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1. THE PROBLEM

Statement of the Problem

The purpose of this study was to examine the inquiry
method of teaching soclal studles as is related to student
achievement and the bullding of posi}ive attitudes toward
soclal studies. It was also designed to examine a variety
of different methods through which the ingquiry approach
could be applied. Finally, after synthesis of the findings
of the examlnation, this study presents recommendations for
the most effective utilization of the inquiry approach to

teaching social studies.

Procedure

The procedures used in collecting the data for this
study included an 1nvéstigation of the literature relsted
to: (1) the theoretical bases for teaching soclal studies
and the inquiry approach to learning; (2) the information
on student achievement through use of the inquiry method
on reasoning; (3) the data on developing positive attitudes
through the use of the inquliry method of reasoning; and (4)
the findings on teacher_approaches to using the inquiry
method,

Signlficanpe of the Study

This study is significant in that it centers around the

eriticism of the current social studlies curriculum. As



traditionally presented, the subject content is descriptive
rather than interpertive, resulting in instructional techniques
which encourage the accumulation of absolute facts rather than
relative concepts.

The necessity to accumulate a large body of facts which
the student feels are irrelevant causes a large number of
students to drop out or fall to participate in any academic
activities of the classes,

Many others fail in fact if not in name. They complete
the course only because the teachers push them through the
course whether they have mastered basic skills or not. They
find the course uninteresting and boreing. They fall to develop
more than a tiny part of their capacity for learning and fail
to use many of the baslc understandings and creativity that
are essential to understanding soclal studles.

| In the minds of many, an answer to this delimma is teach-
ing soclal studies through the inquiry approach. The inquiry
approach presents facts as a body of ideas, encouraging the
students to make correct responses about unstated facts or
ideas generated by the information already presented. Hope-
fully, the student is challenged to find out for himself the
generalizations or inferences about the subject matter as a
result of his own thinking. Through this method, the student

plays a thoughtful role in his own learning.



In the teaching of social studlies the lnquiry apvroach is
based on providing each student with pertinent source materials,
documents, dliaries, letters, pictures, recordings, slides,
tapes, and relics. These materials are then subjected to care-
ful scrutiny and from the evidence will grow the concepts which
reinforce a generallization.

By using-the inquiry method of teaching soclal studies the
learning situation is turned into an adventurous discovery
which enhances transfer and long-term retention of learning.
Most of all, it reinforces the technique of inquiry; the
student sees its value as a means of getting involved and

solving his own problems,

Definition of Terms

Inquiry refers to a request for information and a
systematic investigation of a matter of interest.

Problem-Solving Approach refers to teaching methods

wherein pupils are taught to recognize social issues and
problems arising out of the content of soclal studies and
to use the steps of problem solving in arriving at solutlons.
The four steps used in this method are (1) stating the problem,
(2) forming the hypothesis, (3) discussing the problem, and
(4) drawing conclusions.

Traditional Approach is a strategy that makes facts
important in themselves. It involves strict adherence to

textbooks and places emphasis on memorization rather than
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on critical or reflective thought., This method implies that
(1) the text is read, (2) the facts are discussed and (3) the
puplils are tested to see how much of the factual information
has been learned. |

Learqlgg refers to a change in behavior exhibited by a
living organlsm occurling as a result of some aspect of the
environment.

Retention refers to changes in behavlior as they exlst
within the structure of the mental capability of a human
organism after a specified time lapse.

Reflective Thinking refers to the process of ldentifying

problems of fact and value, assessing them in view of the
assumptions in which they are grounded, and subjecting them

to proof in terms of certain criteria.



II, REVIEW OF THE LITERATURE

Recent proposals for revisioning the social studles
curriculum have been not only concerned with the scope
sequence of the program, but also with the methodology used
by-the teacher. Traditionally the classroom has been charac-
terized by an adherence to the expository method as a major
approach. Under this method, the teacher was the central
figure in the learning process and through lecturing, directing
discussions, and assigning readings placed emphasis upon the
acqulsition of a body of predetermined data.

In the classroom the student acted as a passive parti-~
clpant in the learning process whose primary function was to
assimilate knowledge and tb organize it into some general
framework, Although teachers carried on many activities
which were designed to make learning meaningful and interesting
as possible questions have been raised regarding the vaiidity
of thls approach and has led to a reconsideration of the
rationale underlying instruction in the soclal studies.

A somewhat different approach, advocated by such educators
as Jean Jacques Rousseau, Maria Montessori, and John Dewey, 1s
the inquiry approach.

The inquiry method involves a number of steps which the
student must engage if he is to be successful in hils problematic
situation. The steps include: building a hypothesis, testing

the hypothesis, drawing conclusions, applying the concluslions



to new information, and developing generalizations.

The first task of ingquiry learning and teaching is to
develop a reason for engaging in a particular experience,

Such a purpose might be given by the teacher or developed
by the students themselves., If the learners themselves develop
a purpose, thelr motivation is helghtened and thelr involvement
end commitment is much more intense. The most purposeful learn-
ing arises from problems which are meaningful to the students
and which they feel requires a solution.

In guiding this 1nitiatory stage of the experlence, the
teacher must provide opportunities for the learners to make
the problem meaningful, to clarify it, and to state it in
their own terms.

The key aspect of any lngquiry-oriented experlence 1s
testing the hypothesis, It requires the teacher to give, and
té locate additional data relevant to the hypotheslis being
tested.

Once the information has been collected or presented it
must be anélyzed. This requires the learners to engage in
activities in which they are asked to translate the evidence
into thelr own terms, evaluate it for relevancy, accuracy and
validity, identify similarities, differences, trends and
patterns, seek relationship among the parts, interpret 1t and

search for significance and meaning in the results.



The next step 1n lnquiry learning is to develop a con-
clusion. Once taken apart, the data must be reassembled in
such a way that it can be meaningfully explained. This
explanation or conclusion may be a restatement of the hypo-
thesis, although it often represents an elaboration with
substantial modification.

The final step in the inquiry process is the development
of a conclusion based on extensive testing and varification
of a hypotheslis, It requires that the teacher build activities
in which the learner must develop a statement that explains
the overall significance of the data examined as well as other
similar data not yet examined.

Through this procedure, the learning process in the social
studies classroom becomes a learning laboratory in which
students use materials and data from the social studles to
seek generalizatlions which will help the student understand
the social and political world.

The student will realize knowledge is not always memori-
zation, but can be viewed from many directions. Some of the
processes or directions through which the student mlght inquire
are:

1. Learning to observe or "loock well"”.

2. Categorizing, organizing, and recording data in

sSome manner,



8.
9.
10.
1l.

8

Viéarious experlence of the lives, times, and roles
of others.

Differentiating between fact and opinion.

Learning to be skeptical ofoones own hypothesis and
generalizations,

Taking and defending a position.

Searching for additional evidence-especlally that
which might refute one's position re-examining the
validlty of generslizations,

Predicting.

Examining value conflicts.

Extending ones appreciations.

Seeking relevance and truth for oneself.(l)

Through these various ways of viewing knowledge the student

may be able to find that particular process or technique from

which he benefits.

The inquiry approach has also been found by researchers

to be effective in building positive attitudes because it

engages the student in a number of experiences. Some of the

experlences are:

1.
2,

3«

4.

Recall of significant information.

Differentiate between fact and opinion.

Défine problems sharply.

Bring appropriate knowledge to bear upon a given

situation. .
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5. BSee relationships.

6. Draw inferences,

7. Ralse future questions and transfer knowledge galned

from one media to another..

8. Employ soclal studies skills and methods, (2)

Through these experiences each student can seek answers
for himself and to those questions which haveﬂpgrplexed him fec:
sometime.

Today's students are deluged with information. Data and
stimull flood in upon them from every source imaginable,
Books, billboards, television, radio, newspapers, even lapel
buttons and bumper stickers all shriek thelr messages and
compete for attention and belief. Therefore, more than ever
before, students-need continuing experiences in inquiry to
learn how to order and to decode these data. Classrooms must
increasingly become learning laboratofies in which many view-
points, data, propositions and convictions are examined and
re-examined; the student will want to know more, and that

which he finds will be retained longer because that knowledgse
will be meaningful.

Literature on Developing Positlve Attitudes Through Use of

the Inquiry Method

Most students come into soclal studies courées with the

ldea that the course is boring and uninteresting. A large
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number of students fall to participate in the activities of the
class because they feel that what 1s being taught is irrelevant.

Studies have shown that when lessons are made relevant to
thé student's 1life today there 1s =& ;hange in student's attitude
towards soclal studies. The inquiry method places emphasis on
dealing wlith problems that are of interest to the student. When
daily lessons are made relevant to the students they tend to
take a greater interest and a more active interest in the class.

Students playing an active part in their learning (1) pro-
motes participation, (2) constrains us to consider the rele-
vance of problems posed, and (3) promotes a commitment to the
task not so readily engendered by conventional teaching
patterns. (3)

It should be remembered that inquiry strategies require
extensive and intensive student involvement in the learning
process. If students are to become ihvolved in thelr studies,
an appropriate soci§1 climate must be set so the student will
feel free to expresé any opinions he has concerning the lesson.

An appropriate soclal climate within the classocoom is
essential for a worthwhile discussion and is an important
factor in gaining maximum student participation. All that is
meant by the term social climate is a classroom environment in
which the students feel free to express their opinions, knowing

that their opinions will be courteously, and falrly entertained,
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but rigorously analyzed. If an idea expresséd by a student is
met with sarcasm, that student, and probably others, will
hesitate to participate in class in the future. 1If the teacher
indulges in personal attack rather than in an examination of
| the ideas presented by the students, he will dry up the flow
of honest discussion. This does not imply that the teacher
should pralse or accept without critical examination an inane
or irrelevant comment of a student. The purpose of establish-
ing a permissive atmosphere is to promote a worthwhile discus-
sion, not to stimulate participation for the sake of participa-
tion. The point is that the teacher should see to it that
ideas expressed by students in the course of a problem solving
discussion are energetically and carefully examined.

The teacher will have some students who are shy and
reluctant to express their ideas in the classroom, This
reluctance to express thelr ideas may be due to any one of a
variety of reasons. The student may have been "cut down' by
a teacher in some other class. He may lack confidence in the
worth of his opinions. By carefully observing the faclal
expression of pupils during the course of discussion, the
teacher can often detect a student wﬁose expressions suggest
a halt-willingness on his part to enter into the discussion.
His eyes reveal a sparkle of interest and his frown bespeaks
an unasked question or an unvolced objection or confirmation

of a point just made by another student. Yet, the students
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habit of refraining from entering into a problem solving dis-
cussion is sufficiently compelling to prevent him from volun-
tarily participating, It is at this point, the point of
apparent high interest, the teacher invites the student to
react In a relaxed fashlon; the probability is good that the
student will participate. Once he has contributed to the
discussion, the change 1s good that he will particlpate in
future problem-solving discussions. Once the student sees
that hlis answer is accepted and that he made a contribution
to discussion, he feels that the teacher is as much a friend
to him as to the other members of the class. Thls establishes
rapport between the teacher and the student.

Good rapport between teacher and student is desirable in
all methods of teaching. It is imperative in the ingulry
approach. Many intangible and indefensible %ubtleties’are
involfed 1n_the creation of a classroom climate conductive
to the critical and reflective thinking required in the study
of problems. Students for example, should feel free to question
usual sources of authority such as the textbook, reference
yooks, or the teacher.

Amoﬁg the characteristics of a classroom climate that
permits and encourages the inquiry approach are the following:

1. Students feel emotionally secure in dealing with ldeas

that may be contrary to strongly held beliefs,
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The teacher and students reéognize that there ﬁay be
more "misses" than "hits" in their creative thinking
about the problem.
The teacher assures studenfg that he recognizes the
difficulty of the reasoning processes involved in the
analysis of the problem,
Students are free to suggest unconventional.'even
seemingly absurd, possibilities in regard to the
problem.
There 1s recognition of the fact that no simple or
major formulas can be used for the solution of the
problem.
Since most problems do not have an either-or solution,
students should realize that there may be no neces-
sarily "right" answer.

In establishing prioritlies among possible problems

7to consider, students should recognize the need for

glving precedence to those problems that affect the
largest number of people.

Students should have a belief in the ability of man

to act intelligently in directing his own destinies. (4)

Library practlices, school scheduling, as well as teaching

practices will need re-shaping. <Classroom schedules wlll have

to be made more flexlble so that the students will be permitted

to roam about in the library, as class visits to the llbrary
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prove to be inadequate it will mean giving étudents time to
browse and search in the library. Individual study carrels
are among the new facilities that will have to be provided.
To do independent study, students must have the time, space
and facllitlies to carry on their work., Schoecl libraries are
designed to become learning laboratorles; open in the evening
and on weekends.

With some classés the teacher may find it difficult to
establish rapport-the class remains frozen., Problems which
other classes attack with enthuslam, that class views with
difference. The way of 1life in that particular class may be
truculent silence. A promising way to bresk through that
wall of silence is to center the discussion around problems
that are important to the student. The teacher may be able
to arouse discussion. Once the teacher has established an
atmDSphere of free} uninhibited discussion, then he can grad-
ually proceed to a consideration of more vital, substantial
problems,

One tradition has grown up with the schools and that is
the good teacher 1s the one who has a '"quiet" room. Perhaps,
in the beginning, and for too many téachers today, this grew
out of the existance of large classes and too few appropriate
instructional materials. There was also the mistaken notion
that consisted solely of a child interacting with elther a

teacher or a book. As a result, many teachers are evaluated
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on the basis of the quiet and smooth routine of their classrooms.
There are times when the nature of the task requires qulet,
routine behavior. But inquiry requiring an open search, invites
verbal interchange, exploration and the defense of one's posi-
tion. Problgm solving is the consequence of being frustrated
or blocked in one's advance toward a goal. Such frustration
evokes feelings - anger, wonder, excltement, and urgency with
all their accompanying behaviors.

In the inquiry classroom the teacher's behavior is crucial,

and lnvolves procedures such as the followling:

1. Encourage question-asking and respond to children's
questions.

2, Provide group attention for important questions.

3. Follow through individually, with questions that are
of more limited interest,

4, Reward exploratory thinking.

5. Help children to recognize that a search involves
trial and error behavior.

6. Whenever possible, emphasize the search along the
more routine learnings.

7. Help the class to understand the importance of delay-
ing action, whenever possible, in order to think the
problem through.

8. Establish the understanding that not all problems are

immediately solvable, but that we make progress by
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working on them,
9. Make it safe to have ideas, try them on for si:ze,
and abandon them for better ones.

10. Provide opportunity for children to experience the
realization that hypothesis can be proven false as
well as true.

11. Demonstrate your failth in problem solving thinking
by participating in it yourself.

12, Ask yourself continuously, "does the curriculum I
Plan permit the energies of problems that are real
for the children,

13. Be a gulde to problem solving. (5)

Being a gulde to student learning is an important duty cf
the teacher if students are to be successful in the lnquiry
approach, Through the guidance of the teacher, the student
1éarn1ng is more effective, retention 1s greater and it enhances
the students chances of being successful in finding solutions
to his problems. The inquiring child should not be entirely
on his own. It would be foolish to deprive the child of guld-
ance and the support of teachers. There is no purpose in
requiring a child to discover anythiﬁg for himself.

A study was done entitled "Directed Versus Independent
Relations". Robert C. Craig was the investigator. The study
sought to find the effect of external direction to ald the

learner in his search for established relations among given



17

concepts upén the léarning and application of the relations.
The results suggested that learner activity should be directed
for efficient learning of principles. The hypothesis tested
in the experiment was that 1ncreased direction discovery
activity effect increases the learning with accompanyling
losses in retention and transfer.

The subjects for the experiment were two groups of fifty-
three sophomores and juniors at'the State College of Washington.
Forty-nine were men, fifty-seven were women. Each group was
a fifty percent random sample of the authors undergraduate
students during the fall semester of 1953-54,

A pre-test was used to measure initial knowledge of rela-
tions. The number of relations actually learned by each subject
was the difference between the number known at the final learn-
ing trial and the number known before training. The pre-test
was given a second time as a post—tesf to measure the relative
effects of the two degrees of direction on retention. A second
post-test measured the post-tralning ability of each group to
discover the basis for the solution of new situations indepen-
dently. Confirmation of each learners knowledge of post-test
relations was obtalned by asking each learner to write out the
reasons determining the answer,.

The résults of the experiment affirmed Thorndike's con-
clusion that the widespread limitation of guidence to desig-

nating errors is a sign of weakness in the technlque of teaching.
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The hypothesis that increased external direction helps
learners in thelr search for established relations, effects
an increase in the number of relations learned without an
accompanyling loss in retention or transfer was confirmed.
Further, the results suggested that as the interval of time
after learning increases to about one month, the group receiv-
ing more direction retain a greater proportion of what was
learned than the other group.(6)

Table 1 shows the number of relations learned by the
directed and independent group. Through the'guidance of the
teacher as indicated in the chart the directed group learned

more relations than the independent group.

Table I - Group and Varlance for Eadh Set

Set of Directed 1ndependent Significance
Principles Statistic Group Group Test
A mean 2.280 1.520 t 3.84
Variance 0.910 1.176 f1.29
B mean 2.560 1.520 t15.84
Variance 0.923 . 760 (t)i1.21
g mean 2,560 1.920 (t)3.03
Variance 1.257 1.110 (t)1.09
All Sets mean 7.400 5.080 (t)s5.10
Variance L, 667 6. 327 (£)l1.36

Student's t's all significant at 0.01 level, all f's not
significant at 0.05.(7)
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Table é on page 20 shows the percentages of learned
relations relearned by both groups. The table indicates that
those students guided by the teacher retained the relations
longer. '

In order to make inquiry work, the teacher must first be
sensitized to children's needs, interests, and abllities,

She must also be able to stimulate children at the proper
moment with materials and questions. She must challenge and,
most importantly, allow the unorthodox idea to be considered
and tested along with the obvious.

Flnally, 1f the teacher 1s seriously interested in inquiry,
she need not wait for the arrival of specially packaged kits
of materials, Opportunities for inquiry exist everywhere,
both in the traditional curriculum and in the most unusual
and unlikely places.

The problem oriented teacher canﬁot teach inventiveness,
openness or the exploratory attitude as a set of procedures.
He can only create a "climate" that fosters the emergence of

these qualities,

Literature on Student Achlevement Through Use of the Inqulry

Method
Many of us have seen the native enthusiasm for learning
of young children dwindle, deteriorate, and almost disappear
with the passing of years in school. Most persons who have

taught have known the frustration growing out of struggling
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Table II - Percentages of Learned Relations Retained by

Groups at Three Intervals After Learning

No. of Subject by Per Cent Retalned

Mean
Group N+ Per Cent 00.0 20.0 33.3 75.0 10.00 Chi-Square
Retained 25,0 50.0 80.0

66.7

Three days after learning (Set C)

Directed 51 92, 61 0 o0 4
4,276%

Independent 46 90.61 2 0 2+ 2

Seventeen days after learning (Set B)

Directed 53 79.57 & 0 13 D 32
_— 2,256%
Independent 47 75.47 6 2+ 9 0 30

Thirty-one days after learning (Set A)

Directed 53 80.49 0 0 19 2 32+

A 15.392
Independent 47 62,32 12 0 13 0 22

Number in group who learned at least one relation.

+The bar connects frequencles that were combined for the
chi-square computation,

iNot significant at the 0.05 level,

Significant at the 0,001 level.(8)
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with students who fall to learn at a rate anywhere near thelr
potential.

In the minds of many the answer to this dilemma is teach-
ing soclal studies through the inquiTry approach. Learning by
inquliry offers the promise of a great step forward in the
struggle against the fallure of children. |

The problems approach differs from other methods in
several ways, one of the most important being that it empha-
Silzes the development of the student's mind by having kim dezal
intelligently wlith social problems which actually confront him.
In this respect it is linked closely to the philosophy, of
John Dewey. In addition, by focusing the student's attention
upon the content of comtemporary 1issues and relating that
content whenever necessary to its pertinent historical develop-
ment, it 1s felt that the student will study and learn subject
matter more effectively since he can see 1ts significance and
relevancy to his own needs. The retention of the subject
matter 1s greatly increased. Conclsely defined, then, the
Problem approach seeks primarily to bring about change in
ways of thinking, organizing content learned, reaching decisions,
participating in socisal action, and mastering content. The
method of discovery is very important in 1ntroduclng material,
Since facts and details put into a structured pattern are
retalned longer and can be more easlly retrieved.

The inqulry method has been found to be a successful
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teaching method in social studies. Research shows that lnquiry
aids the learner in several ways: (1) 1t increases the learners
ability to learn related materials, (2) fosters an interest in
the activity itself rather than in the rewards which may follow
from the learning, (3) develops ability to approach problems in
e way that will lead to a solution and (4) tends to make the

material that 1s learned easlier to retain and reconstruct.(9)

Learning under these conditions is more meaningful than
in the case where the learner simply memorizes the answer,

More precisely thg learner 1is forced to rely on his own cogni-
tive abllities, he becomes cognizant of the relationships of

the learning task to his previous experiences, or to the pattern
of-relationship among the elements of the task. He takes an
active role in his own learning and makes the knowledge
functional.

Functional knowledge is that which has real meaning for
the student, In order for knowledge to have meaning for the
student, it must be related in some way to hls experience or
in susceptible relationship in some manner to what he alréady
knows. If knowledge is too far out of range the student will
not be able to encompass what has been sald in his own system
of knowledge. That which has meaning for the student is apt
to interest him. If the teacher can discover student needs

and work with them, he is more likely to discover content which
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has 1nteres£ for the student.

One of the distinguishing features of the inquliry method
1ls 1ts emphasis on matters that are of direct concern to the
student. Unless the student sees the relevance of the problem
to himself and as a member of society, it becomes_merely
another exercise to be performed.

A study entitled "Developlng a Method of Inquiry In
Teaching World History" was developed by Byron G. Massialas.(10)

The problem grew out of an intensive and systematic effort
on the part of a group of students concerned with instruction
in the high school.

The study attempted to describe a method of teaching world
history and to analyze and evaluate its consequences and
results in terms of demonstrable pupll performance in class
discussion and paper and pencil test.

The study involved four classes in world history, two of
which were designated as group A and two of which were desig-
nated as group B. Students were placed in these classes at
random,

The subjects in the study involved ninety-five students
at the beginning of the study, ninety-three of whom completed
the course at the end of the semester, a perlod of elghteen
weeks, |

Method A focused on the inquiry method, which inveolved
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the use of spring-boards which were thoughtAprovoklng. Method
B reflected a loglcal adaptation of a traditional attitude
toward learning.

Pre-test and post-test analysis were used to analyze and
compare the achlevement of the groups. Post-tests were
administered during the eighteenth week of the experiment.
Equivalent forms of the Cooperative World History Test and
the STEP test were glven.

Table 3 contains the scores obtalned by the two groups

on the post-test,

TABLE III - Post-Test Comparlison of Mean Scores on the
Cooperative World History Test, Form Z, and the

Step, Soclilal Studies Test

Group A Group B Difference t(1.98) F(1.63)
(N=44) (N=49) in
Teans S.D. Gmeans S.D., leans
Ccopera=- 49.86 8.98 48,57 7.25 1.29 i) 1.53
tive, Z 284,73 14.9 280.73 12.6 4.0 1.40 1.40

Step, 2B

+A t of 1.98 is significant at the five per cent level.

+ An F of 1.63 is significant at the five per cent level.(11)
A test for significant difference revealed that T (means) and
f (standard deviation) were too small to be significant. Thus,
the null hypothesis was retailned that there is no significant
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difference between groﬁp A and group B students, taught by
method A and B respectively, in the acquisition of a body of
knowledge pertinent to world history as measured by the
Cooperative World History'Test.

Even though the hypothesis of this study was retalrned
other writérs and researchers affirmed that when learning is
made meaningful and the student is actively involved the
transfer of learning i1s enhanced and creates long term reten-
tion.

Several studlies, relating to the lnquiry approach, reported
in issues of Soclal Education indicate that the inquiry approach
proved to be a most effective method. Arnsdorf attempted to
study the effectiveness of using map-over-lays of the United
States in an "inquiry-discovery" approach to teaching map read-
ing skills and geography understanding with fifth graders in
endevoring to increase students ability to read and interpret
maps, and to comprehend the relationship between physical,
biotic, and culturasl phenomena. The inquiry discovery approach
facilitates the exploration of the relationships through
questions and hypothesis., Arnsdorf concluded on the basis of
gains in scores on several standardized tests that regardless
of marked differences involved in reading and interpreting
maps, the inquiry discovery approach with map-over-lays did
contribute to growth in work-study skills and to an interest

in maps and geography.
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Cox and Massialas experimented with “1n§u1ry - directed
processes" in teaching Unlited States history and world history.
Each study involved a control group, a highly structured
teacher-centered class, and an experimental group, a less
structured-inquiry-oriented class. The use of standardi:zed
instrument tapes, and a log of dally activities indicated a
comparable or superior performance for the students in the
experimental group compared to those 1n the control group.

Another study developed by Robert T. Elsmere entitled
"An Experimental Study Utilizing the Problem Solving Approach
in Teaching United States History". This study determined
whether pupils taught United States History by a problem -
solving approach obtalned signifilcantly greater mean test
score than pupils taught by a traditional approach.

The major hypothésis in the study was that a problem
sdlvins approach to teaching United States History produces
significantly greater pupil achievement in knowledge of
historical facts and problem solving abllity than does a
traditional approach.

Elsmere's study was confirmed to four areas:

1. Learning of historlcal facté.

2, Retention of historical facts.

3. Learning of problem solving steps.

4, Retention of problem solving steps.(12)
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The specific hypotheses were:

Hypothesis I. Puplils in the experimental group who are
taught by a problem - solving approach will make &
significantly greater mean score gain on test measuring
historical facts than will pupils in the control group
who are taught by a traditional’ approach.

Hypothesis II. Pupils in the experimental group who
are taught by a problem - solving approach will make
a significantly greater mean score gain on tests
measuring retention of historical facts than all
ruplils in the control group who are taught by a
traditional approach.

Hypothesis 1II1. Puplils in the experimental group who

are taught by a problem - solving approcach will make

a slgnificantly greaster mean score gain on tests

measuring for abllity to use the problem - solving

steps than will pupils in the control group who are

taught by a traditional approach.

Hypothesis IV. Pupils in the experimental group who

are taught by a problem - solving approach will make

a significantly greater mean score on tests measuring

for retention of the ability to use the problem -

solving steps than will pupils 1n the control group

who are taught by traditional approsach.(13)

Thirty boys and thirty-four girls made up the experlimental
and control groups. These were high school Jjuniors of middle
class Caucasian background and of Northern European stock.

Two groups were organized, an experimental group, group
A, and a control group, group B. The control group was taught
by the traditional approach and the experimental group by
pProblem solving approach,

The groups were formed by selecting thirty-two matched
pairs on the following variables: (1) intelligence, (2) previous

history grades, (3) achievement on factual history test and
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achievement'on subjective and problem solving test.

Hypothesis I stated that pupils in the experimental group
who are taught by a problem=-solving approach will make a
significantly greater mean score galn on tests measuring
historical facts than will pupils in the control group who
are taught by a traditional approach. |

The t test for Differences Between the Experimental and
Control Groups, as measured by form eleven of the oblective
instrument, indicated a t value of 2,366 between the experi-
mental and control groups as calculated from the raw scores
(Table 3) obtained from administering form eleven of the
objective tests after twelve weeks of treatment by the
independent varliable. With thirty-one degrees of freedon,
a t value of 2.040 is required at the .05 level of confidence
to claim a significant difference between the group means.

Since the obtained t value of 2.366 was higher then the
requirements at the .05 level of significance, hypothesis I
was accepted.

Hypothesis 11 stated that puplls in the experimental
group who are taught by a problem-solving method will make
a significantly greater mean score gain on tests measuring
retention of historical facts than will pupils in the control
group who ére taught by traditional approach.

The t test for differences between the experimental and
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control groups, as measured by Form 1 of the objective instru-
ments, indicated a t value of 3.492 between the experimental
and control groups as calculated from the rew scored (Table 3)
obtained from administering Form 1 of the objective tests
after twelve weeks had elapsed after treatment by the indepen-
dent variable. With thirty-one degrees of freedom a t value
of 2,745 1s required at the .01 level of confidence to clalm a
significant difference between the group means.

Since the obtained t value of 3.492 was higher than the
requiremént at the .01 level of significance, Hypothesis II
was accepted,

Hypotheslis III stated that puplils in the experimental
group who are taught by a problem-solving approach will make
a significantly greater mean score gain on tests measuring
ability to use the problem solving steps than will pupils in
the control group who are taught by a traditional approach.

The t test for differences between the experimental and
control groups, as measured by problem two of the subjective
instruments, indicated a t value f 10.092 between the experi-
mental and control groups as calculated from raw scores (Table
2) obtained from administering problem two of the subjective
tesfs after twelve weeks of treatment by the independent
variable., With thirty-one degrees of freedom a t value of
3.561 is required at the .001 level of confldence to claim a

significant difference between the group means.



Table I
Otis Previous Objective Subject
Case intelligence history grade part of part of
Number scores in percent test pre-test

Group Group

Group Group Group Group Group Group

A B A B A B A B
1 85 90 63 69 28 30 L 11
2 90 89 71 71 34 34 9 16
E 98 96 73 68 28 27 18 14

98 97 7 72 27 33 7 12
5 93 93 77 72 24 22 10 12
6 102 100 71 64 19 17 17 8
7 99 98 79 85 34 32 13 11
8 96 o4 80 75 30 29 10 11
9 93 91 85 86 23 3 L 5,

10 97 97 84 81 31 29 19 10

11 101 102 77 83 21 31 10 10

12 104 104 80 80 24 3 7 14

13 102 101 81 85 34 26 14 15

1k 108 108 80 79 30 38 14 16

15 113 113 78 71 31 31 7 12

16 106 103 84 85 30 31 12 15

17 111 112 80 81 35 33 18 14

18 108 104 88 91 38 38 13 18

19 117 119 78 73 39 39 10 17

20 108 104 88 91 35 33 14 19

21 105 105 90 92 38 36 24 15

22 110 111 89 87 Lo 36 9 L

2 112 113 93 90 Ls L7 20 20

2 109 107 90 96 4] 42 13 18

25 111 111 87 92 36 37 14 10

26 117 118 98 97 42 48 15 18

27 113 115 92 93 29 h 15 15

28 116 115 93 93 42 48 10 20

29 117 122 95 95 Ll 38 27 26

30 125 122 95 95 4o L6 25 18
31 129 128 93 90 Ll 47 19 15
32 127 98 98 43 45 27 25
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Since the obtalned t value of 10.092 was higher than the
requirement at the ,001 level of significance, Hypothesis III
was accepted.

The groups were found by selecting thirty-two matched
palrs on the following variables: (1) intelligence, (2)
previous history grades, (3) achievement on factual history
test, and (4) achievement on subjective problem solving as
indicated in Table 1 on page 30.(14)

Table 2 shows the t scores between the experimental and
control groups on the intelligence, history and objectlive

and subjective pre-test scores,

Table II

Variable + L+ (G P-
Intelligence ,1740 31 N.S.
History grade

Pre-test . 2767 gil N.S.
Objective
Pre-test 1.7936 31 N.S.
Subjective -. 3579 31 N.S.

t = ratio between group means and standard error of
difference between the means. .

d.f. = degrees of freedom,
+P = significance of difference.
+ N.S. = no significant difference exists between group

means at the five percent level of confidence with a t of
2.040 required at thirty-one degrees of freedom n=32.(15)
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Hypothesis IV stated that puplls in the experimental
group who are taught by a problem solving approach will make
a significantly greater mean score gain on tests measuring
for retention of ability to use the problem solving steps,
than will pupils in the control group who are taught by a
traditional approach.

The t test for differences between the experimental and
control groups, as measured by problem three of the subjective
instruments, indicated a t value of 11.419 between the experi-
mental and control groups as calculated from the raw scores
(Tatle 3) obtained from administering problem three of the
subjective tests, after twelve weeks had elapsed after treat-
ment by independent variable with thirty-one degrees of freedom
a 8ignificant difference between the group means,

Since the obtained t value of 11.419 was higher than the
requirement at the .00l level of significance, Hypothesis IV
was accepted,

Table III shows on page 33 the distribution of scores
between the experimental and control groups on the objective
and subjective learning and retention test. The test scores
indicate.that group A, the experimental group, made signifi-
cantly greater pupll achlevement in knowledge of historlcal

facts using the problem solving approach. (16)
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Table III

Learning Test Retention Test

Objective Subjective Objective Subjective
Group Group Group GTroup Group Group Group Group
A B A B A B A B
1 46 43 18 11 32 36 16 8
2 50 i 19 11 39 34 14 6
3 56 ) 27 18 Lo 29 29 5
L 49 L7 19 15 LA 27 18 10
5 59 43 10 10 L8 34 18 4
6 50 45 25 9 L3 21 25 11
7 52 ig 33 12 51 L6 35 12
8 60 20 9 47 29 23 7
9 64 58 28 8 L3 33 17 8
10 61 62 27 12 L6 45 23 10
11 52 54 27 7 4y 45 20 7
12 51 56 15 14 b6 48 14 13
13 61 54 26 14 51 L4 23 12
14 53 58 30 18 Lo 39 26 17
15 54 53 7 13 ko 33 14 1 ¢
16 60 61 25 12 48 47 26 13
17 58 61 30 8 50 Lg 23 7
18 68 65 30 15 53 50 20 17
19 61 66 27 14 52 53 27 14
20 63 61 29 14 54 54 26 14
21 65 63 33 18 57 L6 26 15
22 66 58 21 11 48 48 24 11
23 67 65 25 20 60 56 30 16
24 68 70 21 15 55 56 24 5
25 61 63 24 9 54 56 13 11
26 75 68 29 14 64 60 25 13
27 68 65 ) 12 51 52 24 13
28 67 72 29 11 58 67 23 11
29 70 65 33 14 69 60 32 15
30 70 66 32 19 67 62 36 19
31 68 71 20 20 60 62 24 20
32 73 73 35 35 66 64 36 10
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The four related hypotheses were that the experimental
group (1) will score higher on tests measuring historical
facts; (2) will score higher on tests measuring retention of
historical facts; (3) will score hisher on tests measuring
ability to use the problem solving steps, and (4) will score
higher on tests measuring for retention of ability to use the
problem solving steps - than a control group in each instance.

The acceptance of the major hypothesis was dependent
upon the results obtalned from testing the four specific hypo-
theses. Since the four hypotheses were accepted, the major
hypothesis, that a protblem-solving approach to teaching United
States history produces significantly greater pupll achievement
in knowledge of historical facts and problem-solving ability
fhaﬁ does a traditional approach, was supported and therefore
accepted,

In conclusion it was found that: (1) a problem solving
teaching method which requires pupils to think critically and
to use a reasoned approach to controversial issues produces
significantly greater achlevement than a traditional approach
which involves memorization, simple question and answer techni-
ques, and strict adherence to a textbook with an emphasis on
factual acqulsition; (2) pupils taught by a problem-solving
teaching method learn more facts of history than pupils taught
by a traditional approach. Facts are better remembered when
learned in purposeful, problem solving situations; (3) pupils

taught by a problem solving approach retain more facts of
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history thaﬁ pupils taught by a traditional approach. Although
pupils in both groups showed some loss of information twelve
weeks after the end of the experimental period, retention by
the experimental group was sisnlficahtly greater than that by
the control group. Retentlon of facts 1s facilitated when
they are applied in meaningful problem situations; (4) pupils
taught by a problem solving approach show greater skill in
problem solving ability than pupils taught by a traditicnal
approach, The achievement of the experimental group in
problem solving was significantly superlor to that of the
control group; (5) pupils taught by a problem solving approach
show greater retention of problem solving ability than pupils
taught by a traditional approach. The difference between the
groups in problem solving abllity was greater twelve weeks
after the experimental period than immedliately after the
experimental period.

Another study entitled "The Development of Reflective
Thinking in an Eight Grade Soclal Studies Class" was deslgned
by Jack E. Cousins in a 1964 edition of Social Education. The
major hypothesis of the study was that puplls in an eight grade
social Studies-class, taught by a reflectlve method for one
semester, will make a significant mean score gain on two forms
of the Cooﬁerative Social Studies Test for grades seven, eight,

and nine as determined by pre-study and post-study testings.
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In conducting the study the following méthods and proce-
dures were taken:

(1) A model of reflective thinking was developed, based
on related literature and research and researchers teaching
experience; (2) a teaching method, designed to achieve the
goals contalned in the theoretical model of reflective, was
designed; (3) a representative group of the eighth grade
puplls at university school, Indlana test score, grades in
seventh grade social studies, and sex. Thils class was taught
according to a theoretical model of reflective thinking; (4)
a test intended to evaluate the result of this instructlon
was designed. This instrument was administered to the study
group in pre-study, post-study situations; (5) The Watson-
Glaser Critical Thinking Approach and Cooperative Soclal
Studies Test for grades seven, eight, and nine were administered
to the study group in pre-study, post-study situation. The
scores on all three evaluative instruments were statistically
appraised by the utilization of a t test for the signiflcance
of correlated means.

The findings of the study revealed that the t test for
the significance between two correlated means was applied to
the accumulated data from the two administrations of the
Cooperative Social Studies Test for grades seven, elght, and

nine, forms x and y. It was found that within a mean of 52.9
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on Form x and one of él1.5 on Form y, and with 22 degrees of
freedom, the obtained t value was 5,18.

Since the obtained t value of 5.18 was greater than 282,
the t value required at the .01 level of significance, it was
concluded that the pupils in thelr study group made a signi-

ficant gain in the accumulationrof factual information perti-

nent to the soclial studies.

Literature on Teacher Approaches to Using the Inquliry Method

It should be stressed that the inqulry approach cannot
be adequately carried out by the use of a single textbook,
since it necessitates the use of a wide range of materials
representing many points of view. Source documents maps, and
visual materials are mandatory 1f this method is to be used
successfully.

The great emphasis on inquiry learning relies heavily
on the 1dea'that the learner generates his own knowledge. and
t, at this process of knowledge generation, occurs as a result
of the learner's encounter with a baffling situation.

There is further wide use of the idea that a problem
situation can be approached more readlly by working first
wlth a simplified mode of the situation,

There are a number of organizational technigues that
precipltate a problem solving situation. They include: case

studies, experience units, source materlals, dramatic play.,



geming and simulation, role playing, and sociodramas.

The use of case studies gives that student an opportunity

to deal with a real world episocde w@ich ends in a dllemma
situation and leaves the student the necessity to decide
which action might resolve the dllemma., The data presented
in the case might concelvably support several alternative
decisions. The case is left as open-ended as possible, with
Judgments and decisions suspended, the student has the task
of identifying the slternatives, considering each in the light
of the data, and presenting his decision with its supporting
warrants., This has proven tc be an excellent way of stimula-
ting thought and decision.

The application of gaming and simulation te the social
studles classroom is receiving increasing attention. Such
an approcach rest upon the assignment to individusl students
or groups of students the role of deéision—maker in a situation
of potential conflict. Prominent in the early development and
testing classroom simulstions was professor James S, Coleman
of John Hopkins University.

The games have been tested in a varliety of classroom
sltuations representing lower to upper socioeconomice strsta,
and the lowers and least literate to the gifted ability
groups. They have been used in groups numbering as many as

250, Among the instructional values claimed are, greater
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ability in éontent learning, a high degree of motivation and
involvement in evidenced by student participants. Other
benefits are sald to include the self-disciplining feature

of games (classroom control becomes ﬁ function of the rules

of the game), and the fact that the games are self-judging;

the students measure of success is the outcome of the game.(17)

Simulation i1s a very useful tool in dealing with problems
of a very complex nature, it attempts to reduce a complex
phenomenon to one that is managable.

When the social studies curriculum is designed around
experience units, children engage in question solving, and
human relations problems, These problems become real for the
children because they satisfy the children's need to explore
and reconstruct life around them in active wayé. These are
not lessons in a book, but active, child explorations. This
is g continuing process in which the teacher may set the
- stage then step aside as chlldren take hold, take their own
next step and face a problem. The teacher assumes a guiding
role and problem solving occurs, sometimes with an individual,
sometimes with a group. - |

The use of source material from history or other social
studies may provide the raw data by which students may develop
an understénding of a particular historical period or signifi-

cant soclial issues, Although the source material has been long
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advocated, the avallability of much new material today makes
this technlique more possible then ever., There is great value
in letting students work with primary materials as a means of
explaining historical phenomena or in considering alternative
solutions to current social problenms,

Dramatic Play ls another technique used to stimulate
inquiry thinking. Dramatic play is used to encourage children
to explore an area of human experience by re-living the
activities and relationships involved. 1Its major purpose
1s to help children identify emotionally with the people,
thelr 1ife activities and the time and place involved, so
that they may develop real interest in the actlvities being
experienced and the felt needs that will impel them to vital
learning. A major concern 1s to involve chlldren in common
enterprises in which they can_learn to work and live together
democratically and meet their own basic personality needs.

Thus, children!plaj)pioneers or firemen and have a chance
to enjJoy the feeling of being firemen or troopers, or Indian
scouts and, at the same time, they develop a need for infor-
mation and galn understanding of the data they gather as they
Play. |

Children studyling ploneer life may choose to portray
many Situations that arlse as a wagon traln moves west out
of Independence. As the play progresses, the action of the

individual players willl preciplitate events.
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The teéchers primary objective is to gulde the evaluation
of the play in such a manner that chlildren wlll feel the need
for more accurate and detalled information.

In the use of this technique both question solving and
problem solving situations develop and permit expgrience with
a wlde range of problems., It 1s a process where the chlldren's
own activities precipitate problems, and the proposed solution
can be tested in further play or in actual experience with
processes.

A technique closely related to dramatic play is role
playing or sociodrama. This 1s primarily a group problem

solving tool focused on human relations content. Usually
in a soclodrama session, a problem is presented by the teacher
or it emerges from the group. Solutions are proposed by
various members of the class in the form of spontaneous
enactments of the situation. The class serves as active
.observers of the actors, evaluating and criticizing the
playing of the roles, offering other enactments and continuing
discussion until a variety of possible solutions and their
consequences have been explored. The enactments are focused
on exploring alternative solutions and thelr consequences,
Dramatic play is often relatively unstructured, with a
main purpoée of re-living the activities of a group in which

the total class 1s involved. Role-playing is structured as a
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definite solution involving a problem or inter-personal or
intergroup relations wlth most of the class as audlence.

A westward movement could be used to demonstrate the
difference. The teacher may delibefately present the following
situation to the class as a simulation or it may have arisen
in the dramatic play.

A wagon breaks down because 1t is overloaded, while the
train is moving through a narrow path, it 1s endangered by
indians or by a snow storm. The wagon captain orders a halt
to the train, knowing that it will be snowbound if the train
is held up in order to repair a wagon that would not have
stalled if the driver had just used ordinary common sense in
loading.

The class discusses the problem briefly, defending the
problem and the various roles are described. Some children
volunteer to play the parts, and resﬁ of the class acts as
critical observer as the situation is enacted. Another
youngster may suggest a different action. Each will be invited
to enact his proposal., The enactments are after half a dozen
different versions of the problem-solution are played. The
sessions are dellberately structured for experlence 1n specific
problem solving in intergroup relations in a historical setting.

Increasingly, we are seeing social games introduced into

the curriculum as a more structured form of dramatlic play or
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simulation, 1n which detailed data are provided. Children
then take on roles of the people and culture under study, in
order to participate actively in thelr 1life situations and
confront the daily problems of culture. Such enterprises
have in them problem situations that not only dramatically
delineate key content but also provide continual opportunity

for practice in the process of problem solving.



SUMMARY, CONCLUSION AND RECOMMENDATIONS

The purpose of thils study was to examiﬁe the inquiry
method to teaching soclal studies as it related to student
achievement and the building of positive attitudes toward
social studies. It was also designed to examine a varlety
of different methods through which the inquiry approach could
be applied. Finally, after synthesis of the findings of the
examination, this study presents recommendations for the most
effective utilization of the inquiry approach to teaching
social studles.

The procedures used in collecting the data for thils
study included an investigation of the literature related to:
(1) the theoretical bases for teaching social studies and the
inquiry approach to learning: (2) the information on student
achievement through use of the ingquiry method of reasoning;
(3) the data on developing positive attitudes through the use
of the inquiry method of reasoning; and (4) the findings on

teaching approaches to using the inquiry method.

Conclusion
Research has proven the inquiry method of teaching
social studies to be an effective method. The method glves
the students the opportunity to find information for themselves
along with the guidance of the teacher.
Research shows the method to be especially good with

average and below average students. These students are
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usually the first to drop out of school because they find
school boring and uninteresting. They feel the work is too
difficult and irrelevant. The 1nqu1£y method offers these
students an opportunity to succeed at achievement in educa-
tion. When the student achleves in education this motivates
the student to do more.

The inquiry method opens the classroom to the students.
They are encouraged to state their opinions about whatever
is being talked about. They are encouraged to exchange 1ldeas
and, in turn, learning is made more meaningful for them.
Through the openness of the classroom, students become
actively involved in the 1earn1ng.. This activity in the
classroom reinforces what has been taught, and 1t helps the
student to retaln longer what has been learned.

In accordance with the findings of this study, the
following conclusions were reached: (1) an inquiry teaching
method which requires puplls to think critically and to use
a reasoned approach to controversial issues produces signi-
ficantly greater achlevement rather than a traditional approach
which involves memorization, simple question and answer
techniques, and strict adherence to a textbook with emphasis
on factual acquisition; (2) pupils taught by the inquiry
approach learn more historlcal facts than pupils taugﬁt by a

traditional approach because facts are better remembered when



L6

learned in purposeful, inquiry situations; (3) pupils taught
by the ingquiry approach retain more historical facts longer
than pupils taught by a traditional approach; (4) pupils
taught by the lnquiry approach show greater skill in problem-
solving ability than pupils taught by a traditionsl approach;
and, (5) the guidance of the teacher plays an important part
in the success of students in the inquiry approach.

A democracy requires educated citizens capable of critical
thinking and reasoned inquiry which enables them to resolve
problems through mutual cooperation rather than through
suppression of opposing views., The schools have a major
responsibility in the education of these citizens and must
help formulate andfinitate\policies which make such an educa-
tion possible, The inquiry approach has been advocated as the

logical teaching method for producing this type of education.

ggcommendations

In accordance with the findings of this study, the follow=-
ing recommendations are offered for conslderation by teachers
and administrators who might be seeking ways of implementing
'the inquiry method of teaching.

1. Teachers should attempt to create a classroom atmos-
phere which is conducive to the development of criti-
cal thinking. In such an atmosphere pupils feel free
to suggest ideas and to disagree with the teacher,
Divergent views are not expressed for the sole purpose
of disagreement, but are expressed when they contribute
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positively to the discussion. Thils is not an atmos-
phere in which any type of deviant, distracting
behavior 1s tolerated, but is one in which pupil

and teacher, with attitudes of mutual respect,
intelligently discuss problems which have faced

and still face mankind. (18)

If reflective thinking is to be achleved, teachers
should avold questions which are primarily concerned
with who, when or where and should more often use
questions of the "why" variety.

Textbook materisl should be regarded as a beginning
rather than an end as far as instructional material
is concerned. If the teacher is to rely solely on
textbooks, it would be more profitable to take a
correspondence course from the publishers than it
would be to attend college for four or more years
studying soclal studies, Text materials should be
reorganized by the teacher so that inquiry will
naturally take place.

Whenever possible the teacher should relate historical
problems to the present. By doing so the teacher can
assist puplls to develop the attitudes to see relation-
ships between two situations, draw analogles, develop
generalizations and trace the loglcal implications to
solutions of these problems,

Teachers who attempt to encourage discussion of an
inquiry nature should guard against permitting pupils
to assert points of view without any substantiating
support. Although encouraging rather than spontan-
eous discusslion sessions, the teacher should not
permit the class to be dominated by a few of the
brighter pupils. Further, the teacher must be
certain that the relatively quiet pupils get a
chance to speak when they wlsh to do so, as out-~
standing ideas are sometimes suggested by such
puplls.,

Pupils cannot be expected to exhiblt the same amount
of improvement in the skills of inquiry. Improve-
ment will probably vary with intelligence and previous
achievement in social studies, Even for those who
achieve relatively 1little in such classes, inquiry

is better than memorizing a few quickly forgotten
facts, since thinking patterns will be carried out

of the classroom into other areas of life.
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The teacher attempting to teach inquiry methods should
guard against reverting to more traditional types of
examinations, An objective of inquiry teaching should
be the acquaintance with large numbers of tested ideas,
concepts, and generalizations.(19)

It is important that teachers be brave enough not too
worry about false controversy of facts versus inquiry
thinking. When acqurately viewed, there is no antag-
onism, Pupils will learn as many facts in inquiry
classes as they will in classes taught primarily for
the purpose of covering textusl materials. Further,
the pupils will know the importance of the facts they
learn-actually, the facts learned in inquiry-taught
classes are the important ones as pertinent problems
of the past and present are discussed.

The use of tape recordings analysis as a means of
evaluating classroom performance should be greatly
expanded., Several tape recordings should be utilized
at regular intervals over the course of the year.

The use of anecdotal records should be expanded as a
means of behavioral evaluation.

If the inquiry method is to be successful, the
teacher's image will need to be changed from that

of a beleaguered teacher encapsulated in a nonlithic
edifice which manipulates him like a puppet, an
individual functioning in an instlitutional context
which often greatly restricts his behavior.

If the inquiry method is to be effective, publlc
school teachers will need to stop focusing upon the
importance of authority, obedience to law and con-
formity to school regulations at the expense of
processes more characteristic of an intellectually
oriented environment.

If the learner is to become an inquirer he must have
access to data, and opportunities to test his ideas
agalnst empirical events. Inquiry demands an environ-
ment that responds to probes, that yields data on
demand. The response is the reward for probing. It

is well established that, given a thoroughly responsive
environment, children continue probing even in the
absence of closure or dlscovery. There is certainly

a case for motivation inherent in data gathering and
information processing. (20)
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The inquiring child should not be on his own. It
would be foolish to deprive the child of guldance
and support of teachers, scholars, and whatever
other sources of knowledge can be made avallable
in meaningful ways.

For the child to become an inquirer he has to be
faced with some event or situation that challenges
hls 1dea of the universe., Such discrepant events

"ereate dissonance within the cognitive system of

the perceiver. They also provide a focal point
for the initation of the inquiry process and an
initial motivation to overcome the inertia of
complacency - the complacency that grows out of
the satisfaction of one's existing state of know=-
ledge.

Inquiry can occur only in a climate that affords
freedom for the student to gather data and bulld
and test theorems in his own way. Optimal learning
occurs under learning conditions that are optimal
for the individual learner. Unless the learner can
influence these conditions at least to the extent
of shaping his own learning program he wlll be led
through a program erngineered by external agents,

~teachers. Such agents can rarely be as aware of

the cognitive needs of the learners as the learner
himself,

Detrimental to inquiry is the belief that knowledge
is absolute, that it must be passed down to the
student from authorities and that the student must
accept it as truth. Inquiry cannot survive in such
a setting where these beliefs are prevalent.

It is most important for the teacher to avoid pro-
nuncing a Jjudgement upon what the chlldren say. If
they sense that their contributions are belng
evaluated they respond only when they feel sure of
the "correctness" of what they are saylng. This
keeps them from taking risks and trying out ideas
that seem leapy and remote.

The teacher must allow each child to come to grips
with the problem events in his own terms, if inquiry
is to be free and genuine., If the teacher has an
open-ended point of view about knowledge and allows
the children to have this point of view too, there
is no end to the creative thinking that a discrepant
event will produce in the classroom.



20.

21.
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Teacher planning ils very important in the inquiry
method. Providing opportunity for inquiry, besides
involving time, requires the existence of a rich
and stimulating environment - both physical and
psychological.

An inquiry orlented teacher must be sensitive to
various points of view, must supply additional
information to the discussion, must ask questions
which will clearly establish the meaning of pupils
statements, and must suggest sources for investiga-
tions.



10.

11.
12,

13.
14,
15,
16.
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AN ABSTRACT QF
INQUIRY: AN EFFECTIVE METHOD OF TEACHING SOCIAL STUDIES

The purpose of this study was to (1) examine the inguiry
method of teaching social studles related to student achieve-
ment and bullding positive attitudes; (2) examine a variety of
different methods through which the inquiry approach could be
utilized; (3) provide recommendations for the most effective
utilization of the inquiry approach to teaching social studies,.

The procedures used in collecting the data for this study
included (1) an investigation of the literature related to
theoretical bases for teaching social studles and the inquiry
approach of learning; (2) the research on student achlevement
through use of the inquiry method of reasoning; {(3) data on
developing positive attitudes through the use of the inquiry
method of reasoning; and (4) literature on teacher approacheé
to us;ng the inquiry method.

The findings from the study indicated that the inquiry
approach to teaching produces significantly greater pupil
achievement than does the traditional approach 1n teaching
soclal studies.

It was also found that the inquiry teaching method requires
puplls t§ think more critically and to use a reasoning approach
to learning. Pupils taught by the inquiry method learn more
facts in soclal studles, retain them better and, most importantly,

see its value as a means of solving thelr own problems.



