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Kaua e rangiruatia te hā o te hoe; e kore tō tātou waka e ū ki uta

‘Do not lift the paddle out of unison or our canoe will never reach the shore.’

1. 
Introduction

This position paper is about the importance of the social sciences and the place of social studies as a social science in the New Zealand curriculum. It focuses on the broader social sciences and includes classical studies, economics, geography, history and social studies, along with other related options which are developed by schools for the senior years.

It brings together historical developments, research findings, and recent curriculum, assessment and resource initiatives to provide a discussion of how the social sciences learning area is defined, and how teachers, teacher educators and researchers can move forward with a stronger sense of shared understandings.

The aims of the paper are:

· to provide a statement of the purpose and development of the social sciences learning area in the New Zealand curriculum

· to define important terms and concepts 

· to make connections between the theoretical work of curriculum development and effective, evidence-based classroom practice

· to describe the range of perspectives on, and the contested nature of, curriculum development in the learning area

· to assist the separate social sciences disciplines to identify their contribution to students’ understandings of how societies work, and how students can participate and act as critical, informed and responsible citizens.

This paper acknowledges the importance of the 1997 social studies position paper, A position paper: Social studies in the New Zealand school curriculum, produced by the Waikato School of Education (Barr, Graham, Hunter, Keown, & McGee, 1997).  It provided a rationale for the existence of the social studies learning area within the New Zealand curriculum, and a research base that gave credibility for its continuation and development of the learning area as social sciences. The 1997 social studies position paper:

represents the clearest and most comprehensive attempt to provide a rationale for social studies in New Zealand and to resolve its underlying uncertainties. (Openshaw, 1998, p. 2)
About the name “social sciences”

The name “social sciences” is an umbrella term for a curriculum learning area which has social studies as its major constituent, but acknowledges the place of the disciplines of history, geography, economics, and classical studies particularly in the senior secondary school.  The New Zealand curriculum social sciences learning area includes:

social studies as its core subject through Years 1–10, and a range of subject studies including social studies aligned to academic disciplines and interdisciplinary studies drawn from the humanities and social sciences. These are implemented across Years 9–13 dependent on school-based programming decisions. (Hunter, 2005, p. 1) 

The name “social sciences” indicates the importance of the relationships between the key disciplinary contributors to this learning area. Together they provide a broad understanding of how societies work, and how people can participate as critical, active, informed and responsible citizens with high level skills needed for the twenty– first century. Social science contexts include historical, contemporary and future periods and places, both within and beyond New Zealand. The name is also useful in making links to learning beyond the compulsory school sector to senior secondary levels and to tertiary education.

Social sciences as the name for a learning area appeared first in The New Zealand Curriculum Framework (Ministry of Education, 1993), although it had been used in various contexts before that. Social studies was the name previously given to the learning area. As the key vehicle for the social sciences learning area within the compulsory schooling sector, social studies was implemented following the Thomas Report (Department of Education, 1944). In 1997, a curriculum statement about teaching, learning and assessment in social studies, Social Studies in the New Zealand Curriculum (Ministry of Education, 1997), was produced to support the brief statement in The New Zealand Curriculum Framework. Subsequent discussions about this learning area indicated the need for a broader and more comprehensive grouping of social science disciplines, and a more cohesive and collaborative approach to teaching and learning within this learning area. 

Audience and use  

The primary audience for this position paper is teachers who are working in the social sciences learning area, from early childhood through to senior secondary. It is also relevant for pre-service teacher education, researchers, and for those involved in teacher professional learning. 

The New Zealand Curriculum (Ministry of Education, 2007) provides a clear framework for all schools to work within. It gives each school the scope and flexibility to design and implement their curriculum to meet the needs of the learners in their own community. This position paper presents some issues for consideration by those involved in curriculum design. Those who are involved with resource development and research in the social sciences area might also find it a useful reference.

Contexts

This position paper takes into account the contexts set by a number of major developments in New Zealand education. These include the development of the New Zealand curriculum following the curriculum stocktake which began in 2002, the development of the social sciences best evidence synthesis programme, started in 2007, and the emergence of evidence-based projects which focus on students’ learning. These contexts provide a framework within which the development of the social sciences learning area takes place.

The New Zealand Curriculum 2007

The New Zealand Curriculum (2007) sets national directions and provides guidance for the design and review of school curriculum. A parallel document, Te Marautanga o Aotearoa, serves the same function for Māori-medium schools. Both documents have a vision of high-achieving, capable, positive and contributing young people. The New Zealand Curriculum provides a balance of direction and discretion to schools so that they can develop programmes for their students that engage the students, empower them to pursue excellence, and ensure that when they leave school they can succeed and contribute positively as citizens in New Zealand and beyond. 

The New Zealand Curriculum sets out eight principles
 to underpin curriculum implementation in schools. These principles guide the processes of planning, prioritising and reviewing curriculum implementation. The social sciences learning area statement in the curriculum resonates with these eight principles. It also provides the opportunity for students to develop the five key competencies
 in contexts that are wide-ranging and complex.

The curriculum also has a section on values, or deeply held beliefs about what is important for people to hold to in their daily interactions. Values influence how people think and act. The curriculum statement supports certain important values
 which students are encouraged to learn about and develop over time (Keown, Parker, & Tiakiwai, 2005).

Values are integral to social science teaching and learning. They are currently reflected in the requirements of many National Certificate of Educational Achievement (NCEA) strands. Values exploration is central to social inquiry for all levels of the social sciences. For example, in economics, values are taught in the context of choice and economic decision-making (Ministry of Education, 1990a, p. 13).  In geography, valuing skills occupies a central place in the Syllabus for Schools: Geography Forms 5 – 7 (Ministry of Education, 1990b, p. 18). However, there is evidence that values exploration is poorly understood and implemented by teachers (Taylor & Atkins, 2005), suggesting that social science teachers may need to build capacity in this important area. 
The vision, principles, values and key competencies of The New Zealand Curriculum inform the role of the social sciences learning area to ensure that

students develop knowledge and skills to enable them to: better understand, participate in and contribute to the local, national and global communities in which they live and work; engage critically with societal issues; and, evaluate the sustainability of alternative social, economic, political and environmental practices. (p. 30) 

The social sciences learning area focuses on understanding New Zealand society, in particular the unique bicultural nature of New Zealand society that derives from the Treaty of Waitangi. Social studies levels 1 to 5 is the key foundation for students to explore social sciences concepts and understandings. In levels 6 to 8, they can choose to specialise in one or more of the social science disciplines offered at their school, in order to develop a greater depth of knowledge and understanding. 

The achievement objectives for social sciences provide guidance on the conceptual understandings, learning processes, knowledge and skills that students develop over time. The curriculum strongly recommends a social inquiry approach, where students ask questions, gather information, examine relevant current issues, explore, analyse, reflect on and evaluate the understandings they develop and what responses are required. Through the development of these skills, students learn how to critically engage with social issues. In addition, students’ inquiry is informed by approaches from each of the contributing disciplines in the social sciences.

Social sciences best evidence synthesis

Another influence on the context for this position paper is the Ministry of Education’s development of a best evidence synthesis programme which is a collaborative knowledge building strategy designed to strengthen education policy and practice in New Zealand schools. The best evidence synthesis programme is a catalyst for systemic improvement and sustainable development in education and has a particular focus on quality teaching and learning. 
The social sciences best evidence synthesis programme
 is looking at pedagogical approaches that enhance outcomes for diverse learners in the social sciences. It seeks to understand why, for whom and in what circumstances particular teaching approaches are effective. It emphasises the need for teachers to pay more attention to their classroom practice. Recent Education Review Office reports have highlighted the need for improvements in effective pedagogy in the social sciences. 

Other developments 

The educational context in which social sciences in the New Zealand curriculum are being developed is changing rapidly. This position paper presents a framework to underpin current and future developments in the learning area by providing teachers with a coherent summary of historical factors, recent changes and future developments.

As our society changes, schooling and the way learning is delivered will change. Population shifts such as the growth in Māori, Pasifika and Asian student numbers, and an increasingly diverse mix of student learning needs in our classrooms, require schools to respond to even greater complexities and challenges than before. The draft strategy document Ka Hikitia - Managing for Success (Ministry of Education 2007b)
 is intended to step up the performance of the education system to ensure that Māori are enjoying educational success as Māori. Quality teaching has a significant influence on a range of student outcomes. Social sciences teachers can make an important contribution to improving Māori student outcomes by increasing their knowledge of what works for and with Māori, based on the evidence.

In 2005, four key social science associations representing social studies, history, geography and economics took a leadership role in holding the first social sciences learning area conference. Since then regional groups are beginning to meet as social science educators rather than as individual subject area groups. There is momentum for change in the social science learning area and some willingness to forge collaborative approaches to teaching, learning and curriculum developments. 

2. 
Key terms and the nature of curriculum decision-making

This chapter begins by discussing key terms and concepts that are vital to the social sciences learning area content, pedagogy, and debates. This is to help develop a consistent understanding of terms across the levels and contexts in which the social sciences are taught or studied. The discussion is not intended to define the terms, but to initiate thinking about their meanings and how they should be used.

The chapter then examines the nature of curriculum development and decision-making, and acknowledges that all curriculum developments are embedded within conceptual frameworks that privilege some types of knowledge more than others.

Citizenship

Citizenship should not be confused with nationalism or patriotism. Gilbert (1996, p.108) attempts to synthesise competing definitions: 

Some definitions emphasize the nation state as an entity to which people should give allegiance and loyalty. Other definitions emphasize individual rights or a sense of shared loyalty. Others focus on citizen participation in government. 

He groups the ideas into four major views of citizenship: citizenship as a status implying formal rights and duties; citizenship as an identity and a set of moral and social virtues based on the democratic ideal; citizenship as a public practice conducted through legal and political processes; and citizenship as participation in decision-making in all aspects of life. 

An alternative future-focused framework for discussing citizenship is based on the eight characteristics of multidimensional citizenship (Cogan, 1997) arising from the Citizenship Education Policy Study that spanned North American, European and Asian networks. The study identified the following characteristics as critical for coping with, or managing, the global trends of the next two decades:

· the ability to look at and approach problems as a member of a global society

· the ability to work with others in a cooperative way and take responsibility for one’s roles and duties

· the ability to understand, accept and tolerate cultural differences

· capacity to think in a critical and systemic way

· the willingness to resolve conflict in a non-violent manner

· the willingness to change one’s lifestyle and consumption habits to protect the environment

· the ability to be sensitive towards and to defend human rights 

· the willingness and ability to participate in politics at local, national and international levels.

Culture

The concept of culture covers all the beliefs, values, histories, expressions and practices that provide a cohesive way of binding a group together. This allows the group to recognise and strengthen its membership and to put a united and identifiable face to the world.  A culture can be as large as a civilisation or as small as a community. In modern common usage, the term culture identifies the unique aspects of a nation state (for example, New Zealand culture) or a major group within it (for example, Māori culture). 

In New Zealand, the term biculturalism is used to acknowledge the two major cultural groups that make up New Zealand’s ethnic composition and the term multiculturalism to acknowledge the increasing range of cultures represented in New Zealand. The use of any of these terms to label a cultural group, (for example, Māori or Pakeha) is always fluid and contested but it does provide a shorthand way to identify and discuss a particular group.  

Identity

The recent debate over how some respondents in the 2006 census might classify themselves (New Zealand European, New Zealander, or Pakeha) highlights the confusion around terms such as race, ethnicity and identity. The term “race” is one not commonly used in New Zealand as it focuses more on biological and genetic ancestry. The term preferred in New Zealand is “ethnicity” because it takes factors of culture and location into account but still refers to origin and ancestry. The term “identity” is more complex than either of these because an individual can have multiple identities based on race or ethnicity, culture, location, gender, religion, politics, socio-economic status and so on. Identities are constructed and do change over time.

Perspectives

When learners explore perspectives they make sense of values, beliefs and assumptions.  The term perspective is used in different ways across senior social science disciplines.  For example, in history, perspective means the lens through which someone interprets actions, experiences and the points of view of others.  This may be influenced, for example, by a person’s ethnicity, age, gender or socio-economic status.  In geography and senior social studies “perspective” means a generally accepted body of thought, synonymous with “world view”, “theoretical framework” and “paradigm” – such as feminist, ecological or socialist world views.  

Social cohesion

The Ministry of Education’s Curriculum Stocktake Report to the Minister of Education (2002a) recommended that an emphasis on resilience and sense of social connectedness should be part of any discussion of the concept of social cohesion. A cross-curricular audit (Mutch, 2005) outlined the following aspects as important for social cohesion: 

· an appreciation that there is a set of relatively universal values which New Zealanders hold dear but the recognition that some of these could be contested or interpreted differently for different contexts

· an understanding that an individual’s identity is based on a range of contributing factors and that we all juggle multiple identities

· a willingness to operate in a context that looks for similarities rather than differences but which respects diversity and the contribution it makes to the fabric of society

· an understanding that any individual is part of a complex web of relationships and an appreciation of the importance of maintaining good communication and strengthening these ties

· the importance of self-worth, strong relationships and support mechanisms to help individuals, families and groups to build resilience in order to cope with change and deal with issues

· a respect for the rules, norms and traditions that contribute to the smooth functioning of society and the importance of these in varying contexts.

Society

While “culture” describes the key elements that identify a group and its way of life, the term “society” focuses more on the structural and organisational elements. For example, what is the main element that produces the structure, delegation of authority and roles within the group? Is this structure political (for example, a democratic society) or religious (for example, a Muslim state)? What kind of economy dominates production and financial activities? What rules and laws regulate the activities of the citizens? What codes of behaviour govern their everyday interactions? What functions of the state are set up to support basic needs and expectations of its members?  

Values

The New Zealand Curriculum Framework (Ministry of Education, 1993) defined values as an 

internalised set of beliefs or principles of behaviour held by individuals or groups. They are expressed in the ways which people think and act. (p. 21)

The statement on attitudes and values acknowledged that schooling is not “value-free” and that values are learned through experience rather than instruction. Although acknowledging that groups can hold differing values, The New Zealand Curriculum Framework outlined a set of values that it considers underpin New Zealand’s democratic society. These are “honesty, reliability, respect for others, respect for the law, tolerance (rangimārie), fairness, caring or compassion (aroha), non-sexism, and non-racism” (p. 21). 

The New Zealand Curriculum (Ministry of Education, 2007) acknowledges that all decisions and interactions that take place in schools will reflect the values of the community.

Curriculum as a contested area

This position paper acknowledges that the term curriculum has been subject to much dissection and elaboration. Simpler definitions focus on it as a “course of study” while more complex definitions see it as a multi-layered notion from everything society expects to be covered to everything implemented in schools and taught in classrooms. The New Zealand Curriculum Framework focused on two main meanings – the intended curriculum, “a set of national curriculum statements which define the learning principles and achievement aims and objectives”, and the implemented curriculum, “the ways in which a school puts into practice the policy set out in the national curriculum statements” (Ministry of Education, 1993, p. 4).

The New Zealand Curriculum (Ministry of Education, 2007) expresses the two meanings slightly differently. It proposes a set of national directions and guidelines, acknowledging that they are neither exhaustive nor exclusive. It gives schools discretion to enact the curriculum in ways that take account of the particular diverse learning needs of their students and the expectations of their communities.

Over the years, different terms have been used to identify the distinct bodies of content that are taught in schools. Until recently the term “subjects” was used. New Zealand has now shifted to using the term “learning area”, which means broad groupings of knowledge. For the social sciences learning area, the grouping includes a number of disciplines that have an interdependent relationship, taking multidisciplinary perspectives to provide insights into society. 

We, the writers of this position paper, believe that it is critical to acknowledge that curriculum content is selective, contestable and ideological, and privileges some groups over others. Curriculum is a dynamic and changing terrain. It builds on society’s deeply held beliefs and traditions of language, practices and ideas, and “becomes the site on which generations struggle to defend themselves in the world” (Pinar et al., 1995, p. 7). It is shaped by its social and political context, and can be understood as:

a social, political and cultural process or construct, embracing values, assumptions, fundamental beliefs about the world, basic knowledge and visions of utopias which may or may not be overt. (O’Neill, Clark & Openshaw, 2004, p. 26)

Meanings of curriculum are also defined in relation to a particular theoretical position (Carpenter, 2001). The national curriculum specified in the policy document The New Zealand Curriculum Framework (Ministry of Education, 1993) sat within the social and historical context of a wider educational landscape. It focused on “policy to practice” requirements and implementation of the school curriculum. Carr, McGee, Jones, and McKinley (2000) describe curriculum policy as the start of a cascade of interpreted curricula through supporting materials, teacher organisations, schools, classroom teachers and learners.

More recently curriculum has been reconceptualised as expansive and holistic to offer us a new “terrain of insight” (Kinchloe, 2005) into the nature of curriculum. The place of a social science learning area constructed and conceptualised within the New Zealand curriculum needs to be viewed in this context. If curriculum is about the way we define ourselves as a society and in the world, then it is a complex and continuing conversation.

The fact that the curriculum is contested, and that it is a construct of socio-political ideology, is not always acknowledged in formal curriculum statements. For example, curriculum goals are usually stated without acknowledgement of the fact that they are embedded within particular world views that privilege some types and areas of knowledge over others.

A learning area such as the social sciences is also shaped and conceptualised by particular ideologies. An interesting example is the way in which understandings of the qualities desired for citizenship have developed and changed over the past 100 years.

It is not just governments and politicians who attempt to influence the curriculum from a range of ideological standpoints. Curriculum reformers, the private sector, researchers, teachers, parents and students are some of the other groups who attempt to influence curriculum development. Two recent New Zealand educational publications have analysed the process of curriculum development to draw attention to the need for people to be more aware of how the process operates (Openshaw, 2004; O’Neill, Clark, & Openshaw, 2004).

Curriculum documents are informed and shaped by particular views of society and the world. This position paper demonstrates ways in which international and political events have influenced the development of the social sciences in New Zealand. Before the 1930s, it was the United Kingdom’s influence that dominated the developing educational policy and curriculum in New Zealand. After that, more European “new education” ideas permeated (Alcorn, 1999; Abbiss, 1998). These were also taken up in the United States which, in particular, influenced the “new social studies” developments which New Zealand adopted (Mutch, 2003; Wendt Samu, 1998). More recently, new right market reforms have led to economic, social and educational change in most Western countries such as New Zealand (Kelsey, 1995; Mutch, 2003; Roberts, 2003; Gilbert, 2005), and these reforms have influenced the way curriculum is developed.

According to McGee (1998), governments have looked to schools as sites for transmitting important values to the population. It is particularly through the curriculum documents that these values and ideologies are passed on, though it is not usually stated up front. Peter Fraser and Clarence Beeby transmitted their ideologies through the curriculum in the 1930s and 1940s; the Thomas Report is an example of this. Successive social studies documents also embodied the ideologies of middle-class designers; for example, the left-liberal ideologies of the 1962 and 1977 syllabuses, and the culturalist ideologies of the 1998 social studies draft statement (Openshaw, 1998, 2004). In the 1990s, the New Zealand Business Roundtable, through the Education Forum, promoted its ideological perspectives on curriculum reform (Mutch, 2005). An example is its attempt to influence content and teaching approaches in the social sciences during the development of Social Studies in the New Zealand Curriculum from 1994 to1997.
 

Teachers also contribute to passing on different ideologies, as they have a choice of topics, resources and teaching and learning activities to use in their classrooms.  Openshaw (1998) points out how fiercely contested schooling is, with a range of ideologies operating simultaneously in an attempt to influence the content and pedagogy that operate and dominate, and that affect the learning experiences of students.

An underlying explanation for this is that curriculum designers, teachers, governments and other agencies have a range of views about the purpose of schooling. For example, the liberal educator’s view is that schooling is for the development of a broad, liberal education which contributes to the student’s personal growth, academic attainment and life-long learning.  At the other end of the scale is the view that schooling is to produce skills to be used in a range of workplaces that meet economic goals. Critics of curriculum development and design in New Zealand, from both ends of the spectrum, point out that New Zealand’s curriculum documents express this tension, with educational goals and economic goals sitting side-by-side competing for control.  

Curriculum can also be influenced by the administrative and bureaucratic context in which it is designed and implemented. This context is constantly changing, sometimes through legislation, sometimes through changes in power relationships within the structure. An example of this in New Zealand came about as the union for secondary teachers, the New Zealand Post Primary Teachers’ Association, grew in influence during the late 1960s when there were also big increases in secondary staff numbers and a growth in interest in such things as feminism and sovereignty. These brought changes in institutions in terms of which voices were listened to and influenced the curriculum. Criticism of these movements and their influence on the education system was also heard. During the 1980s, for example, conservative groups, including the Education Forum, claimed that the curriculum was dominated by interest groups rather than by the traditional disciplines and academics.
An example of the power of teacher voices in influencing curriculum can be seen during the fierce debate over the development of Social Studies in the New Zealand Curriculum in the mid–1990s. The first draft was criticised by those with a new right perspective, which led to a major revision. Accounts by Barr, Hunter, and Keown (1999) and by Mutch (2003) provide clear evidence that social studies teachers and experts raised their voices in protest at the new right–influenced revision, influencing the third and final version in 1997. Barr et al.’s A Position Paper: Social Studies in the New Zealand School Curriculum (1997) also influenced the final version.

There are always inequalities in terms of which influences or voices hold the most sway in the development, design and implementation of curriculum. Traditionally during the nineteenth century and early twentieth century, central administration controlled most of the work done on curriculum. But post-World War II there was more consultation with the profession and the unions. Both left and right wing critics of this called it provider capture, saying that “neutrality” could not be achieved if the profession developed and designed the curriculum. From 1989 on, the education system adopted a contractual model, subcontracting curriculum design and other work out to particular groups, such as consortiums of the universities and colleges of education, as well as to a number of private providers. The assumption with this approach is that the documents produced by the “winning” contractor would be the best sum of accumulated wisdom about education. Instead, as with all such document productions, they remain particular constructions, completed by a particular group, at a particular time, representing a particular view. This, however, is rarely made clear.

Debates over curriculum development and implementation, then, are driven by the different ideological positions of the various participants. The question of who should be consulted and listened to during that process remains controversial, and the list of contenders for being involved is long: parents, students, teachers, educational experts and academics, research evidence, politicians, the education bureaucracy, the private sector, and representative groups such as the tangata whenua, immigrants, churches and international scholarship. Over time, as we have seen, the changes in prevailing attitudes and values of a society are reflected in the curriculum documents that are produced for implementation in schools.

The writers of this position paper acknowledge that they too bring their own “platforms” of beliefs, experiences and expectations to its content. The paper is written in a particular context of competing ideologies and its assumptions should be held up to scrutiny along with all the others.   

Further discussion and thought on these issues

The following points are presented for further discussion.

· The social sciences learning area has always attracted a lot of public and political interest in its development. What are some of the outcomes that different governments and various interest groups have wanted from the learning area?

· How do you as teachers of the social sciences deal with the political interest in your subject? What tensions do you face because of this interest and how do they have an effect on the classroom? What do you do you try to resolve them?

· To what extent does the content selection within the learning area, curriculum design or teaching resources privilege some kinds of knowledge or perspectives over others? Discuss some specific examples of this and how you have worked to overcome the issues that arise.

3. 
From social studies to the social sciences: Curriculum 
development and change

As we have seen, the term “curriculum” can be viewed and understood in a number of ways. One view regards the curriculum as being about political power. This perspective looks at who determines what should be taught, the nature of the content or knowledge that should be taught, and at ways to evaluate the success of curriculum delivery. Another view regards the curriculum as being about what is actually delivered or taught in school, both the intended and the unintended curriculum is delivered to and experienced by students.

This position paper acknowledges that curriculum content is selective and selected, and that it represents some ideologies and perspectives rather than others. This means that it will privilege some groups of students over others. Disagreements about what should be included or excluded from school curriculum have accompanied curriculum development from the beginning of the history of schools. As noted in the previous chapter, curriculum has always been a contestable or fought over aspect of schooling.

The nineteenth and early twentieth centuries

The idea of a social science learning area within the context of the New Zealand curriculum is not new. The first formal national curriculum, written after the Education Act of 1877, included geography as a core subject, and history as a subject from which parents could withdraw their children if they wished to avoid denominational bias. By 1928, the conceptual beginnings of the social sciences were obvious in history and geography. This was noticeable in the topics suggested, and the emphasis on responsible citizenship, social service and the worth of the individual. Also included were character training and business methods. A sample of the history topics shows the range of social science concepts being used: clubs, rules, laws everyone had to obey; care of public property; conduct in the street; the flag; Parliament; mayors, councils and taxes; government departments; the national debt; and the meaning of true citizenship.

In 1937, the New Educational Conference was held in New Zealand with a number of influential overseas educators visiting. The theme was “education for a better society”. The significance for the development of the social sciences in New Zealand is recorded by Barr et al. (1997):

The concern for relevance and education for change was established in New Zealand. New Zealand’s director of education, C. E. Beeby, worked toward putting these ideals into practice. The Thomas Committee’s (1944) report instigated by Beeby in 1942 recommended a major change in direction for New Zealand education. One of its key recommendations was that social studies become a core subject in the curriculum. However, this recommendation, along with a full exposition of what social studies in the junior secondary school should be, did not immediately lead to implementation of these ideas. (p. 23) 

These examples serve to underline three key historical issues that curriculum developers need to consider. The first is that social sciences teaching in New Zealand schools has always been envisaged as serving an expressly political purpose. Secondly, curriculum developers also have generally failed to acknowledge the incompatibility of the desired outcomes with how these outcomes are to be achieved. The third issue is that the way social science knowledge has been historically packaged is, in itself, a political construct, although the term itself was not generally used. The post-World War II era saw a number of curriculum innovations that provided a framework within which social science approaches and topics were addressed, and introduced issues which caused extended debate.

The 1940s, the Thomas Report and the birth of social studies

In November 1942 the Minister of Education established the Thomas committee to investigate post-primary education.  The committee produced a report known as the Thomas Report (New Zealand Department of Education, 1944).  Although the Thomas Report did not use the term social sciences, it led to a number of curriculum innovations that provided a framework within which social sciences approaches and topics were addressed.  The report’s proposed core secondary school curriculum culminated in the School Certificate examination. The Thomas committee would have preferred to recommend social studies as a single optional core subject in the secondary school. The form it was to take was as “an integrated course of history and civics, geography and some descriptive economics” (Shuker, 1992, p. 36). This was recommended for the School Certificate examination on the grounds that to retain geography and history as separate options perpetuated “what we consider to be an undesirable division in the social studies” (p. 55). However the committee finally rejected the idea because, “its existence as an examination subject would not on the whole encourage either the general attitudes and methods we think desirable or the experimentation that is necessary” (ibid.), and so separate history and geography courses became the examinable options at School Certificate level.

The primary school curriculum issued in 1928 was finally revised in 1944. The 1928 syllabus had recommended “a vivid, lively treatment of history, and of human and local geography”, but the revising committee of 1944 found that the freedom of choice within the framework had “proved a weakness”. The committee recognised that while many teachers had combined history and geography, many others had not. It recommended that the new syllabus should be combined as “social studies in history and geography”. Eventually, in the 1960s, the terms history and geography were dropped and the area was named social studies. The introduction of social studies in New Zealand primary and junior secondary schools was a major and controversial innovation in social science teaching and learning, with many people regarding the loss of history and geography as a decline in standards.

The Thomas Report used the term social studies in two ways, with different senses. The first sense was in the plural – the social studies – meaning a specific group of subjects whose main focus was human societies and social relationships. Used in this way the term referred to social studies, history, geography, and economics as well as the pre-World War II civics course. This is the way the term social sciences is used today. English was also included as a “social study” acknowledging a new conception of English as a subject discipline that embraced wider concerns than the teaching of grammar and literature. English was to include “training in clear civic thinking”, a study of agencies such as the cinema (a precursor to media and film studies), and guidance on “general reading”.

The second use of the term social studies in the Thomas Report was for a new subject whose main focus was to be the training of a new post-war generation in citizenship. The Thomas Report defined “the effective citizen” very broadly, as “one who has a lively sense of responsibility towards civilised values, who can make firm social judgements, and who acts intelligently and in the common interest” (p. 27). 

The problems of establishing the new subject in the face of opposition from the already established disciplines, history and geography, and defending it against claims of being a soft option lacking scholarly integrity, became entwined with the difficulty of defining its citizenship aims and reconciling these with a method of inquiry learning mainly derived from the social sciences (Openshaw, 1992; 1998). Many of these issues re-emerged in the period from 1994 to 1997, when fierce public debate raged over the writing of Social Studies in the New Zealand Curriculum. It took three versions to finally get an approved core statement.

Developments in the 1950s and 1960s

Until reprinting in 1959, the Thomas Report had a very limited circulation. Take-up of the new concepts was resisted by teachers, and there were few supporting resources.  Indeed, the full effect of social studies, and particularly its citizenship message, was not felt across the education sector until the early 1960s, when in 1961 the syllabus Social Studies in the Primary School was published (New Zealand Department of Education), followed in 1962 by a substantially revised, updated and expanded series of handbooks entitled Suggestions for Teaching Social Studies in the Primary School.  

The 1961 primary school syllabus defined social studies as the:

study of people: of what they are like – their beliefs, their aspirations, their pleasures, the problems they have to face; of how and where they live, the work they have to do and the ways in which they organise themselves (New Zealand Department of Education, p. 1).
Although there was no separate curriculum document for secondary education, the primary school syllabus included a section entitled “Social Studies in the Post-primary School”. It outlined the different purposes of social studies for the secondary level as:

· to take the main educational part in training pupils to become purposeful and effective citizens of a democracy

· to deepen pupils’ understanding of human affairs and to open up a variety of fields for active personal exploration (ibid., p. 11).

No specific topics were given, though it did set out three broad areas of study:

· the social life of the pupil’s own local community and of New Zealand as a whole in relation to the geographical, environment and historical background

· the social life and organisation of the major peoples of the contemporary world in relation to their geographical environments and historical development

· the origins and the growth of western civilisation, with special reference to the history of the British Empire and of New Zealand, and of the growth of democratic ways of life (ibid.).
In 1962, set of revised and expanded handbooks, Suggestions for Teaching Social Studies in the Primary School, emphasised that the school was an instrument of society. Society required schools to produce “responsible and competent citizens who support its values”. A competent citizen of a democracy was “aware of democratic values and both ready and able to do what is necessary to uphold those values, to operate the institutions that uphold them, and to maintain and develop the democratic aspects of his country”. Social studies aimed at “clear thinking about social problems”, “intelligent and responsible behaviour in social situations”, and “developing an intelligent and sympathetic interest in the various peoples, communities and cultures of the world”. This demanded the development of students who would become experienced, wise, tolerant, independent, humane and generous citizens.

The expressed links with democratic citizenship were controversial, and although there was consensus among many educators on the curriculum, there was also considerable ongoing criticism of what and how it was taught. R.H. Lockstone, for example, an Auckland secondary school teacher and longstanding social studies critic, argued that the social studies student was “shielded from learning, from intellect, but encouraged to think he is acquiring it; what is really happening to him would be more accurately called conditioning”. More seriously perhaps, he criticised the fragmented and unrelated snippets from New Zealand’s social history that effectively cut students off from any systematic study of historical processes, warning that this omission left them “at the disposal of a propagandist programme in which democracy (was) a sacred cow possessing unquestionable virtues and demanding unthinking allegiance” (Lockstone, 1963, p. 55). It is noteworthy that similar criticisms were to be raised by the Education Forum’s submissions to the first two social studies draft statements in the mid-1990s. 

Not all critics, of course, then or now, were educationally or politically conservative. R. C. J. Stone, a former senior lecturer at Auckland Teachers’ College, was to echo the concerns of many history teachers when he warned that: 
Those of us who have had the task of teaching secondary school social studies appreciate that “functionalising” or slanting one’s material so that moral lessons may be drawn is a most delicate and dangerous operation. Extensive powers of selection and interpretation are in the teacher’s hands, and these powers can be used precisely and so that no distortion occurs only by men and women with the requisite academic background. Pitfalls abound for those who try to extract moral lessons from the social sciences, and particularly from history. Frankly, I am not confident that teachers with School Certificate followed by an all-too-brief two years at a teachers’ training college are equal to the task. (Stone, 1963, p. 27)

Stone’s concerns were shared by Averilda Gorrie, an early social studies advocate who professed particular alarm at what she considered to be an increasing emphasis on students selecting and presenting information and a corresponding lack of the intellectual integrity that characterised history and geography (Gorrie, 1963). A response from Pat Whitwell, however, argued that citizenship and attitudes rather than intellectualism as such, lay at the very heart of post-war curriculum reform, and particularly social studies, which in many ways was envisaged by its supporters as the flagship of “the New Education” (Whitwell, 1963).

A fuller account of these issues has been presented in Barr et al.’s 1997 social studies position paper.  It is interesting to note that social science subjects continue to face substantially similar criticisms today.

Social change in the 1970s and 1980s and changes in social studies

At the end of the 1960s, the New Zealand economy took a turn for the worse. Opposition to the Vietnam War, a resurgence of Māori cultural identity and a rising feminist movement created a number of public protests that brought new tensions into New Zealand society. Further protests in the mid–to late–seventies, and civil strife about the 1981 Springbok rugby tour highlighted social and cultural inequities within the country. Worldwide, the social sciences was gaining ground in schools through the “new social studies” movement because it was seen as helping students to make sense of, and take part in, an ever-changing world.

The “new social studies” movement

During the 1960s, Tony McNaughton was one of a number of New Zealanders involved in education who visited the United States. He had been part of the Taba Project working on developments in the “new social studies”. This project advocated in-depth coverage of a few areas of content, and focused students on learning through inquiry and discovery. For many reasons the movement failed to become fully established in the United States but it became a catalyst for review, discussion and change in New Zealand. An intensive process of curriculum and professional development, with McNaughton as a leading figure, saw the emergence of the “new social studies” in a New Zealand context in the form of the Social Studies Syllabus Guidelines, Forms 1-4, published by the Department of Education in 1977. This was really the first step in creating a unified curriculum in New Zealand since the 1961 syllabus.

The 1977 document presented a coherent approach which brought about significant change to the teaching and learning of social studies. The languages of sociology, anthropology, political science and economics were included with those of history and geography. Concepts such as culture, roles, interdependence, behaviour and responsibilities became part of the social studies learning area. 

Changes to teaching practice were implied in the new concepts. The needs and interests of students were considered and the beginnings of an inquiry approach were introduced. Students were encouraged to ask why, to give and justify their own views and to consider the views of others. Discussion and group work were popular teaching strategies, and attitudes of curiosity, open-mindedness and tolerance were encouraged. Activities to clarify values were popular, questions were open-ended, and divergent answers were encouraged as students were invited to construct their understandings of how societies work. 

To a considerable extent, the strong emphasis on social science concepts and methodology represented an attempt to address the perceived tension between citizenship outcomes emphasising particular values, and the inquiry process. The enhanced emphasis on teaching social science research skills also reflected a new post-Sputnik emphasis on the need for so-called intellectual rigour.  However, subsequent controversies over the introduction of the Man: A Course of Study
 programme, nuclear issues, the treatment of New Zealand’s colonial past, and foreign policy issues such as South Africa, together with ongoing concerns that social studies represented a soft option for students, signalled that these problems still lurked in the wings.

Arguably, the problems became more acute during the 1980s, when the pendulum in social studies to some extent swung back to the inculcation of specific values mainly derived from American social anthropology together with pressure from Māori and feminist activists (Openshaw, 1998). 

Primary schools in the 1970s and early 1980s were following a pedagogically focused approach where, for example, children’s interests and stages of cognitive and moral development were considered in line with the views of Piaget (Piaget & Inhelder, 1969). 

Specific reference to “social science” disciplines was almost non-existent in curriculum documents during the 1960s and 1970s, with official publications continuing to refer collectively to the “social studies subjects”. In 1969, a number of papers were presented to a special working party set up to consider some of the issues around creating a new subject that might capture the interest of academically able students in the senior secondary school. R. G. Aitken warned against the temptation to devise a new subject area, then devise a new examination, and finally a new status for it. The various tensions raised by the introduction of any new social science subject into the curriculum served to discourage the use of the term “social science”.

Implementation of social studies changes up to 1980s

To support the changes, the New Zealand Department of Education and the national Social Studies Committee worked together on a production of resource booklets for primary teachers called Faces. These materials took account of students’ interests and stages of cognitive and moral development. The booklets posed a question: “What can we learn about why people think, feel and act as they do?”  This question was then considered in a “context” (a social setting or set of behaviours) and examined across several examples chosen from various groups of people (the children themselves, those they could participate with or observe, those distant in time or place and those in imaginary situations) to explore important concepts (New Zealand Department of Education, 1984).
Not all schools agreed with the new directions. In 1981, a survey of the “social studies subjects” (social studies, history, geography and economics) showed a rather fragmented implementation of the new approaches. The results, published in 1987, found that a lot of teaching and teachers were ethnocentric, many activities were teacher-dominated, there was a gap between teacher beliefs and their practices, and higher level and creative skills were not well taught. Barr et al. (1997) reported that “as elsewhere in the world the rapid progress in social studies of the 1960s and 1970s slowed and fragmented somewhat in the 1980s …” (p. 24). There was little national curriculum development during this time.

Secondary school social studies, meanwhile, had not developed in the way the Thomas Report had set out and hoped for. The 1961 syllabus had not given enough guidance for teachers of forms 3 and 4, and the majority of them had maintained a more traditional history and geography approach to teaching the subject. In 1969, the Minister of Education initiated a National Social Studies Syllabus Committee to advise on a new forms 1 to 5 (or, in today’s parlance, years 7 to 11) syllabus. As discussed earlier, the final product, the Social Studies Syllabus Guidelines Forms 

1 – 4, emphasised the concepts of the major social science disciplines about developing understandings of human behaviour, identifying and formulating an appropriate inquiry, locating and gathering information, and making tentative generalisations. 

During this time, another significant development in the introduction of the term “social sciences” took place. This was the introduction of liberal studies into a number of secondary schools. Day (1973, pp. 56-59) argued that the development of liberal studies was “a recognition of the failure of the traditional curriculum to grapple with the modern world”. Liberal studies included considerable diversity within its offerings. Some schools, however, did take a distinctively “social sciences” approach to the study of society, reflecting a response to significant social change – cultural, political, economic and historical. The national curriculum review of the 1980s and the subsequent curriculum developments of the Draft New Zealand Curriculum (1991), and the vision and principles of The New Zealand Curriculum Framework (1993) reflect attempts to address social and educational concerns of the 1980s. 

Re-thinking social sciences and social studies in the 1990s

This current position paper places the developments in social sciences curricula in the wider contexts of social change and curriculum change. The developments in social sciences curriculum constructions 1980s and 1990s in the New Zealand curriculum reflect recognition of changing perspectives of knowledge and challenges to traditional thinking by groups that had previously had little voice or involvement in curriculum decision-making. Social sciences disciplines in tertiary and academic settings reflect perspectives that knowledge is neither universal nor neutral, but reflects and questions human interests, issues, the cultures and genders of its constituents and power relations within societies, cultures, histories, politics and economic activities.

The Tomorrow’s Schools education administration reforms of the late 1980s (Philips, 1993; McGee, 1995) and successive developments of social sciences curricula (late 1980s and 1990s) reflected curriculum development attempts to take cognisance of prevailing academic theoretical perspectives in the social sciences and humanities.

In the decade from the late 1980s to the late 1990s, scholars used postmodern and poststructural perspectives about the nature and goals of knowledge to question the mainstream paradigms and assumptions of the social science tradition (Banks, 1995; Hartoonian & Laughlan, 1989; Beane, 1995; Pang, Gay, & Stanley, 1995; Torres Santome, 1996). International critical theorists in education, anthropology, geography, and history contributed postcolonial and postmodern perspectives to the interdisciplinary and multidisciplinary nature of the social sciences (Said, 1993; Liepins, 1993; Appleby, Hunt, & Jacob, 1994; Appleby, 1998; Grant & Sachs, 1995; Stone, 1996; Skelton, 1997; Lowenthal, 1998). 

The thinking of New Zealand scholars contributed to debates and developments affecting on social sciences curricula and assessment initiatives through to late 90’s. The interface between university social sciences and teacher pre-service education enabled questioning and challenges about the influence of social sciences curricula in New Zealand. Discourses of colonialism, historical amnesia, and dominant ideologies around gender, culture and identity were maintained. (Walker, 1985, 1990;  Ballara, 1986; Belich, 1986;  Orange, 1987; Salmond, 1991; Spoonley, 1991, 1993; Peace, 1994; Brooking & Rabel, 1995; Bell, 1996; Ip, 1995; Kelsey, 1995; Bishop & Glynn, 1999). Matauranga Māori and the scholarly body of writing around the centrality of the Treaty of Waitangi informed indigenous, bicultural and cross-cultural perspectives and methodologies that have influenced social sciences contexts for learning (Pere, 1988; Walker, 1990; Durie, 1991; Irwin, 1994; Ritchie, 1992; Bishop, 1996).

In 1991, the Education Amendment Act cleared the way for curriculum reforms to follow the administrative reforms of Tomorrow’s Schools. A discussion document, The National Curriculum of New Zealand, was released that set out a curriculum structure from year 1 to year 13. For the first time the term social sciences was used to name the learning area.

In the same year, the Ministry of Education published a handbook for teachers of social studies in forms 3 and 4.
 This resource was well received by many teachers. For example: “In the early 90s the handbook put a new injection of life into social studies and teachers were looking at their programmes with renewed focus” (quoted in Mutch, 1998).  Barr et al., (1997), record that this resource was part of a process which led to the updating of social studies in New Zealand to meet the needs of a changing and more diverse society. 

The process was supported by the publication of a new journal by the Federation of Social Studies Associations in 1992. The New Zealand Journal of Social Studies not only published articles concerning international issues in the learning area. It also saw the emergence of unique New Zealand perspectives with articles on Te Tiriti o Waitangi; on issues concerning the tangata whenua, tagata pasifika, gender perspectives, and New Zealand’s unique history and natural heritage; and New Zealand’s developing role in the Pacific and Asian regions (Barr et al., pp. 25 – 6). 

The New Zealand Curriculum Framework was released in 1993. It included brief descriptions of the seven “essential learning areas”, one of which was social sciences.  

What is the social sciences learning area in the New Zealand curriculum? 

The conceptualisation of the social sciences learning area drew on existing subject syllabuses, national course statements, and curriculum across primary and secondary levels of learning aligned to the broad field of the social sciences.  These included the older History Forms 5 to 7 Syllabus for Schools (1989), Syllabus for Schools: Geography Forms 5 - 7 (1990), and Economics Forms 3 to 7 Syllabus for schools (1990). 

The New Zealand Curriculum Framework social sciences learning area’s statement (p.14) suggests a curriculum conception of social sciences where subject and discipline boundaries are not clearly delineated or accorded preferential status. This indicated a movement away from positivistic discourses of certainty and disciplinary insulation (Matus & McCarthy, 2003; Kincheloe, 2005). Evans (2001) argues that any inquiry into real world issues and experiences is naturally holistic. Further, he argues the reality that “students must take action in the social world based on their personal synthesis of knowledge from a wide variety of sources, their values and beliefs, and the meaning they make of their world”. Connections, implications, and meaning must be explicitly discussed and alternatives considered in order to make social science instruction meaningful. A discipline-based approach is inadequate for conscious development of the well-rounded synthesis needed for quality decision-making and active social participation (Evans, 2001, p. 294).

The 1993 social sciences learning area’s conceptual framework thus largely blurs subject boundaries and suggests a collective and relational learning area. The contested developments of social studies in the period from 1994 to 1997 (Barr et al., 1997; Openshaw 1998, 1999, 2000; Openshaw & Benson, 1998; Mutch, 1998, 1999, 2003; Hunter & Keown, 2001) reflect the groups who either supported or resisted the move towards postmodern perspectives and discourses in the social sciences. Developments in social sciences are still subject to change and review as time goes by. 

Chapter 4.     Social sciences in the New Zealand curriculum

The Curriculum Stocktake Report to Minister of Education, September 2002 was completed following the comprehensive review of the 1993 curriculum framework. Those taking part in the process acknowledged that major changes had taken place since the implementation of the curriculum in 1993. For example there had been major changes in New Zealand society and changes in the economy, as well as new opportunities opened up by information and communications technology. New Zealand had become a member of the global community, influenced by international events; as well, it had developed a greater awareness of what was uniquely Aotearoa New Zealand. There was increasing recognition that both the academic and social outcomes of education were important for all students. The curriculum stocktake recommended a revision of the curriculum to meet those needs, and to make the curriculum more manageable for schools and teachers by clarifying expectations.

The Curriculum Marautanga Project began in 2003. Its aims were to:

· clarify and refine curriculum outcomes

· focus on effective teaching

· strengthen school ownership of curriculum

· support communication and strengthen partnerships between schools, parents/whānau and communities. (Cubitt, 2006)

The community of social sciences educators has been most interested in the first of these aims. In light of considerable criticism directed at the learning area through the curriculum stocktake (Cubitt, 2005), the Curriculum Marautanga Project provided an important opportunity for the social sciences to collectively address these concerns. In particular, there was criticism of the structure and implementation of Social Studies in the New Zealand Curriculum, pointing to the need for a more coherent and comprehensible curriculum. As a result, the curriculum content was revised for The New Zealand Curriculum (2007) and there are now fewer achievement objectives. The social inquiry process where students ask questions, gather information, and critically examine societal issues, ideas and events was also accepted.

The social sciences learning area can play a key role in shaping an education system that is visionary, responsive, promotes success for all learners and prepares young people for the future. The New Zealand Curriculum (2007) recommends the use of future-focused themes in curriculum design which resonate with the aims and content of the social sciences learning area. These are:

· sustainability

· citizenship

· enterprise

· globalisation

· the ability to use critical literacies.

Through the social sciences, students gain critical “knowledge, skills, and experience that help them to understand, participate in, and contribute to the communities in which they live and work” (p. 22). 

Taken together, the range of disciplines within the social sciences enable students to develop understandings about how societies are organised and function. They learn how different perspectives and values shape how people and their communities respond to events. They are able to identify their place and that of others within New Zealand and in its global context. 

In terms of the content of the learning area, it is too enormous to expect that it would be possible to cover every aspect. The social sciences area is not about teaching specified facts or content: [I]t is concerned with teaching ideas that can be reapplied in different situations” (Barr et al., 1997, p. 50). These ideas will help students to analyse, evaluate and contribute to an increasingly diverse society.

The social sciences learning area for the twenty-first century

The New Zealand Curriculum (2007) follows the direction of New Zealand Curriculum Framework (1993) which, as noted earlier, signalled a shift for the social sciences learning area from a loose grouping of related but separate subjects, towards learning about -the interconnectedness of relationships of human beings to their various worlds and experiences. At levels 6 to 8, however, the 2007 curriculum statement retains the notion of separate areas with discipline-specific achievement objectives.

History, geography and economics syllabuses have their own discipline histories, traditions, perceptions of status and positioning within the New Zealand curriculum. Mostly taught in the senior school curriculum (years 11 to 13), they maintain a strong contextual preference to meet standards-based assessment demands. The New Zealand curriculum reviews of the 1980s signalled some changes in relation to conceptions, aims, and objectives articulated in amended history (1989), geography (1990), and economics (1990) syllabuses, yet they were constrained by the accompanying traditional prescriptive contexts. When The New Zealand Curriculum Framework was published in 1993, these disciplines were positioned within the social sciences learning area as they existed at the time. In reviewing curriculum development in New Zealand, Philips (1993) asserted that the curriculum review (1987) represented a response to the fragmentation of the school curriculum into subject syllabuses as the content of each discipline was organised to advance its own knowledge, not to address problems that covered multiple disciplines. The outcomes-based social studies curriculum developed over the period from 1993 to 1997 is the only social sciences curriculum that has been updated since the learning area was constituted. This development aligns closely with the intent of The New Zealand Curriculum Framework (1993) social sciences tikanga-a iwi essence statement (p.14) and resonates with and complements the history, geography and economics syllabuses aims and objectives.

In 2005, the national Curriculum Marautanga Project’s refining of the social sciences learning area revealed evidence that the social sciences learning area remains a highly contested curriculum field.  Many history, geography and economics teachers are uncritical of their subject traditions, boundaries and status, defending particular bodies of content that have not undergone review or reform other than assessment change since the late 1980s (Hunter & Farthing. 2004; McPherson & Keown, 2004). Professional development from 1997 to 2005 in the social sciences learning area focused on the implementation of the new social studies curriculum (years 1 to 13) and the shifts to standards-based assessment for years 11 to 13 curricula. Professional development initiatives over the past decade have largely ignored the promotion of understandings of the interconnected and interrelated nature of social sciences curricula within the senior secondary school. While many secondary schools have restructured their subject departments and renamed them as social sciences departments or faculties that are exploring inclusive or integrated approaches to social sciences curricula, others exist in name only and remain fragmented in nature.

School history, geography and economics predate The New Zealand Curriculum Framework and remain constrained by their existing syllabuses and assessment standards. 

Underlying beliefs and assumptions

There are a number of underlying beliefs and assumptions about social sciences. The following is a list of many of these beliefs and assumptions.

The social sciences learning area:

· is about making sense of human society and how it was and is constructed

· aims to engage students in thinking about the major issues which face societies

· uses effective teaching and learning practices that take into account students’ personal, social and academic needs

· investigates assumptions, forces and movements that have shaped and continue to shape people’s thinking and actions

· explores concepts of identity, culture, society and diversity as they were and are understood and experienced over time and in different places

· helps students understand the past and the present, and to imagine possible futures

· investigates social issues so that students learn to value equity and understand the causes of social injustice

· helps students learn about people, places, culture, histories and the economic world within and beyond New Zealand

· is informed by academic disciplines such as sociology, philosophy, anthropology, history, geography, political science and economics

· recognises that each of these disciplines has its own histories, traditions, terminology, literature and approaches

· is underpinned by the current evidence base on quality teaching for diverse learners

· aims to develop students’ knowledge about how societies work, and also to develop their understanding of how this knowledge is constructed

· explores how language and symbols are used to represent values, ideas and different world views

· aims to foster positive and critical attitudes, values and dispositions

· develops students’ skills and understandings by integrating new learning with what they already understand and experience

· aims to develop reflective and critical thinkers

· aims to produce outcomes for students so that they become lifelong learners, able to contribute positively and resourcefully beyond their schooling.  

There is a significant knowledge base for the social sciences, and, as noted earlier, complete coverage of it is impossible. It is important to develop broad understandings about society drawn from the range of social science disciplines, which will result in students gaining thinking skills to compare, evaluate, critique and understand how people and communities are shaped by different perspectives, values and viewpoints. Teaching and learning in the social sciences learning area involves:

· critically examining society, social practices and social issues 

· recognising different ways of viewing the world and the power relations within each one

· incorporating a range of theoretical perspectives such as socio-cultural, feminist, postmodern, postcolonial, indigenous and others used in the contributing disciplines

· using teaching approaches that are constructivist, socio-ecological, participatory, experiential, inquiry- or problem-based

· using teaching strategies that promote questioning, problematising, critical inquiry, values exploration, social decision-making

· gathering, verifying, evaluating and synthesising multiple sources of data and using information communications technology

· being mindful of the ways of, and motives for, recording and reporting human experiences

· allowing for personal growth, and the development of individual and collective responsibility

· connecting with students’ social, affective, aesthetic, moral and spiritual development

· making judgements about appropriate personal and social actions.

Structure of the social sciences as a learning area

Before the development of The New Zealand Curriculum Framework (1993), history, geography and economics had established themselves as secondary school subjects which led to tertiary disciplines with recognisable sets of assumptions, key concepts, subject-based pedagogies and fields of research and scholarship. Along with sociology, anthropology, psychology and other humanities and arts areas, they inform the concepts underpinning the social sciences learning area. The interdependent relationship between these key disciplines is important to the social sciences. Social studies, which is itself informed by these individual disciplines, takes a multidisciplinary perspective to provide insights into understanding society. 

Social studies

Social studies is a significant and core learning area of the New Zealand curriculum for schools through years 1 to 10, and an optional discipline for years 11 to 13. The 1997 document Social Studies in the New Zealand Curriculum (Ministry of Education) reflected the dynamic and changing concerns that reshaped ways of thinking across the social sciences discipline (Hunter & Farthing, 2004; McPherson & Keown, 2004).

The social studies position paper (Barr et al., 1997) provided a justification and rationale for social studies in the New Zealand curriculum. The Barr et al.’s paper’s basic beliefs about social studies and its “body of content” in the New Zealand curriculum underpinned the final development of Social Studies in the New Zealand Curriculum in 1997. 

The basic beliefs outlined in Barr et al.’s 1997 position paper about social studies are:

· social studies is an integrated learning area that draws on a range of disciplinary and philosophical traditions in a systematic manner

· social studies draws on and reflects the changing nature of society itself and needs continual review 
· social studies is principally concerned with enabling young people to take their place in today’s complex world as critically informed, competent and responsible citizens
· 
social studies is concerned with the study of human social behaviour in past, present and future contexts and settings 

· social studies deals with significant social issues and problems

· social studies involves processes of inquiry and the examination and appraisal of values for responsible decision making

· social studies is concerned with developing the social and ethical self, which means engaging with the knowledges, skills and attitudes necessary for social and cultural literacies, making reasoned judgements, considering the views of others, and acting for the benefit of society. (adapted from Barr et al., 1997)

These beliefs are embedded in the four dominant discourses or traditions from the international social studies discipline literature. They are: 

· citizenship transmission 

· inquiry and skills processes of gathering, processing, applying and communicating information, generalisations, conceptual understandings, and knowledges 

· reflective inquiry that emphasises learners’ abilities to question and make informed and reasoned decisions based on critical reflection 

· development of the personal and ethical self to deal with issues and problems in changing life worlds. 

The emphasis of each of these four traditions and their interplay in Social Studies in the New Zealand Curriculum is contestable as social, political and educational ideas change and develop. This means that they are open to change and review over time.

The 1997 social studies position paper (Barr et al.) synthesised beliefs, traditions, a rationale, definition, and “body of content” to present an aim for social studies in the New Zealand curriculum: “[T]he aim of social studies education is to enable the student to be socially informed and ethically empowered as an active citizen in a changing society” (Barr et al., 1997, p. 5).

This aim implied the use of challenging pedagogy, and engaging learners with a rich social studies “body of content” that included knowledges, making of meaning, and the application of skills processes. The social studies knowledges reflected the interdisciplinary and cross-disciplinary nature of social sciences and humanities in academic and tertiary setting as follows:

· knowledge about society through social organisations, cultures, and heritages, time, continuity and change, place, space and environment, and resources and economic activities

· knowledge about people’s values and society including inclusiveness, human rights, respect for difference, social justice, respect for the environment and responsibilities

· knowledge of the different perspectives through which society is understood and interpreted; for example, perspectives on gender, racism, biculturalism, equity, current and futures issues, active citizenship, globalisation.

These knowledges can be developed in selected contexts and settings through dynamic interplay with the skills and processes of inquiry, values inquiry, and social action.

The implementation of the curriculum is endorsed through Ministry of Education social studies professional development initiatives, such as Social Studies in the New Zealand Curriculum: Getting Started (1998), and Social Studies Levels 1 – 5: Years 1 – 10 Exemplars (2004).

Social studies engages learners in understanding ideas of emerging forms of cultural identity (Spoonley, 2000; Gibbons, 2002, 2003), cultural values, traditions and heritages, cultural practices and processes, cultural diversity and cultural interaction. Learners can engage with a range of cultural contexts and settings including monocultural, bicultural, multicultural and intercultural. (Alton-Lee, 2003). The social studies curriculum acknowledges Māori as tangata whenua, the indigenous people of New Zealand. It develops learners’ knowledge and understandings of the Treaty of Waitangi for tangata whenua, the Crown, and tangata tiriti in the past, present and possible futures (Fleras & Spoonley, 1999; Orange, 2004; Daley, 2004).  

History

The teaching and learning of history is situated in the New Zealand curriculum’s social sciences learning area through social studies (years 1 to 13) and the established discipline of history (years 11 to 13). The Social Studies in the New Zealand Curriculum (1997) emphasises historical understandings through concepts and ideas relating to time, continuity, and change, and to culture, heritage and identity. Historical learning in social studies is integrated within selected political, cultural, environmental and economic contexts and settings. Through the application of achievement objectives to learning about New Zealand, teachers can select contexts and settings in relation to New Zealand history. Social studies pedagogy is informed by socio-cultural and constructivist ways of thinking that are also embedded in The New Zealand Curriculum’s key competencies and conception of pedagogy (Ministry of Education, 2007).  Social processes of inquiry, values exploration, and decision-making offer opportunities for the inclusion of many cultural voices, and women’s and men’s lived experiences of the past in the co-construction of historical interpretation and historical understandings. 

The Social Studies in the New Zealand Curriculum’s approach to historical understandings through years 1 to 10 resonates with international research in relation to: learners’ attitudes towards history and their encounters with history (Barton & Levstick, 1996; Seixas, 1993); pluralistic, perspectival, and co-constructed interpretations of history (Levstick, 1997, in McKay & Gibson, 2004); issues-focused history curriculum that engages differing opinions (Barton & McCully, 2007; Ferguson, 1996; Historical Association Project T.E.A.C.H., 2007) and the construction of understandings of the past through critical inquiry  (Segall, 1999).

History has an established tradition as a discipline and specialist learning area in the New Zealand curriculum and is commonly offered in year 11 to 13 programmes. While history has been positioned within the social sciences learning area for more than a decade, the History Forms 5 to 7 Syllabus for Schools (Ministry of Education, 1989) remains a foundation document for the history curriculum. The syllabus’ conception of history through aims, knowledge and skills objectives, and attitudes and values, has been modified and transferred into the National Certificate of Educational Achievement (NCEA) levels 1 to 3 and New Zealand Scholarship history achievement standards (NZQA, 2000 to 2004). All history achievement standards establish links to the 1989 syllabus through explanatory notes. Years 11 to 13 history pedagogy emphasises: skills, processes and methods of historical research; understandings of historical concepts and ideas; interpretation of sources and selection of evidence; perspectives thinking; understandings of forces and movements, and conceptions of identity. At year 13, understandings of human agency are reinforced in relation to decisions and issues in history within extended time frames.

History programmes are usually topic-based. Teacher preferences reinforce substantive and transmissive approaches to history through established topics for the purpose of external assessment. The nineteenth and twentieth centuries’ political conflicts, political leadership and contexts of nationalism are preferred choices for external assessment (Hunter & Farthing, 2004). Recent curriculum developments in the social sciences align history with the NCEA’s levels 1 to 3 externally assessed history standards, with new emphasis on New Zealand history and national identity. The NCEA’s internally assessed history achievement standards offer opportunities for teachers to reshape history programmes to include more critical approaches and new contexts for historical inquiry. 

While there is little research literature available in relation to the New Zealand history curriculum for the period 1990 to 2007, a growing body of international research is reshaping ways of thinking about the nature of history (Hartzler-Miller, 2001; Culclasure, 1999; Appleby, 1998; Appleby et al., 1994). Recent research literature in relation to history curriculum and pedagogy includes: curriculum conceptions of history (Segall, 1999; Phillips, 1998); the teaching of history for historical understanding (Wineburg, 2001; Lowenthal, 2000; Epstein, 1997); historical perspectives (Davis et al., 2001; Seixas, 2000), and history for citizenship and the common good (Levstik & Barton, 2001).

Geography

Through their engagement with geography, students learn to understand places at different scales and in different locations both in New Zealand and beyond. Students learn how people perceive, represent, interpret and interact with places and environments. Geography uses an integrative approach to provide students with a holistic view of the world, combining both the natural and social sciences. Students come to understand the complexity of the relationships that exists between people and the environment. Through gaining such understandings, they are equipped to act to ensure a better future world for people and society. 

The role of geography in a school context was guided by the 1990 Geography Syllabus for Schools, Forms 5 – 7 (Ministry of Education).  This syllabus was, however, subject to an in-depth critique in 1999 in a position paper developed by the New Zealand Geographical Society and the New Zealand Board of Geography Teachers. Suggestions made in that position paper were used to make minor changes to the syllabus via the development of the geography achievement standards for the NCEA qualifications. 

The emphasis for students is now placed on the following four strands:

· making connections – place, processes and perspectives

· applying geographic skills and methodology to conduct geographic research 

· contemporary geographic issues

· global studies. 

School geography has also followed a number of national and international geographic trends since the beginning of the twenty-first  century, witnessing an increased focus being placed on: citizenship at local, national and global levels; education for a sustainable future; globalisation as a process; perspectives (including gender, Māori, environmental and biculturalism and multiculturalism in Aotearoa); new information technologies such as Geographic Information Systems (GIS), critical literacy; and interconnectedness (not only of places, but of physical, economic, political and social contexts in which we live). As the above all indicate, geography is readily integrated into the wider social sciences learning area while at the same time maintaining its own distinctiveness and integrity.

The intended outcomes of geography also resonate with many aspects of The New Zealand Curriculum 2007. It has an integrative approach, fostering a balanced view of and respect for the environment, locally and globally. This means that geography students learn to:

· understand the factors that have influenced their heritage, that currently influence them, and that are relevant to today’s environmental and planning issues

· take an interest in, and gain an appreciation of, the qualities and needs of the environment, seen in relation to people’s social and economic needs and values 

· contribute to society through being able to participate in making soundly based decisions about the relationship between people and the natural environment

· develop an empathy with others both in New Zealand and overseas. 

Geography offers ample opportunities to cover the key competencies and values contained within The New Zealand Curriculum. It also benefits from the flexibility offered for schools to develop their own local programmes and curriculum design.

Economics

Economics is a social science concerned with how people and groups use limited resources to produce goods and services to satisfy their unlimited wants and needs. When we cannot have everything we want, we have to make choices. Economics provides us with a toolkit to make informed choices, and better use of our scarce resources. 

School economics was defined in 1990 as “the study of how people as individuals and groups choose to satisfy their wants by allocating and managing scarce resources” (Economics, Forms 3 to 7 Syllabus for Schools, p. 5). The economics syllabus reflects development within the educational concerns of the 1980s and the shift to more holistic and inclusive curricula. This is evident in the economics curriculum principles emphasising learner focus; cultural identity; promotion of equity, balance and coherence; and accountability. Key economic concepts and ideas were signalled to provide the framework for the syllabus: scarcity; choice and opportunity cost; specialisation and interdependence; exchange; allocation; and optimisation. 

The economics approach to problems requires an understanding that:

· the real cost of making a choice is what has to be given up

· interdependence exists at many levels

· rational decisions are usually made at the margin 

· people respond to incentives and decisions are often based on enlightened self-interest

· the market generally works well but the government may intervene to improve the outcome

· the standard of living depends on the quantity and quality of the goods and services a country can produce

· countries can generally benefit from trade

· profits and price play essential roles in a market economy

· the scientific method of developing and using models to explain real world phenomena and to make predictions can apply to economic behaviour.

Economics is an essential part of the social sciences. Meeting basic material needs has always been a fundamental aim of organised human society. There are many influences on our society over time: cultural, economic, political, environmental and social. To gain an understanding of how our society has developed, we need to better understand these influences and their interrelationships. All students participate in the economic world whether they see it as that or not. The better their understanding of how it operates, the greater their ability to make good decisions and to participate effectively.  

The learning area is called “the economic world” rather than “economics” in levels 1 to 5. The approach is descriptive and uses familiar contexts. It seeks to develop understanding of what the individual’s role in this world is, the roles of prices and profit, how systems operate, and how to make good decisions. At the senior level, the scientific approach to the subject becomes increasingly important: making assumptions, exploring theories, and using them to explain and predict the actions of individuals and groups with increasing degrees of complexity.

An understanding of economics will enable students to better participate in society. They will develop an understanding of their role in the world, and that there are trade-offs in making decisions. They develop a sense of how problems are interconnected They also develop an understanding of basic economic terms and concepts, which make media commentaries more meaningful, and produce citizens who are better able to make informed decisions.
Classical studies

Classical studies is a multidisciplinary learning area in which students learn about the literature, art, history and philosophy of the classical world. It involves the study of the civilisations of classical Greece and Rome without the study of the classical languages, Greek and Latin; drawing on the traditions and pedagogies of literary subjects, art history, history and philosophy is central to the identity of classical studies. 

Historically, the subject called “classical studies” was developed as a senior secondary subject for the University Entrance (year 12) and University Bursaries and New Zealand Scholarship (year 13) qualifications. The curriculum for classical studies has been the de facto curriculum of examination prescriptions and guidelines, and more recently unit standards and achievement standards for NCEA. Currently there are unit standards for NCEA levels 1 to 3, achievement standards for levels 2 and 3, and a scholarship standard. The lack of year 11 achievement standards reflects the historical positioning of classical studies as a senior secondary subject at years 12 and 13, and the absence of a syllabus or an examination prescription for School Certificate at year 11. 

Classical studies is an established learning area in the canon offered at senior secondary level, its popularity having grown markedly since its inception in the 1980s and with strong growth in student numbers experienced through the 1990s. The low number of schools currently offering classical studies at year 11 probably reflects the lack of achievement standards at that level and the absence of a curriculum rather than lack of interest in the subject. Interest in the development of year 11 classical studies has been shown by the classics teaching community. At the 2007 New Zealand Association of Classical Teachers conference and the general meeting of the association, the prospect of the development of level 1 achievement standards met with a favourable response from members of the association.

The multidisciplinary nature of classical studies means that there are aspects that fit within the social sciences, in the study of the history, cultures and traditions of ancient civilisations. However, there are other aspects, specifically the literature and art history components, that derive from and are more closely allied with the humanities. While learning about the literature and art of ancient civilisations teaches students about the society and culture of those civilisations and can be seen as having a connection to the social sciences in this respect, the emphasis is on the study of texts as works of literature and art artefacts as works of art. Such studies owe more to the philosophies and pedagogies of the humanities than to those of the social sciences. 

The multidisciplinary nature of classical studies is a strength, providing students with opportunities to experience different topics, various approaches to learning in different disciplines and the connections that can exist between intellectual disciplines. However, it creates a tension when considering the purpose and role of classical studies in the New Zealand curriculum, and more specifically its role within the social sciences. It can be fairly argued that classical studies has a place in the social sciences curriculum, but it is not a completely comfortable fit.

The outcomes for students of classical studies are defined in the philosophy and aims (www.tki.org.nz/e/community.ncea/support.php ) of the learning area and in the NCEA unit and achievement standards at www.nzqa.govt.nz/ncea/index.html. The emphasis on the use of primary source material provides students with skills in interpretation and analysis of sources, along with other skills in relation to information processing, communication, work and study. In general terms, students gain knowledge of the literature, art, history and philosophy of the classical world, which provides an appreciation of the historical importance of classical civilisations in the cultural tradition of Western Europe and contemporary New Zealand culture. 

Other developments linked to the social sciences

There are a number of other subjects developing within the social science learning area in the senior secondary school, years 11 to 13. Some schools with relevant staff expertise are making an effort to meet their students’ needs and preferences by developing new interdisciplinary options such as: New Zealand studies, cultural studies, sociology, legal studies, tourism studies environmental studies, historical studies, political studies, Māori studies, and media studies. These subjects are developing both assessment standards and unit standards for use in NCEA.

Chapter 5. 
Effective pedagogy in the social sciences

The New Zealand Curriculum (2007) emphasises the importance of effective teaching and learning by including a statement about effective pedagogy for the first time. A concurrent development in the New Zealand Ministry of Education is the best evidence synthesis programme which has identified the characteristics of quality teaching for diverse learners. The best evidence synthesis programme is also looking at the way in which effective pedagogy takes place within specific learning areas such as the social sciences.   

The Ministry of Education’s best evidence synthesis iterations draw together, explain, and illustrate through vignette and case studies, bodies of evidence about what works to improve education outcomes, and what can make a difference for the education of all our children and young people. The best evidence syntheses are intended to be a catalyst for systemic improvement and sustainable development in teaching and learning

.

Each synthesis draws together a range of material about from the available national and international research evidence and literature. Social sciences teachers will find the best evidence syntheses programme useful because it is a rich source of accumulated and persuasive research evidence that should inform educational decision-making. For example, Alton-Lee’s Quality Teaching for Diverse Students in Schooling: Best Evidence Synthesis (Ministry of Education, 2003) highlights the increasing diversity in New Zealand schools and underscores the importance of quality teaching as both a response to this diversity and a critical determinant for raising achievement and reducing disparity.

There are three key messages for social science teachers from this best evidence synthesis:

· the importance of challenging assumptions about what quality teaching is

· the need to be aware of how the classroom context affects the complexity of student-teacher interactions and relationships

· the importance of teachers’ responsiveness to students’ learning processes.

The publication, Effective Pedagogy in Social Sciences / Tikanga ā Iwi: Best Evidence Synthesis Iteration is a major international development informing social sciences education. It has been developed by Graeme Aitken and Claire Sinnema, and is due for publication in 2008.
 This best evidence synthesis identifies four mechanisms, which focus on the processes through which learning is occurring, that improves student achievement in the social sciences. These mechanisms are expressed as actions that teachers can take. They are:

· make connections to the lives of learners

· align experiences to important outcomes

· build and sustain a learning community 

· design experiences that interest learners.

The framing of the mechanisms as actions emphasise the responsibility of teachers, in bringing about the situations in which they can operate in the classroom. As teachers implement the social sciences learning area across the range of disciplines and at all levels, they will be able to use the best evidence synthesis as their reference for the development of effective pedagogies.

In Ka Hikitia (2007), the Ministry of Education places a strategic priority on evidence-based practice for improving academic and social outcomes for all learners. Although an evidence-based approach is not without critique (Thomas & Pring, 2004), in the New Zealand educational scene it encompasses such practices as observation-led professional judgements made by teachers, the use of assessment data, and the application of research information. Evidence-based practice is not just the collection of quantitative data, nor a requirement for “objective proof”. It is a process of strengthening educational decision-making and practice through the rigorous application of accumulated and convincing evidence. An excellent example is Te Mana, a professional development initiative that provides teachers with materials on the complex issue of raising the achievement of Māori learners. It demonstrates how social science teachers can be involved in the analysis of achievement data to strengthen their teaching and learning decisions.

Effective teaching 

Effective teaching results from the congruence of a number of factors, each of which is described below.

Effective school leadership 

Research evidence (Robinson, Lloyd, & Hohepa, 2007) informs us that school leadership can help teachers improve their effectiveness by:

· developing relationships within the wider school community that contribute to building a strong professional learning community

· establishing clear goals that focus teachers’ work on improving student outcomes

· securing targeted resources necessary to support teachers’ work in the classroom

· planning, co-ordinating, and evaluating teaching and curriculum

· promoting and participating in teacher learning

· ensuring that the school environment is orderly so that teachers can focus on teaching, and students can focus on learning.

Effective teacher professional learning 

Teaching is a complex enterprise requiring opportunities for professional learning and the development of professional expertise. In order to deliver the curriculum effectively in the context of the twenty-first century, and to improve learning and social outcomes for students, teachers need particular kinds of pedagogical knowledge. For example, they need to:

· know about their profession, in an ongoing, evidence-based way, and know appropriate content knowledge (for example, Alton-Lee, 2003; Hargreaves, 2003; Keddie, 2006; Morgan-Fleming et al., 2005)

· use their professional expertise to establish the most effective conditions for improving student learning (for example, Bishop et al., 2003; Keddie, 2006; McNaughton, 2002; Nuthall, 2001; Education Queensland, 2002; Timperley & Parr, 2004)

· know how to make decisions about curriculum delivery (the what and when to teach), and about pedagogy (the how and when to teach), (for example, Alton-Lee, 2003; Capper et al., 2000; Eisner, 2005; Hargreaves, 2003; Ministerial Council on Education, Employment, Training, and Youth Affairs, 2005)

· understand the role education plays in the life of the state, and in the lives of individual learners. (Gordon, 2006; Hargreaves, 2003; Kalantzis et al., 2002)

· know about diverse learners, how they learn, and about the effect of some specific disabilities on learning (for example, Alton-Lee, 2003; Brophy et al., 2005; Clandinin et al., 2006; Mayberry & Rose,1999;  Nuthall, 1999, 2004; Rietveld, 2005)

· know about the curriculum and assessment, as intellectuals, and understand what the curriculum represents and how it affects pedagogy (for example, Eisner, 2005; Gordon, 2006; Hargreaves, 2003; Morgan et al., 2005)

· know how to work with learners’ families and communities so that students can make connections between school and home learning contexts, as well as with their professional peers (for example, Alton-Lee, 2003; Bishop  et al., 2003,  Hargreaves, 2003; Hinchey, 2004; McNaughton, 2002; Roth & Tobin, 2005).

Integration of the key competencies

The New Zealand Curriculum (2007) introduces five key competencies that are central to improving students’ learning. As schools design the curriculum for their own contexts, they will need to show how the competencies are applied in each learning area. The competencies help in developing students’ ability to learn and to become engaged as active members of society. They require practice within a range of different contexts.

The key competencies fit well with the social sciences learning area because of their potentially active, interrelated and dynamic nature (Hunter, 2005). They align with the early childhood curriculum and with the draft tertiary curriculum providing a continuity of approaches to teaching and learning. As well, the key competencies help to develop students’ confidence and ability to participate and have a say in their own learning. 

However, it is important to recognise that social sciences has its unique   contribution to students’ learning. This means that teachers are continually evaluating their approaches to teaching, listening to what students say about their learning experiences, and checking that what they are doing is making a positive difference to students’ outcomes, social and academic. The outcome of successful development of the key competencies is that students learn to be responsible and active learners and citizens. This is also a central aim of the whole social sciences learning area.

For example, the goal of the participating and contributing key competency is that students will not only be actively engaged in their learning, they will be able to use their learning in situations that matter to them. This is often called authentic learning. It is not just about “following their own interests”. It has deeper educational value which contributes to the student being an active member of the classroom and the community (Hipkins et al., 2007). 

As an example of integrating this key competency into social sciences in an economics course, a specific instance might be when students become involved with real, also known as authentic, projects in partnership with a community or business organisation. Students may participate by helping in the design of a project, or contribute by taking on specific responsibilities depending on their interests and strengths. The success or outcomes of the project bring gains for the organisation as well as having real benefits for the students’ learning. Students develop their competency through contribution and participation, and make a responsible and active difference to the community around them. 

There are digital stories from schools that are working on ways in which to use the key competencies in their curriculum design on Te Kete Ipurangi; see for example:http://www.tki.org.nz/r/nzcurriculum/schl-curriculum-design/enriched-orewa-college_e.php ).
Using the mechanisms from the best evidence synthesis 

The social sciences best evidence synthesis programme aims to systematically identify, analyse, synthesise and make accessible relevant evidence that links teaching approaches to enhanced outcomes for diverse learners. 

[It] “is concerned with teaching and learning as it occurs in a range of settings, English and Māori-medium, from early childhood to senior secondary school in the curriculum domains of Te Whaariki, social studies, tikanga-a-iwi, history, geography, economics, classical studies and other social sciences.”

The synthesis seeks to answer two main questions:

· What teaching approaches enhance outcomes for diverse learners in the social sciences curriculum domain?

· How and why are these effects happening? (Aitken & Sinnema, 2007). 

As noted earlier, the best evidence synthesis has identified four “mechanisms” or underlying causal factors, which, suggest the processes by which learning is occurring. These are not to be confused with particular strategies or techniques which teachers use in classrooms. Simply reporting particular strategies which teachers have found useful would have undervalued the importance of context in every classroom interaction, and implied a list of “do now” instructions for all teachers.

The four mechanisms (making connections to the lives of learners; aligning experiences to important outcomes; building and sustaining a learning community; and designing experiences that interest learners) need to be the guiding principles behind teachers’ planning, setting outcomes, assessment practices, and choice of pedagogical strategies. 

The best evidence synthesis programme findings for social sciences emphasise the complexity and diversity of each classroom situation. This means, as Robinson et al. (2007) also found, that setting goals or outcomes related to the specific needs of students must influence the pedagogical strategies that teachers select. As teachers respond to critiques of their effectiveness within the social sciences learning area, the social sciences best evidence synthesis will provide a significant reference point for them.

School curriculum design 

Opportunities for curriculum design and integration give teachers and schools the possibility to make even better connections between teaching and the lives of learners, and to design curriculum experiences that interest learners. Integration itself is not a new concept, having been mentioned in the 1944 Thomas Report. However The New Zealand Curriculum (Ministry of Education, 2007) provides even more opportunities for schools to integrate learning across subject barriers in order to engage students in learning opportunities that they feel are important to themselves and their communities. In a background paper for the Curriculum Marautanga Project, Bolstad (2004) suggests that school curriculum decision-making “provides a means for shaping curriculum to suit unique local needs and resources of students and communities” (p. 7).

An example of curriculum integration is the mutually supportive link between the social sciences and literacy development. As so many social sciences learning experiences require students to communicate their understandings clearly and engage with texts, including e-learning texts, effective literacy skills are part of this learning area’s “core business”. Literacy is defined in broad terms as “the ability to use and understand those language forms required by society and valued by individuals an communities” (Ministry of Education, 2002, p. 6).

The New Zealand Curriculum acknowledges that each learning area has its own literacy requirements and particular needs. Terms such as multiliteracies and situated literacies are gaining ground, giving recognition to the wide repertoire learners require to mediate complex written, visual, technological and social languages. These are very important for the whole social sciences learning area. For example, there is the notion of social literacy, concerned with developing the ability to understand and operate successfully within a complex and interdependent social world. It involves active and confident social participation, including the skills, knowledge and attitudes necessary for making reasoned judgements in a community (Arthur, Davison, & Stow, 2000, p. 5).

Another aspect is recognition of literacies that are specific to particular learning areas (Unsworth, 2002), such as the ability to grasp the conceptual and technical language of individual social science disciplines – economic literacy, for example. Of increasing importance is media literacy. Learners are encouraged to access, analyse and assess messages conveyed by the media. Finally, and central to the social sciences, is critical literacy. Here the key concerns are to learn to engage with the politicised and discursive nature of texts, including the implications for social action. 

An integrated approach is not intended to be dissolution of expertise in each of the disciplines making up the social sciences. For example, the key emphasis in the social sciences is on understanding and participating in society, which require very particular skills, knowledge and practices. However, a priority for social science educators lies in designing learning experiences that both draw from social science discipline expertise and connect to wider interdisciplinary contexts.

Use of information and communication technology to support learning. 

E-learning (that is, learning supported by or facilitated by information and communication technology) offers more choices for schools, teachers and students as to how they can engage in education and in learning activities. Not only does e-learning provide teachers and students with new sources of information, it also offers new ways to get access to people, information and services. It enhances teachers’ capabilities to connect it to the lives of learners, and motivate them by making it important and of use to them.

Information and communication technology literacy has become an essential life skill without which people will be cut off from employment opportunities and unable to participate fully in the community (Ministry of Education, 2006). 

Use of National Education Monitoring Project data, and the social studies exemplars

The National Educational Monitoring Project (NEMP) provides data (an evidence base) for teachers and schools that can strengthen teaching and learning. Since 1995, NEMP has gathered both census and purposive sampling data on social studies at years 4 and 8 every four years. This information is useful for primary social studies specialists and years 9 and 10 social studies teachers as they plan for improved outcomes. 

We now have reports on three social studies cycles. In 2001, using the first cycle results, Flockton and Crooks reported that the 

richness and diversity of the conceptual nature of much of the content of social studies presents special challenges for the design and administration of assessment tasks”.  

By 2005, Cubitt commented that overall performance in the NEMP tasks indicated that students’ understanding of social studies concepts was weak, particularly those to do with aspects of social organisation structures, Treaty of Waitangi, New Zealand history, and important features of New Zealand culture and geography (p. 10). 

The report from the most recent data in 2005 (NEMP Report 36, 2007) show some improvements in student outcomes: 

· Year 4 students have shown moderate improvement over two consecutive four-year periods. 

· A high proportion of students indicated that they had opportunities to learn about Māori culture and protocols, although performance in this area was not strong. 

· Year 4 and year 8 students were moderately successful in identifying issues in school conflict situations. 

· Students’ ideas about good citizenship focused predominantly on personal and interpersonal qualities – qualities that are important in the classroom and the wider community. 

· Boys and girls achieved equally well in social studies. 

· Mäori and Pasifika students showed particularly positive attitudes towards social studies. They out-performed Pakeha students on tasks that were particularly related to their life experiences. 

· Most year 4 students were positive about doing social studies at school and about learning and doing more social studies in the future.

Some concerns are indicated:

· From 1997 to 2005 there was no change in overall performance for year 8 students.

· Students’ understandings of issues and situations tended to be at a superficial, rather than a deeper, conceptual level.

· There was a marked decline between year 4 and year 8 in how much students felt they were learning in social studies.

· The resources and economic activities strand has been identified as particularly challenging for teachers and students.

· Only about half of the year 4 students were able to talk about any current issues or events (local, national or international).

Future needs were identified as:

· There is a continued need to make social studies teaching and learning more explicit.

· Students perform well when they perceive contexts for learning or assessment to be within the scope of their social experiences (for example, Māori students scored higher than Pakeha students on tasks where they had more experience).

· “Living in the future” was highly regarded by students as something in which they have great interest. This area holds potential for school-level programme development because students do not see it as a current strength of their programmes.

· The NEMP assessment framework shows the interrelatedness that exists across social studies knowledge, understandings, processes, and attitudes. Explicit recognition of these connections could usefully support teaching and learning.

At both year levels, the results clearly indicate that there has been no performance decline across the four years, but they are not strong enough to be seen as clear evidence of improvement.

In the previous report on social studies, evidence was reported of an average gain of 2.5 percent on trend tasks between 1997 and 2001 for year 4 students. Linked with the current trend results, this suggests a worthwhile improvement for year 4 students over the eight years between 1997 and 2005. 

For year 8 students, the previous social studies report presented evidence of an average decline of one percent between 1997 and 2001. Linked with the current trend results, this suggests no meaningful change in performance for year 8 students over the eight years between 1997 and 2005. It is critical for social science educators to develop more effective pedagogies in response to these emerging trends.

The social studies exemplars are another useful resource for teachers of social studies at levels 1 to 5. In particular they annotate what the work shows, the learning process that underpinned the learning product (which is similar to how the mechanisms from the best evidence synthesis operate), and where the learning process can be taken next. In the transition to the revised social sciences curriculum (The New Zealand Curriculum, 2007), the continuing manifold relevance of the exemplars are clear. Teachers have found the “key aspects of learning” framework and the focus on conceptual learning useful. The exemplars provide a model for a process that teachers and learners can use to improve learning outcomes, in particular the use of learning conversations between students and teachers. They also demonstrate the iterative nature of social inquiry, providing an indication of how skills common to the social sciences support conceptual learning.

Assessment for learning

There is a substantive body of national and international research evidence that assessment for learning, and formative assessment, are critical strategies for improving student outcomes (for example, Black & William, 1998; Crooks, 1998; Timperley, 2004). Alton-Lee (2003) found that “evidence shows the role of effective feedback as formative assessment to be one of the strongest influences on student learning” (p. 89). While many social science teachers recognise the importance of assessment as a tool for learning, others remain focused on summative assessment. Effective assessment benefits students, involves students, supports teaching and learning, is varied to suit the context and purpose, and is valid and fair.

For the senior social science disciplines, the National Certificate of Educational Achievement (NCEA) is the major assessment tool. It is a standards based form of assessment that ties in well with an assessment for learning approach. Teachers can use formative assessment processes as part of teaching and learning. For example, it is important that students working towards NCEA achievements are well informed of their progress and of the assessment requirements. This will enable them to discuss and clarify their goals, and understand more about how their learning processes contribute to better outcomes.    

Chapter 6. 
The social sciences beyond school

Beyond school, the social sciences inform decisions that re-shape our social world. Learners can continue to explore the social sciences through academic and tertiary possibilities, leading to qualifications, professions, careers and ongoing research.  The social sciences beyond the school curriculum include ways of knowing, academic inquiry, ways of maximising academic interests and expertise, and loose organisational frameworks. Although university and tertiary institutional structures continue to shift, the social sciences are usually placed within the humanities disciplines where there are opportunities for rich collaborative courses and research. These complementary arrangements widen knowledge frontiers and break down knowledge boundaries. Conceptions of social sciences will change as they are designed to meet the expectations and purposes of particular academic and research communities. In turn, they will influence how the learning area is conceptualised and practised in schools.

The report Coming of Age: Social Science Research and the Contribution to Wealth and Well-being in New Zealand, 2006 – 2016 (Ministry Research, Science & Technology, 2005) provides information on the ways New Zealand universities and researchers construct meaning from the many views and expectations of social sciences. Coming of Age offers a broad view of the contributions that the social sciences can make to New Zealand society. It sees the contribution as including:

· understanding social issues and their influence on environmental and cultural issues

· addressing big societal issues through leading and participating in multi- and cross-disciplinary research and discussion: for example, about how human beings and societies interact, how they conduct their affairs, and how they capitalise on diversity in society

· providing independent critical commentary to inform a more globally aware and tolerant nation, and to foster constructive debate about values

· understanding the unique social dynamics of New Zealand society to maximise its potential across diverse social dimensions, people, cultures, values, connections and social structure

· valuing the importance of indigenous knowledge and matauranga Māori.

The report resonates with and aligns to The New Zealand Curriculum (2007) in which the social sciences learning area focuses on peoples, cultures, critical approaches to vales, perspectives and understandings of New Zealand society, and global awareness.

Social sciences beyond school can make a contribution to addressing significant political and practical projects which affect the quality of everyone’s day-to-day living. Knowledge and skills developed from geographical, environmental and economic studies help New Zealand implement policy and practices to deal with ecological issues of renewability and sustainability of vital resources. Geographical, historical and demographical studies assist in the interpretation and understanding of the impact of ethnicity and migration. 

The Centre for Applied Cross-Cultural Research (the CACR) at Victoria University is an example of how the social science disciplines are contributing to both research and the wider world of students’ lives. It is producing material which offers new insights into social policy, social practices, social concerns and issues for all New Zealanders. It also provides resource material for teachers and students in New Zealand schools. 

Here are some examples of significant recent work from the CACR:

· Asian Students in New Zealand – From a Cultural Invasion to a National Conversation, by Andrew Butcher, May 2007 

· The Experiences of Chinese International Students in New Zealand: A Report for Education New Zealand, by Elsie S. Ho, Wendy W. Li, Jenine Cooper, & Prue Holmes, March 2007

· The Migrant and Ethnic Youth Project (which examines key themes arising from growing immigration and increasing cultural diversity in New Zealand), Professor Colleen Ward (ongoing) 

· Special Measures to Reduce Ethnic Disadvantage in New Zealand – An Examination of Their Role, by Paul Callister, 2007.
The examples above are at http://www.vuw.ac.nz/cacr/activity/recentpubs.aspx.

The social sciences have a critical and immediate role in learners’ personal daily lives, and enable learners to navigate and participate effectively in their own social world.  Contemporary society is marked by complexity, pluralism, rapid change, diversity, competing values and perspectives, and fragmentation.  Taken together, the range of disciplines within the social sciences enable students to develop understandings about how societies are organised and function. They learn how different perspectives and values shape how people and their communities respond to events, and they are able to identify their place and that of others within New Zealand and in its global context. As a whole, the social sciences learning area and its social inquiry-based pedagogies engage and equip students with the skills, applications, and creative and critical thinking processes to

· inquire though varying discipline-focused research methodologies and critical literacies

· explore, analyse and critically examine values

· hypothesise, problem solve and make decisions 

· participate, and engage with reflexivity in social action 

· evaluate and appraise a range of events and situations, both political and personal.

The social science learning area has a pivotal part to play in fulfilling the vision and principles of the New Zealand curriculum, and is a key platform upon which values and key competencies may be developed. In the covering letter accompanying The New Zealand Curriculum, the Hon. Steve Maharey (the then Minister of Education) noted that:

as a nation, we face new issues and opportunities. The pace of social and economic change is faster than ever before. We live in a world of globalisation, cultural diversity, and rapidly changing technologies. There is increased specialisation and flexibility in the workplace; there are new social roles and new forms of self-expression.  

This statement underscores the vital and urgent role social sciences learning has in shaping New Zealand society in the present and future.  
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� 	The development of this paper occurred from August 2005 to February 2008. It was published 	(online only) in August 2009.


� 	The eight principles relate to: high expectations; Treaty of Waitangi; cultural diversity; 	inclusion; learning to learn; community engagement; coherence; and future focus. 


� 	The five key competencies are: thinking; using language, symbols, and texts; managing self; 	relating to others; and participating and contributing.


� 	Students will be encouraged to value: excellence; innovation, inquiry and curiosity; diversity 	equity; community and participation; ecological sustainability; integrity, and to respect 	themselves, others, and human rights.


� 	This programme has now been completed and published. The final document, published by the 	Ministry of Education in 2008 is, Effective Pedagogy in Social Sciences/Tikanga ā Iwi Best 	Evidence Iteration.  The authors are Graeme Aitken and Claire Sinnema.


� 	Ka Hikitia – Managing for Success: The Māori Education Strategy 2008-2012 was published 	following consultation in 2008.


� 	The first submission on social studies from the Education Forum was in August 1995.  


� 	This is discussed in more detail on p. 20. 


� 	Man: A Course of Study was introduced in the United States of America as the new humanities 	programme for schools in the 1960s.   This was also used in New Zealand.


� 	Ministry of Education (1991). Social Studies: Forms 3 and 4. A  Handbook for Teachers. 	Wellington: Learning Media


� 	Since this position paper was written, the best evidence synthesis has been published and is 	available at � HYPERLINK "http://educationcounts.govt.nz/goto/BES" ��http://educationcounts.govt.nz/goto/BES� 
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