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ABSTRACT

The study view$ political learning as having two divergent
components, political education'and political sociaiization.
Po]iticéi socia}izatfon is a process of values allocation in
which beliefs are.trangferréd fron one”genefation to another.
Political education concentrates‘on questioning values thrnugh
critical.inquiry in which social 1Ssuesﬁare’yfewed as subjects
for analysis. Political education.concentrates on subjective
- analysis while political socialization is more inclined to be
objective in nature and presents society as a mechanism to be
Tearned about. o .

It is suggested that as an objective exercise, political
socialization is a process which conld be inclined to aiienate
its recipients.' In presenting the society'and in particular its
political aspects, as a set of estab]ished va]ués to be 1e§rned
and understood, political socialization discourages participation -
in the political sense. This‘fs accomplished when participation
is circumscribed by socialization to certain'activities, principally,
voting. Due to this limited understanding of participation political
activity beyond voting is less 11ke1y and politics becomes increasingly
incomprehensib]e.1vCitizens are removed from actiVe participation to

become, 1n‘effect,:an audience. This lack of invo]vement can lead

*
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to apathy or confus1on towards political matters The studyprSits
that such po11t1ca1 behav1ours are man1festat1ons of a11enat1on

These theoretical cons1derat1ons prov1de a framework for the
exam1nat1on of soc1a1 stud1es curr1cu]a in British Co]umb1a Thesez
:curr1cu1a may be agents of soc1a11zat1on and hence conduc1ve to
-a]1enat1on 1n students |

The study pr0v1des an ana1ys1s of three curriculum documentsb
accord1ng to a framework wh1ch ascertawns ‘the degree to wh1ch a
curriculum is inclined to p011t1ca1 soc1a11zat1on or p011t1ca1
education. | ‘ o |

The ana]ys1s undertaken by the study determined that since
1950 British Co]umb1a has had in p]ace soc1a1 studies curr1cu1a which
- have been 1nc11ned to political soc1a11zat1on and were, therefore,.
conduc1ve to political a11enat1on 1n students The study 1nd1cates
a 1979 draft curr1cu]um presented by the M1n1stry of Educat1on is a
curr1cu1um of political educatlon It was conc]uded that this curri-
cu]um is different in or1entat1on than the two previous social studies

- curricula prescribed‘in British Columbia.
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Chapter One
" INTRODUCTION

A) Background to the Probiem

In the 1960 S and eariy 1970's the development of social education
curricuia and materiais was primarily gu1ded by a belief that the key to
understanding society and to teaching.soc1a1 studies was an apprec1ation
of the academic disciplines thatfconstitute the socia]‘studies. Once
students understood how geographers, for example, examined the human
' iandscape, it was assumed that they, as citizens, would then be able to make
more responsible decisions based upon a disciplinary form of 1nqu1ry.-

In the courses which taught the inquiry approach to learning, the emphasis
tended to be on the processes{of the subject's study rather than on the.
content of the course. |

Barr, Barth and Shermis (1977) contended social studies courses
emphaSized the soc1a1 sc1ence disc1p11nes and a form of the sc1entific
- method. The new courses of the sixties and seventies were concerned with
the hOW'andehy of learning, whereas earlier courses most often emphasized
oniy content‘or the what rather than the why. These content oriented
courses are. described by Barr, Barth and Shermis (1977) as having a primary
concern for citizenship transmission. |

This study contends that in terms of citizenship training both the
transmisSion approach and the inqu1ry method may in fact be means of

socialization. In other words social studies curricula have been more



concerned with passing on political standards and beliefs fo stﬁdénts
-than they have with the more pureTy.edUCafive»prbceéses of critica] inquiry,
énrichment and self awareness. - The inquiry approaches popular in the
sixties and seventies tended to scientific inquiry, avoided critical
approaches and emphasized the process,éf 1e§rn1ng. Older courses were
more concerned with information and answers or more recently, sCientific.
~1nqu1ry. As a result they avoided critical approaéhes to so;ia] issues.
Political education ahd political socialization are the two terms
this étudy useé to differentiaié between traditional content or process
oriented courses 1n'socia1 studies and those.whfch emphasize critical
inquiry. Po]iticai education fs a process of critical 1nqu1ry whi;h
emphasizes citiienship as a participatory activity. Political socia]ization
is the conventional orientation of thevsocia1 studies which provides
in%ormation and answers. Through a process of passing on normative
standards and beliefs po1ti§a1 socialization encourages citizenship
“based on obedience and tradition.

As distinct forms in social education political socialization and .
political education provide po]itfca] and social consequences. For
examp]e»Tomkiné (1977)vsuggests a consequence 6f political socialization
to be the strong regional éense of 1dent1fication and weak sense bf
national identity among Canadian students. Tomkins refers to such political
ébcia]ization as a'social cleavage effect in Canada. Moreover he wonders
if the knowledge acquired by Canadian students has any effect on their.
political attitudes. Perhaps the pgrochia] attitudes of Canadfan youth
- of concern to.Tomkins are a resu]tnof:our approach to political 1earn1ng;
which éimply does not challenge attitudes and only preseﬁts knowledge as

facts and information.



A]fhough avoiding allocation of values, political education considers
1earnfngAas é process of challenging beliefs and making choices. 'This
§0u1dAwe11 have the effect of breaking_down parochial attitudeé. It may
not address Tomkin's specific concern about 1ack:of national identity
but the point remains fhat the worth of a national identity becomes open
to quéstion if po]itica] learning is a process of education and not
~socialization. In this réspect then the political consequence of the
‘Tearning may be quite different and could in fact be contrary to avnatiohal
concept. A rationa]istic rather than critical orienfatidn to society
typical.df political socialization emphasizes the comﬁ]exity of social
and po]itica].affaifs and consequent]y.disinc1ines citizens from action.

i Either of these orientations then has obvious implications for. social
education and its citizenﬁhip component. | |

The approach to political socialization used in this study is some--
what atypiéa] in that the concept does not refer to all po]itica] 1earning;
Viewed as a specific type.of political 1earning*1t is a process which
‘brings individuals to-accept the conventiona] mqra]s and values of the
political system. Patrick (1977) points oﬁt that there is a distinction .
rather than an equafion betWeen political socialization and political
education. | | |

A basﬁc premise of this study, is that the failure to distinguish“
between po]ifica] education and pd]itiéa] socialization prohibits an
éxamination of the conflicting forces ofvmaintainance and change in
schools. Attempts to keep things as they are and learning experiences
geared to develop human cépabi]ities to initiate and manage change have

distinct political and social implications which a comparative ana]ysié


http://maintainan.ee

of political socialization and political education should identify.‘
| The crucial difference between political education and political

socializatfon is that the former is much_broader in scope. Learhihg
experiences in pp]itica] education can bé designed to fosfer cr{tical
and 1ndepeﬁdent'th0ught which tou]d lead to a rejectioh of“conventionai
political beliefs. Political socialization on the other hand pertains
to 1eafning experiences aimed at'shaping human potentialities for supporting
the pd]itita] order. | H

Alienation is another cqncept'which is central tévthé study and
underlines the Significance of the matter. A curriculum which is oriented
to po]itiéa] socialization is bne‘which is more inclined to be alienating,
~because it presents society and its iﬁstitutiohs as things to be learned
“ about rather than as a dynamic-structure in which citizens can act to
. change and modify structure. An a]ienating curriculum present§ society . =
as a complex structure, the effectjve control of which is beyond the |
actions of individuals. Such élcukriculum nurtures a citizenry whi;h"
“is unable and dis%nc]ined to att:po]itica11y.

Alienation can be viewed as a disinc1inétion to act in é social
qnd political sense that is the result Qf an estrangement from contemporary_
society caused by that Socfety's complexity. (Habermas, 1976). A curriculum
Which deals essentially with knowledge about thé comp]exitiés of society '
therefore could be described as one conducive 'of alienation. As society
brogressés in. contemporary modes of complexity, such as increasing divisions
of'lappur,ithe less rooted socjéty will be in the knowledge and conscience
‘6f>1ts citizens. Curricula which focusmupon coﬁb]exities adopt a ration-

~alistic orientation which emphasizes increasingly complex processes.of



‘research. As such, these curricula protect societies' institutions frdm
a critical examination on the part of citizens who often are too enraptured
_of rationalistic protésses to be astutely critica].A{

| A lack of understanding’by citizens due to}éociefies'overa11 ¢omp1ex1ty
compoundéd by a deffcient ;ritica] oriehtation toward society has obvious
implication for social education ahd its citizénship component. Citizens
Who are diginc1ined or unable to criticize, and hesitant to act politically,
often become alienated in a po]iticg];as well as a social sense. Political
alienation then is é conéequence of_the citizen role which is communicatedA
through political socializationThis 1s'ess¢nt1a11y objective -in natufe, |
and because of‘this'is an alienated role. |

The intent of this citizehship education is to have. students learn an
objective citizenship role. The possible consequence : of thfs education then’
is the'concern'which motivates this study. If political behaviour in our
society is conveyed to StUdents as an -objective and rational ope?étion,
and is’defined in terms of rules, tﬁen it would seem that more shbject1ve,
'rcriticél action 1is beyond those rules. If critica] action is not defined
or communicated as part of citizenship education, opportunities for
fundamenta] change are quite limited.

T.S. Kuhn's (1970) explanation of change in science and ﬁature serves
well in 111ustrating hbw change in society is particularly difficult to
accomplish. The existing paradigm for examining society will, of necessity,
carry on for a.]ong time, for unlike science, society is not subject to
accident in quite the same way. PhEnpmena arg-human, not natural, and
therefore always defineable in psycho1ogica1 tékms'or terms which are always j

débatab]e. Since 1ittle can be conclusively proven in social and political



terms, there is a ;ertaihiinertia which inhibits so¢1a1 change. Thisu
state of inertia in citizens is essentially a condition of a]ienatfon,
an inabi1ityvand an unwillingness to act. It is the'purpose of this study
tovdetermine,if thisia11enat{5n is fostered by social studies curricula.

There is implied heke a notion of citizenship which goes beyond
the position that a good citizen is one who is a law abiding person and
is politically active within a well esééb]ished set of parameters. These
conditions designate 1egitimateﬁcitizenship and tend to be activities which
'perpétuate and legitemize the po]itiCa1 system. - .

The concept of citizenship adhered to in this study follows naturally
_from the process of_po1it1ca1.education. In other words citizenship is
not determined by parameters. Th%s is a cTtizénship which is essentially
~a critical consciousness that leads to quéstibning the established parameters .
of citizen actions. Y‘ |

This notion fsvimb]ied in Laski's (1938) definition of citizenship
as the "contribution of our'instructed judgment to tﬁe common good. It
~may Tead us to support the state; but it may lead us also to oppose it."
(1938,p. 42).

The concern_which mqtivates this view of citizenship and points out
its significance is offeréd by Pranger (1968) when he exp]ainé that as.
western. democracies eVo]ve and become more complex, citizens are less
able to effectively participate and are most often in the role of occasiona]iy
participating spectatbrs removed from the exercise of power.‘ For Pranger
(1968) power removed from the cjtizens in this wéy takes on many of the
characteristics of authoritarianism. Typica]]j democratic values such as
individua] dignity'and 11bera1 education become more and more purely

mythica], contrived and tenuous in the world of reai action.



Such an eVo1ution of heirarchical authority remove§ pbwer from‘cftizens
and dfminishes opportunities for citizéns participation fn politics.  This
can signify the 1055 of key political values fhat can be sustained in
practice only when there is someone to practise.fhem. B

The'imp11¢ation Qf'éignificance t0 social studies éducators'ﬁere then
is thé naturé-of,the Citizenship role conveyed by the social studies
curriculum. If it is a role which is determined by parameters, does not
admit the possibility of Qpposing the state and portraysbcitizené as only
occaéionai parti¢ipants in political activity, thén the role alienates
citiiens from politics. Instead of education providing an intellectual
foundation for a démocratic citizenship, ft is more 1ike1y to encourage the

gréwth of authoritarian power. S K

B) Statement of the Problem

' The problem of this study is to examine whether the forms of a curricu]um
,1n avparticu1ar'subject area tend to foster a stafe of‘alienatTOn,in sthdents;
‘Thig‘pf_course assumes that a]iénation doe$ exist and is réf]écted.in a

notioh of'citizenship conveyed by a curricu]um_whiéh considers the citizen»v

as a participant aétivist. |

- In addressing the prob]em‘the study cbnsiders two questions:

- 1) To what extent are social studies:curricd]a’inclined either
| to bo]itica1,socia]ization<or political edﬂcation?_

~2) What curricular forms can be identified as alienating?

C) Major Concepts

The first research question addresses the extent to which a curriculum
is oriented to po]iti¢a1'education or'po11t1ca]“socialization._ Pranger (1968)

defines pd]itica] socialization as inclined to alienate because it objectifies



‘the poiitica] culture. - That ié, it presents an image of citizenky where it
is only possible to act W1th1n the system rather than to act on_it. The
system is an object reality, rather than a collection of questionable w
philosophical propositions. The political system therefore is an object

to which citizens must relate their actions, and as such are removed from
it in the sense that they must accomodate the system rafher than the system
accomodating tﬁeir diversity of views.

Opposite to po]itical'sotia]ization, Pranger (1968) posits political -
education as subjective in nature,;and consequént]yvdoes not present any
concept és truth. As évresu1t political education provides points froh
>’which one caa analyze and criticize all concepts. In political education
beliefs are presented "cafeteria style" for qonsideratidn. The artiff—
Ciaiﬁty of a political order is emphasized and the citizen is depicted és a
creative participant within the political order.

in determining whether or not a curriculum has a political education
'orientation or one of bo11tica1 socialization the second research question
examines how a curricu]qm form suggests the existence of alienation with
‘those who study it. This, in effect, is an attempt to link objectification
and socialization to alienation.

The examination of alienation in parficu]ar forms of curriculum will
_be based on an expanded notion of political socia]ization and'po]iticé]
educatidn as it has been advanced by Pranger and described in the conceptual
 framework.

The study will gna]yze three British Co]Umbia curriﬁu]um guides for -
social studies. The three curriculum guides are those introduced in
1950 and 1968 and the draft version of the guide for the curriculum to be
in p]ace by 1982. |



The analysis of each curriculum guide will be carried out using a

.~ framework based upon Patrick's (1977) "Dimensions of Political Education"
applied to his_"hew themes in social studies." Patrick's work is of
pakticu]ar relevance because tﬁe dimensions can be related to Pranger's ~
conception of pb]itiéa] education and subsequently to the notion of
alienation in this study. |

Patrick's "dimensions" anduﬂthemes" can be formed into a series of

questions which will be usgd tobana1yie the se]ected curriculum guides.

a) Is the know]edge'{n this curriculum based on social science
concepts? 'Is there knowledge in the curriculum which is
relevant fo the anaTysis of public issues? Is‘there'knowledge
which ié related to the legal syétem?

b) Are there 1n£e1iectua1 ski]]s which concentrate on:

b i) empirical inguiry?

ii) normative analysis?
~iii) moral reasoning?

c) Does the curr1cu1um prov1de opportun1t1es for social act1on
projects which involve students in attempts to- change institutions
and their po]1c1es?

d) Does the_curricu]dm contain some conception of:a society which is
in some respect better than the present society? |

These questions will be used to provide a descr1pt1on of each of the

three curr1cu1a The determ1nat1on as to whether or not the curr1cu1um is
one of political education will be made accord1ng to the degree to which

it is affirmative in terms of thesevquest1ons.
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The matter of“degree wi]]lEe established by comparing %he number of
political education concerns or aspects of the‘currjcu1um with other |
concerns which could be described as being more in the realm of po]itica]
" socialization. Each description of a curriculum will be presented as a

profi]e.drawn from Patrick's dimensions.

D) Limitations of the Study

~ This study provides a document analysis of three provincial Sdcia]
Studies curricula. The‘examinatioh is3bdsed on an analysis of what a
"~ curriculum declares should otéur. There js no analysis of What actually
_goes on.in a c]aséroom;b,
This type of an analysis suggests-that in the area of curriculum »
studies‘thé intents of a currfcu]um are of crucial concern simply given
“their moral implications. A curriculum is a direct attempt to influence
the thfnking:ofvits recipients. As such,intents oQght to be the‘subject
of some analysis or critical scrutiny. Students mﬁst take social studies
courses throughout their schooling. The curriculum in these courses is
entirely prescriptiVe, it allows_for few options. The view of the world
conveyed by such social studies courses must bg scrutinized if for no
:other reason than the monolithic nature of their mandate.
Another limitation of the §tudy is in its assumption that alienation
vis a human condition. There is no attempt to prove its existence or
magnitude. The study accepts Habermas' and Marx's describtions as indiéative
of the condition. A description of alienation is therefore detailed using
conventional définitions. The 'study then posits that a curriculum of a
certain type could bear some responsibility in enhancing 91iénation in its

subjects.
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Another aspect of the study which should be recognized as a Timitation
is that jt will analyze a given squect ared. Under consideration 15‘

. the Social St&dies currviculum in British Columbia since 1950. The coné]usions
of the study, therefore, will only bé applied to this jurisdiction. No
attempt is made td génera]ize about curriculum eithervin place or across
subject areas.

Similarly the study cdnsidérs ohly the secondary social studies
curriculum. In focussiné on 1ntents.1n curricula the sfudy is ultimately
concérned with a question of principle. That the elementary curriculum is
not considered does not devalue the concern that a curriculum which sets
out to socialize a]éo alienates. If even one curriculum in British Columbia
can be identified as an agent of alienation a fundamental weakness in social

education in this province has been laid open to question.

© E)  Summary
By adopting a non-conventional view of political éociaiization and by
e]aborating.oh thé‘concept of political education, this study analyses a
series of social studies curricu]um guides to determine‘whether or not
those guides could be deécribed as being conducive of political alienation.
Alienation can be derived ffom avcitizenship role which is limited in
the degree to which citizens pefceive they may participate in the exercise
-of political bower. The circumscribtion of effective citiienship participation
and its imp]icit:cdnsequences supplies the purﬁose of thisstudy. Hopefully
'it will offer some reflection on the role - - .social studies educators might
have'in'enhancing wﬁat may be a process of alienation raﬁher than education

or awareness.
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This study 5s_pr1mar11y 1ntérested 1ﬁ‘examin1ng crﬁtica]1y
the purposes of social studies curricula 1ntendéd to deVelop
citizenship. Such an examination suggests there is a need to view
citizenship és emphasizing a sense of critical awareness on the
part of citizens towérds the state. Sobia] studies in school
‘programs ﬁbre than ény other‘subject, can create critical awareness.
To ensure that, there is an obvious need for educators themselves
to be crftica]]y conscious of what they are doing. |

The following chapters pfovide a frqmewokk for and application
of, the concepts and problems introduced in this chapter. Chapter'
two sets out a framework for ﬁnderstdndihg political education
particularly as it re]atés to political sociéTization and a]iénation.
Chaptér three describes a procédure for document analysis and chapter

four undertakes the analysis.



Chapter Two
A FRAMEWORK FOR POLITICAL EDUCATrON

This chapter begins with a discussion of the various ways in
whiéh pb]itica] socia]izatfon is discussed in social educationa]l
1iferatufe. This is necessary because it is through political socialization
that the notion of’pOTitfca1 education can be clarified. Pranger (1968)
~posits a‘definitjon‘of political socialization which distinguishes it
from political education. In effect he offers two views of political
learning. Pojitica1 sécia]ization is described as a process of allo-
catioﬁ or transferéhte of political values. Political education, fqr
Pranger, avoids this traditional approach to political learning. One
of the purposes of thé éhapter‘is to explain in detail the differen-
'tiation between political socialization and political education as
‘suggested by Pranger. The focus=6n po]itica1.a1ienation is then set out
.as it relates to political educafjon and political socialization.. The:
chapter also presents a consideration of Titerature relevant to bo]itica]

education and socialization. The: survey is intended to provide
elucidation of the concepts central to the study as well as sbmé theoretiqa]
support for the contention political a1ienation could be a consequénce A

of political socialization.

A) Views of Political Socialization

Political socialization is a central concept of the study. This

notion fdrms the foundation because it is from the traditional definitions

13
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of bo1itica1 socialization thdt the'stddyﬁis able to focus on alienation
and particu]arvsocié1 studies chhicu]a.
| " Dawson and Prewitt (1969) posit political socialization as the
process through which a citizén acquires his own view of the political-
world. Thié commonly accepteq notion consfders the process as a way
in which one generation passes on political sfandards and bé]iefs to
succeeding generations. |

This notion of political socia]ization\is used by'Zurefk (1975)
to outline a range of approachés for socia1izétion that are_based
on an allocative mode]lof politics. _Research studies based on such a view
of political socialization are concerned with how support for a poTitica]
system is generated.

Zureik outlines three other approaches'to political socialization
which along wiih the allocative model provide a convenient framework
fdr an analysis of the concept. Two of the;e other approaches are
“labeled "psychological" by Zureik. Fina]]y‘he outlines a "social"
perception of socialization which equates with this study's concern for
the implication of the allocative mode. |

The allocative model is specifically criticized by Shiry (1976)
~when he suggestsAthat the concern for the persistence or‘a1]ocation ,
‘ 0f po1itica] systéms pays tod little heed to the consequences of the
socia]ization.process. The concern of this approach to socialization is
”entire1y with theAmattek of process.

For educafors sﬁch a.view of po]ifgca].socialization shou]d be of
concern for it implies socialization is prihari]y a process of

]egitimization. Shiry‘(1976) points out politicdl socialization
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in this Sense carries an implied theory of politics which he calls a
"c}tizen input assumption". This means political socialization has
tended to depict the common man as an occasionally participéting by-
standgr whose primary legitimate p01itiéa1 activity is voting in a
systeﬁ which ié assumed to beA1egitimate;

In addftion Zuriek (1975) posits‘that the systems persistence
role of political socialization does not allow for an expansive analysis
or understanding of the political system. Typically the concern is
| with decisions and decision making. Thisvtends to cause citizens to
:disregard all of those activities in a pofitica] system which are not
decisions. |

0f equal cohcern to educators should be what Zureik describes as
the psycho1ogica1 approaches to bo]itica] sdcia]ization. As a matter
of psychological process it is also clear that political socialization
is open to serious qugstioning. One aspect of the process is direct
]earning that leads to acquisition of information.but is generai]y
hevoid of.critica1 evaluational thought. -There is no real dpportunity
to quesfion the political system, the preoccupatibn is éimp1y to learn
about it. . |

Related to the psycho]qgica1.approach'tovpo11t1ca1 socia]izat%on
is the notion socialization is a process of interpersonal transfer.
The assumption is the child becomes socialized through experiences in
correct behaviour which'are evénfua]ly transferred to the larger social
arena. This type of socialization is learned from role models such as

parents, teachers and eventually heads of state.
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The psychological and interpersonal transfer appkoaches to social-
{zation can be criticized on the grqunds they encoufagé*affective rather
than cognitive political affiliations. A child is considered to be
socialized before any critfca] capacity 15 developed. Ethical or moral
questions may more likely be answered on %he basis of affiliation or
tradition: rather than any critical sense of right or wrong.

A third psychological interpfetation of socialization comes from
Piaget and is based on his fheory of cognitive development. This
process considérs political socﬁa]ization occurring as part of a
universal sequence in the devé]bpment of the child's thought process.
Aé a child progresses through the stages of development a communal view
of soéfety eventually emerges. The emphasfs in cognitive development
tends to be on the independenf deve]bpment of thought with lTittle
regard for the relevance of social éhd environmental factors. There
appears,'for example, to be little consideration for the importance
of teaching method and course contént.

Zureik (1975) aescribes an alternative approach to po]itiéa]'
soCia]fzation which provides part of the theoretical foundation of
this study. This is called the social approach to political socialization
and unlike the allocative or psychological perceptions of socialization
1tvisgmor¢ concernéd with the consequences rather than the pfocess of
socialization. A typical concern of the social approach is the role of
the school in political socia]ization; fhe issue often being the:
legitimizing function of schools and the effect of this on sociefy.

It is a central contention of the study that closely related to
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the process of political socialization is the human condition of political
alienation. Before elucidating this relationship it is necessary to

set out what is meant here by political alienation.

B) The Concept of Alienation

For‘theipurpose of this study alienation is treated in a{particular
sehse wﬁich in some .ways differs from the c]aésica] definitions of
a]ienationvasvset out in critical social theory. Generally, alienation
has, as with Marx (1844), been viewed.éé a social-psychological condition
characterized by mens" inability to relate to other meh other than as
1"exchange"va1ues“ in the competifive capita]ist system. A refinement
of the concept is offered by Habermas (1973) when he suggests that
~alienation is a gap in consciousness brought on by the comp]exity of
industrially advanced societies which makes ft impossib]e‘for humans -
to understand society és akwho]e ahd thus.haé‘them living in a state-
of continUing}perp]exity. This is enhancéd by'é diVided society in |
which théy are even less rooted and ever less capable of acting
effectively in a sociq—poiitita] sense;(Habermas 1973);

A]ienatfon then is seen by iMarx = - as primarily a problem of social
relations brought on by ecohomic‘re1ationships. For Habermas it is created
b&'thé“feéhnologicaj complexity of the’society.Alienation of citizen§ 
~from the political system of the society, is most easily understood
as being caused.by‘the economic and technological nature of the society.
,The.poTitica] structure is inherent1y a]iénatjng beéause it serves or
re]étes to the forces of alienation deséribed by Marx and Habermas.

This is not to diminish the significance of political a1ienation,
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for in and of itself the'po]iticallsystem may be alienating, and as an
element of society it can play a part in fosteking the processes of
alienation. |

As a seperate concern political alienation is more often deséribed
expressly in terms of behaviour than the social alienation which is
the focus of critical social.theory (Hdbérmas, 1973). Political
scientisfs often describe alienation as a negétive attitude toward
the political system. This attftude is manifested as a feeling of
prWer1essness and a resenfment of powerlessness. This resentment
djstinguishes'the politically alienated from the politically apathetic.
The suggestioﬁ is fhe a]ienéted may not necessarily be disinclined to
gg;_po]itica]]y.(Skogstad, 1975).
" This view of political alienation is decidedly less workable foriit
only appiies to a specific relation, that of a citizen to a particu]ér
political system. It does not allow political alienation to be
anything.more‘dynamic than disenchantment. It does not for example
accommodate Habermas' observation that alienation is more a matter of
perplexity and subsequent iﬁabi]ity to actvaccompanied not so much by
feelings of frustratjon, but more characterized by unquestioning |
obedience and lack of understanding. |

This "narrow“‘view of political alienation can_best be understood
as part of a tradition in democratic theory which assumes the Tegitimacy
'of demécratic systems and then defines such features as alienation in
terms of those assumptions. This means that, for example, alienation
and apathy can be described as separate brob]ehs when they may in fact

be one in the same.
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Traditionally alienation has been described as a condition brought
on by a Tack of power. That is, if a dgmocracy is viewed as a power
* seeking process the answer to one seeking to solve the probiems
associatéd with that process is to-bbtain more power. -At the same time,
a reluctance to become 1ﬁ901ved in power politics is a métter of apathy.
The apathetic di%fer from the a]ienated'bécause they are not 1ﬁterested
in power (Bachrach, 1967). |

A]ternatively,:hbwever, it should be observed that the‘pursujt of
power through democratic processes ié only one aspect of life in a
political system. 'AlienationAmay not only be a matter of frustration
at a lack of power but also a fee]ing of cohfdsion broughf on by the
complexity of the system. Confusion may be manifested as an unwillingness
to become involved of as apathy or frustration. In any event both are
political alienation because théy are characterized by an unwillingness
or an inability to act which is a result of thé perceptions.held by
citizens of: the political system. " Thus the é]iehated citizeﬁ may out
of frustration act illégitimately or withdraw and inveffect become a

non-citizen because of confusion and a resulting disinclination to act.

C) The Relationship of Alienation to Political Socia]ization

To come to a more specffic focus, thfs‘perception of the political
system which is the rea] cause of a]ienatfon could in large part be
created through the éommunication of the political system. In other
words the kecognition citizens have of a system depends upon a process

of communication. The way. in which communication is carried out is as

crucial as the content of the communication. This concept which
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emphasizes the importance of communication and its re]ationship to.

alienation is well desckibed by Pranger (1968) in his essay The Eclipse -

of Citizenshig, Pranger has, in this work differentiated tWo forms of
communication as it related to the political systems.‘ These are political
education and political socialization. Each describes an approach
to bringing.about "understandings" of the societies‘po]itica1 processes
and strucfures.v ("Understandings" here is being used synonomously with
"pérception§'L
Differences between socia]ization and education for Pranger (19685

are derived from a-conceptionkof politics that distinguishes between
the po]ifics of power and theipolitics of participation. To Pranger
they are not compatible. Instead they represent two "ideal types" of
po1it1ca1 culture. Pfanger's concern is that phe politics of power
removes citizens from meaningful decision making. Ci£1zens in effect
give up power to a feW’e]ecfed or appointed‘governmeht officials.
The po]itics of barticfpatioh is the opposite of this in the sense that
it retains power for the citizenry.

‘The politics ofyparticipation gives the citizens

primary responsibility for governing themselves

directly. The politics of power grants the most

important governmental responsibilities for making

authoritative decisions to a select few acting in

behalf of, or in spite of, the citizen body

(Pranger, 1968).

Pranger's notion of political socia]izatibn is a refined view

derived from a critical perspective. . He considers bo]itica] socialization
either a§ a process of shapfng and trahsmitting a political culture

or a method of passing on po]itical standards and beliefs to succeeding

generations. As 'such political socialization only allows citizens to
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function within existing political structures. As Dawson ahd Prewitt
(]969:]2) éuggest, this ”ié the way in which nations perpetuate their
po1itiéa1 standards by inducting new generations into established patterns
of thought and actidn“. For Pranger political socialization is to be
criticized because it does not allow for the consideration of a]ternétives
to exiéting political structures.

The relationship of alienation to political socialization is
elucidated by Pranger (1968)kthr6ugh his contention phat political
socialization is a process df objectifying the political culture by
means of power politics rather than participatory politics. Analysis
of this concept of ppwer politics as compared to the subjective politics
of partjcipation clarifies the concept of alienation for the purpose
of this study. In other words, how political sdcia]ization as an
exercise in objectifying the political culture, is cohducive of political
alienation. .

Pranger (1968) contends tﬁat.an objective political culture is one
which demands atténtion from the cjtizenry. Such a culture is charac-
terized by certain "political objects" which serve to demand citizens'
attention. The most obvious of these are thé political actors who are
politically prominant. A political culture which emphasizes the impor-
tance of actors necessarily cfeates an audience made up'of citizens. As an
audience citizens are only indirectly involved in politics and in terms
of decision making are less significant than the political actors. This
relationship to politics on the part of citizens could well be as

‘responsible for many citizens' unwillingness to be involved as the common
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explanation it is not human nature to be politically active. The
involvement which our contemporary political cQ]ture allows is so
circumscribed that tt is 1ike1y of Tittle significancejto'most citizens.
The tact that the allocative approach to po]iticat socialization does
not address. this deve]opment 1ndicetes a weakhess‘of the mOdel.

Pranger (1968) cons1ders part1c1pat1on in representat1ve democracies -
an 1ns1gn1f1cant act because it involves on]y vot1ng for most c1t1zens
The idea that the citizen jealously protects his 1nd1v1dua1 freedom is -

a myth because as Pranger contends, vot1ng is mean1ng1ess in terms of
the actual dec1s1on mak1ng processes of the political system V1ta1
political decisions are rarely made»byvc1t1zens but rather by the '
poiitica1 actors. In this,sense then the act of voting only enhances
power and as an act of participation is almost farcical.

Another aspect of a:po11t1ca1 culture which further objectifies it
in removing meanihgfu] participation in it from citizens_is what Pranger

(1968) reters‘to as po]iticel settings. . These settings presekye the -
power of political actors and participatory politics which ere out of
'context 1n1tekms of crucial issues. The best example of this is the
realm of internattbﬁal.re1at10ns In contemporary global po]1t1cs the
pr1mary objectives are to protect and/or enhance nat1ona1 power. The
accomplishment of this requires an expertise beyond that of most citizens.
Such expertise enhances the power of-those pdlitica]»actors involved in
international relations. Furthermore when national power and prestige
are at stake hierarchical power'is especially easy to rationalize. The

setting of international politics is one in which citizens are very
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obviously in an audience ro]e..

,Another objécf which-enhances power and objectiVity in é political
cu1fﬁre is the language of politics. Certain expressions and descriptions,
used'to communfcate po]itiga} cbncebts can in Prénger's,view,”orient
cifizéns to either the po]ftics of pbwer-or the po]iticé_of participation.
In objective po]itica1 cultures the language of participation is.most
often viewed as idealistic, utopian and beyond practicality.

Oprsite to socialization for an objective po]itica] culture is
educétion for a subjectf?e political cu]tufe. This fS'the political
culture where the emphasis is‘nbt-on citizéné relating t0'thé objects
of politics but rather on the citizen as-a'partipa§ing.individua]. To
this end-po]itica] education does not allocate attitudes but éimp]y
presents ya]ués and beliefs "cafeteria style" for the consideration of
citizens. .The concern is with the making df citizens.

Because it is a_proéess of induction or é]]ocation, po]iticé]
socialization as a form of-communiéation, makes citizens less ablévto
exercise independent judgmeht about bolitjca] conduct and has them
"accept as'inevjtab]e‘and universally natural the kind of politics they

“experience locally...this communication process'ru]es outfindependent
questidning;ébout the problem of political ob]igationP‘(Pranger, 1968,
p.agy. | o |

Communication through pq]iticé] education, on‘the'other hand, allows
- the citizen,td become avcréative actor able td make .independent judg- |
~ments. It is by way of political education - citizens come to
bra1§e question$ about their political ob]igationé. Questionning is an N

essential part of participatibn, by its natuke it challenges power and
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~ characterizes a subjective political culture.
Po]iticé].socia]ization in objectifying the po]itjca] culture
is conducive of alienation because of the manner in which it delimits
the citizens' political role. Pranger (1968) contends the citizens'
role conveyed by political socialization is essentially an alienated
one. In communicating the cohp]exity of a po]itica] culture and
objectifying the relationships within 1f, political socialization remove;

citizens from an active part.ih,the political culture.

D) The Role of Social Education in the Process of Socialization

A key concern of this study is whether or‘not the conceptions of
political socialization and.po]itipa] education aré applicable fqr
analysing social studies curricula and hence whether curricula can be
considered agents of alienation. A central issue then is the éfficacy of
social studies curricula in civic education. It is clear from the various
studies related to citizenship education that there %s no consensus among
fesearcheré on the effectiveness of social studies in citizenship traininé.

‘Hess and Torney (1967) with their often cited work, The Development

of Political Attitudes in Chi]dreh, are perhaps the leading proponents
that citizenship education does effect the political attitudes of
children and these effects are of pq]itica] significance. Thefr study
suggests the school @nd school curriculum) sfands out as. the central,
salient and dominant force in the political socialization of children.

A number of their conclusions are of direct relevance to this study's
contention that social studies cprricu]um documents can be agents of

alienation. Using a large sample of American children they found schools
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‘reinforced early attachments of the child to fhe nétion. They further
conc]dded thé attitudes toward the nation'most frequently fostered

were submission, respect and dependence. In general political social-
ization at early ége Tevels emphasizes behaviours which relate the

child emotionally to his country and 1mpresse$ upon him the.necessity
for obédience and conformity. Of particular interest 1h the work by
Hess and Torney is that the citizen's right to participate in govefnment
is often not emphasized in the sqhooT cufricu]um.

| In contrast to research by Hess and Tofney, Langton and Jennings
(1972) concluded that civics courses havé practically no effect bn
students' po]itital'attitudes at the high schoo] level. In fact,
Langton ahd Jennings found the effeCtlof these curricula to be so
miniscule that they questioned the utility of courses on government at the
high school Tlevel.

Inherent in'Langton and Jennihg's findfngs is thé suggestion that

a cqrricu]um may not be alienating because curricﬁ]a'in general have
~been fbund to be ineffective in terms of their effect on po]itica]v
attitudes. - Ineffectiveness in this sense could be extended to cover
alienation if it is.understood that curriculum simply has no effect

on students'.attitudes. That is, if a curriculum is ineffective, it has
no effect either to educate or a]ienéte. o

It is interesting to note, however, thaf Langton and Jennings were

seeking what might be deécribed as positive manifestations of the
socializing effect of school curricula. Tﬁey'were measuring for
feelings of political efficacy, civic tolerance, and political interest.

Their findings may be as much a comment on the content of the curricula
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as on the genera1 enterprise of citizenship education. It cou]d be
the nature of the courses makes them have few pos1t1ve effects on
students. They may, alternatively, be negative or indeed alienating
because they foster an antipathy towards politics. Inleffect, what
civic education encourages is a disinterest in politics. This contention
is fortified by.Langtbn and Jennings (1972) when they comment that‘one

of the'reasons why there appeared to be little differenée}between the
attitudes of students who took civfcs courses and those who did not may
be that the courses told students little they did not already know. This
might suggest. 41 the courses offer little in the way of intellectual
cha]Tenge dr critical inquiry and are more 1ike1y a bland recitation of
ihformation.which only discourages students from developing political
interests. _ _

A.B. Hodgetts' (1968) study of the teaching of histoky in Canada

lends credence to a criticism of sociaﬁ studies curricula as adversely
" affecting student attitudes to social issues. Hodgetts found social
vstudies courses in Canada generally discouraged student interest by
relating Canadian history only as "a record of the dead past“ (Hodgetts,
1968, p.22) and "a story‘told without contreversy...as nice neat little.
acts of par]iameht“ (Hodgetts, 1968, p.24). Hodgetts wou]d»]ike]y 1
explain the d1s1nterest in politics on the part of students found by
Langton and Jennings as a result of social studies courses making no
attempt to .relate events of the past to ‘the problems and concerns of

today

0f concern equa] to the content of the curriculum in the transmission
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- of a po]itica] culture 1s the attitude'of teachers to the currjcu1Um
and the degree of responsibility they feel when involved in .
1mp1ementat1on. The actua] effect1veness or. the a11enat1ng -force cou]d
be largely determ1ned by the.commun1cat1ng medium, in this case the |
~teacher. |
Two comprehensive reports of classroom 1nstruction in social education
‘conc1uded that‘teachers are quite defferential to centraTTy‘prescribed
curriculum. The British Columbia Social Studies Assessment (Aoki et .al,
- 1977) and Case étudies for the'Nationa]nScience Foundation (Stake and’
.Easley, 1979) both report that there is a conviction among teaChers that
the curr1cu1um is to be taught not manipulated by teachers to su1t their =
own views or professional abilities. The B.C. Assessment commented
that in many respects.the‘Curriculum became a reason not to innovate
'or‘change | This 1is ref]ected 1n a statement in the summary report of
the B.C. Soc1a1 Stud1es Assessment (Aok1 et al,1977) wh1ch sugaests teachers E
are very much 1nf1uenced by curr1cu]um gu1des and the selection of
course content | | |
The meanings teachers assign to the e]ementary
and secondary prov1nc1a1 curriculum gu1des
generally reflect the ‘what', 'how' and 'why'
of Social Studies...They tend to view them-
selves as profess1ona1s whose role is. to teach
curriculum content according to these disciplines
(History and Geography). (Aoki et al, 1977, p.30)
Case stud1es in the forma] part of. the Nat1ona] Science Foundat1on
study 1nd1cated ‘that in general teachers are heav11y comm1tted to the

soc1a11zat1on of students and 1nd1cate a devot1on to c1t1zensh1p

educat1on which advocates- american values". |



£}

27

[

of a political cu1ture is the attitudefof teachers to the curricu]um
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The meanings teachers assign to the elementary
and secondary prov1nc1a1 curriculum gu1des
generally reflect the 'what', 'how' and 'why'

of Social Studies...They tend to view them-
‘selves as profess1onals whose role is to teach
curriculum content according to these disciplines
(H1story and Geographx) (Aoki et al, 1977, p.30) "

Case studies in thetformal part of the National Science Foundation
study indicated that in general teachers are heavily committed to the
socialization of students and indicate a devotion to citizenship

education which advocates "american- values".
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The teacher mobilized a daily effort to bring
youngsters along to a maturity, to a social-
ization that that teacher admires. We found in
all our sites teachers pass on the values of

the society...Schools and curriculum are
creatures of the social system rather than of
the agademy. (Stake and Easley, 1979, Chap. 16,
p. 26)

The relationship of citizenship training to political socialization
is explored somewhat unconventionally by Tapper (1978) in his work

Education and the Political Order. Tapper criticizes the concern for

"neutral" curricula on political or moral issues. He contends that
neutral approaches are not possible. Moreover, Tapper (1978, P.11)
demonstrates that ‘so called "value free curricula only maintain a status
quo by avoiding cdntroversy and discouraging questionning or critical
inquiry". Tapper is interested in change, in particular change in
education systems. If education is essentially unchanging Tapper

argues this can be partly explained by relating the education system

to the political system. The political system can be preserved by a
neutral education system that discourages challenges to the political
status quo.

Tapper's notion suggests that education systems presuppose the
legitimacy of a political system and in so doing reduce a citizen's
options for political involvement. The fewer options for political
involvement a citizen has the more Tikely they are to develop an
alienated attitude. If>a political system is perceived as not changing
then one's reasons for participation are necessarily limited.

A similar concern for the relationship of education to social

control is expressed by Michael Apple (1976) in his article "Power
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and School Knowledge" (1976). Apple is primarily concerned with
power: who has it, how it is.manifested in schools and school curricula,
and who benefits from it. Apple describes a connection between knowledge
and power exercised thrpugh social control. In our society human |
relations are determined by the way the society is organized. Social
parameters give a: scope to human relations and determine the degree
of freedom humans have in the society. Apple suggests that parameters for
human relations are primarily conveyed through the school system
particularly school curricula. This process cannot be neutra1 for only
certain forms of relationship are described as normal or socially
acceptable. |

Apple (1976) sees schoolcurricula as having specific social
purposes for the power structures within society. Hebis most concerned
with why a curriculum exists, and what are its social mothations. For
the purpose of this study, Apple's notions are helpful for they attach
a significance to school curricula beyond simple communication. As
such, curricula could be capab]e of an alienating affect for this in
jtself is a social purpose which can be related to power structures in the
society. It is a contention of this study that the status quo in |
soc1a1 and political terms is well served by a school curriculum which
is by way of its design and content, an agent of alienation.

Another way of describing the social parameters which underlie
a curriculum is py applying Fred Greenstein's (1965) term "experiental
f]lter“.to those impressions of a society which are purposely transmitted

to children in school. Greenstein's report, on an extensive research
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project found childrens' political perception to be idealized, parti-
cularly their attitudes toward politicians who were often idolized
by the subject chi]dfen. Greenstein describes these perceptions as
being based on first impressions of the political systém. The po]iticé]
system is idealized when it is communicated to children and fallacies in
the system are "filtered" out. Greenstein notes, however, that
establishing parameters fof political behaviour based on this idealization
of the system tends to reduce citizens' political effectiveness. As
people mature they realize the socja]izatibn they were subjected to has
little re]afionship to reality. The political system does indeed have
inadequacies. The po]ftica] cynicism Greenstein finds in American
adults he attributes in part to the fact that there.is such a wide
discrepancy between the idealized political frame of reference they
receive in schools and the political realities Americans experience as
adults. This political cynicism ﬁerhaps ¢an be viewed aé an aspect
of‘g11enation which dis-inclines citizens from political activity.
v{Nimmo's (1972) idea of political images is similar to Apple's

cqnéern for the social pafameters of a curriculum and Greenstein's
experiental filter. Nimmo sees as fundamental to political and soéia]
order the communicatioh of images which allow for common understandings
related to politics and political ordér. In short, images are the
currency of political understanding. It is through images that
parameters are set.

An example of this is the term "Canada” which might convey the

image of a large unified nation state. This image of a country is one

¥
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of the first political images children receive. It becomes a kind of
currency because it is a common understand%ng and as such is removed
from other considerations. Canada then becomes the fmage around which
po]itica] structures are organized. The status of the image removes
it from any questioning. The image is presented as a reality which
exists beyond other considerations.

Nimmo (1972) argues thét the use of po]itical images in developing
political understanding should not leave a citizen less than able to
be meaningfully involved in his society in the political sense. If
the images conveyed constitute most of the political Tandscape in a
society and they are generally beyond questioning, then citizens'
involvement in politics is obviously limited to those activities which
will maintain the images.

As a solution Nimmo (1972) advocates "adaptive political imagery"
which would allow citizens to change political images according to the
needs of new experiences and situations. This implies active participation
beyond system maintenance. It requires adaptive behaviour which will
not accommodate all political symbols or accept unchanging images.

Newmann (1975) describes the necessity of students learning how
to exert an impact on political réa]ity in moral terms. For Newmann -
(1975) the less ability one has to fnf]uence the world the more difficult
it becomes to consider one-self a moral agent; that is, one who
deliberates on what ought or ought not to be.

Newmann's conception of morality being dependent on assertive political

behaviour is, 1ike Nimmo, derived from a conviction that the present
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orientation of school curricula tends to emphasize the importance of
students learning to understand, describe or explain reality rather

than act upon it. Nimmo's adaptive political imagery and Newmann's
morality perhaps describe an outcome of a process of political education

which could sutcessfu]]y discourage alienation.

E) Summary

The central focus of this ;hapter has been an attempt to develop
the concepts of political socialization, political education and
political alienation within a theoretical framework which allows an
analysis of socia]'studiés curricula. It has been contended that as
a process of values allocation,political socialization has the
capacity to be fundamentally alienating.

The'degree to which social studies curricula have the capacity to
communicate political standards and affect political attitudes has been
the subject ofbstudies by Hess and Torney (1967) and Langton_and
Jennings (1972). Given their differing conc]usions.there does appear
to be some justification for pursuing an inquiry on the effect of
political communicating on political attitudes. The fact there are
doubts about the effectiveness of curkicu]a with intents of socialization
allows us the concern that these courses may be effective.

This study is not so concerned with what a curriculum may or may
not do but rather with what it is intended to do. The importance of
curriculum in terms of what is intended in its implementafion has been

given credence in the British Columbia Social Studies Assessment and
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the National Science Foundation Studies. Both of these have indicated

that teachers use curricula to nationalize and expedite the socialization

of their students.

According to Pranger (1968) an objectified view of the political
culture presented by political socialization removes citizens from
effective part{cipation in politics and enhances the opportunities for
a politics of power to develop. In being removed from meaningful
participation by the process of socialization, citizens can encounter
alienation because the political system, due to their lack of involvement
in it, becomeé alien to them. In being communicated as a series of
objects the political system easily becomes too remote and complicated
for most cifizens and as a result power devolves to political actors.

The considerations of Hodgetts, Apple, Nimmo, Tapper, Greenstein
and Newmann admit Pranger's concern for the effects of political
socialization and to a degree substantiate the significance of his
view of political education. Like Pranger each of these writers can
be said to have a concern for the quality of an individual citizen's
political 1ife. They seé'quality enhanced by:

- realistic portrayals of the political system so there are fewer
opportunities for cynicism on the part of citizens; cynicism being
close to alienation

- adaptive political images which will allow a meanihgfu] involvement
in politics and encourage citizens to éreate images to suit needs
rather than try to fit old images to new situations

- school curricula that avoid neutrality and encourage questioning and

critical thinking
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- a concern for the type of soéia] parameters schoo]s set for students,
realizing that these parameters determine freedom.

Avoiding po]ifica] myths, offering a critical perspecfive on
politics and appreciating the importance of education in maintaining and
forming society would in large part overcome the shortcomings of
political socialization outlined by Pranger. CTear]y these are
approaches which encourage participation on the part of citizens and
would discourage leader's use of power.

Pranger's concern for political objects which occupy citizens'
attention is elucidated by Greenstein's remarks on political idealism
ahd Nimmo's "1magesJL Apple's "parameters" represent a broader way of
expressing, for example, Pranger's feelings about the inadequacy of
the representative system of government which gives an illusion of
freedom. Apple notes that representative democracy is a parameter which
so]idifies the power of some citizens by cichmscribeg the power of
others. In a sense it is a system which effectively limits the range
of citizens' political activity.

Each of the educators and social scientists discussed in this
chapter are concerned about- the consequences of citizenship being a
"given" sométhing applied to people with certain conditions, rather
than sométhing they arrive at through their own thought and action and

through education rather than socialization.
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Chapter Three
A PROCEDURE FOR ANALYSIS

This chapter will establish a frahework for analyzing thé three
curriculum guides that will be the subject of chapter four. The framework
will be presented using Patrick's (1977) dimensions of political education
as it relates to Pranger's distinction between political socialization and
political education. The procedure for the analysis is provided by
Patrick's (1977) themes for political education. These themes will be
explained and the relationship of these to alienation in a school curriculum

will be. considered.

A) A Framework for Analysis

A curriculum analysis based on an analytical framework must be sensitive
to the refinements of those concepts explicated in chapter two. In
considering political education and political socialization for example,

a traditional.ana1ysi$ might consider these under a more general rubric
such as political Tearning. Indeed a common description of political
socialization might be all political learning, formal and informal,
deliberate and unplanned. An analysis which proceeded with such a view
of political socialization would of course not satisfy the distinction
made in chapter two. What is clearly needed is an analytical framework
which incorporates the notion of political education distinct]y from
political socialization. | |

Such a framework is offered by Patrick (1977) in his article "Political
Socialization and Political Education". In setting out his approach to

curriculum analysis Patrick submitsithat referring to all political learning
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as political socialization does not allow a precise examination of the
forces of maintenance and change in schools. By way of this suggestion
Patrick observes that various aspects of political learning may tend to
either promote change or ensure system maintenance. Specifically, political
socialization is a maintenance exercise while political education engages
in "learning experiences geared to develop human capabilities to initiate
and manage change" (Patrick, 1977, p.192). This view of political social-
ization and political education is quite similar to that presented by
Pranger (1968). .In his discussion of political socialization and political
education Patrick (1977) leaves little doubt that he perceives thg two from
the same perspect1Ve as Pranger.

In fact Patrick provides additional insights to political education
which, while affirming his compatibility with Pranger, also enhance an
understanding of political education. In differentiating between the two,
for example, Patrick states:

Students of political education...should ask how individuals

learn to create and to change political orders. Students

of political education should be interested in the adjustment

of society to fit the needs of individuals as well as the

adjustment of individuals to fit the needs of society. (1977,p.193)

Patrick's concern for political education is clear not only in his
remarks on its distinction from political socialization but also in his
presentation of his analytical model. 1In outlining this Patrick states:

The surest way to determine the values of curriculum

developers in political education is to examine their

instructional objectives and practices in terms of these

four dimensions, since they reveal what and how they

believe students ought to learn. An educator whose ends

and means stress recall of many details about government -

institutions is revealing very different -values from one

whose objectives and practices stress analysis_and evaluation

of political decisions. A curriculum developer's ends and
means indicate whether he values learning what is rather
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trivial and insignificant or profound and relevant,

that discourages initiative and creativity or that enhances

potential for independent, divergent thinking, that is

geared to keep a society essentially as it is or that

~enables the initiation and management of needed soc1a1

change. (1977,p.193)

In seeking to determine the focﬁs of a curriculum on political education
as an indication of a commitment to social change, divergent thinking and
creativity Patrick establishes a framework with four dimenéions to facilitate
inquiry related to social education curricula. These dimensions are:

(1) political knowledge, (2) intellectual skills, (3) political participation
skills and (4) political attitudes.
1) Political knowledge

One of the predominant characteristics of socializing curricula
would be an emphaSis_on knowledge. Pranger would desCribe this as knowfedge
about political objects or knowledge which is objective in nature. Patrick
sees political knowledge in political education as differing in that this
knowledge, while it is made up of facts, concepts and information, it is
also intended to encourage the exercise of citizens' influence. In this
sense it is a subjective form of knowledge in that it does not relate
necessarily to specific objects in a political culture but relates perhaps
more commonly to action. This sort of knowledge is as Patrick states
"strategic information...necessary to effective political action” (1977,p.194).
As suéh it might be information about patterns of voter behaviour,
relationships betwéen socio-economic status and political participation

or the legal duties of elected representatives. In short, political

knowledge is relevant to action and not merely knowledge about objects.
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2) Intellectual Skills

Patrick describes the intellectual skills as the ability to describe,
explain and evaluate political phenomeha. These skills pertain in.
particular to Tocating and using evidence t6 support or reject factual
claims. Examples of how these skills would relate to political Tife
are in appraising newspaper articles as to accuracy or bias, making
rational moral judgements or eva]uat{ng the judgements of others. Clearly
these are ski]]s.which are vital to effective citizenship. They are
ski1]§ which would be instrumental in removing citizens from the audience
role which is of so much concern to Pranger.
3) Political Partfcipation Skills

. This dimension of political education is based on the assumption

that the ultimate aim of political education is not only knowing but
doing. This is related to Pranger's concern about citizens' audience
role and is a vital part of the process which would place citizens
in a more aétive role.

Political participation skills are in a sense part of a sequence
in political education which blends knowledge and skills. Knowledge
about influence and skills of organizing and interpreting evidence
combine to form an active skill in using influence to achieve political
objectives. The instructional objectives and practices for participation
skill Tearning then would focus on abilities needed to interact smoothly
with others, maintain a group, cooperate with others to achieve a common
goal, and negotiate or bargain to 1nf1uence or make.decisibns. "These
skills should encourage the development of participants who can advocate
ideas, organize resources and administer people and things" (Patrick, 1977,

p.195).
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4) Political Attitudes

Patrick explains the focus of attitudinal objectives as being on
feelings of acéepting or rejecting, of approaching or avoiding political
realities. He notes that the goal of citizenship is often weighted
heavily with affective concerns which are most often directed at
developing political orientations. _These are orientations which consist
of beliefs and attitudes that support both the concept of majority rule
as well as the protection of minority rights. These are essential
elements in participatory democracy but, as Patrick points out, these
‘aspects of demotracy do not function unless citizens have sufficient1y
high levels of po]ifica] interest and po1itica1 efficacy (1977,p.195-196).

Patrick (1977) contends the issue of attitudes is where educators
often come into conflict. There is some apparent division between those
who favour highlighting such aspects of the democratic model as the
importance of conformity to majority rule, national Toyalty and law and
order. Others however emphasize critical thinking, open mindedness and
freedom of speech. These conflicting thémés in attitude development
underline the fundamental differences between subjective and objective
- approaches to'pOTitica1v1earning. C]ear]j Pranger's notions about
po]ftica] education apply to the latter rather than to the former |

orientation to attitude development.

-B) Dimensions of the Analysis

Patrick (1977) has delineated a number of themes in curriculum
which relate to and enhance political education. These themes are
expressed as elements of his four dimensions of political education and

socialization. Each of these themes are in his words indicative of
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“innovative practices in curriculum deve]dpment which might have a
substantial positive impact on the political learning of high school
students! (Patrick, 1977,vp.206), 0 |

These themes are adppted here to provide the instrument necessary
for the curriculum analysis to be undertaken in chapter four. These
themes, although in a sense somewhat random, are at the same time
comprehensive enbugh that they should provide for én adequate description
of each curriculum according to its adequacy as a curriculum of political
education of its tendency to political socialization.

In the dimension of political knowledge Patrick (1977) identifies
three themes which lend themselves to political education.

1) Knowledge based on social science conceptual frameworks. The
emphasis in this knowledge theme is on concepts and generalizations
about the political behaviour of groups rather than emphasis on the
traditional knowledge in curricula which are concerned mainly with
details about political institutions or legal documents. KnowTedge
based on conceptual frameworks from social science emphasizes an applied
knowledge as it, for example, introduces 1nformation which wouid allow
students to compare political institutions. This could be a comparison
which might require some judgement of the relative merits of various
political systemé. In any case developing concepts in social science
goes far beyond an emphasis on facts and information (Patrick, 1977,p.206).

2) Knowledge relevant to the analysis of pub]ic issues. A focus
on knowledge of this nature suggests that one of the basic aims of
political education should be to teach analytical ski]is that enable
one to think about and know public issues (Patrick, 1977,p.207).

An important emphasis in this knowledge theme is often upon what
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ought to be or what should be. Also this is an approach which requires
analysis and the application ofla process of analysis. Part of this
process, frequent]ylits culmination,is fn requiring a judgement ffom
the student as an application of this know]edge.

3) Knowledge related to the legal system. A knowledge of law and
the Tegal system could be considered essential to comprehensive political
education. It is this knowledge which allows a citizen to cope with
personal and public problems in a political system. Such knowledge can
enable a citizen to take a stand or present a case for a cause they
feel is just. This knowledge theme would emphasize not only knowinﬁ what
the law is but how it re1étes to soc1a1 and political organization and
how it can be used tb sove problems (Patrick, 1977, p.208).

Pranger's concerns about ijective knowledge are clearly answered
in any curriculum which introduces these knowledge themes. The emphasis
on knowledge based on concepts and on particular social science concepts
s an approach which in using a conceptual base for knowledge goes beyond-
the simple transfer of information typical of political socialization.
Conceptual knowledge is subjective in nature not only in the fact that it
does not concentrate on objects but in the political sense as a type of
knowledge which has the potential for use and must be taught in
terms of application. Conceptual knowledge is not so easily presented
for its own sake as isolated facts or information can be. This is a
form of knowledge that permits a citizen to relate to a political culture
subjectively as a critical individual rather than objectively as one of

many who have some information about a political system.
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Similarly knoW]edge relevant to public issues provides a subjective
basis for citizenship participation. In pursuing questions such as
what ought to be in relation to pub]icrissues this approach to knowledge
goes beyond the objective nature of knowing about events. This is an
approach to knoW]edge which precipitates a critical perspective and for
Pranger . is a situation which would encourage participation and
discourage the enhancement of authoritarian power.

Knowledge related to the legal system can accomplish much the
same thing in that it is instrumental in effective participation.

As with the other approaches to political knowledge the focus here

is not so much on facts and details about the law as an object to be
learned about but rather on the law being functional and serving the
interests of citiéens and not merely those of legislators or lawyers.
Clearly this is part of an effort to demystify politics and make partici-
pation easier and more natural.

Patrick's (1977) second dimension, intellectual skills, has three
fhemes which if present in a curriculum would tend toward political
" education.

1) Emphasis on skills of empirical inquiry. The purpose of
developing such skills is not mefe]y to Have students carry out
"scientific" enquiries. Most importantly this theme would, accorq1ng
to Patrick "enable learners to marshal evidence to make warrantedﬁ
Judgements about po]itica] reality. The aim is to teach ﬁkills that
enable systematic, independent learning about the political world"

(1977, P.209). Patrick points out that
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knowledge and intellectual skills are acquired
concurrently, for example, when students learn
skills of using concepts to organize information
they also learn knowledge of the concepts -
definitions and information which fits the
definitions. When students learn skills of
formulating and testing hypotheses, they also
learn knowledge of concepts used to build the
hypothesis and information used as evidence to
support or confirm the hypothesis. (1977,p.209)

2) Emphasis on skills of normative analysis. The acquisition of
these skills would enable a student to make informed and rational value
Judgments. This skill is emphasized because it requireé decisions
about right or wrong. Normative analysis involves political education
in values clarification and ethical value judgments. In requiring
decisions as to ethical correctness‘relating to public issues there
is a clear need for political education to encompass values questions.
This aspect of political education should encourage students to make
decisions based on ethical considerations.

" 3) Emphasis on skills of moral reasoning. This could be considered
an alternative theme to normative analysis. The concern with values
questions is present here but this approach would go beyond analysis
and its somewhat relativistic consideration of values to the development
of increasingly sophisticated states of moral development and more
absolute definitions of right and wrong. This emphasis on moral
reasoning is based on the work of other educators. First, Patrick (1977)
advances the view that values education should facilitate the movement
of students to higher stages of moral development. Second, Patrick (1977)

uses "moral dilemma" lessons as an example of this approach in practice

as educators attempt to provide practice for students in the resolution
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of dilemmas as a way of promoting their moral development.

This view of moral eduéation might be considered quite divergent
from that provided by normative analysis. Indeed proponents of this
view would consider skills of normative analysis inadequate in terms
of the quality of values education ,they provide. The central issue is
that moral reasoning skills seem to suggest a certain perception.of
right and wrong whereas normative analysis does not. Nonetheless both
themes serve the purposes of political education because they require
a critical perspective on values questions and go beyond an allocative
approach to political values. In both themes a commonly held value
is not necessari1y the truth and a§ such requireé consideration.

These three themes associated with intellectual skills contain
important elements of Pranger's notion of political education and in
so doing go beyond mere political socialization. Empirical inquiry,
normative analysis and moral reasoning are examples of what Pranger
would describe as the "cafeteria style" of political education (1968,p.43).
These themes allow an inquiry on the part of students as to what is right
or wrong in questions of value. They encourage independent judgment.
Pranger characterizes political socialization as "deliberately shaping
attitudes and developing predisﬁositions to accept truths" (1968,p.43).
These themes are clearly intended to do the opposite. Through effofts
to promote individual decision making and independent judgment and by
avoiding the allocation of certain values these themes qualify as political
education.

Pérticipation skills, Patrick's third dimension of political education,
is best exercised by offering students opportunities for community

-participation in social action projects and in trying to change the
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policies and practices of private or public institutions. These éxperiences
allow practical application of the knowledge and skills obtained through
the other dimensions of political education.
The desired outcome of political education is an active citizen Who
recognizes the importance of change. 'The experiences noted above have
the obvious va]ue of making participqtion a less difficult and more
~ familiar expefience. There is here an evident connection to Pranger's
notions‘about the importance of participation in democratic systems. In
this regard a curriculum which provided such experiences foh students
could be considered to have a significant inclination to political education.
Political attitudes; the fourth dimension ofvpolitica] education
provided by Patrick, is best devé]oped by themes which focus on some
conception of a mbre jusf or better society. This could be considered
fundamental to a critical consciousness which is a key goal of political
education, an attitude on the part of citizens that ideals exist and should
be pursued and that our existing social structure can be changed. These
themes would provide a focus for the knowledge, intellectual skill and
participation acquired through the other dimensions. It is the themes
related to this dimension which in Pranger's context avoid socialization
because they begin with the premise that the present society may or
may not be good, instead it is a decision of students. Courses do not
allocate information which suggests that ours is the only possible good
society. Themes of political attitude require significant difference in
po]itica] perception between being concerned only with "what is" to being
involved in "what ought to be". For Pranger this would fit a definition

of political education because there is a subjective approach to the
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political culture and a de-emphasis of the importance of political
objects.

It is necessary to suggest that while Patrick's dimensions used
in the document analysis in chapter four are not absolute evaluative
criteria and are by no means the only indication of a curriculum of
po]itiéa] education, they are nevertheless complete.enough that a
curriculum adhering to several of the dimensions would be considered:
inclined to political education. The 1list of questions, albeit limiting,
of what a political education curriculum could be will allow the conclusions
of the analysis of each curriculum to be based on indicationsof an
inclination rather than on absolute criteria. A curriculum will
therefore be described in terms of the degree to which it accommodatés
political education. Curricula which are disposed to a minimal degree
to political education will be deemed more potentially alienating; a
currjcu1um which assists more positively the answering of the analytical
questions would be considered less likely to be a curriculum conducive
to alienation.

Analysis conducted according to Patrick's dimensions and themes,
specifically related to political education, creates a corollary
relationship to political socialization in that those curricula not
inclined to political education are deemed to be inclined to political
socialization. " In other WOrds, failure to indicate any measure of
political éducation will allow the assumption that these curricu]a are
carrying on a socializing function. Even if curricula 1in social education
do not overtly attempt to socialize they will do so simply by not

accommodatfng‘any aspects of political education and by maintaining
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“an uninformed and uninvolved cftizenry.

Specific information indicating political socialization will be
identified in a more positive sense byiapplying the notions of
objectivity explained in chapter two.

Each curriculum description, then, wil]_be comprised mainly of
responses to the questions based on Patrick's diménsions and themes.
Pranger's work will be used to focus the descriptions on political
socialization where the responses to the analysis suggest that this 15
appropriate.

The questions derived from Pétrick's dimensions and themes have
been introduced in chapter one as the methodology of the analysis of
the subject curricula. These are reiterated here to place them within
the dimensions of the inquiry and also to indicate the way in which the
inclination of a curriculum to socialization or education will be
determined.
a) Is the knowledge in this curriculum relevant to social science and
baséd on social science concepts? Is there know]edge in the curriculum
which is relevant to the analysis of public issues? Is there know]edge‘
which is related to the Tegal system?
b) Are therebinte11ectua1 skills which concentrate on:

i) empirical 1nqu1ry?
ii) normative analysis?
ii1) moral reasoning?

c) Does_the curriculum provide opportunities for social action projects
wh{ch involve students in attempts to change institutions and their
policies?

d) Does the curriculum contain some conception of a more just society?
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The following criteria fof eva]uatfng a curriculum were achieved
by applying the questions derived from Patrick's dimensions and themes
in political education to a type of scaie which assess the inclinations
of a curriculum.

A curriculum in which two or three of these questions are answered
affirmatively would be considered minimal in its inclination to
political education and hence somewhat likely to be conducive to political
alienation in students.

A curriculum in‘which four to six of these questions are answered
affirmatively would be considered moderate in its inclination to
political education and hence moderate in its Tikelihood of being
conducive to alienation.

A curriculum in which seven or more of theée questions are answered
affirmatively would be considered significant in its inclination to
political education and hence unlikely to be conducive to alienation.

A curriculum in which none or only one of these questions is answered
affirmatively would be considered not at all inclined to political

education.

C) Relationship of Curriculum Form to Political Alienation

It is evident that the relationship of the form of a curriculum té
political alienation will be a key component in the conclusions.
At this point it is necessary to explain how a curriculum form can be
considered an ageﬁt of political alienation.

The relationship of political socialization to alienation has’
been established in chapter two. Various explanations were made to explain

the importance of communication in determining the type of political
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learning to take place and that a communication of political socialization
was likely to be conducive to aiienation.

For the purpose of this study a curriculum in social education is
considered a form of political communication. Pranger (1968,p.42)
distinguishes two aspects of communication, the methods énd the content.
A curriculum encompass both of these and adopts a method of communication
which in Pranger's terms is either socialization or education. The
curriculum imparts content through one of these methods. The form of
the curriculum then is determined by the nature of the methods and
ééntent associated with it.

This study will identify a.-curriculum as alienating if the content
does not accommodate_any of the dimensions of political education.

In other words, the form of a curriculum will.be deemed to be a]ienating
because the content suggests the method of communication is political
socialization and, as demonstrated earlier, is.likely to.induce political

alienation in citizens.

D) Summary

This chapter has presented a framework and dimensions. for the
analysis of social education curricula according to their potential
for political education. The framework is derived from Patrick's (1977)
four dimensions of political education which are based on his concept
of political education. The four dimensions which provide a theoretical
foundation for the subsequent themés are, knowledge, intellectual skills,
participation skills and attitudes. A curriculum of political education
should focus on these dimensions in order to encourage a commitment to

social change, divergent thinking and creativity. These dimensions will
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be more inclined to foster characteristics of political education if

they are evident in the eight themes suggested by Patrick. An assessment
as to the potential of a curriculum for pb]itica] education will be

based upon theability to accommodate these themes and dimension. As a
curriculum is a form of communication it will communicate either social-
ization or education. If a curriculum is more inclined to be a form

of socialization then it will also Tikely be conducive to alienation.



Chapter Four

DOCUMENT ANALYSIS

This chapter will describe in detail the éna]ysis of three British
Co]umbfa éocia] studies currfcu]um documents. The descriptions will be
based upon the analytical framework formulated in Chapter three and
specifically derived from Patrick's (1977) themes in po]itica] education.
Pranger;s (1967) interprétation of political socialization will also
provide any necessary app]ication of thatvconcept to the curriculum
under examination. The Chapter w111, through these descriptive profiles,
offer conclusions which evaluate the various curricula according to their
inclinations to poiitica] education or political socialization. Ultimately,
a determination as to each curriculum's potentiality as an agent of

“alienation will be made. This final evaluation relating to alienation
will be based on the theoretical considerations presented in Chapter
fwo which attempted to demonstrate the relationship between alienation

and political socialization.

A) Document Analysis

The analysis undertaken in this chapter is essentially a des-
cription of the secondary school social studies curriculum in British
Columbia over the past.thirty years. In focussing on a curriculum as it
has appeared over time it is not, however, the intention here is to

emphasize any historical significance. The primary purpose in using the
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same jurisdiction is to emphasize the poténtia] for alienation. A
curriculum which has been inclined over a long period of time, in
spite of revisions or changes, tp po1ifjca] socialization can be
considered more significant as an agent of a]iénation than one which
is analyzed as a particular document.

The analysis provided here has the potential to provide a
stqtement on the nature of a curriculum as it has been experienced
by an entire generation and perhaps will be experienced for a good
part of a generation‘to come. In terms of the concept of alienation
this is of more obvious COnsequehce than any judgment of a pafticu1ar
document which has been in force for a comparatively short period of
time. In short then, this form of ané]ysis is presented here because
of its potential for significance in terms of alienation rather than

as an historical portrait.

B) Descriptions of Three Social Studies Curricula

1) The 1950 British Columbia Social Studies Curriculum

The first curriculum document examined in the study was The Social

Studies. It was introduced in 1950 for grades seven, eight and nine
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social studies courses taught in the Province. 1In 1951 and 1952 social

studies courses for grades ten and eleven were subsequently introduced.

The entire course of study was revised with what might be described

as cdsmetic changes in 1956 and 1960. For the sake of simplicity this

curriculum will be referred to as the 1950 social studies curriculum.
This 1950 curriculum replaced. one which had been in place since

1941. 1In its introduction it reveals a decided tendency to the tenets
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of the progressive education movement. This is particularly evident

in the general objectives of the curriculum stated at the beginning

of the guide (Department of Education, 1950, P. 11). Here there is a
strongly worded cautioﬁ to teachers that knowledge should not be pursued
for its own sake, that the rote learning of unrelated facts is undesirable.
There is an emphasis on what is described as "the love of truth" (Depart-
ment of Education, 1950, P.11) and an admonition that, "social studies
students should not only learn fact; or even merely acquire knowledge

and understanding; they should also acquire an interest even an intense
determination, always to get to the truth of the matter. In short

they should be initiated into the life Tong quest for, 'whatsoever

things are true'" (Department of Education, 1950, P.11).

After the statement of general objectives comes a section éntit1ed,
"attitudes, appreciations and allegiances" (Department of Education, 1950,
P.14). The statements in this section also impart a “progressive" tone
in their emphasis on "universality of spirit in world affairs" and
the importance of aesthetics (Department of Education, 1950, P.14).

This appears, on the surface at least, to reﬁlect the progressive's
concern for the role of aesthetics in developing the whole child as
3 well as the notion of "expanding intellectual horizons", instrumental
to progressive education (Dewey, 1899).

The next section of the 1950 social studies curriculum guide is
entitled "course and instructional objectives of the programme as a
whole" (Department of Education, 1950, P.15). This section is devoted to

a 1ist of instructions to teachers on how to proceed with the instruction
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of the course. They appear as an elaborate attempt to encourage
teachers to be comprehensive and interesting in their approaches to
social studies. Indeed these appear not at all as "course objectives",
but rather as directives to teachers on the proper approach to teaching
the subject.

The curriculum document, particularly in its introductory pages,
seems mpst concerned with en]ightening“teachers and perhaps with
improving teaching methods. The methodology section (Department of
Education, 1950, P.1) lists a number of teaching techniques applicable
to social studies. It is interesting to note that in light of the
B.C. Social Studies Assessment (Aoki et al,1977) report that teachers in B.C.
favour the lecture method, this 1950 document does not recommend the
method and specifically cautions teachers not to use it (Department of
Education, 1950, P.19). |

Perhaps in order to expedite improved teaching methods in social
studies‘this curriculum emphasizes the "unit method" (Deparfment of
Education, 1950, P.21) and provides a model of a "typical teaching
unit". The unit approach as it is set out hére is an qtfempt to
incorporate the position of Progressive educators (Dewey, 1899) of
educatioﬁ through experience. Moreover, the authors of the 1950
curriculum document suggestAthe.unit should be developed through the
participation of students in co-operation with the teacher. The
curriculum guide advises teachers to maintain a log of a unit so that,
"it develops under actual classroom conditions into an experience unit"

(Department of Education, 1950, P.22).
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Following the methodology section is a lengthy description of
various resources available to teachersvand suggestions as to how these
might be used. There is a mention of the importance of current events
in this section as well as a two page consideration of the use of
"visual aids" followed by two more pages on the use and care of maps.
Finally there is an outline of how teachers might employ Canadian
Broadcasting Corporation school broadcasts in their social studies
classes.

A1l of this at first glance appears as a sincere attempt to make
social studies interesting for students and at the same time is a
challenge to teachers to up-date their approaches to the subject. The
curriculum of course makes no judgments as to the adequacy of previous
instruction in the subject but the thirty-four pages of detailed directions
essentially on how. social studies ought to be taught demonstrates.some
concern for this matter on the part of those who wrote the guide.

The introductory discussion of social studies and teaching methods
is followed by course outlines for grades seven, eight and nine. The
course outlines for grades ten and eleven were printed in 1951.

Each course outline provides an appropriate time allotment and
a description of the course content.  Perhaps in order'to facilitate
teacher's adherence to the curriculum concern for "experience units"
each course has an illustrative sample unit incorporated with the guide.
These units focus on a statement of purpose such as "early origins of
our modern civilization". Associated with these are objectives drawn

from the curriculum guide statements of general objectives described as
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general knowledge, abilities and skills, attitudes and appreciations.
Each unit is then divided and a “problem" for 1nquiky associated with

it. .The problem is pursued according to various objectives, within a
certain scope and through a vériefy of pupil activities. The unit model.
is concluded with a "suggested testing procedure", which is aCtua]]y‘

a quiz to be given students when the unit is completed.

The scope of the course content in the 1950 curriculum can safely
be described as éxhaustive and, for teachers, likely exhausting. The
concentration is entirely upon history and geography with extensive
units on citizenéhip included in gfades eight and ten.

History is presented chrono]ogica]y_according to each course's
time frame. Units on historical periods are repeated in various grades.
Students were taught the panoply of Canadian history twice, in grade
eight and grade eleven. European history was introduced in grade seven
and reviewed in grade ten. Geography units covered virtualTy every
part of the globe and went into minute detail on Canadian geography in
grade eight and:grade ten. |
2) The 1968 British Columbia Social Studies Curriculum

The second curriculum to be considered was issued in 1968 as the

Secondary School Curriculum Guide-Social Studies. This guide pertains

only to the constant or required social studies courses in grades eight,
nine, ten and eleven.

The 1968 curriculum guide opens with a statement that the previous
curriculum, i.e. the 1950 curriculum, had been criticized because it

was too content oriented and that the tremendously broad rang of
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content limited  teaching by emphasizing subject matter. In the
view of those who wrote the 1968 curricu]um guide these Timitations of
the 1950 curriculum made it "difficult to give meanfng and significance
to the studies which this programme embréced“ (Department of Education,
1968, P.1). | |

Like the previous social studies curriculum document the 1968
guide expresses a concerﬁ for the interests of pupils but in this -
regard avoids "attempting to confribute too much detailed knowledge",
in faVour of, "the principle of selection and the provision of a wide
variety of recources” (Department of Education, 1968, P.1). This
evidently suggests that some onus will be placed on the teacher in
developing an appropriate and significant course through a careful
selection of topics and materials. This concentration on the role of
the professional teacher is affirmed in the statement of course objectives
which is prefaced by a direction to teachers to "interpret printed
statements and translate them into action" (Department of Educafion,
1968, P.3).

In the interests of selectivity this curriculum introduces only
four specifit objectives, three of which relate to the acquiéition and
use of knowledge. A fourth objective relates to values questions and
calls upon teachers to, "provide a forum in which studenfs may learn
to deal with values questions in an inte]]ecuta]]y'and ethically honest
way" (Department of Education, 1968, P.3).

In keeping with the curriculum emphasis on history and geography

the guide provides two brief statements on each discipline, each of which



58

outlines the nature of study in the field.

In geography, there is an emphasis on empirical inquiry and a
warning to teachers that it is an error to teach geography as a
"~ collection of miscellaneous facts. There is an added emphasis on the
reasons for studying geography in the light of man's search for knowledge
about himself. Following the general statement on geography is a list of
eleven geography concepts intended as organizational information for
teachers.

The statement on history is simi]af to that on geography in that it
provides a definition of the subject, describes the nature of historical
studies and emphasizes the importance of the study of historical.inquiry
to modern sociéty. History is described as a preparation for responsible
citizenship and a course which shou]d; "provide students with the ability
to ask more penetrating and searching questions, and to question assump-
tions previously uncritically accepted" (Department of Education, 1968,
P.10). Associated with history are twelve concepts again provided for the
“information of teachers and also evidently intended to be focussing
statements for teachers in developing units of study.

Like the 1950 curriculum document the 1968 curriculum guide offers
a number of methodological sugdestions. Teachers are advised to
provide opportunities for "studies in depth", enabling students to
conéentrété on a 11%ited field. Also encoufaged are Iﬁ'ndependent
studies" réquiring student research. Field studies are another approved
method for social studies instruction. Field studies are to be a

"total approach" to learning where students "explore and discover for
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themselves" (Department of Education, 1968,P.16).
The content outlines of the courses in this curriculum hold to the
opening statement that the curriculum will be seiective and
will not incorporate a mass of content. Each year's content is set out
as a number of fields of inquiry along éide which are teaching suggestions
for that field of inquiry.

The 1968 curriculum with a de-emphasis of content should have
a11owed teachers more time to emphasize concepts in history and geography.
Unlike the previous curriculum document it is not a day to day guide but
rather a broad outline of general concepts.

3). The 1979 British Columbia Social Studies Curriculum draft

The third curriculum document to -be examined is a draft version

entitled Proposed Curriculum Guide, Compulsory Social Studies, that

15 intended to replace the 1968 social studies curriculum. The intro-
duction to this document states that it is to be in place by 1983. The
draft considered here is the second draft which appeared in Qctober,
1979. This has been the most widely circulated draft but it has been
followed by avthird draft which.did not differ from thevl979 draft
substantially.. It would appear safe to assume that this second draft
does represent a reasonable approximation of the eventually mandated
curriculum.

One of'the most obvious_differences in this curriculum as cqmpared
to the other two is the organization of scope and sequence under the
fdur headings_of generalizations, content, skills and issues. Learning
in social studies is described as a continuum moving across these "strands™

rather than the concentration of skills or content in isolation (Ministry
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of Education, 1979, P.10).

The "issues" heading of this curriculum is a decided departure
from the design of other curricula. By 1hcorporating issues in the
scope and sequence of the curriculum there appears to be a serious
attempt to have the consideration df issues a feature of social studies
courses. Clearly this would take the subject beyond its traditional
pre-occupation with know]edge and bontent.

The emphasis on issues, however,lis somewhat suspect when one considers
the overall goals for social studies curriculum (Ministry of Education,
1979, P.14). Four goals are presented and all but one of them relates
to "knowing and understanding". It would‘appear that in terms of the
stated goals which provide the curriculum's focus, any pursuit other
than that of knowledge will be somewhat incidental in classroom teaching,
in spite of the later stated concern for the consideration of
issues.

In another departure from previous curricula the 1979 draft document
incorporates some aspect of Canadian studies at every grade level.

This Canadian content for example, is part of the grade seven course's
general theme. “Peopie and their physical environment" is the theme for
the course and as part of this, world regions as well as Canada's
geographic regions are studied. It is described as a "social approach
to the physical environment” (Ministry of Education, 1979, P.52). The
emphasis is on how people and their environment mutually affect each
other in Canada as well as elsewhere.

In general the 1979 curriculum document outlines a problem solving,



61

thematic approach to social studies education. The identification of"
social problems form a key part of each course description and the

curriculum does de-emphasize the importance of content.

C) Analysis of Three Social Studies Curricula

The fo1]ow1ng three profiles provide a detailed analysis of po]itiea]_
educat1on in terms of Patrick's themes outlined in Chapter three
The profiles presented in chrono]og1ca1 order are descr1pt1ve statements
w1th frequent references - to the documents. |
1) Profi]e of the>1950»8ritish Columbia Social Studies Curr1c01um

This curriculum nas‘a'very promising introduction in termé of
‘political education particular1y in that section entitled, “the Tove
Qf%truth" thch extoles the 1hportanee of a critical mind (Department
'of Education, 1950 P. T2) - Introductory statements in the document also
down play the 1mportance of know]edge based on facts and stress vtne
importance of aesthet1cs and 'universality of spirit in world affairs,"
The intents of the currncu]um guide in matters of po]itical education_are.'
more clearly stated, however in the grade level ouf]ines of soeia]
studieS'courses. } |

When applying the themes set out by Patrick's (1977) first dimenéion
of po]ifica1 eduCatidn; political knowledge, there is very 1itt1e evidence
bof a eoncern for know]edge beyond that of details about political insti-
‘tUtions. ‘v | |

Knowledge re]evant to socié]_science and based‘onveoeia1 science

concepts, while receiving some recognition in the introduction to the
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1950 curricﬁ]um documenf (Department ofvEducation, 1950, P.15) is not
accommddated in the content of the courses. This gurkicu]um provides
1ittle opportunity for teachers to develop social science concepts as
-v‘thé outlines are déyOted to factua1 content in history and‘geography. .
The 111ustratiVé samp1e'units such as the "man's relation to

geogfaphyJ unit (Department of Education, 1950, P.65) outline concepts
which emphaéize facts and information. They relate only to the
_disCip]ine of geography and are only summaries of the course content.
Thus, the conCepfs referred to- in fhis sample unit oh man'S Ye1étion
“to geography are des;riptions of such things as ancient.theories about
»the shape of tHeiearth. The coﬁcept of cbncern here is the flat earth.
It i; on]y.presentea~as something for students.td_know about. It is |
not é‘concept which s exfrapo]ated from knowledge. In sum ft is clearly
not a concept’WhiCh can be related to social or political action.

| Thé approach to history scarcely mentions the notion of concept
development and the grade‘]evel courses ére burdened with,facfua]
detaiTs. in the grade ten coursé;.there appears to be a cértain
oriéntation to socia] 3ciencé'con;epts'through history. This course
B bears‘such,unit titles.as "man's search for knowledge" or "man's
conquest of distance", but rather than take up any concepts implied
in those titles the course devotes 1tse1f_to detaiis on theAIives of
great meh, the events of the history of medicine and other factual
information. |

AThe emphaSié on content generally prohibits any meaningful

intkoduction,of concepts in the sense they would be.in political
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‘education(- Whatever conceptual know]edge is present ts informative
about objects, it is not information which is applied to political actionf

Patr1Ck's (1977) second knonledge theme relating to the analysis
of public issues is also notvaccommodated in this curriculum. This
know1edge theme relies on the introduction of analytical ski]]s.re1evant
to public issues &nd anhunderTying concern for, "what ought to be".

This curriculum, given the overwhelming content‘a]]owsflitt]eltime for-
any-analysis or introduction4of analytical skills and as such these are
not mentioned asvan element of the curriculum.

The general topicapf pub]ic:isspes and anatysis based on a consid-
eration of "what ought to be" is not present at any‘p1ace in the
document;Tikely becaUSe.it‘wou1d be too far removed from the emphasis on
the transferhof historica]‘and geographieal informatjon. |

Know]edge re]ated to the 1ega1 system 1s-1ncorporated in the grade
eight and grade e]even courses. In grade eight it forms part of a
unit entit]ed,'"good citizenship" and isldescribed as "0ur‘her1tage—
traditions, rights, responsibilities" (Department of Educat1on, 1950,

P. 53). 1In grade eleven the nnit “the machinery of national 1ife"
allows for ”some expansion in the field of Taw" (Department of Education;
1951, P. 38) The cons1derat1on of 1aw prov1ded for in these courses
however s1mp1y defines the types of 1aw, descr1bes the court system and

‘ re]ates how the law is enforced.' This clearly does not in any way
approximate the gqa1 of political education which is to provide a
knowledge wh1ch would encourage a citizen to take a stand, nor does

it suggest any ways the Taw can be used to solve persona] and social
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problems. It appearé to be only the most rudimentary rendering'of some
of the facts about‘the Canadian judiéia]1system rather than the law
itself. | |

Patrick's (1977) second dimensish of po]ﬁtica] education inciudes
intellectual skills thaf enable éﬁpirical inquiry. This 1§ clearly an
approach to social educatibn which had not reached Britfsh Columbia by
1950. There is simply no evidence of any notion of forming and tesiing
" a hypbthesis re]ated to a social issue 1n any aspect of this éurricu]um.

Likewise skills of normative analysis and moral reésoning appear.
foreién to this curriculum a]though they would be in keeping with its |
profesﬁed "Tove of truth". The fact 6f'the matter however 1§ that
_'wftﬁin the contéht of the curriculum there are no opporfunities for
‘questioning commonly held valueé. Canadian jnstitutions for example
are presented to be 1earned.aboutL There is ho éuggestion that they
o should be eva]uafed from a persbective of.normative'analysis.' SimiTar]y'
Canadian history is.presented_factua1]y and the curficu]um does not
encourage any value judgments about the events thét constitute it.

‘Patrick's third»dimensfoh, pérticipation skills are not pért of
thié curriculum. Once again a suggestion .is made fn the introduction
which 1hd1cates/good 1nteﬁtions. This is to the effect fhat the "good
citizen" is the central objective of the curriculum, (Department of
Eddcation, 1950, P.11) but the curricu]um.offers ﬁo suggestions as to
What‘this.is.or how it s achiéved. The introduction suggests that
barticipation 1s_par£ of this citizenship bht the curriculum would

appear to set its role as one of preparing for participation rather
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than providing opportunities for students to participate.

In 'the introductory pages thevcufriculum describes a number of
attifudes, appreciations and allegiances as well as habits and skills
which are thought desirable outcomes of social studies courses (Depart-
ment of Education, 1950, Pp.13-14). Nowhere in.this 1ist of forty items.
is participation in political affairs suggested. The word partfcipation
does not appeak.

In grade‘eight a unit entitled "good citizenship".makes no reference
to. participation although it does to loyalty and qualities of leaderéhip
(Department of Education, 1950, P.S3)} The grade ten course emphasizes
the “trafning of competent citizens“_(Department of Education, 1951,

P. 49) but an exhaustive unit prescribed for a five week study makes no
mention of participation'and does not offer any skill useful in parti-
cipatipn. | | |

Patrick's fourth dimensjon, political attitudes, a concern for
which is demonstrated in considerations of a "more just society" or
in some notion of 1mprovjng "what is" in terms of social and pb]itica]
iﬁstitutions, is also not accommodated in this curriculum. The
introduction contains a section on "attitudes" (Department of Education,
1950, P.]%) but the words describing these attitudes do not approach:
any concebt of ideals or "change for the better”. The "attitudes" focus
- only on acquiescent behaviors: understanding, appreciation, willingness,
sympathy, faith, respect, recognitibn..

Without qualification this curriculum can be described as one which

is not at all inclined to political education. It does not in any sense



66

Cfulfil any of the requisites set out in Patriék's dimensfons.  Further—
more, in applying Pranger's (1967) description of po1itica1 socia]ization‘
it can be demonstrated that in so entirely ignoring any provisions of
vpo]itica] education this is a socializing curriculum and hence can be
described as an. agent of alienation.

The most evident feature of this curriculum in terms of a so;ia]izing
function is the objectified way in which it presents the po]ifiéa] culture.
‘The grade eight and eleven courseés refer to the "machinery of government"..
Both these courses present_the political system as a series of objects to
be learned about.. There is no inclination to provide for ¢ritical re-
flection on Canadian institutions. The responsibilities of a citizen
afe set out only as, "to know his country, the map of Canada, the structure
of government" (Department of Education, 1951, P.50).

Thié curriculum repeatedly emphasizés the importance 6f leaders
or political actors and frequently focuses on the importancerf their
-activity (Department of Education, 1950, P.53). The importance of
voting is streséed (Department of Education, 1951, P.50) but ashas
been demonstrated, other forms of pérticipation are not. In Pranger's
(1967)~terﬁs this definitely indicates a tendency to solidify the politics
'of_poWer at the expense of the politics of participation. |

Po]itiéd] socialization can be defined as a de]iberate attempt to
shape political attitudes. This curriculum does exactly that and
reveals thi; in a rather remarkable statement which. advises teachers
that the grade ten unit on democratic citizenship in Canada is, "basic

Content_for all classes. Some indoctrination desireable" (Department

“of Education, 1951, P.15). This tendency to indoctrinate or socialize
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is nowhere more evident than in a recommended "playlet" on Canadian
citizenship‘prOV1ded in one of the curricu1um‘s appendices. This “pTay“
is provided for, "use in discussing the Canadian citizenship act"
(Department of Education,1951, P.58). It is simply an enactment‘ofb

the granting of Canadian citizenship to dn "alien" (Departhent of
Educatioh, 1951, P.51). It .suggests thét citizenship is a matter of
Taw and something which_wé are all very fortunate to have as Canadians.
This can hardTy‘be in keeping'with any ‘notion of critical inquiry. It
is quite simply a rather bTatant exercise in socialization and, as the
| curriculum states, indoctrination.

The curriculum can be described as one which is very much inclined
to po]itica]’socia]izationvand therefore one which is conducive to
alienation in its fecfpient., It clearly objectifies the political
culture, enhances the 1mportanée of political actors and discourageslfhe
po]ﬁtics of participatiop. By its own.admissionlit de]ibefate]y
indoctrinates and attempts to shape attitudes. “

What is quite insidious about-the 1950 social studies_curriculum
is thaf_the good intentions set outvfn the introduction are cohp]ete]y ‘
betrayed by coUrse-content énd'practice. If is an entire]y-hypocriticé1
~ document. it admonishes tééchers to ayoid factual bresentation of
objectified knowledge and then proceeds td burden ‘them with almost two
'hundned pageé of facts,and information which must be taught. It
warns égainst propaganda and‘te11s teachers it is not their function and
" is indeed unethica]tto tell students what to think (1951, P.13) but

also advises that with'regard‘tobcitizenship indoctrination is necessary.
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ijen all of this it can only be conc]uded that this document is a
travesty 16 terms of pd]itica] education. |

'>2), Profi]e of The 1968 British Columbia Social Studies Curriculum

| As has been noted this ¢urfdéu1um_begins by describing sbme of the
shokthmings of the pfevious prdgramme in soéia]_studies, iﬁ particu]ar
thé emphasis on content rather than conceptS. In that this 1968 curriculum
attempts to de-emphasize the significance of content and focus on
concépts it might be speculated that there may be more opportunity for
the inc]usidn of political education dimensions. Certainly one of the
prob]éms wifh the 1950 curriculum'was; with the overwhelming content,
it allowed no time for any'activity other than rote learning. The

1968 Curricu]um is a proponent of avoiding this approach (bepartment

of Education, 1968, P.]).

By avoiding content prescription this chriculum does in a sense
present some problems for document analysis. The 1950 éurricu]um
brovided a great deaT of material forvanalysis in over two hundred
" pages. This meant that many of the - directly  stated 1ntroductpry :

» fntentions could be verified according to the actual course content of

the programme. aThe 1968 curriculum is a very thin thirty-eight pages and\;
many of the intentions may have to be takeﬁ at face value since there

15 not enough course contént to verify them in the course descriptions.

- However, while this cdfricu]um documént will not accommodate a detailed
course‘content analysis it can still'by evaluated in terms of the broader

intents.
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The fact that the 1968 curriculum document begins by emphasizing‘
the fmﬁortance of c0ncept‘deve10pment does suggest some adherence to
Patrjck'sv(1977) know]edge theme based on social science concepts.
This gﬁrricu]um outlines a number of kéy concepts most of which fe]ate
. to geography and history but could have application fo the social
sciencés. Thése-are_presenfed to, "give meaning to the factual content
of -the discipline" (Départment of Educafion, 1968, Pp.6-8).

- Several pf'thése concepts, 1f-a¢ted upon by a teacher would é]]ow‘
- for geheré]izations~Wh1ch would remove the concern of these courses from
~factual information. It is Suggested, for examp]e,.that the cdncept
of'culfural viewpo%nt should be considered, suggesting'the ré]ative'
merits of othér cu1tufes. Global interdependence 1is andther suggested
concept and again 6ne which would requike an app]ication okanowledge.
Change as an inevitable condition of human l1ife is a concept related to
histdfy which suggests’an opportunity for an app]iéation of historica]_
knowledge to a concept in social science (Departméht of Education, 1968,
P. 11). - |

It should be noted that all bf these concepts are presented'ih_»
isolation from the cqntent of the curricuium coufses.. They are only
- for the information of teacheré.v This raises sbme question as to the
Tikelihood of their inclusion in classkcombpfactice but'nevértheiéss it
~must be admitted thaf this curricu]um‘doeé attempt to-.introduce social
sciénce c@ncepts and c]eariy has the’app]ication of»know1edge to those
concepts as one of the intents. Unlike the 1950 curriculum it does |
make a distinttion between factud] khow]edge and conceptual knowledge

and~concepts are extrapolations based on facts.
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The presentation of knowledge relevant to public issues is not
a signifiéant element Qf thfs curricu]ﬁm. The emphasis of the specific
objecfives is clearly on "khowing aboﬁt.the functioning of human
societies" and Understanding concepts fhat apply to that knowledge.
(Department of Education, 1968, P.3).

-In the curriculum statement on history (Department of Education,
1968; P.9) the suggestion is made that a knowledge of history allows
for an'ahalysis of public issues but the cur%icu1um itself does not
provide any specific opportunities for students to do this or apply
historica] knowledge to public issues hor does it suggest that this
should be done in. the courses of the.curriculum. |

The gradé eleven course does contain a suggestion that in the
instruction of units on urbanization.and population, "contemporary
issues should be used in devé]oping the course" (Deparfment of Education,
1968, P.37). This is the only reference to‘the'application of‘khow1edge o
to pub]ic,issues as part of a course. Beyond this there'doeé not
appear to‘be any coﬁcepfion of a knowledge theme pursuing the question
of “"what ought to be". In this regard the curriculum is concerned only
with."what is" and "what was".

Knowjedge re]ating to the legal system is almost non-existent in
the 1968 social studies curricu]um, Only scant mention is made in
the grade eleven course statement. "Reference should Be made to the
role of law 16 human sociéty“ (Department of Education, 1968, P.38).
Any notion of law enabling citizen action js not admitted. THe course
seems only togconsider law in the traditiona] sense as the foundation

of order.



71

With regard to Patrick's (1977) inte]]ectua]ASki1ls dimension of
po]itica] education it does appear that some perééption of empirical
’enqﬁiry in social studies had reached British Columbia by 1968. The
sbecific objebtiVes of this curriculum refer to the ﬁecessity of
“re-thinking knowledge and...testing new hypothesié" (Depértment of
Educafion, 1968, P.é). Also students are to be "caused", "to develop
some facility in usjng the methods of inguiry through which knowledge
in thé social domain is discovered and acquired" (Department of Education,
1968, P.3).

Inlputting this 1ntd-pract1ce the curkicu]um expects students by
grade eleven to se1e¢t a thesis or problem to*fnvestigate'and evaluate,
analyze and interpret the information they gather in relation to the
problem (Department of Educatipn, 1968, P.15).

Apart from the statements in the specific objectives and'thé
proVision for independent study there do not appear to be any othér
opportunities fqr-empirica] enquiry in this cufricu]um. An intention
to introduce and foster this skill does exist hdwever, and in this
sense the curriculum does incorporate the theme of intellectual skills.

Skills of normative analysis or moral reasoning are alluded to in
the fourth specific objective stated ear]ier'(Departmeﬁt of Educatioh,
1968, P.3). However the curriculum does not provide any opportunity for
tﬁe actual dévelopmént and exercise of this intellectual skill. The
‘course prescriptions relate only to content and the teaching suggestions
a]ong-side the content make no mention of any'valﬁing exercise of the

type Patrick (1977).envisions. There is no apparent concern for
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ethics or ethical correctness. The exercise of deciding fight from
wrohg is not-a part of this curricuiﬁmt Although the intent of
va]uing is expréssed‘in the specific'objectives of the curriculum the

_ attainment of normative ana]ysis as a skill is made impossible by the
failure of the document to incorborate the practice of the intellectual
skill of valuing in any course of stgdy.

The third demension of political education, participation skills
receives no.mention in this curriculum. There is no suggestion of the
desirability of social action or political participation. Thé teaching
suggestions for the grade eleven uﬁit Qn politics dwell on the machinery
of government and the principles and p&%icieS‘df po]itica] parties |
(Depaftment of Education,v1968; P.38). "QOtherwise this curriculum not
Qn]y does not consider'poiiticai barticipation but éontemporary politics
as a general topic is not present in ahy course.

Imp]ied;in both political participation skills and Patrick's (1977)
fourth dimension, political attitudes, is the concept of change. In
political education the‘sense of this is, as has been explained, a
matter of change for the better with the citizen being the change agent.
The11968 curriculum document introduces change as a concept in history
which may be applied to various sbciai sciences. As such it remains a
Eather academic‘exercise and, without some concern for the student's
attitude to change, is ofy]imited value.

U]timate]y then, this curriculum does not express concern for

‘students' political atfitudes. Unlike the 1950 curriculum which clearly

had the objective of moulding "citizens" the 1968 version seems to hold
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to a kfnd of neutral positfon and‘in s0 doing introduces no intent
which would provide a focus for students to consider the topic of
"a mOré just society".

Perhaps the sihg1e most evident trait of the curriculum is the
concentration on the disciplines of histdry aqg geography. In the
process of developing know1édge and some ski]]g relating specifically to
those subjects the document providés 1itt1e.opbortunity for political
education. There is, as the curriculum writers state, a de-emphasis on
factual infdrmation andlan encouragement to develop topics conceptually.
However, the emphasis tends to be on "knowledge about“ as reflected
in three out of four curriculum objectives. The fourth objécfiVe does
relate to values but is not accommodated in the content of the curriculum
or the teaching Suggestions. Thé knowlege objectives however do appear‘
to be well covered in course content.

The curriculum does preseht.what Pranger (1968) would describe
as an objective view of political culture. It presents responsible
citizenship only as "an understanding of our political institutibns"
(Departmént of Education, 1968, P.9). As with the 1950 curriculum the
concern is with the "hachinery of governmentf (Department of Edﬁcation,
1968, P.38). Both these statements indicate that the curriculum only
presents the political system as a series of objects (machine parts)
to be Tearned about. There remains therfore, an objective relationship
between thé;student—citizen and the po]iticé] system. As with‘the\

1950 curriculum a pro-active, creative, critical citizen is not identifiable.
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In as much as this is a.curricu]uh in which only-tWO political

education themes can be identified and-which:can be seen to have set
‘out an objective relationship between citjien and political cuiture,
it can be concluded that this curriculum is minimal in its incIination'
to pd]itica1 education. Furthermore, given the objective nature of
its orientation‘to citizenship'and its concentratidn on knowledge in the
~disciplines of geography and history with scant reference to those
elements of po]itiba1 educatibn which expedite critical inquiry, this
~curriculum can Be fdentified aé'having an inclination fo political
socialization. With this.minimal degree of pojitical education and
significant elements of political soéia]ization.this is a curriculum
which is somewhat 1ikely to be conducive to political alienation.
3) Profile of the 1979 British Co]umbia Social Studies Curriculum Draft

Pérhaps one of the more interesting features of the draft véfsioh
of thevsoc1a1 studies curricu]um‘is the statement from thé Ministry
in the introduction. In terms of political education this directive
from the political level does not bode well for this curriculum. The |
legislators clearly haye it in mind that social studies should present
an objectified view of the'world to students for them to learn about.
The ministerié] statement emphasises thé importance of factual 1nfofmatidn.
Nowhere is political education evident. However, as has been seen in
| eaf]ier analysis, the seeds cast by introductory remarks often bear little
“fruit in the actual content of the curriculum.

_.In terms of the'first dimension of political education and the theme

of knowledge based on social science concepts some drift away from the
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ministry's émphasis on factual knowledge can"bé detected in this draft
document. A tendency to emphasize social science concepts and go
beyond an emphasis on facts and 1nformétion does appear to be present.
The curriculum- "generalizations" column for each course frequént]y'
allows the introduction of social science concepts concurrently with
factual material. The curr1cu1um guide directs that content and
generalizations should be considered together. This is a noticeable
improvement on the 1968 curriculum where concept and generalization were
isolated suggestions to teachers not related directly to‘any course
content. | |

In tying content to concepts this curriqu]um does indicate an
intention to feature the theme of knowledge based on social science.
This»is verified by the fact that concepts presented as generalizations
do appear to have mérit as they require applications 6f knowledge and
would allow such activities as comparisons of political institutions;
A ‘concept genefa]ization in the grade eleven course for example requires
students to app]y know]edge of various cultures to a notion of cultural
diversity and its s1gn1f1cance for the world (Ministry of Education, 1979,
P.72). This is.clearly a concept whjch has applications in social science
and removes concerns of courses from matters of fact. Each course in
this curriculum appears to have a similar orientation.

Also going furthér than either of the other curricula is the appli-
cation of curriculum content to public issues. This is in fact the
only curriculum of the three in which the knowledge is re]evant to the

student's experiences. In grade eight for examplé the general course
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theme;'"peop1e and their eéonomic environment", is related to content
on different national economic systems and to the issue of whether or
_ not the economic interdependence of nations is a good thing (Ministry of
Education, 1979, P.59). Content about industrial deVe]opment is
related to the issue bf ecdnomic consfderation out-weighing environmental
vfactors in the development of industry'(Ministry of Education, 1979,
P.59). This relationship of knowledge to public 1s$ues is common
throughout the curriculum indicates that this po]iticaT education theme
' along with the social‘science concepts . theme is present in the 1979
curriculum document. . |

Knowledge related to the legal system is presented in the grade
ten‘course which bears the thematic title, "people and their bb]itica]—
legal environment”. This curricuTum does go somewhat farther in the -
consideration of law than_the others in that it is not only concerned
withAthe Structure of the judicial system. It dQes include content on
how Taws are-madé-and changed over time, what some significant laws are
and their impact on citizens and how the law relates to students.

Thé 1979 curricu]uh is to contain knowledge about actual laws
and how those laws might be used and éhanged. ‘Also there-appears to
be some Concern for demonstrating how the law relates to society,
rather.than how citizens relate to the law as in the 1950 curricu1uh.
The 1979 curriculum does then contain knowledge related to the legal
- system appkopriate to political education. This curriculum document
encouragésté type of knowledge about law which will he]b students to

uSe the law to solve problems. It should also be noted the Taw



77

component does apbear to be a méjor part of the Qrade ten course and
is more than an incidental consideration as it was in the 1968 grade
eleven course. '

The second dimension of political education, intellectual skills,
with its related themes, does appear to'receiVevrather_sighfficant
attention in the cﬁrricu]um. | | |

The first theme, sk1i1s of empirical inquify, is alluded to as an
essential component in enhancihg the understanding necessary fof the
accomplishment of the first three goals of the curriculum. As early
as grade seven the curriculum pkeScribes as paft of the "skills"
column, aftentidn to inquiry procésses which require students to‘identify‘
and state a problem, formulate a hypothesis, gather and ané]yze data
and test conc1usions (Ministry of Education, 1979, P.55). This inquiry
process 1is 1ntrbduced as a skill to be practised at every grade level.
Given this degree of accommodation it is quite clear that.fhis theme
in political education is an important element of the 1979 social studies
curriculum.

Skills relating to normative ana]ysis appear to be encompassed
‘in the "issues" component of the curriculum. These issues questionsv
while relating to contemporary problems are also genera]ly.prefaced.‘
with the word, "should". A typical example is the question, "should the
bhySica] envirnoment be modified if it will cause changes in the way
}of 1ife‘of the péop]e who live in thé-area?" (Ministry of Eduéation, 1979,
P.55). Such quesfions provide opportunities for nofmative analysis

because they require a decision as to. right or wrong.
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The values questions included in the curriculum are integrated
with each course. They are in effect extensions of the knowledge
relevant to public issues in that they not only require a consideration
of an issue but also a determination as to right or wkong.

A further indication of the importance of normative analysis in the
curriculum is in the appendix to- the draft which is evidently intended
to provide teachers some direction in the treatment of issues and
values. It is clear from this appendix that issues are more than .
contentious questions but are also questions of values requiring
resolution (Ministry of Education, 1979, P.79). Furthermore,‘this.

. curriculum goes further than others in that it does not merely preseht
a suggeétion for”action but accordihg to the appendix presents a pro-
cedure for the implementation of values consideration in the classroom
practice.

Patrick's (1977) third theme of moral reasoning in the intellectual
skills dimension, has been directly addressed in the appendix.

It appears to this writer not feasible to construct
a Kohlbergian moral reasoning curriculum, culmin-
ating in the achievement of the post conventional
stage of moral reasoning. Perhaps we should be more
humble in our aims in accepting, along with some
theorists, that the most we can hope for in social
studies is the development of a reflective frame of
reference or values and the capacity for arriving at
a judgment (as statement of value priority) that is
based on analytical, logical reasoning. (Ministry
of Education, 1979, P.83).

It is clear that since most of the questions relating to values

are prefaced with "should", the moral reasoning approach to values

does not fit since the implication in these questions is that right or
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wrong are matters of opinion rather than torreét perceptjon.vvConSidering
the diréction taken in the appendix and the ﬁature of the questions
themselves fhere appeaks to have been a clear decision in this curriculum
not to use the moka] reasonjng approach in favour of normative analysis.

| The third dimension of poTitica] educatibn, political particﬁpation ‘
skills receive some attention in the draft curriculum buf it wou]d
appear‘that these I"p'anrtvicipatio’n ski]is“ are intended to~épp1y only
within the confines of.the classroom. They are not participation skills
exercised by éffering students‘qpportunities for participating in the
’communityvfn socijal action projects; The kind of participétionvSki]ls
this curriculum encéuragés are perhaps best defined as prepatory skj]]s
which are not intended to be exercised in an actual public arena.
Hehce; the curricu]um»focuses-on rather traditional skills such as,
working in groups, debating, communicating orally and us{ng par]iamentary
procedurés (Ministry of Education, 1979, P.69). |

The matter of political attitudes as the fourth dimension of po]itﬁcal

education, wfth.a consideration of a."more just society" or a concern
. for "whét ought fo be" rather than mereTy_“what is" in society is.imp1ied
in many of the “issues" written into this curricu]ﬁmb Questions’such
as, shou]d there be greater sharing of wealth among 1ess fortunate
peop]e or nat1ons, how could this be done?" (Ministry of Educat1on, 1979
P.59), "Should peop]e str1ve‘for the1r'own persona] benefit even if 1t
is detrimental to the well being of society?" (Ministry of Education, 1979,
P. 59) "To what extent are cu]tdra] minority rights to be protected?"
(M1n1stry of Educat1on, 1979, P 64) and “What is the proper ro]e of

" the c1t1zen in soc1ety?" (M1n1stry of Education, 1979, P.69), are
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featuree prominently tn this curficu]um and these "issues" go beyond

| topical concerns and va]ues quest10ns in order to a]]ow students a vision

of a changed and better society. Because these quest10ns are re]ated

- to the. content at eech;grade Tevel they appear to-be-matters of significance
for the 1979 curriculum. Consequently political attitudes as they relate

to political education are a majer consideration of the cﬁrricu1um.

Before'ferhing any conclusions on this curriculum and the orientation
to political educat1on it should also be scrutinized for any elements of |
‘p0]1t1ca1 soc1a11zat1on which appear in it.

The earlier mentioned ' ‘message from the ministry" (Minfstry of Edn- '
catioh, 1979, P.7) along With the curricu]um'..ﬂgoa1s and learning
outcomes" (Ministry of Edecation, 1979, Pp.14-17) indicate a strong-:

' emphasis on objective knowledge particularly in the area of citizenship

' »education; Goal two of the curriculum requires students to "know. and
understand the ro]es, r1ghts and responsibitities of an individual as
a.member of society" (Minietry of Education, 1979, P.15). The components
ef this goal are all prefaced with the words "know about" and,treat this.
citizenship goal very much as;a matter of obtainingFOSjective know]edge.r

Of the four goals of the curriculum only the last ea1ls for |
“learning ether than knowledge related to information. This Tlast goail
does address po]itiéa] educetion and avoid political soeiaitzation by
Calliné fot a know]edge.énd understanding of‘criticat thihking processes.

Ultimately this fdurth gea1-a10ng with the “issueé" parts of the
eourses in th1s curriculum are what allow the curr1cu1um to avoid being
an instrument of socialization. In this sense the 1979 curriculum has

fa rather ironic simi]arityvto the 1950 curriculum in that the introductory
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remarks and goals are not tndicative of the rea1‘nature of the curriculum.
The ]950iversion professed progressivism, a search for truth and a
concern for the critical mind but prouided no accommodation for these;n
The 1979 curriculum draft dec1ares a rather rigid concern for objective
know}edge‘butﬂconsiderab]yvadifieS’this_by 1ntroduc1ng'many aspects:
“of political educatton. |

Indeed even the apparent concern for students' obtaining knowledge - :
about the rights and responsibi]ities of Canadtan citizens, which could
well -be a vehicle for soc1a]1zat1on is in effect counter balanced by
..the curr1cu]um 'S presentat1on of such quest1ons as, "what are the
advantages and d1sadvantages of the Canad1an po]1t1ca1 structure 1n
comparison w1th other political structures and ”what is the "proper’
role of governmentuin any.society?"‘(Ministry of Education, 1979 P. 69)
These are c1ear1y quest1ons wh1ch wou]d prec1p1tate cr1t1ca1 1nqu1ry on
these top1cs and should modify some of the soc1a11z1ng effect of the |
emphasis on "know]edge about". | |

In Tight of the modification of the socializing tendencies of:this .
curriculum by those features‘mentioned above and given that'in terms
of the profi]e derived from Patrick’s (1977) analytical mode] and the
fact this curr1cu1um conta1ns numerous features of po11t1ca1 education, -
it can be concluded th1s is a curr1cu1um wh1ch is significantly 1nc11ned
to po11t1ca1 education. | |

It shou]d be noted that the significant'-designation was given here
in sp1te of “the fact the curriculum answered pos1t1ve1y to six of the

seven questions framed from Patrick's (1977) model. " The a]]owance has
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been made because the curriculum did contain considerations of values
questions although not by way of moral reasoning, but instead by use of
normative analysis. For the purposes of this study this has been viewed
as an alternative approach to this aspect of political education.

What appears to exist in the 1979 draft version is a social education
curriculum with an oriehtation to political education that can avoid being

a form of communication which is an agent of alienation.

D) Summary of the Document Descriptions and Analysis

This analysis of curriculum documents has shown that two British
Columbia social sfudies curricula dated 1950 and 1968 contained few
elements of political education and were significant in their inclination
to political socialization. Given the re]ationship'a1ready established
between political socialization and alienation these curricula have been
described as agents of alienation. This conclusion has been drawn
because neifhér of these curricula could be identified as incorporating
to any significant degree the themes of political education identified
by Patrick (1977). At the same time it was observed thét these documents
in their tendencies to objectify the political culture had asignificant
tendency to political socialization.

The 1979 curriculum draft document on the other hand was seen to
have various elements of political education including, knowledge
relating to social science concepts, public issues and the law as
well as intellectual skills themes of empirical and normative analysis.
It also paid significant attention to political attitudes in an open

and critically conscious manner. While it had various aspects relating
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to po]iticd] socialization these were counter balanced by‘cbncurrent '

political education themes.



Chapter Five

CONCLUSIONS

This chapfer disCusseﬁ.conclusionS and impjications pertaining
to this Qtudy. _The conclusions highlight:the dégree of politicaT
_edutation‘reported'from the éna1ysislof,three'dﬁfferent.curricu]a
prescfibed by thé:British Co]umbia Mﬁnistry of Education. '~ Implications
emphasize future.réséarch directions‘as wei]-as cbmments:conéerning_
" the enﬁancement~of social éohsciousneSS’in social studfes curriculum |
ddcuments gnd the capacity for_critica] thinking in students. Some
commentary Will_élso be provided on the 1979 dréft proposal for'a.
- jBfitish Coiumbia Socié]iStud{és.curricu1um and the impiicétions for
;thé implementation bf a pb11tica1.educatidn oriénted curriéu]um._.Patrick's.
’ (1977).ana1ytica] fraheWorkAand its uti]fty in assessing the political

- education content in social education curricula will also be discussed.

A) Conclusions

The most significant conclusion to be'drawh'derfves froh the
concept:of political paftiéipafion pérpetqafed by the_]950 and 1968
/Britisﬁ,Co]umbia sdcié]iétﬁdies curricﬁ]a. In theSe,the citizens’
active role in politics is minimal and is defined‘on1y in térmsvof vofjngu
This.stddy Has shown that heither the‘1950-nor the ]968 provincia] social

studies curriculum -is céhcerned_ 1 with any political matters beyond the

84
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1nsfruction of the "mechanics" of the Canadian po]fticai system. Because
of this fthis contended that the'roﬁe of the7cit{zen in affecting social
o andrpolit1¢a1 change is discouraged. Instead these cuhricula.emphasize
}fitting intohfhefmachinery,;hOt.on overhauling it dr.even‘onfcohsfdering_
the value 6f an overhaul. | | -
~ The 1950 and 1968 curricula do not embhasjze'political perticipatioh.
They focus a1mbst entire1y on objective\know1edge about the political
system. Th1s study has demonstrated how an ent1re1y obJect1ve approach
- -to political 1earn1ng could induce apathy in rec1p1ents Apathy has.

been descr1bed as a form of a11enat1on ~The concern here is that these

‘ ‘a11enat1ng curr1cu1a have, in emphasizing the mechan1cs of p011t1cs

ftac1t1y 1dent1f1ed a eerta1n_po11t1ca1‘cu]ture as the best and only one
'possib1e; iCUrricu]um documents tend'fo make‘notjens of ehange'unthinkable
and preéempt ahy critica]_consCiousness_eimp1y by ignoring the,pqssibi11ties
-of chanje and- the concept of social criticism. |

The 1979 curriculum is more‘potentielly a curriculum of bo]itica]v
education.  This curriculum has enough elements ef political education
that it sould not be ah egent of aiienation:or a cause of such aiieneted
pelftﬁca] attithdes as apathy.' The emphasisleh eocial.science concepts,
lTaw and pub11c 1ssues as well as emp1r1ca1 and normative ana]ys1s
allows a degree of subJect1v1ty in the- curr1cu1um wh1ch should de- myst1fy
political obJects'and_actors as‘Pranger,(]968),has descr1bed them. |
_ Unlike ite predeceesors this curriculum doeument 1eevee open and even
encourages poseiblit{es fer the. critical analysis\of the po]itical

culture. This isia_type of political learning which‘by placing the



86

student in a participant role as a critically functioning citizen is

more 1ike1y'to avoid alienated attitudes.

B) Implications

The 1950 and 1968 social studies‘cutricula can be seen as agents
of political a]ienation, in part responsible for avpotittcal 1111tenacy
in the»citiéensry of British CoTumbia.» Virtually an entirevgeneration
%n'this Proyince is,.through the socia]fzing nature of the process
of po]iticai‘learning, much Tess likely to be able to accept or make
political changes W1th a society which is chang1ng a]most convu1s1ve1y

in the techn1ca1 sense, the 1nab111ty of citizens to accommodate those

changes w1th a re]evant ‘political system is per110us The po]1t1ca1 system

-becomes 1ncreas1ng1y ineffective and ever more in need of change while
the c1t1zenry becomes further removed from the system because of its
,_‘1nab111ty to cope w1th po]1t1ca1 change having.only been schoo]ed in |

.system ma1ntenance _

Further, in emphas1z1ng an aud1ence ro]e for c1t1zens the 1950 and
'-1968 curr1cu1a, by the1r ob3ect1f1cat1on of the po]1t1ca1 cu1ture and
separat1on of c1t1zens from p011t1ca1 actors, can be said to. have made
po11t1cs a rea]m of activity too complex and remote to be inviting of
active 1nvo1vement ~The consequences of th1s for a supposed]y free
soc1ety are s1gn1f1cant |

The apathy 1nduced by curr1cu1a which: fa11 to emphas1ze po]1t1ca1
jpart1c1pat1on and focus almost ent1re1y on obJect1ve know]edge about the
political system enhances opportun1t1es for the development of a more

author1tar1an_po]1t1ca]_cu1ture.A Cr1t1c1sm of po11t1ca1 actors is 1ess
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: cogent when it comes from citizens.who may not»understand the.significance
of a critical perspect1ve on po]1t1cs Political actors are therefore
more: ab]e to concentrate power in bureaucrac1es and- 1nst1tut1ons removed ‘
from pub]ic view. Authoritarian answers to political and-social prob]ems
become,palatable to a citizenry that does not understand democracy
ahd seeks the expedtencevofasimp1er so}utions than those-arriyed_at by '
_cr1t1ca1 1nqu1ry, consensus and participatory democracy |

~-Social educators and soc1a] educat1on curr1cu1a have seem1ng1y
been careful to be.obJect1ve in the1r presentation of soc1ety tov
students. Objectiyity‘can_ajso be described as a dedicatioh to neutraTity;'
There is an assumptiOn that a dtSpassionate»oresentation of the society;'
“its history, its institutions, 1is correct in thatbit.makes few judgments.
kTh1s study” has demonstrated that curr1cu1a with this obJectlve neutra11ty .
are in fact fraught with judgments of a fundamental order Their
supposed obJect1v1ty 1s a most effective way of d1scourag1ng any
deve]opment of critical consciousness and is rea]]y only a presentation
of what has aptly been described as a “bland consensus" devo1d of |
critical considerat1ohs,

Bland consehsus, objectivity and neUtra]ity are really only
_vehic]es for the political sociaiization of-young beop]e. Po]itical
soc1a11zat1on and the a11enat1on it engenders are decidedly significant.
threats to those c]ass1ca1 def1n1t1ons of freedom which this society
is supposed]y founded upon. It would be far worse than ironic if those
curricula'which.professed such devotion to preserving a free society-'

were instrumental in its destruction by miseducating a generation too
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alienated to participate'meaningfully in a democracy or recognize

authoritarian politics as a real danger in any society.

C) Suggestions.for Curriculum Development

| The 1979 curriculum with its oriéntatioﬁ to po]ftica} educatfon has
~as a primary implication an implementation probiem. This curriculum
- does depart from a tradition of socia]izatidn ih socié] studies curricula
in British Columbia. In fact thesexsocializing curricula have been so
long §tand1ng that it is 1ikely that teachers eqyate social education
with sociaiization. | |

It would seem that during‘implementatioh thé 1979 curricu]gm must
be presented to teachers as practiéa] and teachéb]e. Iﬁ-this fégard the
- process of jmp]ementation has several facets which have iﬁp]igations for
this curficd]um and provide a framéwork for 1ts:imp]ementat16n. This
abproach-to praéticaiity in fmp]ementatidn has been présehted by Ponder
‘and qu1e (1977) as three general criteria of précfica1ity; congrUehéev
cost and 1nstrumenta]ity} These refer ﬁo thé utility or classroom
application feachers see in a curriculum (inétrdmenta]ity), the
connection a'éurricu]um has with what teachers feel qualified to teach
.or:ére prepared to tééch (congrugnce) and theiampunt of effort requiréd'
- of teachers in 1mp1emehting a new course (cost). | |
As a matter of congruence a clear 1mp1jcafion of this;ﬁUrrigu]um

dérives from the.emphésis on.politica1'edutation which will require
departures from present c]assroom practfces in social studies. In
addressing the issues cohponent of this curriculum, for example, a

traditional lecture or "chalk and talk" approach is not appropriate as
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th1s aspect of the curr1cu1um implies s1gn1f1cant student part1c1pat1on;

The 1ncongruence of this curriculum lies in the fact that with prev1ous

' _curr1cu]a such trad1t1ona1 approaches to 1nstruct1on were appropr1ate

to the content of the curriculum. The 1979 curriculum will not be
S0 accommodattng of lecturers or question and answer practitioners.

Related to the implications of the congruence factor 1§ the
penception.teachers have;ofhthe'origin of’this'curricu1um‘proposalg
vTeachers w111‘1ﬁke]y‘be concerned with howvthis'curricu1nm'fits with
what exists.' An untriedhinnovation coming from agencies seen as far
removed' from the ceuldron of the classroom 1s'often seen as impractical”
be deffnition. . - o

Another significant imp]icationdof the 1979 curricu]umdis the
perception teachers will have of the cost of 1mp1ementation. Cost
in.this regard refers to the significant Changes suggested by this-v
curriculum which will mequiregteachers to invest their time in orienting
themse]ves'to the new courses. This time factor is a signiffcantr
veXpense for teachers and added to the noh—traditi@ha] natufe of this
cunricu1um., cbu1d invariab]y lead to'quehies as to the va1ue.of
the curriculum . 1nn0vationeb C]ear]y there w1]] be a: need for a
's1gn1f1cant recogn1t1on of the time requ1red of teachers .in 1mp1ement1ng
the curr1cu1um This may include such considerations as smaller pup11
- loads and more preparat1on time. o

Cost in terms of time and effort can be accommodated relatively
easily in comparison to_another aspect oflcost suggested by this
study. As a‘departure from socia]iZation the 1979 curriculum has
certain political implications. It does not, for examp]e, prejudge

'ex1st1ng p011t1ca1 1nst1tut1ons but 1eaves that judgement, to a degree,
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up to students. This cufricu]um judiciously avoids attemptihg.to
"brain-wash" students; _Teacheré whdvére prone to this activity and
view”ﬁo]itica]'incuicationzas part of their respbnsibi]ity‘Will.find
that in many respects this curriculum questions their va]ués.  For

- these teachers this,cufriculum carries with it a certain political

cost as.they must reconcile their own beliefs about vaiqes in sbciety
with quite a different.apprOach to valuing aé presented by the

' curriéU]um. The coét‘here~is a,d1ff1cu1t one to address fbr it invo]yes
1nd1v1dua1 bé]iefs. A hajor concern for government officials can‘be-
that. teachers prone‘to 1ncu1cat10n'might undermine -the intents of thé
innovation by contiﬁuing'the process of political socié]ization evidént
in the preceding social studies curricula.

'Simi]ar to the imp]icatfons of the political cost of the - new
curriculum is that re]ated»to the matter of instrumentality. Instruménf
tality is that aspect of imp]emehtétion which encourages a sengeiof" |
- ownership Qn the part of’téacheré tOwérd‘avcurricu1um. As d.fﬁndamenta]]y‘
different approath'to social studies thi§ po]itica] educatidn curriculum,
which hqs been' devised and mandated by a central authority, teachers may"
perceive their ownership of:this curriculum as minimal at best. Ponder
and Doyle do not addresé‘instrumentaiiiy in this way but/it_cou]dvbe,

' argued thatiinstrﬁmentalityv15 as much'an aspect of curfjéu]um development
éslit is jmp1ementati06.’ A curricu]um'which is developed. some distance
- from teachers must be more difficult for them to "instrumentalize" than
one they have participated in developing. The development of fhe‘1979 S

.curricu]um enhances‘the fact that teachers are 1ike1y to have some
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difficulty adopting the curriculum. They have not become fami]ﬁar with
it aS it has developed because devetopment has been a centralized process.
“Lack of involvement by teachers compounds the problems the curriculum‘
will have as a different approach. The 1979 curriculum is likely to be -
perceived as a difficult currfcu]um.to teach. The instrumentality of

the curricu1um will on]y:be secureo by_an imolementation process that.
encourages teachers to deve]op a ‘sense of ownership.' The process must
avoid the same top—down pre—packaged'approech which has characterized

‘1ts development. for this will certa1n1y have a negat1ve effect on
1nstrumenta11ty as it will further a11enate teachers from the real

1ntents of the 1979 curr1cu1um.

D) Suggestions for Research 1n'Soc1a1 Education
Patrick's (1977) model has some implications 1n’terms of its
limitations and theldirections these provide‘for future research.
Patrick's model did provide a specific focus for ana]ysis and
has been a useful organiztng framework. Within the context of the.
study the questions he pos1ted relevant to political education appear
~-comprehensive enough to allow for Judgemental statements
| It must be apprec1ated however that Patr1ck S framework in being :
quite spec1f1c to a concern for political educat1on might easily
;over]OOk other aspects of a curriculum. The 1979 currtcu]um, for
'examoTe, may haue a.particu1ar.weakness in ‘that the relationship.of
the 1ssues aspect of the curriculum often does not relete to the,content

or concepts and generalizations outlined for particular grade levels.
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“Such a‘shortcoming wou]d‘not be anticipated by_Patrfck's ana1ysi$j_ It
might be mbst clearly understood as a differencevbetween~form.andvcontehtf o
Patrﬁck’s analytical mode1'1$ p]timafe1y most concerned with.contenf o
for this is what is assqmed to reveal 1ntentions of cﬁrricu]um documents.
This study has émphasized the importance of intents in a,currfcu]um
dbcument. The éna]ysis_provided by Pétrick's model givesba-clear
indication that BritisHFCoTumbia schools have had social studies _
curricula intended to socialize and that the proposed.1979 curriculum
guide is more11ntended to educate. These intents are modifed or'ih‘.
-some senses impeded'by_ﬁhe forms -of the.cgrriculum. Thé-pedanti;
form of the 1950 curriculum for example, 1mpedéd.a1mdsf«any 1hteﬁts it
‘had. The. point here, however, is that certain educators, whéther their
intents were scuttled by forms or nof, nevertheless had a certaih;
motivaffon'1n dev1sing those curricula and those motivations could héve
' consequen¢es suﬁh as anA§11¢nated citfzenry.
Specific to future researcﬁ related td and suggested by this study
‘are émpirita] sfudies of cTassroomvteéchihg.‘APoTiticaT socialization
is very much a matter of classroom practice.» There is a definife need
for study on the matter of teéchers inclinations toward socialization
in théir teaching. Related to thié is the.queétion of  teachers perceptioné |
-of a po]itfcé] edu;atiqn cufricu]um. Wbu]d’a po]iticé] education curricTum“
- encounter opposition or resistance from teachers for esséntfa]Ty bo]itica]
~ reasons? | | | | |
'Empiricai considerations of prescribéd_tethboks and theirvincTinations

to political socia]izationAwou1d also enhance'understanding of the issue.



- 93

This study héé beeﬁ ana]ytiéaT‘and[interpretive of the fnﬁehfs of
curriculum documents. Future‘wofk focussing on é]assroom bfactice, |
teacher attitudes and bias in te*tbooké should concentrate on social-
ization in practice. Such work should provide a more'cémplete picture. 
of fhe degree'tO'which overt socialization is a featuréﬁof social

education in British Columbia classrooms.
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