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CHAPTER I
TS PROBLEM AND DEFINITICNS OF TERMS USED

In the midst of the "ferment" currently brewing in the field of Social
Studies, there remains one front where seemingly little change has been mads
or activity roted. This front, teacher education, seems to be a real problem
area in effecting change in the Social Studies. There are several new meth-
cds and topics of which students and instructers in methods courses ought to

be aware.l
THE PROBLEM

General Statement of the Problem

The purpose of this report is to discuss some of the newer techniques
and materials being developsd in the Social Studies. It is hoped that through
the discussion and models presented teachers and teachers of teachers may
become more familiar with three innovative methods of imstruction--inquiry

method, simmlation, and case study.

Importance of the Report
4 report on this topic might be worthy of note by teachers and admini-

strators in the elementary school as well as by instructors of methods

courses in Social Studies. The curricular patiern of the Social Studies is
presently undergoing intensive study and modification. At ona point it was
estimated that more than forty projects were underway in education institu-

tions throughout America. These projects were designed not only to explore

1p, F. McElroy and R, K. Templeton, "The Social Studies Revolutiont
Implications for Teacher Education,” Social Studies, 60:106, March, 1967.



and suggest improvements and innovations in the Social Studies curriculum,-
but also in the methodology used by the teacher.2

Such new techniques and methods as simulation games, inquiry, and case
studies require a change in the preparaticn of the teachers who will use
them, The undergraduates in teacher education programs need to be exposed to
these new ideas and their methods and materials, as well as to the tradi-
tional topies of unit plannihg and current events. Teachers now engaged in
the teaching of elementary school youngsters could profit by in-service
training in these new techniques.3

DEFINTTIONS OF TERMS USED

The following definitions are offered in order to give the reader some
idea of the topics to be covered in the report. The terms defined will hope-
fully take on fuller meaning as they are discussed and exemplified in suc-
ceeding chapters,

Case Study
Students are given basic information on a certain problem or issus and

are asked to draw conclusions.l"

Students are presented with a situation having the characteristics of

24, D. Moreland, ""ew Hethods in Teaching Social Studies,™ Educationm,
88:116, November, 196?, and J, E, Searles, "New Training for Social Studies
Teachers," Pennsylvania School Journal, 114:272, February, 1966,

33, Allen, "Assessing Recent Developments in Social Studies," Social
Education, 31:103, February, 1967.

L’Moreland, op. cit., p. 117.



an actual problem or issue and are given the opportunity to make dBciSiORSss

Inquiry Method

Students are guided in formulating questiocns about the topic under
study and in devising and implementing ways to answer these guestions.
Alternative answers are explored and evaluated, often directing the inquiry

into related areas for further investigation-r

" 5Tbid.



CHAPTER II
HEVIEW OF THE LITERATURE .

The various innovations in curriculum and methodology currently being
explored in the area of Social Studies deserve consideration by those prepar=
ing the teachers who will be expected to use these techniques., These new
directions and patterns that are evolving in the Social Studies today pose
problems for institutions preparing teachers for the schools and pupils of
the future,l Some colleges and universities have faced these problems with
exciting and original approaches to social studies teaching., Unfortunately
some institutions have not been sensitive to these changes in the Social

Studies in today's classrooms, ,

A BRIEF HISTORY OF THE SOCIAL STUDIES
IN THE ELEMENTARY SCHOOL

The earliest mention of programs in the Social Studies for elementary
schools was found in an 1892 publication by the National Education Associa~
tion, Further recommendations, though brief and general, were made by the
NEA in 1895, by the American Historical Association's Committee of Seven in
1899 and 1908, and by the Hational Society for the Study of Education in its
yearbooks for 1902 and 1903,

Tt was not until the early thirties that anything of much length was
written in the field of elementary school social studies. At that time the

American Historical Assoceiation's Commission on Socizl Studies in the Schools

lsearles, log. cit.



published its voluminous report., The advice and recommendations given were .
very general in nature, With the coming of the Depression, however, there
emerged a focal topic on which the Social Studies could dwell for a time,
This focus was social and economic problems, Later such curricular movemsnts
as intercultural education and the use of prcblem-solving techniques emerged,

Following World VWar II concern mounted for international education in
the Social Studies, In the late forties the trend toward economic education
appeared again, and with the fifties came a pull toward education for respon-
sible citizenship.

The sixties brought tremendous affluence to most of the nation, This
decade has become charscterized as a time when man's most fundamental values
have been challenged and restructured.? In 1962 and later years various
grants, fedsral and private, were made to reséarchers in the Social Studies.
The excitement and activity was so great that many projects overlapped. They
competed with, rather than complemented, each other,3

The ideas initiated and the issues raised by these recent studiss were
only the beginning of a challenging new lcok at all phases of the social
studies curriculum. As the various findings were consolidated, they seemed
to point in the direction of a program extending from Kindergarten through
Grade Twelve drawn from the several distinet, yet related, disciplines of the
Social Scisnces. The curricular developments seemed to have as their objec-
tives the inculecation of the mode of inquiry, the use of content knowledge

as a means rather than an end, and the formation and clarification of

241len, op. cit., pp. 99-100.

M. W, Crowder, "Issues in the Soeial Studies," Education, 88:101,
November, 1967,



attitudes and valuwes, There was a growing emphasis placed on the learning of
skills, JSkills were to be developed, morsover, not through the expository
method, but through new course materisls, new audio-visual devices, and
interesting new teaching strategies such as simulation and game theory, The
eim was to develop habits of self-direction on the part of the students,

In the words of one writer, this period in the history of the Social
Studies has ushered in a Social Studies which is "more challenging, less

static, more realistie, more fulure-oriented, and more differentiated,"?
éINDPSIS OF PRESENT TRENDS IN THE SOCIAL STUDIHS

Several of the current inn;vations in the Social Studies werszs touched
upon in the preceding section. These will be mentioned in this section,
along with others presented by various authors in the Social Studies field.
The extent to which some are trends, rather than innovations, was cause for
debate by some authors. The researcher'é purpose was not to pass judgement
in‘this matter, but to report, as objectively as possible, the findings
available,

In 1964 Harrison and Solomon were able to identify thess trends,
although they stressed the tentative nature of their findings.

a. the development of sequential curriculums for gradss K-12 such that a
year's course would build on the skills and concepts introduced in previ-
ous years; '

b, elimination of much of the unnecessary repetition of content inherent

in the traditional fifth, eighth, and eleventh grade American History
sequencs;

¥411en, op. eit., pp. 101-102.

5M. D. Rabozzi, "Social Studies in the Elementary School,” Education,



c. arsa studies and study In-depth of selected topices;

d. comrmnicating te studsnts the methods of inquiry of the social
scientist;

e. the greater use of readings; casz studiss, and primery sources;

+5

f. greater emphasis on developing skills ol induetive thinking and
eritical analysis;

g+ greater empbasis on the affactive as well as tha cogniiive outcomes
of instruction.

Dorotly Frasher cited thess trends in an article published in 1965,

-ln

1. Priocrity is given to the establiskmsnt of a congeptual f@amswork
for social studies instruction, for a single course, & group of
courses, or an entire progran.

2. Theée-is much more, and mach mere skiliful, planning for the
cumilative, sequential davelopment of skills and generalizations
from year to year and course to courss.

3. There is movement aimy from broad surveys--often cyclically
repeated, superficial, and incomplete--and toward more intensi
and careful studies of a limited number of selected topics.

L, The traditional dominancs of histery, civies, and geography is
being reduced, and materials aznd content from the other sceizl
sciences are moving intc the secondary school curriculum.

5. Fuch more attention is being given to the possibiliity of develop-
ing 2 "world view", a "global framework" throuch sociazl studies
instruction.

€. More prov151o.; are being mads for the serious study of some of

63. E. Harrison and R, J. Solomon, "Review of the Research in the
Teaching of Social Studies: 1964," Sccial Education, 29:281, HMay, 1965.




society's unsoived problems,

7. There is some action and much more talk about teaching the methods
of scholarship characteristic of the social scisnces and encour-
aging the use of these methods by high school pupils,

8, The "multi-media™ approzch in the preparation and selection of
learning materials is rapidly gaiming ground.7

One researchex», when reviewing the various projects undertaken in

Project Social Studies, found these generalizations to emerge.

1. learning by induption rather than memorization of pre-digested
generzalizations;

2, emphasis on the most significant parts of each social science
discipline with an attempt to integrate them;

3. use of a2 multi-media approach including games, reading, film#.
filmstrips, tape recordings, transparencies, and other audio=-
visual aids;

k., inecreased emphasis on kncwlsdge and methods from anthropology,
sociology, and economics as an addition to the traditional group
of history, geography, and political science.8

Bradley, Eunkins, and Moreland cited the problem-solving approach

invelving inductive thinking as an important new'development.g As Moreland

7D, ¥. Frasher, "What's Happening in the Social Studies," Curriculum
Report (Curriculum Service Center/NASSP), 3:3-7, March, 1965.

8, E. Wilscn, "Curriculum Reform in History and the Social Studies,
1560-1665-=4 Survey of the Literature," (unpublished Master's report, Kansas
State University, Manhattan, 1965), pp. 42-4&,

9R. C. Bradley, "Suggestions for Improving the Social Studies Curricu-
1lum at the Elementary School Level," Social Studies, 88:116, November, 1967; -
F. P, Hunkins, "Skill Building in the Social Studies," Education, 88:123-4,
November, 1947,




expressed its

Traditionally social studies has been largely taught by the expository
method--the teacher lectured, directed discussion, assigned reading.
Emphasis was placed on acquiring a bedy of predetermined data. The pupil
was a passive participant even though the ifeacher initiated activities
designed to make the learning meaningful and interesting. This approach
has been questioned, and a problem-solving approach is now advocated
which requires the siudent to become actively involved in the process of
learning., Under this method pupils use materials and data from the Social
Sciences to help them answer questions, form generalizations, and explain
the social world, Students, it is assumed, will benefit, not only from
the product of their inquiry, but alsc from the process. Through devel-
oprment of these intellectual skills they would be in a better position
to face the new problems of tomorrow.

Although many authors noted a trend in establishing a Kindergarten
through grade twelve sequence, most cften the content to be ineluded for each
level was not specified. This was left to individual school districts.
Moreover, since an inductive approach ﬁas advocated to determine basic funda-
mental ideas rather than emphasis on fact finding, content was regarded as a
means rather than an end of social study.ll As Moreland has put it, "the
students determine the content according to what information they nsed to
solve their 1:;rc‘1:llems.":|-2 This would necessitate greater flexibility and a
wider range of materials than teachers have traditionally used, Two tech-
niques, he reported, proven useful for developing and extending this inquir-

ing method of teaching social studies were case study and similation, >3

1%4oreland, op. git., p. 116,

11g, 1, Littrell, "Current Practices and Trends in the Elementary and
Secondary Curricula,"” (Kansas State University, 1966)., (Mimeographed.)

124oreland, op. git., p. 117.

137bad,



REPCORT COF A SURVEY

In a questionnaire study by Medulay, instructors in elementary educa-
tion at 100 institutions preparing tesachers for the elementary schools wers
asked to list the learmings and projects they felt were essential te prepare
their students to teach Social Studies at the elementary level, Sixty-seven
institutions considered the purposes of the Sceial Studies were a must; unit
structure was mentioned by 64; the objectives of the Soeial Studies by 633
geography skills by 56; sudio-visual aids pertinent to the Social Studies 'by
55; the use of textbooks by 54; how to teach current events by 54; the col-
lection and use of free and inexpensive materials by 51; review of cowrses of
study which the student might use by 51; how to handle controversial issues
by 44; the proper use of geograﬁhy materials by 44; the correct use of trade
books by 39: civic education by 34; the historical method by 31; economies
education by 30; anthropologieal concepts by 30; and international education
by 25.

Five institutions stressed the e-valua.tion of teacher-pupil progress,
and three emphasized the inquiry methed in the Social Studies, The following
topies were thought essential to the preparation of young teachers by only
one institntion: how to teach world eitizenship, Soecisl Studies for the cul-
turally deprived, team teaching trends in the Social Studies, role playing,
sociometrics, pertinent issues in the Social Studies, use of television in
the Social Studies, modern research and experimentation in the Social Studies.

Medulay concluded that the content of most social studies methods
courses, as indicated from his study, seemed to be preparing the young
teacher for the "status quo” rather than for the new programs and materials,

An examination was alse mede of the various experiences offered in the



social studies methods courses. Of the 100 institutions surveyed, 66
required the student to develop a social studies unit; 58 required the con-
struction of social studies lesson plans; 52 planned fbr students to observe
social studies lessons in the classroom; 47 required students to evaluate =
social studies textbooks; 45 gave experiences in the preparation of social
studies bulletin boards; %3 had students teach a social studies lesson in the
methods course; 40 incérporated panel discussions of current events; 16
organized visitations to community social agencies; 16 provided experience in
interviewing foreign visitors; 13 incorporated field experiences into their
social studies methods courses; 12 had the students participate in community
events; 12 had students observe and record a child's social development;

8 involved the students in community or internmational projects; and two
required their students to conduct opinion polls., The following projects or
activities were each reported by one institution: the making of a picture
file and a file of free and inexpensive materials; participation in a tele=-
vision program; planning a social studies program for the first week or month
ﬁf school; hearing guest speakers invited from anthropology, sociology, bis-
tory, economics, poclitieal science, and geography; conducting evaluations of
particular social studies programs; carrying out role playing; using films;
and initiating experimentation in the Social Studies., Mchulay observed that
there seemed to be little effort to have students practice the method of
inquiry or simulation in the social studies methods course. He deplored the

lack of experimentation and research in this area of the curriculum.lu

145, D, HeAulay, "The Preparation of Elementary Teachers in the Social
Studies," Jouwrnal of Teacher Education, 17:190-91, Spring, 1966,




From his evidence lcAulay concludeds
the social studies preparation of elementary teachers would seem to indi-
cate this area of the curriculum has little ferment, depth, or moderniza-
ticn, If today's elementary teacher is to prepare the child adequately
for a rapidly changing social world, he himself must receive a deeper,
more adegquate background in the pertinent social studies; instructors in
the social studies methods courses must be highly skilled and profes-
sionally prepared; and the content of the course must contain those
understandings, skills, and experiences which are more active and perti-
nent to modern techniques, methods, and content of the elementary social
studies program, The bottleneck preventing improvement of the soecial
studies may well be in teacher preparation.

STATEMENTS OF OTHER WRITERS

Writers other than licAulay h#ve manifested conéern over the seeming
insensitivity of teacher education institutions to the current trends in the
Social Studies., Beyer, in an article appearing in the periodical Social
Studies, cited several of the innovations and new teaching techniques being
studied in various social studies projects across the country., He then com-
mented that the instructors preparing our future social studies teachers did
net seenm aware of these trends and the implications they might hold for them=-
selves, their students, and society, He felt drastic changes in the teacher
preparation programs of many colleges and universities were needed if teachers
wore to be adequately prepared to teach the new Social Studies. Beyer recom-
mended that social studies educators consult with local school districts
about what their teachers ought to be doing and then reappraise their own
programs in the light of the reguirements of the changing social studies cur=-

6

ricuium in order to develop apprepriate pre-service experiences.l

151iid., p. 92.

165. K. Beyer, "Mandate for Change - Curriculum Innovation and Teacher
Preparation in Social Studies," Social Studies, 583202, October, 1967,




13

It would seem that the educators of ieachers should feel a strong
cbligation to follow Beyer's rscommendaticns. The teacher of students in the
profession of education is, in a senmse, certifying his pupils to society, He
must take the responsibility of saying that a designated student is qualified
to practice the profession for which he has been prepared, In addition, the
professional school instructor often serves as a model of the profession to
his students. It is important, then, for a professor in education to be con-
tinvally reading in the professional literature, evaluating his teaching, and

revising his courses in response to the new findings of research,17
SUMMARY 5

In view of the fact that.techniques such as inquiry method; simila-
tion, and case study are, or are becoming trends in the teaching of the
social studies at the elsmentary level, and whareas methods courses in Ele=-
mentary Soelal Studies have moved slowly in responding to these immovatiens,
the author has compiled and presented much that has been published about
these three techniques., It is hopsd that through becoming familiar with
these imnovations; instructors in Sceiszl Studies methods courses, as well as
slamentary schcool teachers, will incorporate somsthing of them into their
teaching, Indeed, the "revolution" in the Social Studies that is advocated
by many lsaders in the field cannot succeed unless teacher education programs

play the role of "chief revolutionary,"18

178, Schunidt, "The Undergraduate Professional School Professor,"
Improving College and University Teaching, 16136, Winter, 1968,

15Mc31rcy and Templeton, loc. cit.




CHAPTSR TII
METHODS AND MATERIALS
| TEE RECEARCH DESIGN
|
This was a survey of the literature about the teaching techniques
known as inquiry, simulation and case study drawn from materials in periodi-

cals and books. In addition the author collected or developed several exam-

ples of each of these techniques.,
SOURCES AND XINDS CF DATA NEEDED

Sources of data were materials that the resesarcher could secure in
libraries, in bookstores. or th::ough the mail in the time available,
A These types of data were needed: (1) reports on recent trends and
reforms in elementary school social studies; (2) data on current practices
in soeial studies msthods courses; (3) discussions and samples of simulation
devices, case studies, and inquiry techniques; and (4) data cn recommended
topies at various levels of the elementary social studies curriculum to aid

in preparing examples of the various techniques.
PROCEDURES

After collection of the data, it was necessary to synthesize the mate-
rial to (1) relate how much curriculum reform and how many projects are
underway at the present in the social studies; (2) show that current social
studies methods courses for undergraduates in teacher education generally

mzke little mention of some of the newer topics in the social studies field;
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and (3) develop understanding of three of these innovations through explana-

tion and example.



CEAPTER IV
INQUIRY METHOD
TNTRODUCTION

Inquiry has been said to be the “search for the soluticn of a problem
through an exploration and evaluation of alternatives,"t Implied is the con=-
sideration of conseguences, the testing of alternmatives, and the formulation
of tentative conclusions on the basis of evaluation. The student is encour-
aged to take a more active role in the educative precess, Rather than being
predominantly a listener and respondent to the teacher's questions, hg is
asked to raise the questions and to participate in formulating and evaluating
answers to these questions.2 Tﬁe inquiry approach is similar to "just plain
good teaching" except that in inquiry the students organize and apply data
as well as accummlate it. "After evaluating factual material the children
form generalizations and are encouraged to formulate tentative conclusions to
verify their hypotheses,"J ‘

As early as 1916 John Dewey led a protest against curricula based on
the teaching of specific facts and generalizations, He maintained that true
education was more than the transmission of an accumilated body of Imowledge,
It should also assist the development of ecertain natural tendencies in the

child, one of which he identified as the tendency to inquire, that is, to

1y, R, Rogers, "How to Use Inquiry," Instructor, 78:94, lMarch, 1969.

20. A. Eagan and S, T, Stansberry, “Why Inquiry,"” Social Education,
33:534, Hay, 1969,

3B. Kravitz and D. J. Sorcka, "Inquiry in the Middle Grades," Social
Education, 33:540, May, 1969,
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want to know and attempt to find out-.q‘ Dewey, and others after him, bslieved
such inquiry, together with learning how to search effectively for answers Lo
the gquestions raised, was more important than learning particular information.
The development of the skills of inquiry and procedures for seeking answers
could be useful to the student in any situat.ion that might confront him, 2
Numerous other anthorities in the field of social studies have advo-
cated this investigation-oriented approach for fostering self-direction,
independence, and a positive desire to learn in the students. They also felt
that it encouraged the higher thinking operations, such as comparing, sum-

marizing, and interpreting, and provided for greater retention and transfer

of 1ea.ming.6

The teacher is often said to be the key to the development of a spirit
of inquiry among her pupils. She must regard ingquiry as a desirable and use-
ful teaching strategy and be willing to let pupils take the time to find out
for themselves. She must usually by the one to secure a large portion of the
many books, maps, globes, artifacts, and aﬁdio-visual aids necessary for
inguiry to proceed. This is true especially for young children and in the
initial steps of :'mqu_’u'ing.?

In zddition the teacher must be skilled in asking questions and in

. 4y » Dewey, Democracy and Education (New York: The Macmillan Company,
1916). P 960

5F, P. Hunkins, "Skill Building in the Social Studies," Education,
88:124, Hovember, 1967; H. M, Clements, W. R, Fielder, B, R, Tabachnick,

Scoial Stndys Ln%xg:j;z in Elementary Classrooms {New York: Bobb-Merrill
camp&ny, IHCi' 19 ? pp. 19-21l

f’Ha,ga_n and Stansberry, cp. cit., p. 537.

70. A. Rogers, Jr. and I. L. Genovese, "Inquiry in the Primary Grades:
A Means to a Beginning," Social Education, 331539, May, 1969.




coaxing into the open questions that catch the imagination of her class,
Some of the questions may suggest zppeal to an authority for the answer, b&t
the more powerful ones-will be those that entice students to develop answers
on their owm authoritygs

There is a place in inquiry for the information question such as: In
what parts of the world did civilized man first appear? The important thing
for the teacher to know is when to move on to the next level of questioning
which asks for interpretation, for example, Why did civilization first appear
here instead of other parts of the world? Finally she must realize when to
go to the highest level of questioning which reguires application of the
information and includes questicns of this sort: Whal might happen if . . .7
Effective transition from one level to the next requires the teacher to be
well prepared in the content of the topic under study and to be knowledgeabls
of the thinking and learning processes through which the pupils are

proceeding.9
USING INQUIRY METHOD WITH PRIMARY GRADE STUDENTS

Traditionally the primary grade social studies program haé dealt with
things "here" and “now" more than things "there" and "then". Children at
this age have a questing and curious spirit which the teacher can help main-
tain through the use of the process ¢f inquiry. Rather than telling the
children about social living in his family, ecity, and world, the teacher

gaides them in discovering, investigating, and evaluvating for themselves,

BCEements, Fielder, and Tabachnick, op. cit., pp. 94=97.

9D. J, Skeel end J. G. Decaroli, "The Recle of the Teacher in an
Inguiry-Centered Classroom," Social Edueation, 33:1549, May, 1569,
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Children, even at this young age, can question, formulate tentative answers,
test these answers, and draw conclusions on the basis of this testing.lo
Hany of the usual topics studied in the primary grades are capable of
being dealt with using the inquiry method. The following illustration may
give some idea of how inquiry may be initiated utilizing a typical primary

| grade topic.
Stores in the Commmity

The unit might begin by comments made on various articles of apparel
newly purchased for school; it might continue on to other less obvious pur-
chases such as new books, paper supplies, play equipment, and so on. iﬂith
the help of pictures, the many things families buy, for example, furniture,
foed, toys, might be considered, If questions arise they should be recorded,
but if none are ventured the teacher may have to start a series of them.
Some questions might be "How are families able to buy all the things they
need?", *Where do they go to purchase the ;ra.rious items?", "Why does Susie's
mother go to . . . to buy groceries while Tom's mother goe-s to « s 7", "Why
do we need so many different kinds of stores to sell food?"., The directions
which the questions might take are numerous. A chart story might be made
recording the discussion and listing some things for which the class would
like to discover answers. The next episode of ingquiry would consider how
they might find answers to some cof their questions. Some suggestions might
include looking in tooks, asking parents, going to the store and talking to

the storekesper, and observing psople as they make purchases in the stores,

10Rogers and Genovese, op. cit., ps 538.
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As the initial questions are resolved, t.hej nay suggest further queries, such
as "Why do some stores sell only one thing and other stores many things",
"Why does the man give money to lMommy when she signs ‘hﬂat little paper (a
check)?". The teacher must be willing to be flexible as the questions may be
quite diverse,11

Inquiry may start as a result of some local happening or event in the
news, A fire in the commmity or one reported in the news media might ini-
tiate such questions as "Where did a1l the firemen come from?t", "What do they
do when they aren't putting out fires?”, "Is it hard to drive a fire truck?”,
"How can I get to be a fireman?", "Did we always have firemeni®.

Inquiry often starts with the discovering of a problem, one that is
within the children®’s experience, bul which does not have an obvious solution., °
The location of a new playground can be proposed,

The teacher asks: "Where should this new playground be located so
that it can be used by as many children as possible? Is it possible to
locate the playground so children in all parts of town can walk to it?

Is it important that the playground be located so that 211 children can
walk to it?" Through the use of such questions the problem and hypotheses
for its solution can be formulated by the pupils. As data are collected
to test the hypotheses, maps will be needed along with their identifying
symbols and related concepts. The original investigation of where to
locate the new playground can be the foundation for a study of the cri-
teria that separate private from community sites. The pupil discovers

his community, and, as he discovers, finding the proper qﬁstions to ask
becomes as important as giving tentative answers to them.

A true report of how a teacher turmed an unfortunate spontaneocus inei-

dent into a profitable learning situation utilizing the inguiry method is

LThis is a hypothetical episcde that supposes what might happen. For
an account of what did happen when cne second grade tackled a very similar
problem the reader is referred to Sceial Study: Inguiry in Elementary Class-
rooms by Clements, Fielder and Tabachnick, pages 158 to 161, -

12Rogers and Genovese, loc, cit.
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reizted below,

During recess Miss Newbury watched and listened as some of her second
graders played at chasing and shooting a bunch of "dirty greasers.” As
the breathlass youngsters settled into their seats after recess, Miss
Fewbury dscided to get at the background of what she had seen and heard.
Why were scme neople callied "dirty greasers™? . . . Oh, because they get
greasy food. They're bandits, and they live in Hexico, and they steal
horses and shoot people. They'll cheat you, and you can't trust them,
The best thing to do is to cheot 'em . . . Well, iiiss Newbury had got-
ter what she asked for, and it didn't sit very well.

Wien the outpour had died down, she moved in again with a2 quist, half-
to-nerself comment . . . This is all very strange. I have an aunt who
lives in Mexico . . . A gasp, & whistle, a skeptical snort, and theni
Tou do? I'11 bet she has a whole stack of guns, How many Hexicans has
she killed? Does she have a big ranch? Has she seen any rustlers? 1Is
it safe there? . . . Yes, it's just as safe as it is here, She doesn't
live on a ranch., Her husband is an engineer, They live in very much the
same wWay as we do. I've visited them in lexico , . « You have? . .
Eyes and mouths wide open now, and Miss Newbury has undivided attention.

¥here do we go from here? This was the thought that momentarily
troubled Miss Newbury . . . Perhaps you would like to find out some
more things about Mexico. Perhaps you would like to write my aunt . . &
Couldn't we visit her? . . . Yes, we could pretend, But we couldn't
sctually visit because it's too far . . . As far as Rich's (a large
store in Atlanta)? . . . Laughter from the group and a voice:r Leots
farther, silly, a hundred times, a million times, a million, million
times + o + Ho, not that far, Tormy, tut it would take your daddy
several days to drive there in his new car. Now, what are some of the
things you would like to kiow about people who live in Mexico? . . »
As fast as the questions came, the teacher listed them on the
hlackboard:
1. Vhat do lMexican people look like?
2. How do they talk?
3. What do they eat?
4, How do they dress?
5. Do they fly kites?
6. Vhat do they de irn schooli?
7. Hew do they get places?
8. Wkat kinds of work do they deo?
S, Uhat kinds of storss do they bhave?
10, XHow do they play? Vhat do they play?
11, Whai are thelr towns like?
12. How can ws be friends?
13, Do they go to Sunday school and church?
1%, What can we do to help each other?

Hiss Newbury's next question was nobt so productive ., . . How might we
discover some of this information by ocurselves? .+ « « Five ideas came
forthu



1. "Play like" we tzke a itrip to Mexico.

2. Write letters to people in Mexico.

3. Read stories about lexican children.

4, Look at pictures of Hexican life,

5. Enjoy seeing things that came from Hexico,

The children were still eager, even though the entire process had
taken three times as long as those activities usually engaged in by the
group., But lMiss Newbury wanted both to maintain this enthusiasm and to
take stock of the series of events that had occurred in such rapid suc-
cession., That afternoon and evening she did soms thinking and some
planning, ©She reviewed in her mind her over-all purpeses and wrote the
following for the proposed study of Mexico:

1. To help the children begin to build a broader conception of the

world,
" 2, To help straighten out the children's misconceptions about the
Mexicans.

3. To help them discover the many ways in which Mexican children are

like themselves,

L4, To help the boys and girls find answers to their questions;through

their reading and other experiences.

5. To help them develop the ability to plan and select and to attack

new activities in a spirit of research,

6. To lay a foundation for further study and research in which they

will find rich experiences,

She knew that the proposed activity would fail unless materials suita-
ble for the children were available., Much of this would be brought forth
by the children themselves, but some things were nceded immediately. Her
research brought forth authentic Mexican objects as well as books and
pamphlsts,

Books for Children--Pancho (uader;, Manuela's Birthday (Bannon), P Pepe

and the Parrot (Credle), Pablo's Pipe (Eliot), Pancho and His
Burro (Gay).

Filmstrip--Children of Mexico (Encyclopedia Britarmica),

Records-="Let's Fly to Fexico" and several recordings of Mexlican music.

Other Printed Material--Travel posters and guides, maps, globe,

National Geographic magazines, pictures, newspapers, UN and UNESCO
materials,

Exhibits--Wool rug, pottery, woven mats and baskets ancient Aztee

money, modern money, straw toys, school books, stamps, picture
cards, silver jewslry, Hexican flag.13

EXAMPIES OF THE USE OF INQUIRY METHOD
Il THE INTERMEDIATE GRADES

ljclaments, Fielder, and Tabachnick, op. ¢it., pp. 184-186,
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Primary source materials can bs used to good advantage in an histori-
cal unit featuring the principles of inquiry teaching., Instead of a text
book telling them how it was then, they read about the event or institution

as one who was there experienced it.

United States history comes alive for fifth-grade pupils as.they read
the following account of a lassachusetis worker‘'s childhood:

When I began work as a boy in the mill, I worked 15 hours a day.
I used to go in at a quarter past four in the morning and work till
quarter to eight at night, having thirty minutes for breakfast and
the same for dinner, drinking tea after ringing out at night. But I
took breakfast and dinner in the mill as the time was too short to go
home, so that I was sixteen hours in the mill, This I did for eleven
years, 1837-48. ’

After the reading the teacher poses questions to help the pupils
interpret what life was like for some children in this country during the
1830's and 1840's, The pupils can infer why it was necessary for this
boy to work such long hours, and they compare their daily schedule with
his. This activity will prepare them for a study of the child-labor
movement that emerged about a generation later,

Reading source materials or accounts that profess differing viewpoints
can aid in developing the critical thinking so important to the inquiring
student., The following two passages require an evaluation of the ideas and
viewpcints of the authors. The first selection is a recollection by Nellie
Thomas of her grandfather's plantaticn in the Souths

Grandfather's discipline with his slaves was mild, but exceedingly

firm. There was no rebellion or even an undercurrent of dissatisfaction
against his rule, They all obeyed him implicitly. I think the secret of
his success and his hold on his esmployees was the absolute system and
order that marked the plantation work . . . . Amid such conditions=-=~
conditions that were right--the slaves were happy and cheerful and worked
willingly and enthusiastically,ld

A different opinion of slavery is expressed by Frederick Douglass in the

Wk ravitz and Soroka, op. cit., p. 541..

158, T. Commager and Allan Kevins, The Heritage of America (Bostoni
Little Brown, 1939), pp. 454-456,
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following excerpts from a letter to his for

B

naster to explain why he had
run aways

You are a man, and so am I . v L am net by nature bound to you, or
you to me . + « In leaving you, I took ncthing but what belonged to me,
end in no way lessened your means for obtaining an honest living . + « I
iherefore see no wrong in [leaving | . . . It is true, I went off secretly,
but that was more your fault than mine . . »

y=t »

At one time a man actually Eaccused me of | being a runaway « . . I was
greatly afraid he might » . . get me again into slavery, a condition I
ihen dresaded more than death , . ., I remember the chain ., , . the whip . .

« the Lcnance] of being tolg away from wife and children, and scld like a

be¢s+ in the market ., .

The teacher might then ask: '"What ars the differences in the two statements?
Why do the authors have opposing viewpoints on slavery? How do you think you
would fsel azbout slavery as the child of a slave owner, and as the child of a
slave? Who is right?" The last question should lead the children to further
study in order to deepen their understanding of the difficult and complex
problems the American people in that era attempted to resolve., As the pupils
continue their study, they will synthesize the informaticn they acquire to
arrive at conclusions,i?

A teacher may also use artifacts or cbjects to stimulate the curicsity
of children and to start them thinking in divergent directions as they try te
resolve apparent contradictions or to guess about, and to justify guesses
about, things about which they know little.

| Mr. ¥ansfield walked into his classroom one morning wearing a Mexdlean

serape which he placed on a back teble for the class to examine, When they

did, and esked him about it, he locksd up and remarked a bit sternly, "Yes,

léJ. MeClellen et al., Teacher's Manual and XKezv: Your Country'’s
Histery (Soston: Ginn and Company, 19566}, pp. 125-6.

¥
17k ravitz and Soroka, op. cit., pp. 541=-2.
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that's a pretiy interesting thing., Please don't handle it though, it's quite
valuzble, Let's go on with what we are doing." Ths next day, the children
found a Mexican basket and some beautiful silver jewelry on the table with
the serape. When they asked about it, he said, "They are pretty, aren't
they? You may look at them, but please remember not to touch them. Row
let's get on with reading." On the following day an ornate Mexican saddle
stood on the table beside the serape, basket, and jewelry., The children were
excited, One boy cocked his head, looked at Mr, lMansfield and asked, "Mr,
Mansfield, are we going to study about another country or something?" Mr,

Mansfield grinned and inquiry began.

CONCLUDING REIMARKS

‘

The foregoing episodes have largely described how to initiate inguiry.
These beginning activities shculd pigque children's interest., They can also
reveal the qualiiy or depth of understanding which the children bring to a
study and lead students and teachers to sketch loosely the range, signifi-
cance, and pessibilities of a problem, The beginning steps of inquiry can
stimilate thinking about the various ways tc organize for study and to look
at the problem. Finally the beginning experiences should create an appropri-
ate emoticnal climate in the classroom..l8 The initiating activities described
in the section szbout the primary grades could, with a few modifications, be
used in the intermediate grades and vice versa.

The inquiry may be moved along frem its initial stage by implementing

the various suggestions the children have made about how to find the answers

18clements, Fislder, and Tabachnick, op. cit., pp. 187-189.



to their questions. The impertant part of inquiry, which chiefly distin-
guishes it from more traditional methods of learning, interpreting the facts
discovered and forming generalizations from this orgaﬁized data, must not be
overlooked, Finally, students should be given opportunities to apply the
principles they have developed and the facts they have amassed to novel
situations.,1? A1l this should take place in a social-emotional climate which
permits freedom of expfession and exploration.

Children are generally quite enthusiastic about the use of inquiry.

Here are some comments obtained by workers in the Tri-University Project in
Elementary Education. The comments were made by sixth-graders who were
involved in an inguiry-oriented unit in social studies,

It gets kinda boring te just sit and listen to someone who is always
talking., It's kinda fun to make decisions for yourself and think about
it instead of having someone tell you all the time,

I think you learn more than the book gives you. You work in the book
and, well, you mostly just forget it. If you do it yourself, you are
more interested and you remember it longer.

There is teaching where the teacher tells you what to do, and one
whers the teacher just talks and talks, and then there's the kind where
we help decide what to do, That's what we are doing in social studies,
and it's really fun,

We get a lot of new ideas from working in groups. I learn more than
reading a book, When I read a book, I can be thinking about something
else--here I have to be thinking about it all the time.

Yes we have a lot of disagreements--like sometimes we make suggestions
when we discuss something and sometimes we have little arguments, but we

turn out all right.

You need to be able to look for lots of references and find out what
they say, TYou can't just look at ons book and say that's what it is,

194, L, ¥elson and L. R. Sirmons, "Using Learning Resources for
Inquiry," Socizl Education, 33:543-6, lMay, 1969,
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beeause I have seen lots of books that hzave different stories but are
based on the same thing.zo

In conclusion, arfew thoughts are presented on the teaching of teach-
ers to use the inguiry method. An old cliche "Teachers teach as they have
been taught" is vsually true, and often unfortunately so, for few elementary
teachers have experienced learning through inductive, investigation-oriented
methods, One social studies methods course may not be able to greatly change
the teaching behavior of students who have encountered years of expositcﬁy
training, but it would be a start and a logical place to provide a working

model of inquiry teaching,2l

20gagan and Stansberry, op., cit., pp. 534=37.

2Leilroy and Templeton, op. cit., pp. 106-7.



CHAPTER V
CASE STUDY
INTRODUCTION

The use of case studies in social science education is often similar
to and concurrent with the use of the inquiry approach. There is no single
method, however, that can rightfully be called "the" case study method, as
there are several styles and/or uses of case studies. There are some general
characteristics whereby case studies may be defined. They are usually.inves-
tigations of single institutions, decisions, situations, or individualgs,
Their object is to give detailed information about a relatively narrow topie,
for example, the growth of a sPeEific corporation or the living conditions of
a Negro family.l "Although case studies focus extensively on discrete
instances, rather than on sweeping sets of events, the implicit assumption
is that examination of a limited incident will yield conclusions that may be
validly applied to a more general class of such incidents,"? The Earvard
Social Studies Project was based on this assumption. Workers in this project
collected and developed several different types of case studies to be used
with various units at the secondary level. Following are examples of some
case studies which might be appropriate and usable in elémentany school socilal
studies, The various categories are not mutually exclusive. A given case

study might be placed correctly under several of the styles reported here,

17, M. Newman and D. W. Oliver, "Case Study Approach in- Soclal
Studiesz," Social Education, 31:108, February, 1967.

2Ibid,



EXAMPIES OF SEVERAL STYLES CF CASE STUDIES

The Story

This is a type of case study written rmach like a novel., It has dia-
logue, action, tells an episode, has characters and a plot. It may be based
oh authentic events or be largely fictitious, It is often an effective way
to get students emctionally invelved in a situation.

The miles strained forward strongly, hoofs stomping, harness Jjingling,
The iron blade of the plow sang joyously as it ripped up the moist, black
Kensas earth with a soft, crunching sound, turning it over in long,
smopth, root=-veined rectangles.

Leather lines tied together over left shoulder and under his right
arm, Jeff trudged along behind the plow, waiching the fresh dirt cascade
off the blade and remembering,

Remembering the terrible Xansas drouth of the year before [1860] when
it hadn't rained for sixteen long months. The ground had broken open in
great cracks, springs and wells went dry, and no green plant would grow
except the curly buffale grass which never failed, That drouth had been
hard on everybody.

Jeff clutched the wooden plow handles and thought about it. He recal-
led how starved he had been for wheat bread, and how his longing for it
grew so acute that on Sundays he found excuse to visit neighbor after
neighbor in hopes of being invited to share a pan of hot biscuits, only
to discover that, they toe, took their corn bread three times a day,

A drop of perspiration trickled down his tan, dusty face. It was a
pleasant face with a wide, generous mouth, a deep dimple in the chin, and
quick brown eyes that crinkled with good humor. The sweat droplets ran
uncomfortably into the cormer of his mouth, tasting salty and warm,

But now the drouth was broken, After plenty of snow and rain, the new
land was blooming again, Even his mother was learning to accept Kansas.
Edith Bussey had lived 211 her 1life in Kentucky, with its gently rolling
hilis, its seas cof bluegrass, its stone fences festooned with honey-
suckle, and its stately homes with their tall white colurms towering into
the drowsy air. MNo wonder she found the new XKanses country hard to like.

She had ecalled Kansas an erratic land. Jeff remembered she had said

3Ttide, p. 109.
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it was like a child, happy and laughing one minute, hateful and contrary
the next., A land famous for its cyclones, blizzzards, gﬂasshoppars.
mortgages, and its violently opposed political cliques.

[The story continues to tell about Jeff's family and their life in the
new state., It describes the political feelings about slavery in Xansas
at that time and scme incidents involwing Jeff and his family. It
reveals Jeff's desire to enlist in the Union czlvary should war come and
ends with Jeff being summoned to the house in somewhat of an esmergency. ]

The Vignette

The vignette is written in the same style as the story, but is usually
a short excerpt or slice of experience. It has no completed plot.)

Vunuswemy the schoolmaster drew his big round gold watch out of his
pocket, held it at zrm's length, and tilted his head back, so that he
could look at the dial through the lower half of his glasses. In another
two minutes it would be four o'clock. Munuswamy nodded, pleased. After
so many years he scarcely needed the watch to tell him that it was time
for schcol to end. ;

He put the watch away and locked around the room, this time peering
through the top part of his glasses, The thirty or more boys of varying
sizes sitting cross-legged on the floor were all apparently busy with
their studies. Surely the noise was enough, as they recited their les-
sons aloud, each trying tc talk louder than his neighbor so that he could
hear himself speak. But wait there was one silent figure, back in the
corner, sitting hunched over something spread on the floor in front of
him. Raman, the woodcutter's son--reading, as usual, and not his lesson,
either! INunuswamy . . , rapped on the desk with the pointing-stick that
was never out of his hand. The noise in the room stopped . . . Everyone,
including Raman, sat up straight eyes on the schoclmaster., Munuswamy
waited a full silent moment. Then he announced carefully, precisely:
"Sc¢hool is dismissd® . . .

"Raman, wait a moment." Munuswamy spcke as the woodeutter's son, last
in line, reached the door . . . "What is it today? Fables? Legends?
Feetry?" +the schoolmaster demanded,

Raman grinned shamefacedly and ducked his head, "Stories, sir, sto-
ries about heroes of aneient India. Just seei”™ He reached inside his
shirt end drew out 2 small booklet, worn and smmudged with dirt ., . ,

Y, %eith, Rifles for Waitie (New York: Thomas Y. Crowell Company,
1957)| Ppa 1“‘2:

SNewman and Oliver, op. cit., p. 105,



"Raman, you are one of the best readers in the school . , . You are
also one of The worst in arithmetic . . . Reading is all very well.,
But--" Iamuswamy rapped his stick against the wall, and Raman gave a
start, "--how will you sell wood when you are grown, if you cannot keep
accounts? Feow will you buy in the bagzaar, if you do not know whether the
shopkeeper gives you the correct change?"6

[The episode coneludes shortly with the schoclmaster's assignment to
Raman for the following day.]

The Journalistic Historical Narrative

This form of case study is told much as a news story. It is a narra-
tive of concrete events with no conscious affort to create a plot or charac-
terization., It may be a day by day account or an eye witness report and
often describes the actions of institutions as well as individuals.? &

Fire{ The fearful word spread from the metal tongues of bells to the
lusty tongues of men, to the shr;ll tongues of women, and to the trembling
vhispering tongues of children.

The lumberyard was on fire in the shadow of Saint Paul's Church, on
Broadway., Sparks flew up with the wind and swirled around the church
steeple, Lesather water buckets passed éuickky from hand to hand from the
well on Broadway to the engines' boxes. The men at the engines pumped furi-
ously to send the water in the boxes racing‘through the pipes. The half=-inch
streams of spray flew against the flaming enemy. The people battled cn for
hours., They remesbered the fire that had almost destroyed the city when
General Washington retreated befﬁre the British in 1776, The war had passed

by and lefi the city almost whele, but the fire hﬁd not passed by, The

6S. L. Arora, "What Then, Raman?" (Chicago: Follett Publishing Com=
pany, 1960). PP+ 6"12-

Mewman and Oliver, loc. cit.
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people remembered the many fires before that time and sinece, and their brav-

ery in fighting the blaze was mixed with fear,B

Documents

These may include court opinions, speeches, letters, diaries, trans-
ceripts of trials and hearings, laws, charﬁers, contracts, and commission
reports., Following is.an excerpt from "Part I, Itinerary" of Report of

Explorations for a Railway Route Near the Thirty-fifth Parallel of North

titude from the Mississippi River to the Pacific Ocean by Lieutenant A, W,

Wnipple, 1853-4, It was found in Volume ITI of Renorts'ggiExplorations and

Surveys, United States War Department,

September G9=Camp 39-- . . . After leaving camp we crossed a spur of
hills that approached the river, and again descended to the valley, which
became wide and contained good grass and clumps of trees., Six miles
breught us to the mouth of a wooded creek . . . Here were the remains of
an extensive Indian encampment, with "signs" quite recent. The crotched
sticks of hundreds of wigwams had been left standing., The grass was
closely cropped, and the trails to the river were large and fresh., Wild
grapes were again abundant . . . We soon entered upon a large Indian
trail, which , . . brought us in sight of an Indian village., Great
excitement was produced, each one being desirous to be among the first to
sncounter the strangers, The Indians met us at "Valley River", a rapid
stream, flowing into the Canadian a hundred yards below. A curious scene
was now presented, On one side of the stream was collscted a crowd of
wild Indians, apparently in great excitement; and on the other, our cwn
party; each ignorant of the others and their designs. The Indians were
evidently prepared for battle; decked out in their gayest attire, mounted
on spirited horses; holding bows in their hands, and arrows between their
fingers, As we advanced Vincente thought proper to place a white hand-
kerchief at the end of a ramrod, and wave it as a signal. Upon sight of
the banner the Indians set up a shout and rode rapidly to meet us. They
called themselves Kai-o-was, and professed friendship. They looked
splendidly as they rode from point to point; their horses prancing, and
their gay silver trappings glittering in the sun . » «

Ssdapted from Fire-Fightin' Mose by H. W. Felton (New York: Alfred A.
Enopf, 1955), pp. 4#=7, an account of a fire in New York City in the early
1800's.

Pnited States War Cepartment, Eeports of Explorations and Surveys.
Vole IZL (Washington: Beverly Tucker Printer, 1856), pp. 30-1.




Research Data

These are reporis of experimental and survey studies with statistiesal
data that can be used as empirical evidence in the testing of factual claims,
Théy are useful for teaching various skills involved in the reading of graphs
and tahles, Generalizaticns concerning the data may be reached inductively

by the children f:!:{em the raw data rather than through secondary sources,10

DEATES CAUSED BY NONTRANSPORT ACCIDENTS 1966

Type of Accident Total Deaths Homes All Other Places*
accidental poisoning 3,931 2,070 1,861
accidental falls 20,066 10,119 9,947
falls on stairs 2,165 1,753 412
falls from ladders 333 2054 129

accident caused by
cutiing or piercing
instrument 137 78 59

accident caused by
electric current 1,025 295 730

accident caused by
fire & explosion
of combustibles 8,084 6,635 1,448

zocident caused by
fircarms 2,558 1,330 1,228

*Includss farms, mines, quarries, industrial places, recreational sitss,

streets, highways, public hlildirﬁs, residential institutions, and other spec-
ified and unspecified locations,

Texts

The text describes general phenomena and institutional trends,

10fewman and Cliver, op. cit., p. 111, -

11United States Naticnal Vital Statisties Division, Vital Statisties
of the United States: 1966, Vol. II (Washington: Government Printing Office,
1968)' P- L}‘“’é t& ‘4‘"“11'




Details and specifics about individuals are included mainly to illustrate
generalizations. The text may explain, by giving definitions, causal theo-
ries, and explicit reasons, the occurrence of the event it describes. It
presumably offers objective information which many uncritiéal readers sccept
at face value., It differs from a conventicnal textbock in that it focuses on
a narrower range of events,12

At this time all the cecunties and some of ths towms in Great Britain
had the right to send representatives to Parliament, so all the counties
and some of the towns had a say about what laws were made. But the colo~-
nies were not allowed to send representatives, so they had no say. Par=-
liament simply enacted whatever laws it saw fit, and the colonists had to
obey. This was not bad as long as the laws applied to 21l Englishmen
alike, whether they lived in England or in Virginia; but when Parliament
passed tax laws that applied only to the colonists, not to ths pegple of
England, trouble started,

The most famous of these laws, called the Stamp Act, was passed in
1765, In itself, it wasn't a bad law. Today the United States has sev=
eral stamp acts that people obey without a rurmur. For instance, every
pack of cigarettes, every deck of playing cards, and every bottle of
whiskey, gin or brandy carries a revenue stamp that the dealsr must buy
and stick on before it is sold., He adds the cost of the stamp to the
price of the article, so in the end it is rsally the purchaser who pays
the tax., The Stamp Act of 1765 required stamps to be stuck on legal
documents, insurance policies, ship's papers, liscenses, and newspapers
and pamphlets, and agents were to be appointed throughout the colonies to
sell the stamps,

It was really a convenient way of raising money, and the price of the
stamps was not too high. That wasn't what caused the trouble. The
trouble was that here was a tax law applying to the colonists and not to
Inglishmen in England, yet the colonists had had no voice in passing it.
So they raised the cry, "Taxation without representation is tyranny!" and
refused to obey.13 ' 3

HCW CASE STUDIEZS MAY BE USED

Case studies may be used as illustrations and examples of facts and

1%jewman and Oliver, loc. cit.

13z, W, Johnson, America is Born {Baltimore: William Morrow and Com=
pany, 195%), pp. 199-20C.
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generalizations the teacher wishés her pupils-to know. Embedding the facts
in an exciting or dramatic narrative may enhance pupil interest in and,rstep-
tion of the facts, Case studies may aid in conveying the meanings of defini-
tions and technical terms such as "boycott" or “supply and demand®. They may
also be used to support certain prescriptive conclusions or meral lessonsi
"We must promote more effective safety mezsures in our homes"; "The British
Parliament acted unjusily in dealing with the American colonies".

Cases may be used to provoke thought on unresolved issues. Using them
in this opsn-ended fashion often stimulates inquiry into and debate on unre-
solved questions of fact, definition and policy judgement: "Are the schools
in other countries as good as the ones in the United States?” To answer such
a question students would have to resclve such definitional issues as "good
' in which ways--facilities, preparation for adult life?" and come to grips
with the question "Does difference indicate inferiority?" Questions such as
"Has farming changed radically in the past hundred yearst" and "Is life for
children harder today than long age when Jeff Bussey lived?" can be raised,
end the various case studies used to substantiate the pupils' answers, rather
than to illusirate the teacher's principle that "Farming has changed greatly

in the past hundred years."

The purpose of inguiry into issues of this nature is not to have the
pupils learn or discover the correct answer. Rather it is to have the stu-
dent analyze the data presented on behalf of various positions, or take a
position and justify it rationally. The student is evaluated not on his mas-
tery of facts, but on the rationale he gives to justify his position. Teach-
ers have to be willing to accept rationally justified positions that disagree

with their owm, and a student should accept the teacher's opinion only if it



is adequately supported by rationzl justificaticn,

Some styles of case study lend themselves more appropriately to cer~
‘tain uses than others. Some, such as research reports or documents, mey tend
to answer more guestions than they raise, and cases like the story or
vignette may be more conducive to provoking discussion than the text. In the
end, however, the teacher's objectives and attitudes toward ingquiry are the

main determinants of how the cases will be used,l%

Uyewman and Oliver, op. cit., pp. 112=-3.



CHAPTER VI -
THE SIMULATION GAME
INTRODUCTION

Simlation has been used successfully and effectively in areas such as
engineering, flight training, and combat training. It has recently proved
useful for training and research in the social sciences, Even more recently
it has;beEn tried as a teaching device in classrooms from universities to
grade schools,l Likewise games as teaching tools have been used for some
time in education to dramatize materials or stimulate pupil interest. »The
idea of the game, a device having a competitive structure, rules for playing
and a means of designating a win;er or winners, has been joined with the idea
of simulation, the creation of certain representative elements of a real
social situation or process so that the participant mist make decisions and
operate as if he were in the larger environment.?

For several years educators at Johns Hopkins University, Northwestern,
Yale, the Western Behavioral Scisnces Institute, and other places, including
their own classrooms, have developed, tried, and experimented with simulation
games.3 Some have utilized the computer, such as The Sumerian Game and the

Free Enterprise Game developed by the Board of Cooperative Educational

1k, Guetzkow, Simulation in Social Sciences: Readings (Englewood
Cliffs, New Jersey, 1962}, pp. 1-3.

23, S. Boocock, "The Life Career Gane," Personnel and Guidance,
L6; 328, December, 1967, -

3s. S, Boocock and J. S. Coleman, "Games with Simmlatsd Environments
in Learning," Sociology of Education, 39:220, Surmer, 1966,




38

Services in Winchester County, New York and International Business Machines.
Others have been fairly complex and have had maps, cards, tokens, and the
like to use when playing the game. Such simulations a}e generally best used
with youngsters junior high level and up although some have been devised for
elementary school children., The simulations described in this section
require materials that the teacher might easily obtain at school and were
used several times in éonjunetion with the intermediate grade social studies
programns. Some games, such as The Empire, Steam and Hunting, developed by
Clark Apt and associates in Cambridge, Massachussetts, have simulated the
past while some, like the Life Careers game, have projected the student into
sitnations which he mist meet in the future.

The main value of simulation games has ﬁroved to be the interest they
generate among the students who participate in them.h Although this may be 2
sufficient recommendation for their use in itself, educators.uho have used
them also believe the games may hslp youngsters, especially those from under-
privileged backgrounds, see that they can control the future to 2 certain
extent by their decisions, and that any consequences suffered may be a result
of their own actions or inactions rather than the capriciousness of society.
A premise of the simulation game is that persons learn better by experiencing
ihe consequences of their actions rather than by being told,> It is hoped,
too, that retention and transfer may be heightened since the student has a

reason to remember and apply certain information in a motivating situation.

e, =. Cherryholmes, "Some Current Research on Effectiveness of Educa-
tional Simulations: Implications for Alternative Strategies," American
Behavicral Scientist, 10:5, October, 1965,

5J. &. Coleman, "Learning Through Games," N.E.A. Journal, 56:69,
Jamiary, 1967,




Moreover simlation games can vividly dramatize to students concepts which
are often glibly verbalized and hazily understood; such as inflation and
socizl conflict. They mzy also bring about an awareness of the many, often
conflicting, forces of motivation which have acted to influence man's exist-
ence.6 Some resesrchers cite examples of atiitude changes resulting from
participation in such simulation games as Sunshine and The Life Career Game,
For exszmple, after playing the Life Career Game more students felt that col=
lege was necessary to get ahead and more felt that women should be allowed a
career as well as a family if they so desired.’ In addition, the game gives
the pupil a set of realistic social elements with which to experiment as he
peays out his role during the simmlation. Afterwards he may choose to mani-
mulate certain aspects and rules of the game to see if, for example, giving
the parent less power to punish would make a difference in the resolution of
conflicts in the Parent-Child Game which simulates a superordinate=-
subordinatz power system.8 Finally games may be useful in practicing mathe=-
matical and reading skills as well as social-thinking skills,?

The literature on simulation was not completely complimentary. Kraft
specifically criticized the Legislature Game, and simulation games in general,

for obscuring reality and not teaching as much, or as well, as supporters

68. Brodbelt, "Simmlation in the Social Studies: an Overview," Social
Education, 33:178, February, 1969,

7Bcocock, loc. eit,

8¢, S, Stell and S. S. Boocock, "Simulation Games for Social Studies,"
Audiovisual Instruction, 13:1840-842, October, 1968,

FColeman, op. eit., p. 70.



maintained,1® Kardatzke admonished teachers to check the validity of a game,
when considering its use, to be certain it is as clese to reality as possible,
especially for the prineipzl understanding to be gained from playing it. He
did admit that teachers of younger children may have Lo resort to very rdi-
mentary models of procedures and that the reaiism of the key concept was more
essential to a game's acceptability than the inclusion of other details pres-
ent in the real situstion, but which would only complicate and obscure the
main learning of a simulated environment. He also pointed out that these
eriticized departures from reality might serve as an effective comparing-

contrasting exercise to the real world and as an opportunity to develop crit-

11

2

ical thinking.
When using a simulation game for the first time Boocock and Coleman
recommended beginning with a very simple version of a2 game which can be
learned quickly and then adding successively more complex versions, One of
the games described in this chapter illustrates this well. It is the Inter-
national Trade Relations Game which is Tairly uncomplicated and takes half am
hour tc play. This game can be followed by the Land-lccked Nations Game and
the Parent-Satellite Game each of which are slightly modifisd and refined to
demonstrate more complex relationships between nations. In this way the ini-
tial hurdle of getting into a game is not teoo disccuraging, and learning of

more difficult concepts can occur as the game sessions proceed.,l? Host

107, ¥raft, "Pedagegical Futility in Fun and Games," N.E.A. Journal,
56:71=2, Jamuary, 1967.

D5, Kardatzke, "Similation Games in the Social Studies: the Reality
Issue," Sccial Education, 33:179-80, February, 1969,

s = s
iZ2Boocock and Coleman, op. cite; p. 224,
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authors felt that post-game discussion was essential in assuring that the
pupils gained the desired understandings. The teacher's questions should
guide students to discover the general principles unde?lying the game., This
might be accomplished by asking the highest and lowest scoring persons or
teams to describe what they had done. Students might then compare strategies
and analyze the differences. The next level of generalization should be to
the social phenomena simulated to evaluate how well the game actually por-
trayed reality. A third levsl of generality would be from the social model

represented by the game to other social relationships.13
EXAMPIES OF SIMULATION GAMES

International Trade Relations Game

The concept to be developed from this game was that underdeveloped
nations are weak economically compared with the industrial nations in the
modern world. The class was divided into six groups. Two groups had six
children, three groups had four children, and one group had two children who
were to act as teacher's helpers, Paper, scissors, rulers and crayons wers
distributed to the two larger groups, whils the three smaller groups received
a supply of play money and a larger supply of paper than was given to the two
larger groups. The children were told that the session was to be a soecial
studies lesson with a serious purpose and that the large groups represented
modern indusirizl nations such as Great Britain or the U.S.S.R., while the
small groups represented modern non-industrial nations such as Nigeria or

Malaysia. The children were further informed that each group was to compete
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with the others in trying to provide items thz teacher listed on the board.
Within the z2llotted thirty minutes esach group was to try tc £ill as many of
the teacher's requests as they could. Some of the items reguested were a
certain amount of play money, a six inch black crayon line on white paper,
a cut out paper triangle colored blue, and a cut out paper rectangle five
inches by two inches, colored green. The dimensions and color of the items
had to be exact and would be checked by the helpers, while ths teacher
observed the activity and wrote additionél requests on the board., It was
soon apparent to the players that no one grovp possessed all the materials
needed to £ill the requests and thal trading would be necessary. Ground rules
te be fellowsd weres

1, Trade negotiations could be carried on onlj at a special negotia-

tions table located near the teacher.
2. Only one child could absent himself from each assigned table at
any one time,

3, All trades were final and no 1e;se agreements were allowed.,

L4, Dimensions and colors of "manufactured goods™ must be exact.

5. Crayons and rulers could not be broken into parts to be traded

or ussd.

The children in the two grouprs initially provided with a “manufacturing capac-
ity" (secissors, cra:;rons, rulers) quickly learned to maintain their advantage
by not trading their manufacturing tools for "raw materials" (paper). During
the initial trial of the game one of the small groups was able to trade paper
and money for a crayon and ruler, but this did not happen during repetitions
of the game. Instead the larger groups traded finished products needed by the

smaller groups for ever-=increasing supplies of play money and paper. As
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expected, the large groups far ocubdistanced the =mall groups., In the lively
discussion that followed the children readily drew znalogies between the game
experience and the dilemma of undercdeveloped nations in the indusirialized
twentieth century. A flood of guestions was lcosed and ressarch was enthu=-
siastie. At one point in the game a "war" (fist fight) nearly developed over
a difficult trade negotiation between ore large and two small groups. The

incident made clear one possible source of conflict bstween nations,1%#

Inflation

The purpose of this game was to demecnsirate how the supply of meney
&nd the supply of things-to-be~bought influence prices, It was used with a
sixth grade class., The class was divided so that there were six groups each
having {our children and one gro;p with two chiidren who were to serve as
teacher's helpsrs, The groups wsre seated in clusters spaced about ths room
and were teld they wsre competing te f£ill the maximum number of teacher
requests in the allotted tims., BRules like those used in the Trade Relations
Game were in ferce. Regquests were similar to those for the Trade Relations
Game, but were written ahead of time on tag board. Some examples were two
triangles three inches on a side cut from yellow paper and colored red, e
square two inches on a side drazwn on white paper and colored green and three
goid certificates (dittoed paper meney), the word "Inflation" printed in neat
one inch block letiers in orange crayon on yellow paper plus six gold certi-
ficates, a circle five inches in diameter cut from white paper and colored

red, and ten gold certifiecates in perfect condition. There were more

140. Christine and D. Christine, "Simalation, 2 Teaching Tool," Ele-
mentary School Journal, 67:396-8, Hay, 1957,




requests than groups so that halpers would be able to replace filled requests
with new ones., It was helpfuvl to have examples of each request attached to
the ocak tag sheet con which it was written. Materials were distributed as
follows: Croup one - scissors, orange crayon, ten sheets of white paper,
twenty gold certificates; Group two - compass, ten sheets white paper, ruler,
blue erayon; Group three - compass, ruler, red crayon, ten gold certificates;
Group four - scissors, green crayon, ten sheets of white paper, ten sheets of
yellow paper, ten gold certificates; Group five - ruler, orange crayon, green
crayon, ten sheets of white paper; Group six - red crayon, blue crayon, ten
sheets of yellow paper, ten gold certificates,

As soon as the materials were distributed to the pupils, the teacher
helpers taped the teacher requests beneath the appropriate group names.
~ Group one got request one, group two got request two, and so én. The chil- .
dren saw immediately that no group could fill its entire request with the
materials on hand, and trades were arranged at the "negotiations table" which
consisted of three desks and six chairs, Only one member from each group was
allowed to go to the negotiations table at any one time, Crayons, drawing
tools, paper, scissors and gold certificates were traded in a mixture of
barter exchanges and money agreements,

Whenever any group successfully complsted its assigmment, the finished
product was presented to one of the teacher hLelpers. The teacher helpers
checksd colors, sizes, and shapes for accuracy. If the product was satisfac-
tory the teacher helpers noted.tﬁe fact after the group number on the chalk-
board and taped a new teacher request under the group number,

Initially, the fifty gold certificates distributed to the children

were treated largely as relatively valueless trading material, The groups
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needing certificates to fulfiil their teacher requests knew they could obtain
them easily through inexpensive trades, Howevar, as succeeding requests
demanded more and more certificates, the paper money took on greater wvalue.
Two certificates which at the beginning of the game brought only a few sheets
of paper suddenly bought a highly valued compass.

To make this change in money values more obvicus the teacher began to
reward each group filling a fequest with a bonus of five gold certificates,
This, in effect, inflated the currency and a low-status piece of yellow paper
was soon being traded for five gold certificates, lMinutes later one child
demanded--and got--thirty gold certificates for the compass that had previ-
ously been traded for two gold certificates.

As fulfilled teacher requests poured in, the number of gold certifi-
cates in the room greatly increased. There were gold certificates in pockets,
gold certificates crammed into purses, gold certificates littered about the
floor, gold certificates floating in the air, At this point in the game a
low demand piece of yellow paper was traded for thirty well-circulated gold
certificates, |

When the gold certificates had reached near worthlessness, the teacher
stopped the game and announced the rule that only certificates in perfect
condition would be acceptable for presentation to f£ill teacher requests,
Certificates that were dirty, dog-eared, folded, or torn would not be
accepted. She also anncunced that the bonus of five gold certificates for .
filling teacher requests was being stopped. —

The anmmcouncement resulted in a near stoppage of trading activity while
the children sxamined, smoothed, and mourned their far from perfect gold cer-

tificates.



Then the game was resumed and continued until the inflation had
abated, Near the end of.the game--which lasted a total of fifty minutes--two
of thelfew usable gold certificates would buy several pieces of yellow paper.
, In the discussion following the game the children were easily led to

see how the supply of money and the supply of things-to-be-bought influence
prices, Their questions concerning the real world included: "Who gives out
the gold certificates?", "Who writes ths things on the board?", "What happens
to money when it gets lost or burned?", "Who decides how many gold certifi-
cates to give outi®

These are useful questions for the teacher who wants to make the prob-
lem of inflation meaningful to his students. Inflation haunts near1y ;wary
underdeveloped nation in the world, It was one of Lenin's major problems in
the Soviet Union of 1923 and it has been a problem in Great Britain today.
For teachers of United States history the inflation game can be used to demon-
strate the currency problems of the American Revolution, the economic panic
of 1837, the “greenback" issue of the Civil War, the less dramatic but none-
theless important economic movements in the 1870's and 1880's, and ths eco-
nomic boom of the 1920's.

Discussions based upon the children's sirmlated expsrience with the
problem of expanding and contracting money values helps them to glimpse the
functions filled by the Federal Reserve Board, The Federal Reserve Banking
system, the Internatiénal Monstary Fund, and otherlagencies designed to regu-

late the mevement of monqy.15

15¢, Christine and D, Christine, "Four Simulation Games That Teach,"
Grade Teacher, 85:109-11, October, 1967,
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Preduction Line

This game was designed to demonstrate to sixth-graders the methods of
preduction-line manufacturing and the greater efficienby of the production
line as compared to the output of individual crafismen.

The children in the class were divided into nine groups. Two six-
pupil groups competed with six two-pupil groups in manmufacturing wvarious
simple paper cut-out designs. One group of two children served as teacher
helpers,

The children were told that each group was to prepare as many teacher-
assigned cut-ouls and drawings as possible in a ten-minute periocd.

The products of three of the two-pupil groups were counted as egual to
one six-pupil group to offset the different group sizes.r Communication and
cooperation between groups was not allowed, and the children were told that
the things they were to make would not be accepted unless the completed
projects conformed exactly to the specifications given.

Each of the eight groups was supplied with a stapler, 100 sheets of--
paper, six pencils, six rulers,; six red crayons, and six pairs of scissors,
The teacher helpers were assigned to inspeect all finished products and to
keep score of the number of products successfully completed by eaéh group.

" The game began when the teacher displayed & card requesting the chile-
dren to make four-inch paper sguares, colored red, and stapled in neat stacks
of five squares each, The childrén set (furiously) to work, If a leader in
cne of the six—chilé groups organized a production 1iné on his own initia-
tive, then his six-child group outproduced the other groups by a wide margin,
Scmetimes this happened in the first ten-minute session. At other timss the

six-child groups worked doggedly as individuals and produced no more than the



average production of three two-child groups. If the latter happened, the
teacher would arrange each six=-chiid group in a single line behind a row of
desks and set up a production line for them, She would set one child to
drawing four=-inch squares on paper, have the next two children color the
squares with red crayons., A fourth child in the line would cut out the
colored squares with the scissors while the fifth child stacked the squares
in neat piles of five and tastened them with a staple. The sixth child would
be assigned to deliver the finished stacks to a teacher's helper.

Following the initial ten-minute heat, two additional ten-minute ses-
sions were run., During these the now smoothly cperating six-child production
lines presented many more completed stacks of stapled red squares to the
teacher helpers than any three of the two-child crafisman groups did.

Later discussion of the game uncovered complaints from the production
line groups of "sore hands" and boredem with their assigned tasks which
illustrated to the children the dulling effect of production line work.
Questions concerning working conditions, line tie-ups, efficiency measures,
and start-up capital requirements came up and were discussed in the chil-
dren's language. These questions and the general game experience were usad
later when the class researched and discussed modern labor movements, capital
resources, and the interdependence of peoples in industrial societies, Some
of the problems faced by underdeveloped nations, such as acquiring start-up
capital and educating their populations for production line work, were more

16

readily understood following the simlation.

16christine and Christins, "Four Simulation Games That Teach,™
_O_‘Qu c._:l.‘i:;’ pp; 112"143
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RECOMMENDATIONS FOR LEVELOPING STULATIONS

There are some advantages to e gained from devising shmilation games
both for the teacher and for the class which might decide to develop their
own game. The necessery research inte the social process chosen for simmla~
tion providss for great depth of understanding, and the simulation may be
designed to fit the spseific nseds of the class for a particular unit,

It is usually advisables to begin with a rather simple model of a
socizl process or event and move gradually to complex ones. First the
teacher must select the social process to be replicated and decide upon spe-
cific objectives to be gained by her pupils from the simulation. Shcsmay
choose whether her model will simulate a current, an historical, or a hypo-
thetical event, Selecting currént or historiecal happenings may provide for
valuable experisnces in compsring thes class expariencs to what actually hap-
pened or is happening, A hypothetical setting is reccrmended when one or
some of the player roles to be simuiated might cause unfaveorable reactions.
For example, if Russiz or Red China we;e two eountries in the game, only
their characteristies pertaining to the conduct of the game would be revealed,
and fictitious names should be used for all the couniries in the game,

Hext, considerable research is needed teo distinguish the essential
elements of the social process. Extraneous elements added to the model only
cbscure the similated process and make it unnecessarily complicated, A means
rmst be provided whersby the various relationships of power, influence, or
the like among the participants of the gams may be madé realistic, Usually
this is dene through some sort of units, materials, or information provided
each player or group.

Now the tzacher may writs a description of the social process to bs



similated which contains all the details to be included. Next the descrip-
tion is expanded to cover directions for the players and rules necessary for
conducting the game, The model constructed must not bé so simple that it
bores the group for which it was prepared, nor so complicated that it frus-
trates them,

It might be helpful to examine simulation games designsd by other
persons and to have some person knowledgezble in the process to be simulated
read and criticize the various revisions of the developing game. Finally the
game should be tested several times with a group or various groups of chil-

dren, and revisions made as necessany.17

17D, M. Garvey, "Simulation, Role-Playing, and Sociodrama in the
Social Studies,” The Emporia State Research Studies, 16:11-4, December, 1967.




CHAPTER VIX
SUMMARY AND CONCLUSIONS

There has been mich research done and many projects undertaken in the
field of social studies in the past ssveral years., It has seemed to many
persons that one area, teacher education, has not kept pace with the innova-
tive techniques and ideas generated by the research and projects.

Many of the recent revisions have been in the curricula for elementary
and secondary scheol social studies programs. Others have been aleng the
lines of teaching technigues and msthods to be used by the teacher, Three of
these techniques, inquiry method, case studies, and simulation games, were
chosen for discussion. ,

Inguiry is a methed not too unlike the excellent teaching that many
teachers have done for years, They have stirmlated their pupils to raise
questions and to seek answers which would aid in solving problems which were
of special interest to the class, Inquiry carries all this a step farther in
that the facts and data accurmlated in the search for answers are then organ-
ized and applied by the students, They evaluate the data to formulate gener-
alizations and tentative conclusions, The classroom atmosphere must stimm-
late creative and independent thinking, and it is hoped the students will
learn the skills of inquiry as well as the factual content of the course.
Exanples were given of ways in which teachers might foster the mode of
inquiry among their studsnts,

The use of case studiss in social science education is often similar
to and concurrent with the use of the inquiry approach., A case study might

be used to initiate an inquiry, or it might serve as information from which
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generzligzations might be formulated. Case studies are usually focused rather
narrowly to give detailed infoimation on 2 single event, person, or institu-
tion. There are several styles of case studies which may be used with 2ls-
mentary school pupils., They are the story, the vignette, the journalistice
historieal narrative, documents, research data, and texts. Zzch of these
types were discussed briefly and samples of them were given.

Simulaticn games have been used recently in slementary classrooms to
. stimuilats interest in the social studies and to give students a chance to
make decisions and operate in a simulated environment much as they would be
required to do in the larger invironmernt. As a highly motivating device, it
is hoped that these games may increase retention and transfer as wsll ;s
effectively demonstrate various sceial concepts to the student., There has
been some evidence of attitude changes as a result of participatien in sim-
lation games. There have been some who criticized simulaticn games for
cbscuring or distorting reality, but others have seen these departures from
and simplifications of reality as an effective vehicls for stimilating eriti-
ecal thinking as students compare and contrast the geme snd reality. Several
examples of the use of simulation games in the elenentary school were given,
fezomnendations and guidelines for developing such games were presentsd,
Some of these were: (1) select the social process to be simulated, (2)
decide upon specific objectives to be gained by pupils participating iniﬁhe
geme, (3) through considerable research distinguish ths essenfial elements-of
the social process desired, (4) write a detailed description of the scaiﬁl
proeess, (5) expand the deseription to include directions and rules for the
playe»s, (6) seek the advice and criticisms of persons knawleégeable in the

-

ocial proeess, (7) try the game with a class, and (§) make any necessary

(1]

revisions,



It is hoped that through the discussions and models presented that
teachers and teachers of teachers may become more familiar with these three
innovative methods of instruction--inguiry method, siﬁulation, and case

study, and perhaps incorporate something of them into their. teaching.
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There has been much research done and meny projects undertaken in the
field of social studies in fhe past several years. It has seemed to many
persons that one arsa, teacher education, has not kept.pace with the innova-
tive techniques and ideas generated by the research and projects,

lMany of the recent revisions have been in the curricnla for elemenfary
and secondary school social studies programs.. Others have bsen along the
lines of teaching techﬁiques and methods te be used by the teacher. Three of
these techniques, inquiry method, case studies, and simulation games, were
chosen for investigation.

Inquiry is a method not too unlike the excellent teaching that many
teachers have done for years. They have stimulated their pupils to raise
questions and to seek answers which would 2id in solving problems of special
interest to the class. Inguiry goes a step farther in that the facts and
data accurmilated in the search for answers are then organized and applied by
the students. They evaluate the data to formulate generalizations and tenta=-
tive conclusions. The classroom atmosphere must stimulate creative and inde-
pendent thinking, and it is hoped the students will learn the skills of
inquiry as well as the factual content of ths course, Examples were given of
ways in which teachers might foster the mode of inquiry among their students.

The use of case studies in social science education is often similar
to and concurrent with the use of the inquiry approach., A case study might
be used to initiaste an inquiry, or it might serve as information from which
generalizations might be made. Case studies are usually focused rather nar-
rowly to give detailed infcrmation on a single event, person, or institution.
There are several styles of case studies which may be used with elementary

schocl pupils. They are the story, the vignette, the journalistiec



historical narrative, documents, research data, and texts. Each of these
types were discussed briefly and sampies of them wsre given.

Similation games have been used recently in elementary classrooms to
stimilate intersst in the social studies and to give students a chance to
make decisions and operate in a simulated environment muck as they would be
required to do in the larger environment. As a highly motivating device, it
is hoped that these games may increase retention and transfer as well as
effectively demonstrate various social concepts to the student. There have
been some who criticized simulation games for obscuring or distorting
reality, but others have seen these departures from and simplifications of
reality as an effective vehicle for encouraging criticzl thinking as students
cempare and contrast the game and reality. Several examples of the use of
simulation games in the elementary school were given. Recommendations and
guideiines for developing such games were also presented.

It is hoped that through the discussicns and models presented
teachers and teachers of teachers may become more familiar with these three
innovative methods of instruction--inguiry method, simlation, and case

study, and perhaps incorporate something of them into their teaching,



