses are important in the elementary class-
room and that much of this socia]izatTon can be labelled vgocial studies.”
In 11ght of concerns that social studies may be neglected in elementary /“Jzi
classrooms in favor ‘of bas1c sk111s, this does raise quest1ons about teachers'
concept1ons of social studtes and: what they think is 1t s proper role.

A]l of this'ghggests that research 1n social *studies ought to not on]y
focus\on teachers but to regard teachers as research partners. whose 1ns{ghts
into and dilemmas about teach1nq can be regarded as worthwh11e know]edge

-

"Teachers have a unifjue insider's view 1nto what is go1ng on in the c]ass-
room, a view that is at least as vaLnd to understand1ng the educa-_
tional process as an outsider's view.

As soc1a1 studies educators we are concerned not only with social:

studies teaching but with the preserv1ce background of perspective teachers

as‘mell. Hence some comments about'this background are in order.
! s M . N
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It would seem worthwhile.to see the student t§a€hing experience less '
as a powerful socializing force and more as a timé\during whic& ideas and

beliefs about the many aspects of teaéhing are, probably for the first time,

* . M - - . 4 - » - - s
played out in practice. This Sudaést§\poss1b111t1es about the student teacher's

e
“ %3

own role in the process of becoming a i;gcher.
' {e
. ,
Teacher educators have long been concerned with the problem of helping

\ »

student teachers to become more reflective and self aware. If we accept the

premise‘of this study--that what teachers thjhk and intend does matter--then

.

this is not an idle problem. Once we acknowledge that the beliefs and experi-
ences of teachers and student teachersédo matter, the n%xt question cén become *
How we can deve]dp greater self knowledge and how this can be integrated with
a éreatér understanding of the institutional context of schooling. The Berlaks
(1981) argue for critical inquiry as a way to enable teachers to "engagé in
reflective or minded action" (p. 237).

"Because teachers dé;\to day schooling beha@ior cannot be entirely con-

trolled from above, ‘teachers themselves must engage in ¢ritical inquiry

if we expect schooling to be conducted intelligently" (p. 234).
Perhaps.the dilemma language can provide a way to faéf]itate critical inquiry, -
to raise consciousngsses. The Berlaks argue that in a process of critical

e

inquiry, teachers, or §tudent teachers,-would examine their present patterns

of d%]éﬁm; resolution, consider the a]ternat{ve possibilities. They would

then ﬁindfu]]y consider the possible consequences of present and alternatjve
patterns.

Teacher educators and supervisors céujd assist student teachers by pointing

out possible dilemmas in their talk and béhavior "and in the process of schooling

as well, Together,'téacher educators and pre-éerviée teachers could note pat-

L

terms of dilemma resolution and ask about the origins of particular resolutions,

In dojng.so, they can begin to examine the relationship of their thinking. to -

A

‘ . . .
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2 ' the broadér culture. Lauraf for examp]é, might.have begun to consiaer
how her resolution of dilemmas oé control in tﬁé direction of high teacher
" control over pupil actions affected her desire to have §tudents engage in?
Creative and‘independeﬁt.work in soéja] studies. Dayia miéht have considered

. how his resolutions in practice were different from his resolutions in mind

and may have bedun to consider the consequences of these resolutions and some

ey
- LI

possible a]ternafives.
The dilemma lahguage offers a posbible way to unite theorylhnd practice.

Students come to student teaéhing with either implicit or explicit expecgation;

about schooﬁing. To see these expectations'in ];éht of braader social’ﬁnd‘

cultural themes may encourage them to consider the consequences of their

assumptions and the possibiTities of alternatives.

i
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