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THE SOCIAL STUDIES IN ALBERTA -- 1975

A REPORT OF AN ASSESSMENT

FOREWORD

In January, 1874, we submitted to the Department of Education a report

entitled Sccial Studies in Alberta: Prospects for Evaluation, which was both a

report of a preliminary study and a plan for a follow-up, in-depth evaluation of
the status of the '"new" Social Studies program in Alberta.

That plan, along with some guidelines provided by the Department of
Education Social Studies Evaluation Committee, became the terms of reference of
the inquiry reported in this document.

The terms of reference mandated that the study be: (1) descriptive --
to describe the nature of operating programs; (2) comparative -- to verify the

congruence or lack thereof between the intended curriculum and the real; (3)

normative -- to determine the appropriateness of the program in terms of the
Goals of Basic Education; (4) exploratory -- to determine the factors related to
successes and failures; and (5) interpretive -- to generate recommendations as

to how the program might achieve optimal success. We have attempted to follow

this mandate.

To provide for ease of reading and/or selective reading,the report is
presented as a Summary Report and five Appendices covering our major activities.
The report is presented to the Department of Education in the hope that

it may assist in determining future policies and actions.

L. W. DOWNEY
August, 1975
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THE SOCIAL STUDIES TN ALBERTA -- 1975

A REPORT OF AN ASSESSMENT

A SUMMARY REPORT

Our study of the new Social Studies program in Alberta involved five
major activities: (1) a review of the background of the new program and the
development of a conceptual system to guide us in its assessment; (2) critiques
of the Master Plan of the new program -- the publications of the Department of
Education which set forth the philosophy, the orientation, the content and the
strategies of the new program; (3) a questionnaire survey of teachers, students,
and parents -- to provide attitudinal and descriptive information; (4) an analysis
of a sample of locally-developed programs; and (5) a series of interviews, obser-
vations and site visits.

The specific, detailed findings of those five activities are presented
in Appendices A to E, respectively.

Our object here,.in this summary report, is to present the outcomes of
the total project. To do this, we synthesize the findings of all five activities

into a set of general conclusions and judgments. From these we proceed to develop

our recommendations.

But first, let us examine the questions to which we sought answers.
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The conmeg- i e e Sppectnaia A) whiich was initially developed to

alve mpidanae to Tihdn Tyl vopy et tend oeveréld ordera of quuntionuz queutions

-—— instruction, implementation, and

about the thres demaing of  the anudessiend

Copmative cwaluat Tong pireeriohe o the prosexsas of initiating the new Social

Stapdios - v ther Macior o e covoeloped, how 1 wad franslatea into programs,

and how Lo was eoede opsrational in the ¢lassrooin; and questions about the products

Or outcome. —= how appropriate the Mastor Plon was and how effective in spawning

programs , how appropriate and eiincrive luailly-developed programs were (are), and

how desirable the final cutoomes proved to L in terms of student learning.

Tocanss of limited resources, howsever, it was decided that not all issues

could be given the Sdane in-depth treatment. Instead, priority was given to the in-

structicnal domain rather than the implementaticn and formative evaluation domains,

Y ET et

and +o products rather than o processes.
Hepen, our mijor quastions became:

B How appropeldte and of fective was the original Master Pian -- particu-

larly the [lan for Inctructicn?
(«) Docz 1t embody a nhilosophy appropriate to the ex ressed goals
4 s
of pen=ral educarion in Alberta? Are 1ts basic orientations
aound?

(1) Te it consistent both internally and with current knowledge or
thnoricr of learnsrs and learning? Of teachers and teaching?
0f innovation and change?

(¢)  Haw the plan beon effectively communicated to the field? Is
i+ understood by teachers? Is it accepted by teachers? Does
i+ serve to guide them properly in program development?

2 How appropriare and offoctive were (are) the programs that have been

developed at the local lavel?
(a) Do they reflect bt philosophy and the orientations of the

& Man? T8 net, why not?

Masror

(L) How and Ly whom are such plans developed? Do they incorporate

studént, parent and commnunity interests, as intended?

9



(¢) Is the process of program development given appropriate time,
resources, and support services?

(d) Are formative evaluation techniques incorporated into the
process of development?

(e) Are programs of equal quality from region to region?

(O8]

How effsctive and appropriate is the typical school/classroom
situation?

(a) What is the current status of installation of the new program?
To what extent does the typical classroom situation reflect a

fidelity with the Master Plan?

(b) What constraints still stand in the way of more complete and
more effective installation of the new program?

(c) What can now be said about the impacts of the new program, in
terms of learner outcomes?

Some of these questions, of course, are difficult, perhaps impossible, to
answer precisely and unequivocally at this time. For the evidence on some issues
is very difficult to uncover; on others, it is not yet all in. Hence, we have for-
mulated our conclusions and judgments in varying degrees of certainty. Where we
consider the evidence to be compelling, our conclusions and judgments are unequivocal.
Where the evideﬁce is less compelling, our conclusions are more tentative and our

judgments less precise.

II. SUMMARY OF CONCLUSIONS AND SUPPORTING EVIDENCE

Our conclusions are presented here in the form of ravher broad generaliza-
tions, synthesized from the specific findings reported in the various appendices.

Supporting evidence is presented in the form of illustrative data.

A. CONCLUSIONS REGARDING THE MASTER PLAN

In our analysis of the Master Plan (see Appendix A) we ciuisidered five
variables: (1) the appropriateness of its orientation and its fidelity with the

expressed goals of education; (2) its internal consistency; (3) the level of teacher

ERIC 10
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awareness of and familiavity with the Haster Plang (1) irs acceptability to tea-

chiers, parent s, and stuwdentsy amd (%) Tto perceived utility to teachers.

L. Approved atenees of Ovientation and Fldelity with the Goals of Education.

The Four major documents of the Department of Education (Experiences in Decision

Making, Hesponding to Chanpe, and the Llementary and Secondary Programs of Studies)

each emphasizes social reality as the Important consideration in program develop-
ment .

The orientation is oxpressed as follows: "By actively confronting value
issuen . . . |students] will deal not only with what is but also with what ought to
be and will have the opportunity to make this world a more desirable place in which
to live". We consider this orieniation to be most appropriate and forward-looking.

This orientation is significantly different from the academic disciplines

orientation of the’sixties, which was typified in Bruner's Process of Education.

Indeed, it should be noted that the conceptualization created by the architects of
Alberta's new program antedates Bruner's call, in 1971, for a moratorium '"on matters
that have to do with the structure of history, the structure of physics, the nature
of mathematical consistency, and deal with it rather in the context of the problems
that face us".

This orientation is clearly consistent with the goals of education, as

cxpressed in such official Department of Education documents as the Statement of

the Purposes of Elementary Education and The Goals of Bacic Education. Also, its

stpess cn individualization, on morality through open inquiry, and on desirable

Fulures is consistent with the orientation recommended in A Choice of Futures:

Report of thr Commission on Educational Planning.

Our summary conclusions regarding the orientation of the Master Plan are

expressad by Chamberlin (Appendix B.1). The Plan is:

11
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most defensible for it rhrust toward involving students in the
axanination not only of 'what is' butr also of 'what ought to be';
For inuisting that students confront real problems that involve
conflicting values; and for ashing that processes and content be

[}

-
selected to develop an understranding of sipnificant social problems.
(~. 3)
3. Level of Intornal Constioteney.  Though, as we have notad, the Master

Plan is thoroughly commendable for its orientation, It has some serious internal
inconsistencios which continue to hedevil teachers,

l'or example, though the guides preseribe that the valuing process end
with students acting on thelr decisions, the retention of traditional topies such
as "the historic roots of man" and "comparisons of Alberta with remote fegions of
the world'" is in no way conducive to action.

Also, though heavy emphasis is placed upon the seven steps of the Raths
model of valuing, none of the sample units illustrates how this model sﬁould serve
as the basis of instruction.

There appears to be a further inconsistency in the "knowledge'" section
of the program in that it emphasizes the importance of interdisciplinary concepts
whiloe at the same time advocating unidisciplinary studies.

A fourth perceived inconsistency is in the area of knowledge building.
Though teachers are cautioned against asking students to engage in valuing without
adequate bases of knowledge, the sample units seem to suggest that students be re-
quired to begin predicting consequences before there is any substantial mastery of
knowledge.

Finally, though the Master Plan clearly recognizes the importance of
"allowing each student to enhance his own personal meaning of humaness", what is

uniquely "human" tends to get standardized in Raths' seven criteria.

12
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3. Thacher Awarencss and Familiarity. Though most teachers seem aware of
the major thrusts of the naw program, and though most are aware of the existence
of a Master Dlan, most are not thoroughly familiar with the substance of the major

documen ts.  Specifically, though over 90% of the respondents to our questionnaire

claimed fo he aware of Responding to Change and/or Experiences in Decision Makin
I g g )

i+ became ovident in our interviews that they differ widely in their knowledge of
Chese documents.  §t was further evident from our document analyses that, though
most Leacher- sogram developers were familiar with the major thrusts of the Master

Plan, many of the more subtle orientations (for example, the treatment of concepts)

tended to escape them.
in general, we concluded that & great many teachers do not have the deep

familiarity with the Master Plan that would be required for effective implementation.

4

Acesptability of the Master Plan. There appears to be reasonable support
for most of the orientations of the program among teachers, parents, and students.
Cor example, 61% of the students, 55% of the parents, and 74% of the
teachers supgort the program for its focus upon the examination of societal goals.
Similarly, 4% of the students, 79% of the parents, and 90% of tﬁe teachers support
+he program for its emphasis upon consequences of human behavior. Over 90% of the
students, 89% of the parents, and 81% of the teachers support the program for itsl
concern with coniroversial issues. And 53% of the students, 76% of the parents,
and 877 of *the teachers approved the idea that society’s policies and leaders be
chal lenged in the classroom. |
it should b= nored, however, that despite the general support given to

the specific ideas indicated above, a full 32% of our teacher respondents rejected

the new progran for its gemeral emphasis on values.

13



5. Teacher Perceptions of Utility. Teachers varied widely in their per-
ceptions as to the real utility of the major dccuments. Although most teachers
responding to our qu- ° ionnaire claimed familiarity with the major documents

Responling to Change and Experiences in Decision Making, they appeared to be

neither strongly negative nor strongly entimsiastic as to their usefulness, ease
of understanding, organization, clarity and pedagogical value. (Appendix c.)

Similarly, though the Programs of Studies were said to be available, most teachers

were again neither strongly enthusiastic nor strongly negative about their useful-
ness.

From our interviews we learned that most teachers are appreciative of
the content of the handbooks -- but for a variety of reasons. Some perceive them
to be useful in providing the general orientation toward valuing and inquiry; others
perceive their usefulness to be in the content direction they provide; still others
value the guidance the handbooks provide for lesson planning.

Some evidence of lack of utility (or perhaps, comprehension) of the
Master Plan was found in our document analysis. For example, although the Plan
suggests that concepts be developed by rules, teacher-developed units indicate that

concept development is predominantly by example and by topie.

In swmmary, we conclude that, although the Master Plan is highlu commend-
able and highly acceptable in its major orientatioms, its internal inconsistencies
and a lack of teacher awareness of its subtle intents have rendered it far less
useful than it ought to have been. Indeed, we conclude that the Master Plan 18
still, five years after its creation, far more an idea in the minds of its creators

than it is a guide to Social Studies education in the classrooms of the Province.

14
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B. CONCLUS IONS REGARDING PROCRAM DEVELOFMENT

'n our analyses of the processes and products of program development,
we ewamined six mejor indicators of quality: (1) fidelity with the Master Plan
—- in the marters of value concepts, the Designative-Appraisive-Prescriptive
(:.A.7.) orieatation and the treatment of skills; (2) adequacy of time and re-

sources; (%) level of support; (4) adequacy of formative evaluation techniques;

(5) diFferences anong regions; and (5) adequacy of Canadian content.

L. #idelity with the Master Plan. Although the units focusing on value
issues tend to be isolated portions of instructional programs, such value concepts
as are dealt with appear to have a high level of fidelity with the value concepts
recommended in the Master Plan documents. Specifically, in 92% of the units ana-
lyzed, the value concepts incorporated into the programs matched those specified
in the Masrter Plan. However, the evidence also suggests that value concepts tend

to ger developed largely by topic, only slightly by example, and almost never by

The so-called D.A.P. orientation of the Social Studies program prescribe
that an appropiiate balance be struck between the designative, the appraisive and
the prescriptive modes. In the designative mode, emphasis is on what is, what was
or what will be and the major stress is upon the traditional academic disciplines;
in the appraisive mode, emphasis is on what should be and the major stress is upon
issues or problems having interdisciplinary bases; and in the_prescriptive mode,
emphasiz i upon what should be done and the major stress is upon the formulation
of appropriate courses of perSonal action. In our analyses of programs, we found
the major emphasis {80%) to be on the designative, a very minor emphasis (20%) on

the appraiszive, and no orientation whatsoever toward the prescriptive.

15
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The skills incorporated into teacher-developed programs also reflect
a high degree (100%) of fidelity with the Master Plan. But the skills which are
emphasized are typically lower-order skills -- recall, map reading, ctc., to the
exclusion of essential valuing skills of comparison, of dialogue, of understanding

and appreciation, and of compromise.

2. Time and Resources. The Master Plan calls for extensive involvement

of teachers, students and community in the processes of local program development.
Yet the time and resources allowed for teachers to engage in +his activity are
generally minimal.

A full 92% of the teachers polled indicated that they needed time for
program development; only 22% indicated that they were given such necessary time.

Over 75% of the teachers agreed with the proposition that students should
be iriv .+t in program development; but just over 40% viewed this as a possibility
-- because of time constraints.

The plight of the Elementary teacher in the matter of program development
appears to be a special case. The Elementary teacher is a generalist; she/he teaches
many, if not all, subjects; hence, the burden of program development in the Social

Studies appears to be particularly onerous at this level.

3. Level of Support. Teachers, in general, are not at all enthusiastic about
the kinds of encouragement and assistance they received (or rnow receive) in the task

of program development.
Most (73%) view other teachers as their best source of assistance. Some
(44%) consider supervisors and consultants to be helpful. Few (36%) think their

principals are supportive and still fewer (29%) perceive teachers' associations as

helpful.

16
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10.

In retrespect, most teachers rank the Department of Education as being
most heloful o them in implementing the new program, the local school board as
beinyg of sucond most help, the teachers' associaticn as being third, and the uni-
versitiaos as Tourth.
though teachers belisve that the Department of Education's

consultants could and should be of considerable assistance, their potential is

larpeis lost through their efforts to be, at once, both assistants and-evaluators.
q. Foreative Evaluation. Until now, no real formative evaluation of the
program has tuken place. The evaluation materials produced during the pilot-

testing phase of the new programs were not made available to teachers (and, indeed,

now appear .o have been "lost"). Individual teachers who are attempting either to
conduet formative evaluations of their own programs or more summative evaluations

of theip students' progress are at a total loss to know what the criteria or the
p

norms ought to be. Hence, the norm has become either traditional evaluation of

“ona l content or no evaluation at all.

Eradi

5. Feaicnal Differences. A very wide discrepancy appears to exist between
the quantity and quality of materials available to students and teachers in urban
areas and those available in rural areas. In most urban areas, the materials for
program development are fairly adequate; in most rural areas the materials are
quite inadequate.

Similarly, consultative and support services appear to be quite adequate
in urban ar~ds, but quite inadequate in rural areas.
Not surprisingly, therefore, the level of program implementation (as re-

vealed in *tezacher-developed Drograms) varies markedly from region to region.

17
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6. Canadian Content. In the prescribed program, there are provisions for
Canadian content. However, these provisions are unevenly distributed. While
most of the Elementary program (grades 1-5) and the Senior High program (Social
Studies 10, 20 and 30) do specify topics and themes which deal in Canadian content,
the content at both the grade ¢ and the Junior High School levels is completely
devoid of Canadian materials.

Fully 82% of the teachers polled, 79% «f the parents, and 65% of the stu-
dents believe that the Canadian content®* of the Social Studies should be increased
-- and perhaps, by inference, more evenly distributed across the grades.

It should also be noted, however, that most parents, students and teachers
would deplore an emphasis on "Canadiana" which would become chauvinistic or nation-
alistic. Instead, they would favor an emphasis which would make Canada the base,
the starting-point for the consideration of all issues -- be they world-wide or

Canada-specific.

In swmmary, we conclude that there has been considerable slippage in
the translation of the Muséer Plan into programs. Concepts are still developed
in traditional wajé -- largely by topic and in unidisciplinary ways, not by rule;
the emphasis is still upon the "designative", at the expense of the "appraisiﬁe"
and the "prescriptive”; and lower-level skills of inquiry still take precedénce
over the higher level skills of value inquiry. We further conclude that some of
the reasons fbr.this slippage are: lack of time for program development, lack of
resources, lack of comsultative services, and lack of teacher competence in pro-

gram development.

18
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C. CONCLUSTONS REGARDING THE SCHOOL/CLASSROOM SITUATION

In our attempt to assess the appropriateness and effectiveness of the
real classroom situation, we asked three questions: (1) How fully and faithfully
do various teaching-learning situations reflect the philosophy and intents of the
Master Plan? (2) How effective is the new program in terms of its impact upon
student learniﬁg? Are desired outcomes, in fact, being achieved in the classroom?
(3) What constraints have stood (or still stand) in the way of effective implemen-—
tation of the program in the schools of the Province.

For each of these questions we have a number of indicators which allow

us to arrive at summary conclusions.

Z. Fidelity of the Classroom Situation with the Master Plan. As a measure
of fidelity with the Master Plan, we selected five indicators: (1) the valuing
and inquiry orientation; (2) the D.A.P. orientation; (3) the use of "unstructured
time"; (u4) the level of student involvement in planning; and (5) the scope of

teaching-learning activities.

The Valuing-Inquiry Orientation. Althbugh about 80% of our respondents

appear to believe that the valuing orientation, controversial issues, challenges
to society, and active involvement in Societylshould-be the hallmark of Social
Studies education, fewer than 50% report that corresponding activities do, in fact,
take place in their classrooms; hence, it would appear that the discrepancy between
what most teachers perceive to be the ideal and what they perceive to be as the
real is very large indeed.

Also, it must be noted that many teachers reject tne valuing orientation
(32%); even more reject the non-textbook approach and the rotion of open student
inquiry (40%). Not surprisingly, the lecture, note-taking, and testing for the

recall of facts remain the dominant activities in such classrooms.
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In a very small proportion of the classrooms (fewer than 20%), have the
valuing and inquiry orientations become the pervasive orientations they were in-
tended to become. In these few situations, highly committed and imaginative
teachers have succeedsd in preserving the integrity of the program and adapting
it to their students' needs and interests -- with the result that truly exciting

environments for inquiry, for critical analyses, and for valuing have been created.

The D.A.P. Orientation. It was the intent of the Master Plan that, in

dealing with v lue issues, appropriate emphases would be given to the processes
of designation, appraisal and prescription. We have found that the designative
aspects of the process are dominant, almost to the exclusion of the other two, in
a large majority (over 80%) of real classroom situations; that the apprai;}ve as-
pects of the process receive attention in only about 20% of the situation;; and
that the prescriptive aspects receive attention in Qery few, if any.

resresy
B ‘o

The Use of Unstructured Time. Our evidence on the use of the so-called

"unstructured time'" portion of the program appears to be somewhat conflicting.
About 75% of the teachers indicate that students should be involved in deciding
what to do with the unstructured time -- but less than 50% claim that students are
so involved. Also, though 65% belisve that records should be kept of the problems
studied by students, only 40% claim to keep such records.

A full 25% of the students, however, claim not even to know about the
one-third unstructured time -- and many of those who do know about it refer to it
as a "myth". They allege that they are only minimally involved in planning the
use of this time, ‘and claim that their inputs to the planning process are used only

if they coincide with the teacher's interests and intents.
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Level of Student Involvemcnt in Planning. Though about 85% of teachers

believe that students should be involved in selecting issues for analysis, only
50% do, in fact, claim to involve students in this activity. Only 35% of the
students, however, believe that they are so involved.

Similarly, while 74% of the teachers believe that ample opportunities
are provided "for the exploration of student feelings', only 45% of the students o
agree. And while 71% of the teachers claiﬁ that ﬁbehavior is examined from many
points of view', only 49% of the students think so.

In summary, there appear to be two fairly large discrepancies here:
one, of the order of 35%, between the extent to which teachers believe students
should be involved in planning and the extent to which teachers believe students
are involved; and the other, of approximately 25%, between what teachers perceive

the situation to be and what students perceive it to be.

The Repertoire of Activities. The new Social Studies program virtually

mandates that teachers and students engage in-a wide variety of teacher-learner
activities -- independent inquiry, group discussion, role playing, simulation,
community analysis, and so on, depending upon the substance and the object of the
learning experience.

We have found that, in what might be called "traditional classrooms',
the lecture and note-taking are still standard fare. In classrooms in which the
newer orientations have been adopted, the individual student research report has
become the major activity -- to the virtual exclusion of all other strategies.

Hence, it may be said that a very limited repertoire of learning activities

pervades the Social Studies classrooms of the Province.

in light of all of the foregoing indicators, we conclude: that the new
program is operative at some minimal level of fidelity with the Master Plan in
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that L6 48 operative at about 50% level

pirtuai iy all gelonls and elanirooms;
LIe I B T I 4 »y i’ 2
S L gy D and that 1t Is operative at a considerably

i1 but « few classrooms.

Songd

ceeieby level of fidelita

Final Measure of Quality. At the outset. we

mrct acknowlodire that @ do not have the kind of data (before and after measures

hehavior) which would »naizla us +o make unequivocal statements about

Che dmnacrs of ~ha new progran.
data we have are In the form of student opinions and parent opinions.

st e interpected with great caution for the reason noted at sev-—

A H Triae [Ent .
ANl Dz Uipn e

cral points In fhis revort -- namely, that the new program has been implemented at

variows levelo oF authentici+ty and, hence, that different students may be reporting

enocignificantly different progsrams.  liowever, the following seem noteworthy.

£ +the Trogram on Students. Students' views differed, as one

T v o =
L anns 0

would suspent, regarding the ultimate impact the Social Studies were having upon

thom as persons.  From our questionnaire survey, for example, we gleaned that just

cver half (52%) believe that Social Studies classes do, in fact, help them to
arriva at zolutions to social problems; that, similarly, just over half (51%) be-

ial Studies do, in fact, help them to reassess their attitudes,
hetiefs and values; buft that only 37% believe that they are provided with "real"
corortunities to act out thefr value choices and learn the consequences; and that

till fewer (13%) belleve that experiences in Social Studies do cause them to change

thelr behavioe in daily life.

Porceprual Difflcultiss. Earlier in this report, we noted a very wide

discrepancy between teachers' percebtions of what ought to be and what 7.2 in Social

Studies educetion. In general, students' opinions support these discrepancies ad-

But there are also some significant discrepancies between
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reported that in thelr classrooms ample opportunities are provided for the

"exploration of student: fecling:'', only 45% of our student respondents agread.

w

imilarly, while 71% of the teachers claimed that "behavior is examined [from many

points of view', only 3% of the students agreed.

Such diserepancies seem to suggest that, even though teachars intend to

s

provide certiin opportunitiss and experiencas for students, students often do not
realize (op Lelieve) such exporiesnces ave being provided.
Similarly, many, aany students helisve that they are not allowed suffi-

involvement in program planning. Hven the sqo-called one-third unstructured

time, rhey allegs, 1o almost torally planined Ly teachors. An a result, students
claim to be unaware of +the objectives of many activities and, hence, TO profit less
+han +they ought to.

Finallv, the students we interviewsd tended to corroborate our judgments

(From the questionnaire and teacher interviews) that authenticity in program im-

plementation and affactiveness varies from classroom 1o classroom. One student

had developed a formula which he expressed somewhat as follows: "In any three
years, the Junicy High or thé Senior High years, a student ié likely to get one
vear of boring lectures, note-taking, memorization, and tests; one year of point-
105, ungulded student projects; and one year of really exciting experiences -- with
+he +eachor plaving an important role but allowing the student to participate fully.
That one year makes it all worthwhile."

(whep students agreed with this general diagnosis. And they concluded

~ e or e 7 I~ 4 - E J
simply: It all Jdepends on the teacher.

In swwmary, it must be recogn.zed that the evidence on the impocts of the

i

new procean cn students 15 Very skatehy. Cleariy, however, most students do not

.

beiieve he program 18 hoving a major Lmpoct. Fupthermore, they claim net to be
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17.

in tune with many of their teachers about the major orientations, strategties,

and intended outcomes of the program.

3. Encouragements and Constraints. Why has the program not been more
evenly installed in the classrooms throughout the Province. What constraints
have stood, or still stand, in the way of effective implementation?

There appear to be at least five partial answers to this question:

(1) a tendency to dichotomize the various positions in the philosophical and
pedagogical belief structure underlying the Social Studies; (2) the availability
or non-availability of resources; (3) the presence or non-presence of encourage-
ment, support and consultative assistance; (u4) the demands of the program develop-

ment task; and (5) basic teacher qualification.

Dichotomization. Perhaps nowhere in education is.the tendency to dichoto-

mize positions and beliefs as great as it is in the Social Studies. Many teachers
believe that one engages either in valuing or in the acquisition of knowledge ~-
but not both; either in interdisciplinary studies gz'in rigorous inquiry -- but not
both; either in discovery-oriented activities or in learning -- but not bothj; and
so on. The dichotomies are endless. As a result, many teachers believe they must
be willing to sacrifice the socially and personally maturing experiences of valuing,
critical analyses, and social activism, if they are to provide a "solid" education.
Conversely, other teachers believe they must be willing to sacrifice skills and
knowledge, if they are to allow students to engage in inquiry, in valuing, and in
what they perceive as "random" student activities.

Too few teachers (and students) are able to ''get everything together"
into a legitimate and consistent patterm of Social Studies education. Too many
tend to incline too far in one direction or the other -- toward free and open student
inquiry, without the appropriate knowledge and skills or toward the mastery of facts,
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without experience in inguiry, in valuing, or in critical analysis and involve-
ment. No doubt this tendency to disagree on the basic belief structure of the

new program is an important factor in its pattern of implementation.

Resources. Though some schools are now developing or acquiring fairly
rich resources in the Social Studies, most teachers are still mindful of the early
days of the program when appropriate resources simply were not available. Indeed,
in some schools materials are still either inappropriate or in very short supply.

Not surprisingly, many teachers and students believe that a return to
a standard, prescribed textbook is the only solution to the problem.

Clearly, the new program is very dependent for its success upon a variety
of learning materials of many forms. Unless such materials are available, the pro-
gram will flounder -- as it has. This unevenness in resources appears to us to be

another major factor in the pattern of program implementation.

Support and Encouragement. Teachers report that the support, encourage-~

ment and assistance they have received has been minimal and varied. Though most
teachers (over 60%) considered the Department of Education to be most helpful in
orienting them to the new program, and though many teachers (over 55%) from the
large urban centres reported that district-wide services were and are provided, in

the final analysis, teachers viewed each other as the best source of assistance and

encouragement.

Over 50% of the teachers did not view their principals or teacher organi-
zation as helpful or encouraging.

Again, it seems clear that patterns of assistance and encouragement in-
fluenced patterns of implementation. In larger situations, where teachers could
turn to each other and/or to distriet services, implementation tended to proceed.

In other situations, where both c: gial support and consultative services were
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minimal or non-existent, teachers tended (and still do tend) to revert to what

they know best -- the teaching of traditional Social Studies.

The Burden »f Program Development. Very few teachers (19%) reported

that they were provided with time for planning and program development. This,
coupled with the scarcity of resources noted above, no doubt still impedes pro-

gram implementation.

Teacher Qualifications. Approximately 50% of our teacher respondents

reported that they held university degrees in history, geography or the social
sciences. This i3 not surprising since slightly over half (52%) of our respon-
dents were Elementary teachers and might well be expected to have majored in
language arts, early childhood education, or whatever. [However, 14: ‘-eported
majors in English or physical education. ]

The point is this: there are many teachers struggling with the new
program who, for whatever reason, are basically unprepared to deal with it.
[We interviewed some High School Social Studies teaghers, for example, who had

majored in fields unrelated +c the Social Studies and found them to be quite un-

19.

comprehending of the major themes of the program. To these teachers, such notions

as inquiry, valuing, critical analyses, and so on are little more than slogans;
when attempts are made to implement empty slogans, the results are as often mis-

educative as they are educative. ]

We conclude that basic teacher preparation (and deployment) is another

critical factor in the implementation, non-implementation, or mis-implementation

of the new program.
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Parental Knowledge and Involvement. The architects of the new Social

Studies program anticipated active involvement in planning by parents and the
community. This involvement simply has not developed. Indeed, very few parents
are even knowledgeable about the program. If any are involved in planning, we
were not made aware of them. Very likely, this lack of community knowledge, in-

volvement and support has been a further reason that the program has not gained

the momentum anticipated.

IV. SUMMARY JUDGMENTS

Some of the foregoing findings and conclusions were formulated upon
fairly concise and quantifiable data. Others, however, were synthesized from

observations and impressionistic evidence.

The task now is to move from these various sets of data and indicators
to our final set of judgments or evaluations. These are summarized in the Profile
on the next pagé.

It will be seen that attainments vary markedly, in our judgment, among
the various dimensions of the Profile. For example, we have judged the Master
Plan to be excellent in its orientations and fidelity with the goals of education,
but somewhat lacking in its utility. Similarly, the programs were judged to be
reasonably faithful to the Master Plan in the expressed value concepts and skills,

but much less faithful in the treatment of values and skills.
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A PROI'ILE: THE STATUS OF THE SOCIAL STUDIES 1975

Low ; } | - #igl

. The Master Plan

1. Fidelity with Coals of Education

2. Appropriateness of Orientation

3, Level of Internal Consistency >

4. Level of Teacher Awareness ‘4’»

5. Level of Teacher Familiarity —p

6. Acceptability: to teachers
to students
to parents

7. Perceived Utility to Teachers >

\ A 4

3. Program Development

1. Fidelity with Master Plan
(a) in value concuepts —p
(b) in concept treatment —P>
(c) in D.A.P. orientation —p
(d) in skills
2. Adequacy of Time
3. Adequacy of Support
(a) from the Department
(b) from the District
(c) from the University
(d) from Associations
4. Level of Formative Evaluation
5. Extent of Regional Equality
6. Adequacy of Canadian Content

v

C. The School/Classroom Situation

1. Fidelity with the Master Plan
(a) in the valuing orientation

—»
_:—:;

(b) in the D.A.P. orientation —Pp
—»
—_Pp
—b
—»
—b

(c¢) in the use of unstructured
time
(d) in level of student
involvement
(e) in scope of activities
2. Impacts Upon Learners
(a) in problem solving
(b) in reassessing beliefs
(¢) in deciding behavior
(d) in forming life styles
3. Level of perceptual agreement
between teacher and student

4. Adequacy of resources

5. Level of support & encouragement
6. Adequacy of planning time
7
8

. Level of teacher qualifications
. Level of parental involvement
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Clearly, this iz & mized ceport card. In the very complicated pro-
cesses of innovation -- of clavifying the grand idea, of communicating that
idea to practitioners, of translaving it into programs, and of installing these
programs in classrooms -- there has been a grear deal of "slippage".

Some of the causes of the slippage thar has occurred are now not

difficult to identify:

i. From the outset, there has not been a high degree of consensus on
the basic philosophy, the orientations, or the objextives of the

naw progran.

ii. Also, from the outset, there has been a serious shortage of support
and resources of all types -- moral support and encouragement,
guidance, consultation, instructional materials, and planning time.

iii. Many teachers, because of their inadequate or obsolete preparation
and/or mis-placement, simply are Tiot able to cope effectively with
the demands of the new progran.

iv. A wide-spread failure of schools to involve their communities in
the planning and implementation of the program has effectively
excluded the community as a source of encouragement and impetus.

v. Finally, the fact that teachers have declined to "take students into
+heir confidence" (or to put it another way, have not "effectively
recruited students" to the orientations, the objectives and the
strategies of the new program) has resulted in dysfunctional gaps
hotween teachers' and students' perceptions as to what the new
program is or should be al about.

V. RECOMMENDATIONS

We were asked to take stock of a particular program innovation at a
particular point in time in its evolution. We were asked to judge that innovation
-— on the basis of its appropria:- ness, the extent of its implementation, and its

effectiveness. And we were asked to recommend on its future.

O 29
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In general we have judged the Master Plan of the program to be appro-
priate -- but in need of refinement. We have judged the implementation of the
program to have becn difficult, slow and spotty -- and, hence, in need of further
impetus. And we have judged the effectiveness of the program to be not only
spotty, corresponding to the uneven pattern of implementation, but «lsc consider-
ably short of expectations even in situations where the program has been reason-
ably well installed.

These judgments may appear harsh. They may be interpreted by some
readers as good and sufficient reasons (if they are indeed valid) to call for a
retreat from the new program. We would disagree. The history of innovation is
replete with "mixed report cards" -- uneven patterns of acceptance, uneven patterns
of implementation, and uneven patterns of effectiveness.

Yet we are convinced that, after a five-year trial period, the program,
as it operates in some situations, has demonstrated that it has an exciting poten-

tial. How is this potential to be realized?

A. RECOMMENDATIONS RE. THE MASTER PLAN

We have judged the Master Plan to be appropriate in its broad goals and
its general orientation. We have further concluded that it has the potential to

generate exciting and appropriate programs. Hence, our first recommendation is:

#1. That the new Social Studies program be continued -- with certain
refinements, to be noted later.

We have also noted, however, that the Master Plan Suffers from some

rather serious internal inconsistencies and is further weakened through lack of

30



O

ERIC

Aruitoxt provided by Eic:

teacher familiarity, understanding and acceptance. We recommnend:

ly prove to be an onerous and difficult task.

ave mixed; philosophies are entrenched; and experiences have been varied.

24,

That the Department of Education undertake a reassessment of
the Master Plan and a thoroughgoing revision of the major documents
in which the Master Plan 1s articulated. As a minimum, the revised
documents should:

i. clarify and expand the specific orientations and illustrate
how these may be subsumed in the various themes and topics;

ii. clarify provisions for student (and/or comnunity) inputs to
the goals and content both of the general program and of
the "unstructured time';

iii. distribute Canadian content more evenly across the grades;

iv. recexamine the theory of "expanding horizons" as it applies
to the themes and materials of the program;

v. express the messages of the Master Plan in language compre-
hensible to all teachers -- specialist or non-specialist.

The reassessment and revision that we suggest in #1 above will undoubted-

as a matter of strategy, we suggest:

#3.

B.

Hence,

For attitudes toward the Master Plan

That all relevant groups (Department of Education, Local School
Authorities, the Teachers' Association, Faculties of Education,
Students, Parents, and Citizens) be invited to participate in the
reassessment and revision of the Master Plan; and

That somo appropriate instrument such as an ad hoc Task Force
be created for the conduct of the task.

RECOMMENDATIONS RE. PROGRAM DEVELOPMENT

We have further noted that, although the architects of the new program

hoped ard assumed that program development would proceed at a vigorous pace at the

local level, little was done to ensure that such would be the case. As a result,
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the activity 'has been spotty an. . mixed quality. We believe the activity
should now be given a new impetus and a new turn toward quality. Hence, we

recommend :

#u., That the Department of Education create (or cause to be created)
new instruments or agencies for the promotion and refinement of pro-
gram development;

That these instruments (agencies) be allowed and encouraged to
take on various forms -- depending upon size of local region, extent
of local resources, etc.;

That these agencies assume sixz major functions:

i. to design model programs,
ii. to serve as demonstration centres,
iii. to train consultants and programers,
iv. to develop prototype materials,
v. to give leadership in formative evaluations,
vi. to serve as a clearing-house/communication centre; and

That care be taken that these agencies remain "service oriented"
(i.e. provide incentives, expertise, support, etc.) and not develop
into a new level of bureaucracy.

C. RECOMMENDATIONS RE. THE SCHOOL/CLASSROOM SITUATION

We have noted that many teachers, when confronted with the new program,
tended to react in one of two ways: either by remaining unchanged -- and continuing
to fungtion as the directors of learning, the transmitters of knowledge, ‘and the
evaluators of student progress; or by changing completely -- and moving from direc-
tors to observers, from participants to spectators, from the foreground to the back-

ground of the learning situation.

[One observer described the latter tendency in a parody on a familiar

song: '"Where have all the teachers gone?']
We believe that the undirected student report is not a particularly ap-

propriate alternative to teacher domination of the learning environment. Indeed,

we recommend: Q9
L
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#5. That teachers and consultants be encouraged to strive to achieve
a broader repertoire and a better balance of both teacher and student
activities in the classroom;

That the purpose of the activity (be it interest-generating,
question-clarification, information-gathering, data-analysis, conclu-
sion-drawing, judgment and/or valuing) be used as the basis for
establishing the role and function of the teacher at any particular
point in time; and

That teachers participate actively in all types of classroom
activities to monitor and guide inquiries, to ensure that the various
orientations and purposes of the program (concept development, skill
development, value inquiries, the D.A.P. balance, and so on) get
meaningfully incorporated into learning activities.

D. MISCELLANEOUS SUGGESTIONS

1. As indicated, there appears to be a rather wide-spread belief among
students, teachers and parents (along with such agenciés as The Committee for an
Independent Canada) that Canadian content ought to be increased in the Social

Studies and distributed more evenly across the grades.

We do not quarrel with that belief; it is surely reasonable to hold
that Canadian citizens should have some grasp of the historical, geographical,
cultural and social bases of their homeland.

RBut we have noted that in some circles (both within and outside the
classroom) this renewed emphasis upon Canadiana has taken on a highly national-’
istic, chauvinistic quality. Also there is a new demand for a kind of encyclo-
pedic knowledge of Canada's history and geography. These turns are completely
incompatible with the expressed goals of education and with the fundamental

orientations of the Social Studies program. Hence, we suggest:

33

26.



27.

He . That teachers and program-developers exercise appropriate cau-
tion as +they move toward increased Canadiana in the curriculum.

That Canadian content be used, appropriately, as the vehicle
for many inquiries, as the starting point for others, and as the
‘reference [oint for others; but
That tuc desire For more Canadian content not be allowed to be-
come the excuse for subverting some of the other important goals of
the program.

2. We have observed that patterns of student involvement in Social Studies
planning are mixed. In some cases, students are in no way involved; in others,
they are involved quite superficially; and in still others, they are allowed to
"take over" certain portions of the program, turn it in the direction of their
current whims and interests, and deal with it as they see fit.

We believe that no one of these patterns is entirely appropriate. Stu-
dents should not be excluded from planning. But neither should they be included
in = superficial or patronizing manner. Nor should they be allowed to plan ana
conduct their activities without teacher guidance. Instead, students shoula be-
come partners in the planning process and one of the goals of the endeavor should
be to make them become skillful and committed through the experience. Specifically,

we suggest:

#7. That deliberate attempts be made to familiarize students with
the aims, the orientations and the methodologies of the Social
Studies program;

That students be deeply involved in the processes of clarifying
goals, of planning activities, and of assessing progress; and

That, through these and other means, a commonality of perception
be sought between student and teacher. '

co
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3. The new program is toured as one in which the student develops an in-
terest and a skill "in making the world a better place in which to live'. Yet,
we have found that, in very few instances is there any real or meaningful contact
between the Sovial Studies classroom and the "world out there'". Parents and com-
munity groups are totally uninformed about the Soclal Studies program; they are
in no way involved in planning it; and they make little or no contribution to its

implementation. e suggest:

#8. That some kind of communication device(s) be initiated, either
at +he Provincial or local level -- or both -- to inform the public
of the purposes, orientations, and strategies of the program;

That deliberate attempts be made to involve parents and socliety
in planning; and

That community resources be used maximally in Social Studies
education.

Yy, Finally, we have noted a wide variation in the competencies that various
teachers bring to the task of implementing the new program. Some are steeped in
the +paditions of the past and have difficulty either accepting the new orienta-
tions and/or implementing them effectively. Others are generalists (or trained
in anorher subject field) and have difficulty coping with the materials and the
modes of the Social Studies.

We think the rather wide-spread belief that "anyone can teach Social
trudies" is totally wrong and does nothing but damage to the program -~- not to

mention the students involved. Hence, we suggest:
=
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#s. That Gchool Aanthopritics exercise caution in their hiring and
deploving practices -- to ensure that teachers are qualified for
+he tasks auoieoneds
That enlichitenced programs of in-service education be initiated
cooperativel by lLocal Authorities, the Association, the Universities,
and the Department to engage practicing teachers in self-development
through: short courses, involvement in projects or program develop-

ment, vicitation programs, and so onj and

That special consultative and information services be provided
for non-specialists -- particularly Elementary t+eachers.

A CONCLUDING THOUGHT

Throughout this inquiry, one very troublesome issue has returned to
us over and over again. This is the matter of teacher selection.

1t now appears abundantly clear to us that no depth of scholarship,
o teehnical excellence, no classroom expertise will serve the needs of the new
Social Studies program unless the personality and the disposition of the teacher
are supportive of its intents.

About one-~third of our teachers reject the inquiry and valuing orien-
tarions, and less than one-fifth actively promote them. Effective programs of
reacher education may do much to change these ratios. It is clear, however, that
many candidates for teacher education enter professional programs with attitudes
and philosophies and convictions (variously derived from the home, the church,
or the community) which are partly or wholly antagonistic to student prerogatives

of open inquiry and valuing. 1In many cases these characteristics are so firmly

29,

ingrained that no amount of study (disciplinary or interdisciplinary) and no amount
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of liberalizing experience (professional or other) will dispose them towards other
than estab Listment kinds of thinking and acting in the classroom.

Ts this not a kind of sabotage?

We now require from all teacher-education candidates indications of aca-
demic potential comparable to that for other kinds of professional education.
Should we not also require from them (especially those who, like Social Studies
teachers, will be dealing in areas of social alternatives) indications of intellec-
tual flexibility and openness -- together with the disposition to encourage these
charactoristics in others?

Given the fact of our pluralistic society and a Social Studies program
that purports to accommodate a plurality of positions and values, is it reasonable

to leave the implementation of that program in the hands of teachers who, themselves,

cannot tolerate pluralism?



|
|

L

O

ERIC

Aruitoxt provided by Eic:

Srnrpre 5 ALRRRTA == 17075

e LA ATUFAR Y AN S T
T A N AR )

ADPTHDIN A

FACKOROIID OF THE STUhY

Shcects oF The Trudy cu i e e
They Bobes and Coal s of Ivaluttion ceeeeseeesoesennnss

Simencions of Dvabuit ion:  Verification, Validation

A VOl LN e aeor s ovaveeaassssssssssesssssssssoncsss

ey

Mot hods oF TNnOuiTy ve e iieee e oneettaesssssnasssssscees

)

Selootod fibliography on Evaluatlon coeeeeeceiiaaaaaanns

She Bomaing of Lvaluation:  [nsiruction, Implementation

A TVATIAE IO v e s snseseseoacaasssesasessasssacsesane

33.

3h.

31.

Una+ of the material in this Appendix has been extracted from our
prolininary veport, Cocial Studies in Alberta: Prospects for Evaluation,

which was cnbmirted in January, 1974,
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Pt carly 10", g number ol forces hepan teoome vee o Atbe pta
e o ather drastie pevisions of the Social Studies proprams then in
Do i the end of the decade, new program: had been developed for all
vebe Inothee Plementary and Secondary schools.
oncral to the propram changes were a number of assumptions and

o el Faith: (1) that Soclial Studies ought to include much more than
Vi teeelltionad diseinlines of history and geography and, indeed, ought to
Car e he cdndent te the major conceptual frames and mods . ol thought o7 il
cee Lelal seienees: (2) that rote memory and the simple nwistoooof oo oupght
Tuo oy to oo fnquiryv-orientod experionces; (2) that the processes ol
colnine cnght to he o ocontral aspect of all learning experiences in the sociul
“ie (h) that restbooks and other kinds of obsoleceing materials ought to
Sl was te more teacher-prepared learning materials to keep the cou!om . rary
aree . of the snbject alive and up-to-date; and (5) that students aud parents
st have a oprood deal o say about the selection of materials.
These and other ascumptions and articles of taith, held by the early
anciiites to of the programs, have not gone unchallenged. Indeed, analysts of

ool Stwdie s prosram. and the teachers who attempted to implement the new

oame continge to roisc troublesome questions:
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Lo e e T et Lo peogeans e tad Lod Wik the e
Gl e che progeams prodacing the andTeipated (or desired)

S e g e et e oft Dudlviduals e an st miflew:l

(o ‘ ! FArAREE Pl l" Ay ey I /{ by Yy e N o

o M ' J D (A T A A A S I ST B (1Mot Lonn whtet woulad be appraopad iy Or
UL o mmes o e vy diEFTenlt questions that were addressed in
! i | EH}"‘,' .
I. ORILCTS OF THE STUDY
Toseneral, the obijoct of our study was to deseribe the new Alberta
T antien proprams, o asesg fhe Appropriatenens and wffectlivenes: of
o o o i, At to iadgee whether and how the programs oinpht to be modi-
: ' ta Sloaresd T the Dutare,

Moro anecitically, onr ehjactivas wore:
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i to deseribe the actual operatbions of i pw fporeamg == fod
they were implemented, the Lteaching v lon T e it G
how srndents are ovaluated, how and by Al oot ot T ue e e

and materials deve lopeds

stintenoo of rho go=anited HEALNE A1 QAo R P

P

Li. ot wertfi othooo
to determine the axtent o which "whas Tttt b wart intese il
Tii. Lo gurpen thoe attl

tha e proprans;

fudes of teachers, papresitn, and studeai 1o

<

to compare the operational obivctives of rhe Social Studies proe-
grams with the approved "Goais of Rasic bducarion in Alberta®

v. to Judge the aeffectivencss of the programs in achieving their
aims;

vi. to Tdemtify factors which have contributed to the successes and
failures of the programs; and

vii. to recommend changes.

TT. THE ROLES AHD COALS OF EV?EUATTON?

Tollowing Scriven's admonition, we tended to regard the purpose of
this evaluation in two ways: (1) in terms of the gans of evaluation, and (2)
in terms of the roles of evaluation.

Viewad in terms of goale, the purpose of any evaluaivion is to assemble
appraisive information about rhe worth of an object -- in our case, the nev
Sonial Studies,

aut viewed in terms of roles, the purpose of a prograi evaluation is
to provide decision-makers with appraisive data to inform their task of judging

alternatives and making choices.

1. .. . .
"hosw ohicctives are quoted from the Memorandum of Agreement of September kb,

1974, which =et the terms of reference nf the study.

Yuch of this background, conceptnual material was first presented in Downey
Research Associates, Social Studies in Alberta: Prospects for Evaluation, a
preliminary report to the Department of Education in January, l1974.
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Seriven points to the potential confusion between the goals and roles
of wvaluation in the fellowing terms:

Iuilure to mare (the) rather obvious distincticn between the
nolen and goals of cvaluation ... is one of thie factors that
s led to the dilurion of the process of evaluation tc the
polnt where 1t can no longer serve as a basis for answering

the questionz which are its goal.?d

T10. DIMENCIONS OF UVALUATION: VERIFICATION, VALIDATION AND VARIANCE

1t has been suggested in the Alberta Department of Education's publica-

Coo bl fon Cuidelines, that "evaluation activities are an attempt to deter-

L,

. . ; . . . . L . . s
mite how well educational objectives are achieved". This activity we refer to

Ao veri fMoations in i, ebjectives are the principal guidelines for evaluation.

While veriricatlon'ls a necessary dirension of any evaluation activity,
ir is net, in our view, a sufficient one. What is lacking, when procedures of
copiTicat ion alone are used, is any attempt to assess the worthwhileness of the
reals and objectvives of the educational program under consideration. It is such

o csiment of the worthwhileness of these goals and objectives we refer to as

validation. Only when the two procedures are used to complement each other can
o comprehens ive and adequate evaluation result. By employing both verification
and vailidation we can attack the two evaluation questions which Stake points out
ran lopicallv be anked about any educational program: (1) Does it achieve what

. ; \ e s s . . 5
i-n maker intends? (2) Is what it is intended to achieve worth something?

G, - , - ) .
¥, Seriven, "The Methodoliogy of Evaluation". In P.A. Taylor and D.M. Cowley,

Tvaluation, Dubuque, Iowa: VWm. C. Brown Co. Publishers,

[ Ty zov It 3 -
Feadinge in Curriculum

1577, pp. 28-30.

C. Rhodes and €. Lomas, Lvaluation Guidelines, Department of Education,
ta, 1972, p. 1.

e

Daniels, LePoi R., The Justification of Curricula. A paper presented at the
AERA Annual Meeting. New York City, 1971.
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While the procasses of verification and validation may he quite

different in pursone, thev are & in procedure. Jimply stated, an objeat

of vvaluarion in selected, a4 crirerion in adopted, and = comparison is made in

arder Lo ancertain the extent to which the object of evaluation has mat the

epitovion.  Por purposes of hoth verification and validation, the objects of

svaliuarion will be the same; the oriteria for ovaluation, however, will diffnr.
When the process is one of verification, the criteria will b internal to the
E et . et

Lropram and will consist of the inrents of the program designers.  Wnen the
process s oone of validation, the criterion or criteria will be external o +he
program and will be independent of the intents of the designers. TIndeed it may
be the intents of the designers which are being appraised.

Analytic descriptions of both the object of evaluation and of the
svaluation criterion are important and essential aspects of any evaluative under-
taking, as is the making of the comparison, i.e., ascertaining the extent to
which the object Fulfills the criterion. Since we assume that there can never be
a perfect congruency between object and criterion, it is in the attributing of
meaning to the nature of the sc-called discrepancy, that we regard as being the
rast critical aspect of any evaluative undertaking. Too long, we feel, it has
been assumed that a lack of perfect congruence has been regarded negatively by
evaluators and decision makers, with the result that the ferm "discrepancy' has
acquired negative connotations which were largely unintended when it was intro-
duced to the literature of cducational evaluation. It is to avoid such connota-
tions, and to avoid conceptual difficulties in our discourse that we introduce a
further term, variance. 'The notion which we wish to convey through this term is,
as bafore, a lack of congruence, but one which may result from either losses or
addivions (Side-effcéts or unintendod effects) which may be oither negative or

positive, or a combination of the two.
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-

Tnoammarys, then, onr o approdchs toothe evalnuation revolved around

‘ CLoTLr St aenrut veritication, sialidation, and variance.
Iy. GOMALNS OF EVALUATION:
TR CHMPLEMENTATION, VYVALUATION

e of cur carly protdems in the development of this plan of evalua-

Ciod i i precice ldentitication of the objeect or the "what' of the evalua-

cien wepe soupht from afnumber of sources: discussions with teachers,

et bons of documento, diceussions witn Lepartmental officials and advisory

commlbtenn, and L0 Olt.
11 the ideas, so generated, temded to fit rather neatly into one of

by e 3 ~e
three domains:

. Instruction -- the way the prcgrams operate in the classrooms
of the Province;

i. Implementation -- the way the new programs were initiated in
schools and classrooms; and

iii. Formative Evaluation -- the way in which the pregrams were
moniitored and improved during the initiation stages.

Then i+ each of these domains, it became possible to conceive of the
set of acrivities or processes which, in turn, produced various cutcomes or
troducts:  from master-planning to a master plan, from program—development to
~ programs, and from transactional activities to terminal outcomes, pro-
duets or data.

The three domains -- along with the various processes and products --
apre summarized in the conceptual framework on the next page. This conceptual

- tem gemepatred the questions which were to become the substance of our

avalustion. —

41

ERIC

Aruitoxt provided by Eic:



38.

UO[3BN|CAJ DA[JBWIO] pPuUB UOjlejudwa|dw| ‘UOIIDNJISU| :UOIIEN|BA] 4O SUjBWOQ dYI JO MaoMawed4 |enidsduo)

‘]l 24nbi4

~ swedboud .
; uoijen|eal i
; : w 9A131BWIO4
. S®131A110y : e n
uojjen|eal i Juswdo|anag <
ereg BA)JBWIO4 \ uoiien|eal uoiien|ea3 T
/ BWIO : -
uoiien|eay \7/// m>_wo d 9Alleulo4 7
-\)‘ |

\ ue|d B jo jusawdo|aAaQ

: sweabouy
uorle||ejsuj S3131A130y uojlejuawa|dw| uoijejuawa|du| uoy 3e3UsWa | du| uoijejuswa|du| 1oy
£ ™ uoijejuawas |du) 404 30 |4 104 ue|d ue|d e 4o juawdojanag
snjeis wedbouy juawdo|aAs(g
s s uo§3onJlsuyj 4oy 7
: , ue|d 42isey e jo o
. juswdo|aA3aq
SaUCSINg ///. . co_uwwgumc_ //, AI/// uoy3ona3suj \\\\LVt//l/llll#ll\x\ )
dauded 3 3 d04 ue|d -~
1 weaboay
; sweaboud
S31311ALI0Y [BUO13DNalSU|
[BUO|3DBSUBL] , 30
Y juswdo|sAag .
S
.
N
S13N300yd $3553304d $13Nn00Yd $3553J04d $13000yd $3553704d
2O
&l

E

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

39.

v, MUTHODS OF TNQUIRY

techniques and staged cur activities

H

Weo emp ioyed [ lve evaluative

v Tive covresponding phasaes:
S Cne wan an analysis ond asscessment of the Master Plans them-

L the tracitional techniques of documentary analysis. This

v U

civity cielded specific data for certiin aspects of the study, and also

demern et ideas and inctrument items for phase two.

A fhaoe Two was a questionnaire survey of a sample of teachers, stu-

i e rarents.  This survey produced much of our attitudinal data and 2iso

Come noednl derseriprive materials.
.

- ihase ihree wao an in-depth analysis of teacher-developed programs --
co Gerepmine the ewtent to which these follow or fail to follow the principie:r,

“1icics and the suidelines of the Master Plan and the extent to which theyv

copnare with the approved "Principles of CGeneral Education'.

i The Fonrth data-gathering phase was a series of site visits to a sam-

ii

ol of schools throughout the Province, for the purposes of interviewing teachers,
dente and parvents, of examining resources and materials, and of observing
cloasroons Tn operation.

. The fifth.and final phase of the study was one of synthesis and judg-
ment.  During this period rthe research team attempted to "put togerher' all of
to identify and correct inconsistencies, and 1o arrive at warranted

thee Vindings,

crnelusions, judgments, and recommendations.

Tt will be noted that some of our activities were planned to give the
study breadth and comprehensiveness; others were planned to give it depth and
he noted that there was considerable redundancy in

Tnrensiveness.  Also, LE will

fffavtn -- for we wished to use each successive activity as a verification

our &

i axplanation of what had been found in earlier activities.

Al
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THE SOCTIAL STUDIES IN ALBEPTE -- 14975

REFPORT 0F 411 ASSESSMENT

APPENDIX B

CRITIGUES OF THE MASTER PLAN

1. A CETTINUE OF THE 1971 ALBLRTA LLEMENTARY SOCIAL STUDIES CURRICULUM

l. ls the program conslstent with social reality? ........c.ocoece.. bl

2. Is the program consistent with the broad stated goals

For the FElementary SchO0lsS? wueeeeeieereesesasesasasesceceness U5,
3. Are the goals valid and comprehensive? ............ovveeen.e.. U8,
4. Is the program well organized to provide sequential

Jevelopmant of the g0alS? ... ieeiiiiiiiersnneraenssccitenneens 52.
Y. Is the prosram consistent with the characteristics of
CRLLATENT o v ve s eesensenonseseseaasassssesssssensssaceessssansss O3
. Tz the program consistent with characteristics of teachers? .. 55.

7. Is the program internally consistent? ....ieeeecieenenianeenne 57.

NI TS 1ON o v e eessnceeenasssssananasassssssssanssessosasassesaoss 0Ol
RO EQIENCAE v eensensseessosesssnssssanasosasesssassasasenansasanas 630

2. Al ANALYSIS OF THE 1971 SECONDARY SOCIAL STUDTES CURRICULUM
PUIDOBE e eesssoeeeansssnsnnsssasssaattossasoassssttosssssoassssscss 66.
Program Intentionalitys. MAN +ueeeeeieenirenreeienenrnenenaenaa.. 68,
Perspeetive on Man:  DBased .oeiieiieeieeraiiitiiiitiicititienenn 69.
Porspective on Man: Gchemen of Reference ..ovveviecenciencecnnen. 76.
Perspective on Han: CONTEXEL weveeenseeessreerosessecaaneenanaaas B0,
IMPLicAtions «ueeeuseeeeenioasans nseaenscstsesssssnaaanasenaaanss 8l

B LIOEPADIY «eveernnsnseessssneensasonanassocssssessssssssansass 860

The critique of Lxporiences in Declsion Making was prepared by C.
Chamberlini the analysis of Responding to Change by T. Aoki and W. Werner.

‘Though each is referenced to the particular document under review,
hoth eritiques are generally applicable to the two programs.
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APPENDIX B.]

A CRITIOUE OF THE
MENTARY SOCIAL STUDIES CURRICULUM

pLEMEN

HER Haﬂ my cholee now, in terms of a curriculum project for the

eventicea, it would be teo find a means whereby we could bring society
Liek to ito senne of values and priorities in life. I helieve I
would e quite satisfied to declare, if not a moratorium, then some-
thing of a deemphasis on matters that have to do with the structure
of history, the structure of physics, the nature of mathematical
cons latoney, and deal with 1t rather in the context of the problems
rhat face us. We might better concern ourselves with how those
problems can be solved, not Jjust by practical action, but by putting
Fnowiedpe, wherever we find it and in whatever form we find it, to
work in these massive tasks.l

Jerome Bruner, 1971

The curriculum exists only in the experiences of children; it does
not exist in textbooks, in the course of study, or in the plans and
inrentions of teachers.?

William Ragan, 1966

in assessing the validity of the 1971 Alberta Elementary Social Studies
curriculum, Bruner and Ragan provide bases for examining its main strengths and

ite main weaknesses. Tt is at its best in being consistent with the social reali-
+ies Bruner is concernad with in his 1971 statement. Its most serious weaknesses
aphear to be in making the transition from a written course of study to actual
experionces for chiildren.  This paper poses seven questions about the 1971 program,

and in avtempting to answer them provides an analysis of some of the main features

af +he program esplainad in Dxperiences in Decision Making, the 1971 Alberta Elemen-

tarsy Social Studies Handlook.
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7. Iz the program consisiont with cocial realtty?

Cor aep ety yoaors cnrricoalar theorind bave emphasiaed the need

For tre propram o be rooted inonccial reality. In 1907, Dewey was volinting to

' B Y e o o oy Ly s g [P ~ ey [olE PR
Uelpe Pyndamental Tactor srocans being the nature of the child

ans e satare of the tocie
Stanleyv, an Sheros woere clainming wide a-reement "that curriculum jrinciples and

) . . e B o . -
crocedurcn should be grounded In scocial reality’™. Bruner's 1971 pl=a is repeated

Feere rapid technological changs has had on our so-

Svomany today whe note the ef

ciety, thé lag of social adjustments, and the need for a school program which is
designed to help prepare children to understand social reality, with all its prob-
lems, value conflicts, and potential satisfactions.

Ragan states that:

We live in the midst of vast technological revolutions which render
ohsolete the structure and operations of manv of our social institu-
tions and raise the nced for the applicat--:: -7 human intelligence
to the solution of problems of living as ne. 3 L.fore . . . Pupils
must be taught to think for themselves and to develop solutions to
problems rather than mercly to memorize answers . . .9

A similar concern is reflected in the views of a number of promirent
Social Studies educators. HNHichols and Ochoa have stated:

A vafe predicrion for the children who are or will be enrclled in the
elementary schools of this decade is that their adulthood will be
characterized by increasingly complex soclal issues. Some of these
icsues ape likely to be cxtensions of current.and historic conflicts;
other issues Lave yet to be identified. The problems inherent in
continuing technological development, expanding urbanization, increas-
ing population, and growing environmental pollution can be safely pre-
dicted for the year 2000. If educators are genuinely concerned with
Adaveloping a generation of socially competent adults who can skillfully
address such preblems, elementary social studies textbooks need to be
organized around these pervasive social issues.®

Goldmark (1968), addressing herself to the objectives of education,

has voiced similar sentiment::

o1
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en we are cducating at present will be living in a

. . . The child:

omiety which wili b guite different from the society we know to-

oy. Bducarion {or today's world may be of little consequence for
St M ovaluotion of alternative oducation theorien and

[
Turnme neciery

Lrcpame must bee made I the context of what will be needed in a

T oy b Y. L HN thay 3 Vs .. e CE e P 3 . A .. g
Y semier o i Leoiolon faking is ment defensible for dvs thrust fo-

Ciplt T i lay cadentn o dno the comarination not only of "what is" but alsc of "what

‘Lot "sedents confront recl problems rhat involve

‘il

cr Tt values"; ancd for ashing that the processes and content be salected to

ignificant uoiclal problems. The growing concern fer

[ . . RO S B
A M urtdderstanalng

physical environment without depleting and

cual Loy te o ability to Dive within

.nd Tivabitity, and

+

t1 obsolescence of "the structure and opera-

Gecision Making.  In calling for students to exanmine "their personal relationship

‘¢ the noclel and phycoical environment" and to examine value issues related to such

as "peer velationships, family matters, work, politics, religion, money,

veerestion, morality, culture, and other problem areas . . .13 the curriculum does

<oom to place social reality in the forefront of important considerations in design-

2 Is the program consistent with the broad stated goals for the Elemer.tary Schools

An exzamination of some of the documents written to state the purposes of

.» Elementary School compared to Experiences in Decision Making may provide a basis

-t
.y

for derermining rhe extent to which the 1971 Elementary Social Studies curriculum
seems to work toward the impertant goals these documents state.
In 1979, the curriculum branch of the Alberta Department of Education

Usened @ Statement of the Purposes of Elementary TLducation. It expressed concern

that "The present program of our educational system is not accommodating a changing
society, nor is it shaping the direction of change for that society. The program

52
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appears unconcerned with major problems of pollution, poverty, population and
prejudice”. TFrom this concern grows the statement of major purpose, beginning:
The aim of clementary education ic to provide opportunitie: For the
development of self-actualinzed individuals who improve and enijoy
the social and physical environment. 10
This iu Followed by statements of two specific purposes: '"Developing a value
system by which to live" and "Developing intcllectual, emotional, and physical
behaviors with whichi to function moraily in the social and physical enivironment. '3
The Dlementary Social Studies program is consistent with both the stated
major and specific poals: in attending to "what ought to Le'" concerning the social
and physical environment, and in its conviction that "Human values should be the

major focus of attention in the new Social Studies".1?  Euperiences in Decision

Making indicates the agreement its broad goals have with those of the curriculun
branch.

In 1972, the Commission on Educational Planning under Walter Worth
issued its report, in which it stated broad goals for education growing out of
an analysis of future projections about Alberta's soclety, one a "second-phase
industrial society", and the other a ''person-centered soclety'. Worth stated that
realizing a vision of a new society depended on a transformation of values, and
that a choice between alternative scts of values must be made; therefore "Our
future system of oducation must be designed to help Albertans make the choice".13
Four broad goals are then stated.

The first is individualization, or increased independence, gained
through more autonomy being given in self-selection of the content of learning;
acquisition of knéwledge of alternatives open to him; and knowledge of criteria

for choice. Experiences in Decision Making provides that one-third of the program

each year should deal with problems of current interest, and that 'teachers and

students can practice responsible decision-making by planning together learning

53
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emperisnces which are Significant and relevant fo their lives'.lt

The ocend Sroad joal Worth states 1z preservation of morality through

it

cpen Tnpriey, acknowledping freedom to discent and to devise now standards of

Clvinz. Thic goals ceeane cencittent with the emphasis in Experiences in Decision

viaoand guestions of what ought 1o be.

Hoerth ' ridrd goal seems closely related. Tt ds anticipation, or de-
woelos i o conception of what a person wishes to be like at various points in the
Corure, andd ineveasing his capecity to influence the pattern of future events and
cintroal oeelerating change.  Again, the emphasis on desirable futures in Emperiences

lvion Making io olearly in agrecment with this end.

Moriviarion, or being excited about continuing learning, and having the
1= and atrategies essential to doing so, 1s Worth's fourth goal. This goal is

el oA S -

{efr vaguely defined, and is difficult to use for comparison to Experiences in

Secicion Making.

A third statement of broad goals for the schools is found in the 1975 .

41t 2 Department of Cducation publication, Goals of Basic Education.l® Though

goals are for gradec 1 - 12, the dozen geals stated should find some support

‘n rach of the subject curricula of the Elementary Schools if there is to be con-

sistency in programs. Lxperiences in Decision Making appears to have aims parallel-

ing at least three of those dozen. The first of the 1975 Goals is good citizenshi
£ b
knowing civice rights and responsibilities, forms of government, and cultural heritage.

Puseriences in Decision Haking's focus on social issues seems likely to promote such

pln.  The second of the 1975 Goals is understanding changes taking place in the

world, and being able to meetr the future. Again, the emphasis in Experiences in

Decision Making on giving direction to change through knowing what is and deciding

what

ought to he saens peculiarly appropriate to this goal. The last of the twelve
1975 Goals is develepment of basic knowledge competencies, including understanding

and o+il1l in the social sciencus. As will be noted later, Experiences in Decision
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Jattempts co achiovs anderstending oF Droad

several fislda., The Lroad goals hore swem to be sufficiently similar as o
rompatible, however.

The analysis of these three documant: providas 4 positive answer o
the question, "I- the program conuistent with the broad tated geals for the

Slememtary Schoels?' How wvalid they appear to be in lisht of other criteris

vemain: to be emamined in tie next section.

3. Are the acals valld and corprehensive?

The poals stauted for Evperiences in Decision Making are in three

categoric=: values and valuing, skills and processes, and concepts and generali-
sdtions.

The section on values indicates that each student is to "determine how
he will interpret and apply" the following values: The Dignity of Man, Trecdrm,

16

tquality, Justice, Dmpathy, and Loyalty.’ Others who have emamined & cor= of

values from which students may develop their own interpretations and applicationc
have come up with similar scts. Pricel’ included all but justice in his list, for
example. To state such a list would seem to reflect an assumption of commonallty
within our culture new and in the future which may be difficult to defend. Au more

and more subgrouns emerge from within =ociety due +o differences in background .n.
2 Iy s J b}

areas of concarn, and as more subgroups come from cutside prasent soclety due to

immizration and change, such an assumption of commonality may be questionable,

Particularly, if d about "what ought to be' are to be made on the basis

of knowledge of alternatrives to "what is", a broadening of the value base would zeem
needed. The ewamination of other cultures may result in the need to consider such
other values as beauty, serenity, and harmony with the physical environment. The
g
5O
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Lo ek sod @ valulng process o oan adaptation of Raths':t  Choosing --
T Dyontoaen siternaiives. () Considering all Fnown conseduences

caet o termatwve. (51 Choosing freciy from among altornatives.

L%,

() Boin: banpy <Lt ok (%) Affirming the cholee, willingly and in
ol Lec -- (+) Acting upor the cholce. (7) Repeating the
sorio Looneontly Lo S ot o T
e frwvolve students in examining cocial
, vuiiding knowiedge of concoenuences of alternatives, choogsing freely from
e cnceeaemees, atfFirming the cholee and acting consistently on it.
Troo process Lan soversl enisclons voo important to igmore.  TD it is
cov tenult G ootudent: being clesr on how to interpret and apply the valucs listed,
T vtsen - wouid seem to need some component to help children conceptualize the

\ - _ bt ~ 18 . .
viinen unon which thelr cheless are made, as Guldmark has included in her model.

o Foilows wirh, "identifving values and assumptions of the alternatives
Toooasaurs That studants o« the reasons they use to support their choice for

T liclt walien o0 oncworing the guestion, "If vou give all of these reasons for
o : 419
+hat ls most important to you?

+he adapted version of Rathu' process 1s provi-

ion For zyotimaris ewaminatlon of evidence upon which "known consequences'' are
ate. Tlpe the program depends upon the examination of value issues, it is

zrydents examining statements containing emotional appeals

actl, vome ovargeneralization, some invalid logic, and some ques-

20 21

. - 22
Starr” , Fenton ~, and Glaser

!
and Marcham2+
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Part of the difficulty in using the adaptation of Rathn would appear
t6 be thar .r was originally written as a definirion of what a value is, not as
through a proklem to a decisicn aboat i,

+G e LY WOTEing

2

A more wallid process could probably have resulted from combining elementc from

¢

imon's problem-solving method, mentioned elsewhere in Expericnces in Decivion

taking, with ¢leoments from Goldmark's and Ratha' writinga.

The second category of goals in Expe=riences in NDecision Making i

5Fills and processes.  These are arranged under the Paths heading -- choosing,
crizming il aoring.  While being happy with a choice may fit as part of a defini-
tion of valiu., a3 Raths intended, it is of dublous value as a skill objective.

it is noteworthy that in addition to the inclusion of a number of

s}ills common to language arts programs (as locating and summarizing information),
mel o (=)

)

I3

there are also included a number of skills more specific to Social Studies, as
interviewing, surveying, observing, hypothesizing, testing hypotheses, and plan-
ning strategies suited to actions.

Perhaps the most significant change in the gkills goals of the 1964
flementary Social Studies - Enterprise curriculum and those of the 1971 guide are
the addition in 1971 of skills relating to valuing and acting, and less emphasis
on critical thinking. In 1764, there was concern that "evig nce must be relevant
and must not deal with side issues', and that analysis of evidence be stressed so

; : 25
ches, stercotypes and assumptlons are challenged". There was

(PN

that ". . . cl
concern that children be able to evaluate sources: "In order to arrive at truth,

thev need to be able to reject, or accept with reservation, much of the propaganda

26 Tf these kinds of skills were important to

presented for ‘their consumptlion”.
deal with the topical units planned then, they would seem to be in need of still
greater emphasis in the 1271 program with its value issue units.

The chapter on '"Goals for the Social Studies' in the 1969 HMCSS Yearbook

points out the need for such skills to accompany a valuing emphasis:
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weelit Permaen GuAEes s Lhe

I+ should also be the role of the school to inquire into the sore

spots of the society and to provide the kind of value-education
rhatr rens the loarner to make his own value cholices and to choose
At e [f this end is to be aclileved, the learners

wpripped with soeh intellectual skillo as eritical doubt,
o read and lioven skeptically, and the ability to
vecornloes caosumptions that are not erplicitly stated but that
undgerlie particular value ponitions.27

Teopmu e coneiuded, Then, that the decrease in skills related to

cerltonoine in the 1970 program is inappropriate to other aspects of the curriculum.

[

T chipd category of objectives in Lxperiences in Decision Making is

cezooept s and generalizations.  To avoid compartmentalizing man's behavior for study,

conaepta dn Beperieneen in Doci

sion Making are selected to integrate knowledge from

she oo lal soieneos.  Dnvironment, causality, and interdependence are each broken

Aown Ints Sour sub-oconee

ts. These fifteen ideas are to develop an understanding

-

af ohe major concept of the program -- interaction. No rationale is offered for
tha: selection of these sixteen concepts rather than others, and there is no apparent
revicon for using them vather than some of the ones included in Taba's list, such as:

A , Se, 28 N . . .
Afffevances, tradition, and values, or Price's list, such as sovereignty, indus-

rriallzation-urbanination, wecularization, comparative advantage, morality and

. . . . , . . . 29
choima, scarcity, input and output, saving, market ecconomy, and institutlon. Nor
i, it clear why interaction rather than, say, system was chosen as the major concept
+0 organine all others, nor why system was felt to be a sub-concept of environment
rather than the other way around.

in conclusion, the validity of the goals appears to be less than certain

ind +o warrant further chought.

~

The second part of question 3 concerns the comprehensiveness of the goals.

Thourh the Dwpericnses in Decicion Making goals appear 1o be consistent with the

1)

Seeal o roals sraredd Ter Alberra, are thero others which may need to be considered as

e

+ is more appropriate than ever to emphasize the de-

velopment of process oriented pernons, and identifies eight processes we need to
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help children mast=r. Sha notes that coveral of the cirht ave already receiving

much At tonrion, oot rhar more atrens ton e eds e be s ro o orheros Mo ot
on loving ond ereating are micoiny o the Alberta social Studics cureienlum, o
0oher distinetion hetweon valuing ond decicion-makine. The Calyary Publie Dehood

Hoard Tontal adion mrosran 1o decirned avoand Berman's orocecsses, indicaring
3 <o & N k] B

that at ieast one omoior Albert. sehool svotom views the Provincial concopt of

A0 T O nEArrow,

. 31 . .. . . . . . ..
Taba decivned 4 Social Grudies curriculum which bad, in addivicen to

values, sbitble, ond knowladee, a fourth category of objectives: thinkinn. Zasced

1)
Tt

on consi-ierable rescarch by haroelf and othoers, she concluded At thinking o

learnad, ot it is learned developmentally, and that thinking skills ean be taught

ne
systenat toaliy".T She daesigned into her program objectives and inductive strate-

sins chosen U9 incredase student ability to conceptualize, compare, generaline, de-

weleu chailng of cause-and-effect relaticnships, and apply generalizations to novel

- [

sroblems.  The goal here iz vo improve children's ablility to do the abstract thinking

a

involved, 2o distinet from understanding 1 knowledge product (conecept or raliza-

tion).
Prom these two ewamplas, it would appear that the ohjectivoes -7 the
Alberta program may e narrower than would be desirable, and may not include some

importan: areas of obirctiven.

4 I the program well organised to provide cequential development of

the goals?
Becanse of the program commitment to teachers and students planning
learning wxpericncen, very little aspecification of ordering the objectives tca achicve
cuimulavive learning, to provide readiness at onn level for more complex learning at
later levels, or to provide for review and practice of either learning has been built

into Luperiences in BDecision Making. Very broad suggestilons are provided fuor grade

leve ]l topies, and it is suggested that concepts be treated in greater generality,
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ahstractnenc, and complexity thronph succceding grades, but these leave so much
we bnaividnal venchers and children, that it wouldn't appedr to

b eapsoratine to ocay Uhar sxperiences in Decision Making completely gives up

Pl adwantacc o elaine 1 top capeful cequencing in order to provide freedom for

“room level. Opportunitics te use data from one grade level

clannine v i 2%
LS T Fer eomparicon inoa later prade, an 13 done in the Taba curriculum, the

ver ape lost. AP lhe same time, the likelihood of

Minme oo currdiculum, and orhero b
mantered at one level being systematically retaught at a later level is

L the kind of dicadvantageous overlap also probable with this lack of

AT T e N O S <
gt ian ro arsuencing.

“es, in rhe one area where some minimal sequencing is done, namely grade
Povel toplaz, fné rationale is 2ifficult to understand. The movement from self to
family . to neizhborhood, te communities, to province, to nation, from kindergarten

“iwe meems to Foll w Hanna's expanding environment theme. But at grade six

this is abandenod, and historic roots of man is introduced with no explanation or

apparsnt benefit.

ion U would seem to yield the most clearcut of answers: no, the

Miact

“rojsram in not well erganized to prcvide sequential development of the goals.

v 1

S ‘s the program consistent with the characteristics of children?
When des igning a program for young, rapidly developing children, it is

of obviocus iuportance to goar it carefully to their abilities, interests, and experi-

SNCAG .
Much rescarch has been done to provide educators with this kind of under-

=+uanding, and needs tc he considered in relation to the nature of the 1971 Alberta

“ocial Srudies curricnlam.  intellectual development has received extensive study,

and the conclusions of Piapet seem crucial to match up to the intellectual demands’

1 GV
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of Experiences in Decision Making. Ragan summarizes Pilager's description of the

child in early school years s follows:

The young child i Freguently illogical because he makes judpments
in terms of his perceptions, of how things look o him.  The amount
of liguid in the tall, thin container locks 4 1f it were more, aud
the visual image iz so overpowering that the child docsn't think
srraight aboutr the problem. To think logically about the problem,
the child must give up arriving at conclusions on the hasis of
sensory data alone. Rather, he must shuffle the Jdata about in his
mind, performing operations upon what he perceives. But up to
about seven yoarm of age, the child is in what Piaget calls the
"breoperational stage" where he judges in terms of whatever Factor
of variable stands out.33

Many children in kindergarten and grades one and two are likely to be
at the preoperational stage in their thinking. This would seem to make 1t very
difficult for them to consider a range of consequences resulting from a range of
alternatives when making decisions about value issues. Rather, they would seem
more likely to select one consequence and ignore others, even if they were aware
of them, when making a choice. The kinds of mental operations needed to use the

valuing process specified in Experiences in Decision Making would seem to be beyond

the level reached by many children in the lower grades.

Another approach to considering the suitability of the curriculum for
the child has been taken by students of child development such as Havighurstal,
who have produced generalized sets of developmental tasks for wvarying stages of
growth. In examining those which Havighurst has outlined for middle childhood, or
that period novering Elementary School, it is strikingly apparent that many of the
tasks concern self perception and interaction with peers. Havighurst's third de-
velopmental task for middle childhood is learning to get along with age mates, and

his eighth is achieving personal independence, where '"the school and the peer group

O

35

are laboratories for working through this task'". It would be possible to develop

many of the concepts of the Alberta curriculum, such as goal, norm, power, conflict,
and cooperation, as well as provide for choices among values such as loyalty, equal-

ity, and freedom while examining issues related directly to these developmental
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Lend

wing on their concern for these

rasks of ohildren at this stapge, therehy capitall
Pk ot problems. Yer, only at kindergarten are problems related to self and
cocr onpeci Cieds The poasibifity of ar Pliving emisting motivation throuph captur-
Troovae oachab e moment! woudd supestoa recwamination of the toplcs chosen in

fewr o Doow oo e levelopmental tasto of children in the Dlementary Dehoolo.

’ S B progpay concdutone with eharacteristies of teachors?

I diccussing conditieons affecting curriculum adoptions, Thomas ard

il e Tiat o cepies of postalates, two of which apply to th i question:

Vertuilate l: The mope time, offort, emoticnal tension, and money
required of people who must Implement the curriculum change, the
1oos likaly the chanpe ls to be effected.3b

Postulate 5:  The acurriculum becomes revised in name only if claszu-
poom teachors are not prepared with the skills and materials they
niasd to carry out the specific steps of the new methodology and if
a6 -valuarion it made of their progress.37

e conviction ewpressed in the preface to Experiences in Decision

rhat ench classroom teacher and her students should ''practice responsible
L . . . . 438

dorlsion=making by planning together learnlng experiences . . . meant that a
st deal of "time, effort, emotional tension, and money'" were required of tea-

chorn Fo transiate the guidelines broadly stated in Experiences in Decision Making

ARl

into specific learning activities for students. It required a good understanding

-

of the changeu in goils, ability to plan suitable learning activities, unit or-
canization to provide decislon-making, 1oéation of appropriate resources, lessons
Foaussing on previously uncxplored emotional and value-laden areas, evaluation of
i etive goals very difficult te assess through traditional procedures, a need to
tranalate the program Lo parents, and a multitude of other tasks. Not surprisingly,
man Leachers wore slow to implemsnt a program making such demands, perhaps more so
qudpno Yhey were civen no additional time to prepare, and, unlike secondary tea-

chers, wore usually generalists also preparing activities in reading, spelling,
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mathematics, art, mucic, scivnce, physleal education, health and Jaugoape arts.
. an oo " " S
At early obely by Orowthor Found tiar of 317 Dlementary todachers enpveyed o 20
were not familioe with the wature of the program, 227 woere familiar with ot fu
wize not implementing 1o, 270 were putting some parts ol the curtdculun into
. - . . . a3
practice, and 27% roported they were fully implementing the program. Ueacher

comments on the broyran provide aupport Por the first Thomas and Brubakoer povtul ite:
i : I

Can't anything Lo done to case the burden of preparation?  Fomenben we
have: other lessons 1o vrosent boasides Socilal Studics.

[ find that it has taken me two months to prepare one wnit thoroughly,
L

and oven then D'm bhaving to make modifications as ['m teaching the unlt.

Hy pervonal feeling 1o that the majority of Blementary teacher: ars not
cquipped to take on the recponsilility of developing a total unit and
in all fairness [ do not think they can afford the many hours required
Lo produce one.

nderstanding what is being asked of teachers, and putting it intc

sractice are two different things. I feel I understand the aime of

the course fairly well but transferring that into something tangible

and nseful in Grade 3 1s quite another matter. "0

The diffieculties faced by these teachers was recognized by several
school systems who realized that just as differences among children exist, so do
differences among teachers, and that means that while some teachers will be able to
bring the time, energy, ewpertise, knowledge of resources, and understanding of the
program to bear on the task of dewsigning units for their own unique group of learners,
many other teachers will not be so able. These school systems' response was to
generate resource units which translated the Provincial curriculum inte a local in-
terpretation of it -- frequently lacking the focus on irterdisciplinary concepts,
decision-making process, and "what ought to be'". Given these difficulties, it be-
comas questionable whether the loss of focus in translation and the losc of learning
due to the earlier noted lank of careful sequencing are worth the emphazis on indi-
vidual teacher responsibility for planning -- a responsibility too demanding for
many teachers to accept.

Alternatives to the Alberta approach are evident when examining other

63
O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

57,

peevioe U cedation L Bpitioh Cotantda has speeificd eequirementy for thoir

e e e et i tons, and celectad the most suitable Tor
q
o I coearel wr b et Ll Syemeworks for ani bt for teachers to Flesh
H
L LTy s s s e b completely develop hin own undte from
G
s gy Tt T sanelo ot

It preosran doone beodeweloped by individual teachers from broad

' H

e, il v moptain o esperience as many different interpredations
T e preel Ui o s e tegschers. Butothe similaritics con e lnereved

Sv eidine o ocnreriooolum opnile with as great internal consistency as posctible.

~o and valuing are the main emphasis of the program, and it would
coo; dmportant to spaeify osrade level toples through which these goals could bhe
coiiY elpieveed o Dlamentary achool childeen.  The curriculum guide specifies that
“he valulng rrocess ond wirh students acting on their decisions, yet it has children

Yo ordee Voap. flve and ciw dealing with topies so far removed from social settings

cownanle o thely influyence as to effectively assure no action being taken. Com-

ripe Alberta tooremote araas, ac fhe U.S.S.R., Australia and Argentina in grade

or refions of Canada in grade five, and particularly combining
Hoeranes in berh pace and time in the grade six topies, Historic Roots of Man, con-
svadict +he statod decire for acting on decisions.

The difficulty in completing this last stage of the valuing process is
‘niicat.l by the fallure of the sample units to provide for any acting. The grade

"Would You Like to Live in a Boom Town?'" knowing nine-year-olds

-
i

four uni
can A little to act on their decisions. The grade five unit on Vancouver asks
"enld Trancportation Foutes Displace People?" and concludes with a simulation game

o dramatize possible action. While this provides opportunities to affirm choices,

it in too remote from reality to allow action. The grade six unit title reflects

64



the futitity of trvinge to provide for action when dealing with the Historic
boot of Man topie:  "Did the Awteen Deserve to he Conquered?”

NGO Social Studies Cureieanlun Guidelines agreod with the Tmport-

Lo

ance of providing for students acting on decicions, but supyyoted that the Tocal

nommn ity Lo the proper arenat 'Pxrencive involvement by students of all apes in

S . . . . . 41 .
the activities of rheir community is, then, essential. The casier access to

people in power and the smaller numbers of people involved borh make local action

more realictic.

in his presidential address to HCSS, John Jarclimek pointed even closer

ro home: '"Perbaps the most important arena for social participation lies within

=

the institution of the school i'ltself”.Lu Since this is an institution more easily
influenced than the broader society, if school policies support the Social Studies
program emphasis on acting, it would seem reasonable to have Elementary School
children start here, rather than on groups remote in time and space and less likely

to be sensitive to children's efforts to affect them.

that the school is a suitable topic of study if

Banks also sugpes

acting is to be included in the process:
Since the school is a social institution with problems which mirror

those of the larger society, students can be provided much practice

in shaping public policy by working to eliminate problems in their

classroom, school, or school system. They might start by studying

and analyzing the problems within their classroom.%3

In summary, there appears to be a contradiction between the emphasis on
acting on decisions and the remote topics selected for grades four, five, and six,
and a neod to consider the school and community as topics providing more realistic
apportunitiss to carry through the acting phase of the valuing process.

A second contradiction confronting teachers trying to implement the

valuing emphasis in Expcriences in Decision Making lies in the great emphasis placed

on the valuing process in early pages and the lack of such process in the sample
VT
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anitu.  In the preface of Bmpericnces in Decision Making, it is stated, "The

. . .. . . i
valuing rrocess sheuld be rhe major activity of social studies students'.

(Crmphias e added) Vet one searches dn vain for sample units in which students
crocecd hrouphn steps one to neven as 7aid out in Chapter One of Lxpericncees

‘n Decinion Masing. Cleachers ave left to conclude that vhe emphasis on thiu

io net so doportant an otated carlior, or perhaps not easily planned

into anits.

weelated to this conflict between statements in early chapters of the
cuyrriculos suide and the semple units, the opener 1s assigned the task of initiat-
ine the valuing process by enabling "the teacher and students (to) identify one

. . . b5 .

or more value issues to be investigated". Yet most of the sample units do not
have openers which will enable children to identify a value issue and begin the
vainine process -- unless answering such quentions as "Why is the supermarket
having a grand opening?" are considered to identify value issues.

A fourth contradiction in the valuing component of the program is begun
e thee heavy emphasis po d on develeping students' ability to use a valuing pro-
~os o, a3 attested to by @ - designing of the whole skills program around the pro-
co i oond stavring ". . . the new Social Studies Is concerned primarily with develop-

. . o U6 .
ing oorients! ability to process values'. If students are to be able to use this

e, nome provision should be made to help them conceptualize the whole pror 17,

rather than loolated component skills within the whole. Yet, no provision within

tra chapters or sample units indicates how, or indeed even that this should, be

done.  If students are to be helped to Llecome autonomous decision-makers and value-

| raCossort, Such process conceptuclizing would seem an important part of the ﬁrogram.
The knowledge segment of the program is not free from internal contradic-

Lians either. Gne which confronts teachers is confusion over whether knowledge goals

are to be interdicciplinary concepts in which the "disciplines are integrated in

6o
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such a4 way as to be odndi tineaishal be e separate et it T D ar wiiether know Loy
of separate dhcipinen oo vo be parcacdis Thouph the et ion spocl Pyim ooy !
Ghlvct v coam o ba vepey e Tnoteesesing the decivabilicy of fotorration, the

coctlon wrating crvde evel toni-oo conld Gave sudents oneape o THiGtorioi . oo nn-

mic, coeiciorioaly and/Zor oapraphie analy 1" and later "Anthropologioad o acaly o
A s s i )

. . te ‘ . . .
rred oot T i rery™ 0 ok whils wonld Taedicane the development of conceptual

cacis fron the disciclines woamed.
Simllarly, on page cloven, teachers e Aasked to dend owithoanceporien of

fnowle dee whileh Tnelude coneert e, poneralizations, thoories, and struccaees, et

thare 15 ao indicatien in the seorion on knowlodge objecrives in chapter two that

anything orher than concept.s and genaeralizarions are to be developed. The tupes of

broader idoan Sloom Ldentifies ar "a Lody »F principles and genzralizations which
. ) b . o
arec interrelated to form & theory or structure are omitted. Apparently those

categorien of knowledge, Introdused in cne section, are not taken seriously in a

later sectlion.

The preface

Fnowledye bullding taelt becomes another contradicticn.

peints out that while thore i to be less emphasis on covering knowleidse from

M
b

higtory, peogvaphy and the social sciencen, vis Iz not to say that such knowledge

is unimportan*. Students cannot 'value in a vacuum', without knowledge of alterna-

tives and consequences.  Mor will 'the rooling of mutual ignorance' prove for vary
C g 56 . . . A
long to be significant an? ralovant'. ety an cramination of sample units indi-

cates that frequently there in so little dava intake and knowledge buildine thar
"Uooling mutual ipynerance’ must bhe the hacis for conceptualining and for predicting
conseqnences,.  For example, in the second grade sample unit, the only dara sourcas
used dre dads, srocery Tists, and three short readinegs.  Coneeptual goals include
system, interdependence, and cooprration, and students are to predict consedquences

and make decislons about Mr. Cork, the popman in the supermarket, taking some pop

for himself, and Bob pheoning in sick 5o he can go swimming. The paucity of data

Q : (57
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ot e d e et b b et S oo i D nge and bnow ledpe e fer e

RTINS Lo ob s i e s dove goped andd Jypliud. Controarmy to the
Palpe o T ot b Yo bt Too the ppefaeey coveral sample anito provide
o Sl Lo b Ty s beaden Lo inge deve Joped,
g et Db b thaoee e ceveral duternal inconerd o epedie
St R R e e e b o bement Tra e progrom.,
CVHICTSTON

St Dot Thtpooerory quetlon, curricula must be tustifiable in
Th L1 caroe st oo reailiey, and the main strength of the 1971 Alberta
Yooy bl Tradies eurrionlum is o in dealing with the rapidly changing world,

Al Lhe e wnion mey b oo to pive direction to those changes in deciding
Mhiat ouri o Be. This conesrn with values and social issues helps to make the

prorram's voc s conclntent with many of the goals stated for the Elementary Schools

Les st docaments dovelenod in thlis Provines. A comparison of the valuing, skills,

and Khowle soals ‘o oset of poale and rationales developed by others calls their
vali ey Inteo gy i, and ajso leads to concern for their comprehensiveness. It

was noted thas o desive to leave the specific development of the program to individual

ind taeir wtudents resulted in no learning benefits from careful sequencing

oo learning, comparison, readiness, and review. Examination of

CUODrDWIan Juimly

5 .

the chapacteristic: of ehildren indicated that the stage of intellectual development

dosaribed by o

For ohildren in early school years would appear to make the
Crecorited uae of Eaths' valuing process unmanageably complex; while Havighurst's
Anatee oAt dewsdormento! oo Jaring 1he middle childhood stage would indicate

thar the ropies chosen irnore the concerns of the child, and the opporturity to take

advantare of the "feachable moment'". Crowther's research ana the production of
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resource units by several school :zystems were noted as indicators that the ex-

nectation that Elementary “eachers have the time, expertise, resources, and desire

to develop *their cwn unito from ceraveh may be unrealistic, and place an unmanage-

abl- load on teachers. Pinally, several lnternal inconsistencies were noted which
would seem to cause teachers difficulry in understanding and in implementing rhe
program with the children in thelr classrooms.

As Ragan's quote pointed out in the introduction, the only currlculum
which mattors in that whi 4 exists in the ewperiences of children. For the reasons

indicated above, the 1971 propgram may ewist more on paper than in children's ex-

periences.
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APPENDIX B.2

AM ANALYSTS OF THE
1971 SECOHDARY SOCIAL STUDIES CURRIZULUM

(7. - .ki and W. Werner)

“he Alberta Social Studies program wus conceived in the late 1360's
during a period characterized by extensive curriculum reform. In the area of
Social Studico reform, the Alberta Department of Education was, without dount,
at the forefront. From among the several curriculum reform models then avatll-
able, this Department, almost alone in Canada, chose to select "value issues"”
as the venue for emphasizing the processes of valuing and inquiry.

This action by the Alberta Curriculum Branch was wundoubtedly a positivé
thrust toward reform.

Almost a decade has passed since the initial step in the innovation
s baken -- i.e. the revision of Soctal Studies 30. The possibility that the
Curriculum Branch may soon move into a second phase of development seems a rea-

sonable one. Thus it ceems 'imely that a eritical examination of the program now

ch

0 serve

3

be made an input, tf and vhen the Master Plan of the program, as

articulated in Responding to Change, is reexamined and revised.

PURPOSE

The purpose of this paper is to examine the perspective of the Master

Plan of the Alberta Social Studies program -- as reflected in Responding to Change.
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Tn +this cormection, an interesting feature of the Alberta Social Studies

cecrram 1o lts recognition of rhe importance of perspective. This can be seen in

tro advocacy for students to clarify different viewpoints of individuals and groups
rowards coclal Lssues:
: among alternatives depend on the values that are held by

Since cholces

the choouer, Social Studies programs should provide for the exploration
of value: conflicts in our society and of the consequences of actions
1

wat Follow from different value positions.

(Responding to Change, 1974:2)

concern for points of view is a premise that students live in a

I

Chnddertying thils

(Responding to Change,

vl char-ietorized by increasing pluralism in perspectives.

15701 0) . Puriher, in planning and implementing the program, teachers are given a

creeific guideline on pluralism:

Loes the program provide free and open inquiry into value issues by
rudents and does the teacher respect the students' right to hold
view that differ from his own?

(Responding to Change, 1874:53)

the o
.
ko

points of

icit is an assumption that teachers and students should be identifying perspec-
and the consequenccs of these perspectives for value issues.
The approach used in this analysis is the phenomenological method which

stematic examination of underlying perspectives (the foundational pre-

allows oo
suppesitions, Interests, and approaches) that shape our views and structure our

experience of the social world. This approach requires that we question our taken-

for-granted everyday experience. Such quzstioning must probe the foundational

. . . that iz, going to the roots, to the ground presuppositions that
shape and guide human life -- and that this searching for foundations
demsnda that we bring with us none of the usual operative baggage, the
epistemniogical, methodeological, metaphysical concepts we typically
use in the course of our daily lives, theoretical or practical.

(Zaner, 1973:28)
Fven fheurh the program supports critical analysis of various viewpoints

b/ students, perspectives appear o be taken for granted. Indeed, questions may

. 74
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be raised about particular reality-views which underlv the program and which are

imposnd upon teachers and cindents.

INTOITIGHALTITY . HMAN

\
s

Leoowned oy nrogran developers for ordering an

i"i‘l‘.% i,,h'-‘:.' 1 ] Ve

v
&
I

: ~oy M - PR, i - . vy -, S N 3 - - . = ey
ing redalitvy. Corrral to oy e of theoe perspoctlives 14 2 VIoW OF DdEn

! Lo world.

ALl edu~ational practice implies a theorenical stance on ihe educator's
part. This stance in turn implies -- sometimes more, sometimes less

explicitly ~- an interpretation of man and the world. It could not be
otharwis

(Freire, 1970b:205-206)

Implied within the Alberta Social Studies program and the practices it prascribes

_therefore, is a view of man and his relation to the world.

When the perspective concerning man is examined, it becomes evident
that the major orien’ation of the Alberta program is technological. (freire,
1970a). Within this technological framework, problems are defined in terms that
allow for solutions through the application of technique designed to produce pre-
dictable ends by standardized means under specified conditions. (Smith and Meux,

1968:101-102) Primary- cbiectives toward which technique is directed are: control
] q

of the problem and definitions of context in order that both may be fitted into a

clear-cut siratepgy; certainty of solution assured through proper application of

means; and efficiency in attaining outcomes. Under this instrumental logic, know-
ledge is judged for its capacity to increase control, certainty, and efficiency in
problem-solving. OGenerally, the empiricai-analytic knowledge of the sclences is
called upon to provide rules and stratégies, conditional predictions, and skills.

Here, skills refer to the proper application of rules and strategies in poal at-

tainment. Within a technological framework skills are emphasized because they

68.



v oan o in oa oositvion fo solve spobloms’ T onemas, 17272:355).

: ' el criomration, culled by Habermas purposive-rational,
rerlorn o
Yy omopetel acc lon or rational cholee or their conjunction.
T i b roverned by tQCWT3CAl rules based on empiri.al

conditional predictions about
These predictions can prove
rational choice 1s governci by
. They imply deductions fram
; decision procedures; thesoe Dro-
v or incorrcctly -deauced. Purpeoive-
red goals under -iven conditionz. Hut
imes means tlo.o are appropriazte or in-
of an effective control of raallity,
v on tha correct evaluation of po.sil:le
bt from caloulation supplemented by values and

(Habermas, 1972:354)

PEROFECTIVE ON MAN: BASES

- of any program is that directed toward the stu-
dent oan ! onie cocial worlds this viewpoint is implemented in (1) the intended out-
comees, 02y instrunental content and (3) activities for teachers and students. In
Sovher wapds, what we feach and how we teach it reflects our conception of what man
anic to any program is 1ts perspective on man through
dilch the human worlsd ie interpreted and made meaningful.

Geeause the baseor vhat underly perspectives define differing man-world

o lationanips, our cholce o

(=1}

interests, presuppositions, and approaches in develop-

iny a program has ao

T

sequences for how we view the student and for how he will view
Chieetr nstit.
Thpe- Lases of a perspective are significant for identifying in programs

4 realitvoview of man. ‘Thece are reality-guiding interests, approaches and pre-

fons. Selection decisions concerning instrumental content, intended outcomes

and teachnr/student activities are made in terms of these bases.
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Reality Guiding Interests

inter~ste inherent in the techniques suggested by the Alberta

e
Y
i
-
0
P
=3

progran are thogse of contrel of student reallry-consroucting, cerrainty of pre-
scribed outcomes, and officiency of goal achicvement. Fnowlodge is to have

when applied to problenm-

teehnical applicablility in terms of these Interas

solving (Fesponding to Change, 1974:2, 13, 99, 74).

in Pesponding to Change we. find the following:

“ome 0f the major conicepts needed in studying human behavior are
cutlined below. Thesa concepts should be used bv students in de-
veloping generalizations and rheories which seek to explain pecple’s
values,

THTERACTTON is a key concept in the understanding of social problems.
tisroey, geography and the social sclences describe in part man's
interaction with his social and physical environment.

ENYIRONMENT is, itself, an important concept which can be defined in
terms of Time, Space, Culture and Systems. Man's interaction with

his environment produces CAUSAL RELATIONSHIPS. In order to understand
causality, one needs to recognize that behavior is affected by GCoals,
Norms , Technology, and Power. Since all man's interactions involve
cause and effect relationships, he lives in a state of INTERDEPENDENCE.
Interdependence may take the form of Cooperation and/or Conflict and
may produce Stability and/or change.

(Responding to Change, 1974:8)

In terms of our analytical framework, we can interpret the above as
follows: the program developers who framed the above cast intellectually their
own reality definitions and projects upon teachers and students, who in turn are
to impose these definitions upon the social world.

That this control over teachers and students is to be extended over the
public school career of the student is evident in the following:

Major concepts listed are to be introduced early in the child's

schooling, at a simple level and through experienc.s appropriate.

to his stage of maluralion. In succeeding years, the concepts are

to be treated with increasing depth and through different content

material. Skills and values, as integral parts of the conceptual
fyramework, are to be treated in the same spiral fashion.

(Responding to Change, 1774:13)

All content selected for study is to be cast in a problem framework in which these

major concepts are to be used in the defining of problems, and solutions are to be
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npht within the pre-deflned matria ol concepts (Kuhn, 1570).
foneern Lo fonuoned on the method utilized rdather than on the situation

conet apong cechndieal conrtros 1o deemed successful 1f method iz properly applied.

hinoolatesd with inteitoctrual and technical control is an interest in

ety werrainty of outeomes In contrelling student realitvv-constructing

T Bloe e ol sted techniques (referred to in the program as stra-
L lonwenrories ) cheepliste, cviteria, formats, tables, modes, steps, designs,

: i 1y b quencing (Responding to Change, 1971:3), organizing

ClosperciingT e UhAange, 147u:3), and structuring (Responding to Change, 1974:13)

Af tearming Mesperionoes s and by the ewpliclt detailing of proper method: for

ivarion, planning, skill and concept development, and for be-

Th methods and knowledge of Social Studies are designed to:
+udents to cope with a world of uncertainty now and perhaps
EoLen tainty in the Future. In other words, teachers must develop

4 cemcern in students that is future-oriented, using the wisdom of the

+ial selonee disciplines as analogues and tools in trying to come Lo

ine with rhese uncertainties. Strategies of inquiry combine the
components of the Social Studies in Alberta -- knowledge, skills

Giiing --— to aid the student in dealing with these uncertainties.

(Responding to Change, 197u4:95)

he intepest in technical control and certainty also implies an interest
in oifleienev.  Throushout the Alberta program the efficient achievement of goals

Teacher planning is directed towards making student "learning"

ta Change, 1974:27, 13, 74, 40).
Ir+epeats in man and his world, therefore, evidenced within the program

control, certainty, and efficiency. These interests

. e pmee et o~
are Syggantive ol

are epbedded within the approaches suggested in the Alberta Social Studies program

e tealing with thee stadent oand the soclial world.
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(Forgan, 1970:90)

of control.

that

£
anlon.

accordance with his

Diects in

Ly students

to Vview soclal change as

rendoncy

n-going praxis of men who construct

o, 174:7).  "Responding -o change'

within the Alberta progran o

analvtic knowladge of social science

-
L

heir

-

P

to solving ke

that
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e
i
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Sisbals

. Por such a mentality the problem corrasponds

Tn attempts to master and 1To improve

at hand.

articularly in the form of method, ars transmitted
cacher planning and reality views, Ly teachers to control
to control the social world. At

mranes of demination 1z encouraced in the interests of control, certain-

wh: Ty
LR SR G

social

considored

application of the techniques and empirical-

in order that students may:
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..ot with o a world of aneertainty now and perhaps of less certalin-
VT e noonote ooy s ceachiers st develop a concecrn in
RN S Poga e

i tuture-ord ed, using the wisdom of the social scienco

. Sl B At nwols in trying Lo come to grips with thene
e it Lo

(Feoponding +o Lnanpe, 1970:35)

S red to seck cerrtaingy and stabillity within the

vy Ccojeror o oLl by Srve end open anquiry (Rezponding 1o
Ly o, i oo 0 and choliees (fesponding to Change, 1774
- Loty L Leriendl oraallov-constructing (Responding to Change, 107
' g B TR T TP peke thilz world a more desiranle ;looe
Corhenl e e e U 0 i) Alzo, the program staten fi
; ceocitizens who demonstrate perscual, scclal,
: oo nev o constantly examine individual ao well
CoL o inLr b ivimerns , ceachers ave to "eoonerate with the home, the
iy oanet wemhe izl wresocies in helping students find how to live and what to
S S

DAY, are to help students Yreconcile otd and

cerelug valus R cndine to Thange, 1274:04), are to design ewperiences that

73.

T RN " ride inodanany compered with a world view (Responding to Change,
RTINS B S cning value iscues In terms of "physical and psychological well-
clne™ 1%74:98), and are remirded in the program that in

inn g el o orade

T chould vabke inro account prevalling community attitudes in the selec-
tlen o cnoions. 1 a teacher perceives a need, he may want to investi-
i orobiem, but should use discretion in the choice of mater-

v deveijopment of content. He should not upset the com-

(Responding to Change, 1974:u6)

Wichin there constraints, the student 1s to examine the meaning of human dignity,

Froedom, oquallity, justic, empathy, and loyalty (Responding to Change, 1974:6). In

other words, he is to lnterpret justice in terms of the present political and social

80
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4.

status-quo of his community. U appears rhat social criticism, confliet, and

dissent are encouraged only minimally within the program.

Presuppos itions

+

One can roeadily support the prog 'yorecornition that man iz central

i Social Studies. T+ ic made explicit in the program's initial theme: 'What

iz Man?" (Zeoponding to Chanpe, 1074:21). However, the vange of ossikble answers
\ LK) 3 i

P

is rectrieted by the program’s interests and approaches directed towards the stu-
dent and the social world. The program tends to standarize man by its various
taronomios and other nchemes that abstract and objectify man.

“ueh a view of man tends to disregard him as a conscious being who in-
rentionally relates to his world in a multitude of ways, who constructs social
realities in an ongoing pra=is, and who intersubjectively imposes meaning upon
his world. The value issues suggested in the program are loaded with human mean-
ing -- indeed, they are issuas because of different human intentionalities. But

when students are to examine these icsues in terms of '"the interaction process' and

its concepts (Responding to Change, 1974:7-8), through key questions, concepts and

problems (Responding to Change, 1974:21-45), and by means of diverse techniques

that disroegard in general human concclousness, problems are apt to be defined and
solved abstractly within a framework of controi, certainty, and efficiency. 8Simi-
larly, teacher:: are to understand students primarily not so much in terms of the

creativitv, uniqueness, relevancy structures, and histories that characterize them,
but in terms of ascessed needs, demonstrable behavior, and various taxonomies. Re-
forring to the nature of the learner, the program views the student by means of

cognitivn, affoctive, and ckill categories, objectives and methods. Human experi-

ence is thus fragmented, allowing the possibility of technique to be directed

towards manipulating each of these parts iu terms of efficiency.

81
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One needs to cons lder that by reducing intentionality to behavior, to
tamonomios and to needs, there is a danger of viewing man and his relationship
Tihochee wordd as technicwl problem-uolving that can be executed without too

ioning of the appropriateness

aman meaning and without a quest

syrocadures.,

croprain raecognizes the importance of allowing such student

. )
R T
DRt o, e
ce .
28550

noepsonal meaning and understanding of humanne

v finicion, values are perscnal things -- and their development is
3 sersonai and lifelong process. Process is emphasized, for in a
roy-idiy ehanging world cach person develops habits of examining hic
surpe s, anpirations and attitudes if he is to find the most intelli-
coent, pejationshin between his life and the surrounding world. It has
Soen aald that the primary roal of education is to create and maintain
human.- coclety. The new curriculum allows students to explore ways

and means of enhancing

the humanness of humanity.
. (Responding to Change, 1974:64)

standardized and reduced to the level of physical

coer o, whar Lo unicquely human is

kl

nomena by aeven ariteria in the interests of control, certainty, and efficiency:

7o Le cignificant the value issue must meet Raths' seven criteria of
what i worth clarifying . . . and also have a sense of immediacy and

polgnanay .
(Responding to Change, 1974:65)

Ceotpeated, values become natural phenomena (Lewis, 1965:74). TFurther, students are

condirioned ro judge value in terms of a scheme. Values are tc be understood with-
in +he came epistemological framework as are objects of the world. What becomes

ER

technique:
i@ process by which a student arrives at his values is more important
:an the value position he obtains . . The primary purpose of the

Tl

t

process is to prepare students for confronting public . issues rationally
validity of any particular point of view.

important 1=

to demonstrate the
(Responding to Change, 1974:64).

rathor than

The valuing process has become content (Responding to Change, 1974:64)

rimaril, on progesses rather than on values, the question of

and by
norms tends to be bypassed. In other words, the perspective of the new program
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on man is not rendercd problemstic wheon the dctions of teachers and students re-

N i H PRI (i PO - Ty PEREO N
main tecbhnlesl onoo (Habormas, 1:72:755).

Whel mey vosult Ly thio stanes is the possible decmpha.ic cf human

Analitios and characteristios of the human condit]

1 A awe, MySTaTT, oon-
Flict, ambisuicy, uncartainty, meaning, purpose, 2nd personal bilographyv. (Arnlc,

1976 :8-9).

=

MAT: SCHEMDS OF REFTIRENCE

L:]
=]
(%3]
"t'
3
[
=3
b1
o
—~

“ocial real’t is ordered and interpreted in the program by various
schemes that place :.ings in reference to one another. For the student the pro-

yiies major concepts and key questions through which he is to make senge

kKesponding to Change, 1974:21-45); similerly. for the

tcacher, the program provides ewmplicit schemas fopr interprating the student and
scts. I+ o in these schemes that the interests, approaches, and presupposi-

in the previous section are operationalized within the vrogram.

Thrae different types of ordering and interpretiv.: schemes (intoerest-

at-hand, stocks-of-knowledge, and logics-in-use) are directed towards the student

within the program.

Interests-at-hand

Tnteposts—at-hand rofer to the immediate goals and plans outlined in the

program as behavioral objectives (Responding to Change, 1974:15-20, 51-54). Stu-

L rrate clear-cut and hierarchical behaviors: seven 5teps of a

dents are to
"valuing procoss™, five stops for "internalizing a value complex', six steps: for

3

"the solving of some intellactual task', and six steps for idealing with social

problems" (Responding"to Change, 1974: 5-11). These beliavioral objectives are ex-'

amples of manipulative technique designed to serve the intercots of control, cer-

tainty, and efficiency.
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CerToe e e e e st y these tarn Lo s

% oL ootiver affor oniy o general indioa-
Jr o oot centant of learning opportunities Inothe
‘ DR ‘ Dol ptnnTrn of logrning opportunities
' i o cowcrere and elass. A11 learndng ope-
Tt e teocarnc oot owlicoh o ghe chieerives cutlinad abovi,
Qo ) Cogan ety s osrructured coopwe
v T et i, w1 crobklom af current intercot.
vilng to Chanre, 1970:8)
A 4o ST . cehlcvements arn to be evaluare:r in
: RN ab b iven "o Change. 1974: 15-16, 52-4727.
- - ~';’,lhf' |
i B T I T ‘onomies, lists, models, charts,

SR o e YTt Feeped 1n thee gpogram: Troay provide not only points of
Ceienont oy be elassifled and interpreted but alse rules
cow s Tt ey ey aounting, oo planning for students.  Thes ctandarired ctocks-

Ceanome nepcetaal o reens through which educational reality i rre-s

oot sydeyo within tle prosran, and when applied by teachers to students, also

77.

siee T el crooms. o ving demenntrated his valuing, knowledpe, and skills behavior,
. et e b S oed wirhia variouns schemes of reference, assessed in reference

LS opartiendar level or stage of competence, and have appropriate technique

C it e him. ceriointy of outcome iz dependent upon the degree of efficlency

Gl in fhe intevaetion among human beings and attempting to control
(in tie strong sense of rhe term) the environment to guarantee rhis
cewtainty . The entipe oriontation seeks to eliminate the ambiguity
snd mmnoortoinsy thar mabes human action a personal statement, thus also
Sy e iy Aeperoonal lcing human interaction.

(Apple, 1974:22)
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Logic-in-use

Logic-in-use vefoers primarily to thoose principles used to direct proca-
dure ia ordering and interpreting the world. Within the Alberta program the on-
going lcgzic provided to teachers and stulents for guiding their roality-constructing
is that of clear-cut boundaries, classificatlons, process-product concerns, depen-
dencvy upon one, and analyzis. This may 1llustrate, as Apple suggests,

. that in general educators have appropriated the recon.tructed logic
of science rather than the logic-in-uze of scientific investigaiion.

Their view of scientific activity as the expert and efficient means to

guarantee certainty in results has been fundamentally inaccurate. [t
pepresents a picture drawn from techuological models of thought.

(Responding to Change, 1974:15)

Throughout the program clear-cut boundaries are emphasized. Concern is

shown for "a clear, consistent and defensible system of values" (Responding to

Change, 1974:5), liitle overlap and repetition of subject and resouce material

(Responding to Change, 1974:11, u6), selection of content that illustrates concepts

"in concrete, simple, and specific forms" (Responding to Change, 197u4:21), hierarch-

ies of skills and objectives (Responding to Change, 1974:5-6, 74, 89), behavioral

objectives stated clearly and precisely (Responding to Change, 197u4:15, 48, 51, 54),
"eare ful structuring of tie order or sequence of learning experience' (Responding
to Change, 1974:3, 8-9, 13, 15, 52-53, 75), structuring of knowledge -- facts, con-

cepts, and generalizations (Responding to Change, 1974:2, 8, 13-1h, 90-95), a variety

of discrete procedural steps, and many other instances oi clear definition. The
program in effect asks teachers and students to experience and understand reality

in terms of clear-cut boundaries. There appaars to be a possibility that reality

is peduced to statements of facts, concepts, generslizations, processes, and organi-
zational sequences wWithin the program. Therc is also a possibility, therefore, that
reality is reduced to a standardized category, a predefined explanation, and a pre-

dictable case.
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What could Le serious is the possibility that students and teachers
Voreame 0 toyether Jdepopdent upen one perspect ive for apprehending reality. In
arnor words, the program could boecome encapsulated within its own perspective.
Pop omample, Lo atating that students should be learning how to value and inquire,
thi- p1ogram prasont: one ¢lear-cut view of inquiry and of valuing:

.

fr omuot bo emphasized that since there is no truly universal set of
values, and since present values are undtrgOlng change, the only vali“
productive activity for teachers is the teaching of the value-

clarification skills.

(Responding to Change, 1874: 64; emphases added)

A= such, the propram's ordering and interpreting of reality has become absolute;

stpens uypon "the problem-solving sclentific method" and "the process of valuing"

emphas izes one way of apprehending reality (Responding to Change, 1974:64,83).

“hpah monopolarization, ar tues Maruyama, oo 73 t+he individual to formulate a clear,
coheront and systematlcally simplified imc. the universe" (Maruvama, 1966:13u4J.

Accommodation for alternative peuskechtives crn man seems 10 be called for in the
DYrogram

0f the vanious logics that characterize the Albertc program, analysis
and clarification are primirv. The language of value clarification suggests a
Mmedical model" in which stadent needs are to be diagnosed, assessed, and proper
remedios applied. Mechanical metaphors of systems analiysis and management imply a
factory inpur-output model ¢ schoolinw; similar’y, the language ~° planning
characterizes student acts in terms of termindal behaviors, various .romess cui..erns,
and efficiency. Lists of provided concepts encourage students t¢ aLproach the human
world in torms of needs, problias, cauces and efrects, and zo on, rather than in

torms of human intents, meanings, acts, and vizwpoints (Responding to Change, 1074

7-i, 13-1, 21-45, 93-95). Tiis anati~ ti-al control uf fellowmen makes Social Studies,

lissectin , room in which "we cut up dead men" (1965:81).

-

=
P

w

in the words™of laewis, 3
aroad typifications applind in the program o groups of pecpie replace uniqueness

and heterogeneity with a sense ol anonymity in which humans are dealt with
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as o ouarious olas:

cy oL, Mpre-inductrial', PAFpo=Act ot MHentornn'

cte.uah oead Lyl Ploar bone e v ferred o an s Dot S RS A P
can by lled In formulanine b orract Lons reforred to os MEe Tivattora!

(Gasponding vo Change, 1170:017%-10). Thiz analvtic contrel ¢ Zwplication: for

viye st or b amede s ctanding of eing having w

man an obiject of technical control

by cur langumys and metohaors, the clhjeet tends to be "otripped of its qualitative

pretarties and roducad to nere guant Do

fn, 1965:872).

PTESPRCOTIVE 051 MAH:  CONTDXT

There is a c¢ontext within the Alberta program that maintains a particular
point-of-viaw on man. Thin context includes reality coordinates for defining man

and for prescribing student experience.

Fealitv Coordinatas

0f the multiple rralitvies within which Gocial St .o5 programs are de-

valoped, the Alberta program's contaxt is banically that of

Reality
definitions within the program have been influenced by three houndary beliefs de-
signed 1o orian . teachers 1o Socisl Studies and to guide their acts of reality-
constructing with students:

Three {actors have an impact on vhe

instructional program wherever the
edusation of vouth has been institurionalized in some type of formal
schoois. These Factors include: the nature of society, the nature of
the learner, and the naturs of the related disciplines. The change in

society, the expansion of - oclal sciences, and increaser knowledge
about the learner have Inf. ad our priorities and emphasis in the
instrnetional program to be orfered. Tt is in the. unity of these three

~= the child, the seniety, and organized knowledge -- that furure excel-
lence in the schools will be found.

(kesponding to Change, 1974:2; emphasis added)

This wview of "the child, *he sociaty, nd organized knowledge" i unified
by technologically orientated interests, approaches, and presuppesitions.  The

"narure" of the society and the learner are defined in a frumework that extends

87
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cotnian]l aonreg] Loty similarty, the "nature' of knowledse is dufined in
‘ T J it for application to both sociery and the
ooy, LT pe pivs b Lonotracted and impoosd uypon students, within the
T o TTonins Lo Geredinare o
fo Vi, Lecial coalivy i defined within a problems frameworic:

Cupe soviety is ocenninundly changing.  Puturicts tell us that the
srobable shape of vomorrow’s wordd will include the following:
Toohnological innovation will continue to develop at an acerlerat-
ing rate, bringing witi: 1t change; population trends will continue

rer moom, resulting in intensified problems of urban living; the

st hilshly developed economies will move beyond the industrial

Geate te Lhe post-industrial leve) (emphasis on services rather than
_ mairy), roouiring o conzinuing education for the periodic
Cpadniny for carcer: nd leisure; and governmental institutions
w111 cootinne to ewitand their functions. as society changes, so will
it presolems change.  The cmerging soclety presents alternatives from
whicl cholces can be made. Decisions will have to be made regarding
cenflicts among nations; the Increasing gap between the affluent and
effective participation in the decision-making process;
-ion of human rights; and the enhancement of the human

’

e

S BRI I

Dl ey e e
e ‘!rf)(hl_ 5

Phe prore
condition.
(Responding to Change, 1974:2)

i program's tochnological stance vis a vis human situastions comnels
Gebopiow to define ihe soclal world in terms of clear-cut problems ard tr ase

rechniiues 1o seer possible solutions (Responding to Char~~. lui :idl-bi).

- -

This problom~uolving activity orizntates suvud - = < the world in ieris of pre-

defined key questions and concepts and by redns .7 ppe v methods and skills.

Por eneamprle, in framing a val: iosue on vtvandard of living, i.e., '"To
Wil e me nhould mon use honan and natural resources to improve his standard of

living?", program developers bave stressed a technological approach to the 'problem'.

Py & e

sroseppos it lons and values underiving the issue or the wzning of standard of living

1o various groupn (Responding to Change, 1974:28). In tre program, in seeking

"possible solutions to the problem", students ai- guided by questions concerned with

afficiency, improvement, consumption, and management. Concepts provided channel
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atudunts toward treating staudard of living as o problem to be solved primarily
Ly ot Yieation of propor technbius, Qo Finiticons, and conceptual analysis. This

approach meay be everldy restrietive and mey chesenre questions related to differing

interprataticns of the problem, politicel ideolepivs in which inequalitico are

legitimined by warious group, and taken- for-pranted ascumptions related to +he

worth of continued prowth and improvement.

(7  Soecond, knowledge i defined within @ single epistemolegicral framevork:

The social sciences are changing rapidly as the "inowledge revoiution'
poce lorat The acceleration of social ceience rescarch has incrcased
the quality of available data (specific information, organizational
Crpuctures and methods of inquivy) from which choices must be made.

i

(Responding to Change, 1974:2)

Consequently, teacher planning ls to be within defined knowledge boundaries:

As the social sciences are transformed, their emerging scope and empha-
515 must be reflected in the social studies on a continuing or evolving
basis. ;

The program should be organized around coraepts and generalizations
from all the social sciences, and the traditional dominance of chrono-
logical history should L2 ended.

(Eosponding te Change, 1974:3)

Soeial scirnces are deemed necessary for providing technically applicable knowledge
in the form of "specific information, organizational structur-. @ -nd methods of in-

;iry" for definiry and solving soclal problems (Habermas, 1977:354, 361). DBecause

this epistenmological orientation towards social problems is to be "scientific”

rather than hermeneutical or politiecal, control of problems and certainty of out-
comes is ascured on the basis of rescarch methodology and quantity of info.mation
providced by the empirical-analytic sciences. Therefore, the framework of concepts,
koy questions, and methods provided as a perceptual screen for approaching the world
places students and teachers in a relation of control vis a vis the prescribed

izsnes. In other words, knowledge 1u viewed as that which has technical appliicability

through its arplication to nocial problem-solving. What needs to be conzsidered are

59
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sther modes of knowing related to how individuals and groups give meaning to
iy oo Libanionc, bew vhey define thelr reality and acts, and how they in-

syt ool problems dnd pousible solutions.

crgdent realiny i defiped within coordinates of psychological

Loarnine ey
4 oegdent 's meadin oo For learning i now seen to be c¢losely related
¢ e ipdividual ackground of experience, as well as being influ-
caed C maturavional stage. Instead of walting for the learner
Y veadinecs of his own, the school may possibly assist i

Lqiberarsly providing experlences to develop 4 hackground for under-

Vaneding torine or problems that are introduced.

“a i1 Jdiifopences in learning should be recognized by educators.

crouping 1s sucpected of generating self-fulfilling pro-

For mtudonts labelled as "slow', and creatn: oxpoc-
inhibit effective development of the potenvial studants

: "ot andard" groups. Some students gain insight eu3ily
shroush incependent study, while others ceem o imake projress more

' ' shoy have much interaction with others. Some profit from

hiv srructured learning situations; cthers do well when per-

r con pesuired, to develop much of the structure for them-

Lure Lo
N

s}

Cournine w0 1 oan organized structure 1s efficient. Srecific facts
Lecome fere . hnful when their vel cionship fo concepts and generaliza-
Cle T omdersrood.  Concluciorr and generalizations developed from
fudicd in an organized context are retained longer and, if for-
n, are more «asily reconutructed. Trans fer of learning is likely
«nhancea.

o~

i b‘:f

(E@;ffnding to Change, 1974:2)

X}

sie natare of the Learner' within the language framevork of '"needs",

o svior" ) "readiness for learning', "stages', "individual differences", "efficiency'

cransfer of Learning,Tieveln of student ability", and so on, the program both ob-

jer +hat they may be acted upon in various ways arid trans-

ctean T1 cnber's terno Srem o TThou' to an "It" (Responding to Change, 197h:

Y. npdente are proccssed by a variety of techniques, sequences, and organiza-

ciamil srructures, prosumably gleaned from certain soci<l sciences. His cbiectifi-

ctian oo eosmnleted by heing processad +hrough behavior:! cbjectives and standard-

‘ Dy i o5
Do L WD Lo CamODOomien. S 1though there is support for studant involvement in

~tn languagre of planning is that of control:

90
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Treocdanniie o o tniton Ctady o e withoa ot beudees e la |
; Ses Lol wrweontn Tnothe
AR i " ot ! U N
. cudentas ' oschosl e R
Oy e i oo e Denment oF wrieron themeanrd tesgon
e viefier o i gl ! Saodnd e thees e Lo v
T AR EUNRSY T he jrojon FETRINN
TR C S et clarified, and rhe o2 b
e Frpots gt i 7 ‘ rateysd oanoF
T e : trr et fioe prelininary
e v Ly el iono
T FRE % SPA A AR ol ot 11

it towr ovrnads,

{5 o i s 3

TV e peertan b o b pannewerh Cnvegcr wnieh Mthe naare of the
. 1 - . - Tty L T P M PR SN \ S RA (RS _— T .
ane e 1ot rof Lo A "iewpeint o of pec bt rechnlceal conrtrol (Vabevpa o, 10T

Lo ernoldered Looan sweension of the framework to accommodate

serar 1 el ie e sueh as teaching acts thar oauide grudents and those acts That

helo o student o nderstand their io5 and perspectives.

3 of referencs, and contemt avident within the

< e

Per. peot i Lasaes,
sngpest an orientation In which man tends to Le viewed as an object

of control, certainty, and efficiency. A2

Snbema in the dnteora

an lnsirument for veality defining within *he classrooms, the Alberta program will

tond to s toe interosts rhat constivuted it. This perspective, therefore, has

Nan's ability to treat himself as he wlll means that some men have the

o olher men what they please” (Lewis, 1765:72).  That programs are an
applicit ion of pawer 1o define reality for teachors and for students is often recog-
nized, but whai i noplecced are questions inplicd Ly such control: Control by

whom? Control for wha!: purpose? Control within what normctive boundary conditions?

Control based upon what image of man? Becauce these guide our actions, what need:

o 91
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b Cepoprlocprdin OF
Coo e T UEFRE S owne Gerd tnar Mo most fundamenval protolens
G e e L Tenc i S0 v technleal” (1973:412). 1 sueh iuothe

v

PR S e el per e dven s needod For approachiing i and

b
. G ey sy oo ancihoe an dnberesi i technteal e e L8
v Frre e Jep ok iy the octs and intentions of felloumen ==
B P 1P ETI N S VAL ¥ EN SR sograms -- but wheiher e
Do s o pendhe s o Ble one franework in Soclal Siwilon.
S e i Avalidl Lo for developing programs and for interprw ting
L & & k E

el D (Borean, L0793 ilberias, 13715 oan Hanen, 1974). Rather than a
Cnote o Tentat con, cocial ctudles needs, in the words of Morgan, 1o

el

“oopd-and-r | k-embracing, living unity of differunt

cvwe L0t the world and of the many facets of the human being! (1970 ::v).

ot

cyosvan L basedd upon an lmage of what the person is. 1In view of this
Crenlae for prosran velopment, any future revision of the Alberta Social Studies
it mers weeli sl serioun consicration to extending itsell to allow alterna-

e eoent Lo aunone which the existing perspective will be one. Such a revi-

U

P ouonid o ipdeedd Lo M1EilImont of pluraiizm which, in essence, the existin

TSR SHPROrTS.

92

ERIC

Aruitoxt provided by Eic:



10.
11.

12.

14,

15.

O

ERIC

Aruitoxt provided by Eic:

BISLTOGRAFIY

Aoki, T. Pin-foilnting Tucues in Cuprieulam Decision Making.  Curriculum
Lecision-HMaking In Alberta: A Janu. look. Troceedings of a conference
gponsored by The Alberta Department of Dducation, The Alberta Teachors!
Ausociation, and The Alberta School Timestees ! Assoclovion, Red Deer,
March 25-28, 1974a, ?2-38.

Aoki, T. Thice Modalitics in coeial Condies (Life Yryles, Values and
Quest Problems).  One Horld, Wel. KU1, ile. 3, Gummer 1%74b, 82-90.

Apple, .M. The Process and fdeology of Valuing in Educational Settings.
Educational bvaluation: Analysis and Responsibility, M.W. Apple,
V.7, Snbkoviak, H.S. afler, Jr. (eds.). Berkeley, California:
McCutchan Publishing Corporation, 1974, 3-3u.

Apple, M. Scientific Tnterents and the Nature of Lducational Inetitutions.
Curriculum Theorizing: The Peconceptual:stS, W. Pinar (ed). EBerkeley,
California: dclCutchan Publishing Corposation, 1975, 120-130.

Berger, P.L. The Sdcred Canopy. Hew York: richor Books, 1967.

e

freire, P Podagopy of the Oppressed. MNaw York: Herder & Herder, 1970a.

freire, P. The Adult Literacy Proce:s as Cultural Action for [reedom.
larvard LDducational Review, Vol. 40, No. 3, May 1370b, 207-225.

96.

freira, P. Cultural Action and Conscientimation. Harvard Educational Review,

Vol, 40, llo. 3, August 1970c, ns2-u77.

Habermas, J. Knowledge and Human Interests. Boston: DBeacon Press, 1871,
=309,

Habermas, J. Science and Technolosy as Ideology. Sociology of Science, B.
Barnes {(ed.). MNiddlesex, England: Penguin Books, 1972, 353-375.

Hall, B. Pedavory of the Oppressed. The Tanzania Educati-n Journal, No. 1,
Vol. 1, 19477, 2-3.

O

vuhn, T.S. The Structure of Scientific Fevolutions (Second Edition, O
Chicago University Press, 1970.

Ag0:

Laing, F.D. The Politics of Experience and the Bird of Paradise. Middlesex,

tnpland, Penguin Books, 1967.

Lewis, C.S. The Abolition of Man. New York: The MacMillan Co., 1965.

Macdonald, J.B. and D. Clark. ~pitical Value GQuestions and *the Analveis of
Objectives and Curricula. The Second Handbook of Research cn Teaching,
R.M. Trevers (~:.) Chicago: Rand MclNally and Co., 1973, 4C5-412.

93



. Maruyvama, M. Monopolarication, amily and Individuality. DPoyehiatric
Ouarterly, Vel. s, 1966, 133-149.

17, Borean, 0. The thpsan Predicaments: rsolution and Wholeness., New York:

olta Bookoe, 1970,
14, Schaeffor, ©JA. Back to recdom and Dignity. l1llincic: Inter-varsity Preso,

Li72.

Pee Sebmte, Al The Fhenomenology of the Sorial Wor . london: lleinemann Educa-

tional hooks, 1072,

3.0, and M. Meus. A Stuady of the Togle of Teaching. Tqﬂghjnqi
Vot e Points for Study, R.oilyman (ed.). Hew York: J.B. Lippincott
C0., 1068, 101-117. "

St. Van Manen, M.ouM. Some Search Orientations for Research in Social Studles
Tdiedat ton,  Paper presented at the H.C.5.5. Research Advisory Committec
Secalon, Chieavo, Hovember 27, 1974, :

. saner, FUM. O Solitude and Sociality:  The Critical Foundations of the Social
Geisncey.  Phenomenological Soclology, G. Psathas (ed.). Toronto: John
Wiley and Sons, 1073, 25-u43.

91

O

ERIC

Aruitoxt provided by Eic:



THECCTAL T T R ALEIRTA - 1975

o B A R A RO T AN O

AUPEHDIR O

-~

U TOIIAT D GHRVEY O THACHERD , STUHDENTS AUD PARENTS

Tntroduerion = Hethods and Reporting Technlques oo, 89.

I. Pinadinges == The Doichior Divey i et it ar s 90.

iT. Cindins == Ther DEdont SUDVEY e eeessretrnansasasasaaasasaass L17.

[er. Cindines == The FATPOI SUDPVEY cuvveeseossasassesssasasssassass 1330

cnery Comaricons -- The Responses of Teachers,

Students and Parents ceeeeeeevessaaaaa. LHO

Sitondum #1 -= The Joaple, The Instruments, The Methods ...... 156.
Lioandum #2 -= The social Studies Teacher Population in

Alborta = A DeucripTion oueeeesveieeseesaaaass. 161,

Copparter analyses ©F thie questionnaire data were condueted
Ko odaedoon with o feehniodgl elvioe from G Grobin.

was writton oy Darboea Downoy.

[

88.

ERIC

Aruitoxt provided by Eic:



Psq.

AviHbLx C

St U A P SURYEY OF TTACHERS , STURTRTS AND PARCHTS

T et Tonna bees suevesy vias bt ot of the four major rescarch aeti-
it ieude tn this acceessment praject.in general, the ohijert in using
Ve et bonmaire techmigue was o pive scope and breadth to the project.

Cpee e i Pieally, Phe purposes of the survey were!d ‘first, to learn the

A ratadon snd g Tndons of teacherns

, ctudentss and parents with respect to a

€ sy and second, to obtain certain kinds of desciiptive informa-

ST R REREREt

Flon abe ot the operation of the Social Studies program.

METHODS A0 REPORTING TECHNTQULS

Detailed deseriotion of the teehniques of sampling, instrumentation,
distribution and collection, and analyses are provided in Addendum #1 to this
appendix.

Total numbers of respondents were: 737 teachers, 525 students, and
306 parents.

In our analyses we procecded as follows: first, simple frequency dis-
fributions were run of the responses to all questions; second, in cases where
rhere appeared to be a good deal of variance, frequencies were cross-tabnlated
against respondent-characteristic data; and finally, chi-square tests of signi-
fican~e were run on the differcnces.

We chall rerort our findings question by question. In the case of open-
enid-! questions, the report will take the form of a discussion of the most common

responnes.  In all other cases, frequencies will be reported as percentages

. 96
ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

and differences among the rosponaes of sub-proups will e peported and dig-

crsned = when thay are seatictically sipnificant bevond the 05 el

2y

[t e e £ e e e e = . e Ty e e e e i T msom Sis s m

Lin Seeerlon 0o B thies fLonnad pey i asked three onen-ovded
wtions:s (L) What, Dn powur 0tow, are Bz 0o ma,jnr Srrong bR r')f
Z s ? () ."-/77.:'1,,‘- ar: the tuo major weaknisges?

o
/r oo Sociard SEuduen
s - g e - . . 9 - 17
(. vl ."1(:',"’]".’.'7/.1.1‘))‘!.’7 PR AL _f")?’ 1 '7’0( fl’l the ,'77’()3‘101‘”:.

0, . g iy .
Phe pesponecs aepe wn follows:

t
i

1. The speosran cirencthe mont freauently cited by Seachers wepe: (i)
the freodom ond flowtil 1icy 160 allows for ctudent-teacher planning; (2) the
intor=diceiy linamy nature of the coitent which permits it to be integrated with
the content of other subject areas; (3) the cmphases wpon valuing, decision-

naking and eritical thinking; and (1) Lhe wel L-formulated scope and sequence

of the progran.

2. The weaknasaen cited wore: (1) lack of appropriate resources; (2)
too much emphasis on the affective domain and the vaiuing process whiech lead
to methodolouical proilems and a resulting nebulousness in the program; (3)
lack of history and geography -- espectally Canadicn; (4) the wirealistice
aspects of local teacher progran development -- in terms of time and resources;

and (5) the lack of appropriate texztbooks and teacher guides.

3. Recommendations for imrrovement included: (1) more and better re-
source matericls; (2) morve Canadicai materials; (3) more in-service activities;
(4) more time, money, and consultation for program development -- particularly

in rural areas; and (5) more comprehensive and more structured program gutdes.
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in Seotion il, we confroited respondents with a number of asscr-
Monght Ea" sidtements whout the Soctal Studies, and asked
toagree or disagrec.  Below, the questions are stated verbatim

coid mesponses are popovtad dn perceentages.

i I -1 Goelal Stwdies program, emphdases should be placed on:

{ ) inowing what happendcd to people in the past

i'ndecided 51

. -7
flo response 2|

A £5 Disagree i1
' -R1 o -7
s

Oteongly Agree 16 trongly Disagree 1

{t) ¥nowing current happenings in societies and cultures

indecided 21
» -
‘ HNo reaponse ZJ
Aqpee 55 96 Disagree z
Strowngly Agrec 41 Strongly Disagree 0

() Tealing relationships between actions and consequences

Undecided 77
- 8
o response 1]

Aciree 48} 90 Disagree Z}_ P

Stronaly Aaree 42 Strongly Disagree 1

(1) beciding about desired conditions for man and society

Undecided 161 .
17
No response 1

Disagree 8]

Agrce a7
Strongly Disagree

Strowgly Auroc 87

{=) Haking decicions about courses of action people should take

Undezt.ded 171
) . 1=20
- No recponse 8|

dgree 4¥J o6 : Disagree Z J /
~ =00 -

(3]
&
Strongly Aorce 25 Strongly Disagree 2
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2.

(O]

. The Alberta Social Studies program should provide a cet of soniety's values
that must be taught.

Undecided 16|
_ , -20
Noo response 4

Appee 20 . Dsagree EZ} £
Strongly agree 617 Strongly disagree 22| o

[Ttough this question genevated differences among respondents, thene diffor-
onees are attributable 1o the various interpretations placed on the auestion.
This we pleaned from welitten comments, ]

nt, the Department of Educatien curri-ubi guis.
of program development.

Indecided 20
. -23
lio response 3

Yo 1 Tocal program devalo

stould Le used as the bhasis

Arrec 5il ‘0 Disagree Lé 77
.y - -—‘ . - -
Strongly agree 8 Strongly disagree 3

7. Translating the provinclal curriculum into units of study should he the re-
sponsibllity of teachers at the local level.

Undecided 13 7
; . -15
No response 2

Agrec 437 Disagree 27 .
fa s ty, y- ” 92 -67 4 P . -Zé
Strongly agree 24 Strongly disagree €

8. Value lssues discurssed in the classroom should reflect concerns of:

(a) Parents

Undecided 11
-16
No response 6

Ag ree 61 _79 Disagree 21 19
Strongly agree 11 ’ Strongly disagree 3|

(b) The teacher

Undecided 9
-15
Nlo response €

Agree 58 58 Disagree L3 _17
Strongly agree 10| Strongly disagree 4

(c¢) The student

Undecided 515
No response 2

Agree 57—_({ Disayree 21
Strongly agree 33 90 Strongly disagree L |
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S (Y Compandt oy greeoaps

ivilecided L] L,

. . .. ST Lo

Jo response 7
: S P Nisagree 9111
i 1T 5 b Stre A 15 0 o |~
aleoaaree 8 Strongly disagree 2

(v Choremhos

Undocided 10 37
Ha recporice 1Y

. 371 - Disagree 171 5
, , gy , : -26
sirongly agrec 6 : Strongly disagrec 2

[ ffepencens among responces on this item are attributable to type of
sehool -= i.e. Public or Separate.  Whereas only 37.8% of the public
hool teachers apreed, 70.7% of the separate school teachers agrea.

{Sig. levnl -— 0001}

A ©scial Studics tewtbook should be prescribed by the Department for each
grade.

Undecided 14 _18

No response 4| ~

Acroe 227_,, Disagree 24 ..
Strongly agree 18| ° Strongly disagree 18] °°
¢ gey

[7iff ronces on this item are attributable to amount of experience -- but

in a curiouzs wav. The mors the experience, the more they agree. Only

29% of the teachers with less than 6 years experience agree; but 51% of

the teachers with more than 15 years experience agree. (Sig. level -- .02).
Also, more than 60% of Calgary teachers disagree compared to about 35% of
all others. (0ig. level -- .0002)] '

&

10.  The cutline of content prescribed by the Department of Education is broad
anouprl to allow teachers to plan activities of their choice.

Undecided 31
No response &

dgree 0 _gg Disagree 4‘_5
Strongly agree 29| 77 Strongly disagree 1

11. he Social Studies program should be interdisciplinary rather than hased on
separate disciplines.
Indecided 13 18
No response &| ~

Agree 49__74 Disagree 61 g
Strongly agree 25 Strongly disagree 2
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12.

13.

“ly,

Departmental Social Soadies Finad craminations chould be mandatrory For:

(1)  GOrade 9 stuadents

e cddod i 4_] o
bl 4

i posponse 1
-

Agraey L.

Stpagly agrec L8

TN o evn e o
AJ[/I'(«‘//.A_. Laowitaareade o

;""1'-‘:”["'7"")""' . /-OJ 7 7

[0 Ffoprenens among rosponsen on thio item relaro to traching level.,  Only
27% of the alomentary teachers strongly disagree, byt a Full £0% of the
sceondary teachers atrongly disagrec.,  (Sig. level -- .6001) )

(1L,) Crade 12 ctudents

Indecided £2J_OS
o response 13| "
Disagree 167 ..
]—40

N ;
aupne ‘ f? Strongly disagree 19|77
Strongly agrec D1 -
(As in the canc of 12.a, differences of opinion on this item related to
level of instruction. Senior secondary teachers disagreed at a Uh.2%
lovel with departmental examinations, while junior high teachers disagreed
at only a 34.7% level, and elementary teachers disagrecd at only about a
29% level. (Sie. level -- .0001)]

Canadian content in the Social Studieu programs should be increased.

Undeeided 7__ .
No response 2

Agree - 28 -89 Disagree 8l 4
Strongly agree’ 54 Strongly disagree 1

n Seetiom IIT of the questionnaire, we presented a further sat
of assertions about what ought to be and asked our respondents to
amswer in two ways: first, in terms of whether or not they agree;
and second, in terms of whether or not the situation prevailed in
cheir owm classroom.

14,

ERIC
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A. The major emphasis of the Social Studies program should be its value
orientation.

Indectided 19
-23
Ho response 4|

Aaree 39]_ﬂ€ Disagree 24 30
Strongly agree 6 Strongly disagree 8| °°
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(o)
[92]

. R AN O fheooretor empliin of the Soeial Studies program o
ol e lens .
I opesromae = 1
Heldom 26 o
o =l
Neior 2
| Fle o "ahonid Le pect of this questlon (18.A), respon-
St st Suoatel -- with separate school teachers apgrecing
G R pewed ) camperead tooa Bou b level Fors pulllic school teachers,
Cogt thee i cwdentatton chould be the major emphasis.  (Sip. -- .00)
Sas oot Mwhat 1o anpeet (LR pospondente differed by level of in-
oo rion —— with 68037 aprecment at the prade 10-10 level, ©7 7% at the
e ], BUT g rhee =6 lovel, dand 6L.4% av the K-3 level, that the
b L) L)
oo ovientagtion isoin effcet. Sip. == L02)]
. i e tal Studicn propram shonld provide for the exploration of student

Undectded 7

] - 8
No response 1

A 661 gp Nisagree 5 0

PP NN 77 Sty 1y dis ) 2

Strongly agre. Strongly disagree 1

I

. Tn my olactroom the Soclal Studies program dees provide for the explora-
tion of stadent feolings.

No response - 8

Alwaae 81 . Seldom 18
P =74 -18
Often ot Never 0]

1. A The Tocial Studies should deal with controversial issues in the class-

TN
imdecided 12 14
No response 2|

Ao 587 87 Disagree 37 5
Serong iy agree 23 |70" Strongly disagree ZJ

2 1 Ao deal with ~ontroversial issues in my classroom.

No response - 9

I8

AL 5]_5: Seldom 331—36
Dften S01TT lever 3]

CThe apeater the number of years of training, the more teachers claimed to
doal with aontroversial issues; the range was from 69.2% for those with
Mmoo thn 7 oceaps to 00, 0% Fop those with only 1 year. (Sig. -- .002)
Ao, hiciory, social science, and geography majors (in that order) claimed

to deal more in controveriial issues than did other majors. (Sig. -- .0001)
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1h. By (eont inued)
And the hivher the Level of Tastruction,
with controversial Tosnesy the range wan
o8 For Juntor hiphy oo b0y

(ie, Lol - Lnieal |

Db i o

17, \ vt ahens b sty hnen
hcdeod qed
oy vesnomioe
Aare, &
{ e
Sreora iy e B
. I'n my class soadens s do

flo rosponse -

Of ke 60

Allweas Z/:I -
’ -71

18, N
the rocular school dav.
imdect.ded
o response
Aoreae EOZ0 I
- . -
Stronaly cgre.
B.

school davy.

for elementary,

pee oeachone

the
frem

e

con©

13,30

Lo

clair
for senlor bip

fov o rimary.

e
tegcehera

1o

from muany polnvs of viow,

Diaaree
Strongli disacne

study human behavior from many poinns

19

Seldom 18 _19
Never 7

4 5
Z i}

Disagree
Strongly disagree

Ho response - 3

/!QJays iy ~10
Often L0

A.

19,
Social Studies classes.

indecided
llo response

Agree 547 82
Strongly agree 28

No rasponse

Always &
Of'ten 33]‘38
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(o
Se ldom ?51—78
Never oEJ

Disagree

Strongly disagree

D
- ta

Seldom 351

Never ZSJ—SO

Teachers should have time Yo plan thelr Social Studies program during

a1

I do have time to plan my Socilal Studies program during the regular

Society should expect to have its policies and leaders challenged in

70 -
3]-26

2}' 5

In my classroom the policies and leaders of society are challenged.



e Conninued)

Dovcro o wn b i Ml 19" anpect of rhis gquestion varied according to
oo of teddinin., university mijor, and level of instruction.  The lonper
thee period 0 o lier cducatiion, the more the policles and leaders of

wocioty wore chatlenped in the alassroom. Gip. level -- .0001). The
Bicher tie level of innrrmietion, the greater the extent of the challenpe.
(L. lowel -- L0001). And history, pecyraphy, and social . scienne majors
Cin otiar order) elaimed that societyv's policies and leaders were challenged
ooy olaearoomns more than did other majors.  (Sip. level -- .0001)]

T the Sacial Studies program the dominance of history should be ended.

Undecatded 17 .,
-
No response 6

Agrec al o Disagree 37 57
Strongly agree &0 Strongly disagree 14|

[ Teachers with -5 years of training disagreed with this statement at a
19,5% level. But the disagreement increased both with less training, to
%3,3% at the l-year level, and with more training, to 50% at the 7-year
level.  (8ig. -- .0m) Also, 57% of the history and English majors dis-
arpeed -- compared to 36% of the geography and social science majors.
(¢ig. level -- .03)]

. In my classroom the dominance of history in the Social Studies prograin

has ended.

No response - 24

Always 3?
£ ‘,‘ Q1] -32 Se Zdom 32 _
Often 29| Tover 12 44

[While 17.8% ofF teachers of irades 7-9 claimed that the dominance of history
had ended in their classrooms, only 35.1% of teachers of 10-12, 30.3% of
teachers of 4-6, and 26.2% of teachers of K-3 were prepared to make such
a claim.  (Sig. -- .006)]

. buring some of Social Studies class time students should be involved
ith people in the community.

Indectded ZZ]—ZZ
No response 1

Agree 62]_g4 Disagree 3]_
Strongly ogree 22 Strongly disagree 1|

B. My Social Studies students are involved with people in the community
during some of their class time.

No response - 8

Always 1 Seldom 67
Of ten 19]-20 Never ZS]—72
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98.

A Bvery cchoot should have a common statement of objectives for the

Secial Stadles proveam ofbered.

Ihrdeodded //] 0

No pesponse 6 o

dgree i, R NIy Lol o,
o i =) s . =W
Strongly agree L ’ Strongly laagree  d
i My sehool doen have a common statoiont of object Tver for the Social
Studies propran of ferad. '
Ner posponge = 28
Alvage detdom 27
. PR A . L d=0r
Often 718 Never ud ™
A Objectives of the tocial Studies program should be stated in behavioral
form. :
Undecided %‘I sy
o response 12|
Agree 35 42 Digagree 14 20
Strongly aygree 7 Strongly disagree 6
B. In my classroom objectives of the Social Studies program are stated in

behavioral Fform.

flo response - 24

Always 67 .., Seldom 3071,
Often 27| "7 Never 13| °
A. Student attainment in Social Studies should be reported in:

(a) Percentages

ndecided 10 _26
No response 16

Agree 271 _z¢ Disagree L6 _38
Strongly agree 9| Strongly disagree 22

(b) Parent-teacher interviews

Undecided 8 -58
No response 50

Agree L5 " Disagree 71 g
Strongly agree 18 "853 Strongly disagree 2| °
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Uy My B .
Dhnowrr Lo g

[ ooy olacsaroom student

Poroentages

) '7-
WOz
L& ’

-teachor

Alwages
Often

CAP e

()

Always 5o
Qften 37|

et ter prados

S . 00
loays 40] 4o
i Y 1

Alwas 2UJ (i
M - L

38

Often

sf rhe following

B munn to bhe dealt
(1)  Teachers
. 9
FSTRN AL o .
.:/ } g "‘Qz‘l
Strong Ly agreea 54
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Inedeerl dend 14 7
»y . i e 7o -t
GO peshernt Ly

Digagree

L
. . M Y
Steomaly disagrec 10

(hicleed doed ‘13
"5 - PE Ak
No vesponse 7
M sagree

Strongly disagrece

attainment

A

No rpeoponse -

Seldom 10 48
Never 32| ¢

interviews

No response - 14

Seldom
Never 6

N response - 16

Seldom
Never

llo response - 13

Seldom
Never 8

should have responsibility
in the classroom:

with

imdeeidod 2 -
No response 5

Disagree
Strongly disagree

103
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2hLA, (cont inwed)
(Hh)y  Parente

(3]

Noopenponse 7

imdectded 0y

-.‘»Z
Aoy ar . Moaogree 272 B
A . =% . Voo . -0
Strowgly aaree a0 Strovciy Jleapec 8

(v tadont s

hadoeetddid 7} 0

Lo peanoiiae u
. Y oaeg o yae, !
[]:],)!v‘,v [ or ['w-‘!‘(lﬁ4“v KA 't L
=55 . -0
‘e . sy Y L,ooan - T P s - . y -
Strongiy agree B Stroniin Heagrec

(1) School Adminitrarion

bl ¥4
No reasponse 8

indeetdod ZQ} on

Aupee S7 e Disaqgrec 200 .,
~ - - . - . P a2
Strongly agroe b Strongly dsagrea 11

() Hctiool Boards
Undecided 197 .
-51
No response ZZJ

s - 6L o s orer Y » ‘)

Agree ) Disagree

10y € ¢ :]—238 Loadg ¢ ,}—‘SIZ-
16

< Lo
(sl

Strongly agree 5 Strongly disagree

B. Each of the following do have responsibility for selecting controver-
sial Insues dealt with in my classroom.
(a) Teacher

to response - L1

y vy v T [ad 3
Always ul]_77 ‘ Seldom 9 4,

W ©

— 1

Often 46 Never

(b) Parents
No response - 14

Always Z_7 dem25_m
Often 6 Never 54

(c) Students
No response - 13
Always 7 Seldom 28
: - -3
Of ten 46‘:| 55 wever 6]
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RN Coontinead

) ehion b adninatrat e
P VR TSI R
R
: T
[N ,.,]
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Hoooenporane - 18

inctraet tonoat the

ol

a0 ,
8 -

Pooplanmins proseanr o

e Thwatlued ot deterndning

oo coa leoareh obijestiven

imcdreetded
rio response

8

NS SFEr

7
. 2L
- —e)
vty N . . . - . 7
N LA L]"\,v’ e “t

(1LY Inctructional resourcos

"mdeeided 19
7 2 2 YT € g 17“
flo response  {

Agries RIUR

), . S =0

Strowg iy agros o

t¢)  derning activition

Undeeided 191 ,

flo response

oo
XS]

N . e
T L n&
.5 ', . . N + -
STERORIE L ¥

T pla

vod in the determining of:

invol

{1)  Frogram roals and objectives

No resporse - 14

Always LY .
Often 4
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101,

Sotdom M7

o
s "l."'""
Neeoor /.]

ST ./I.(,{(,V"/

Neoeer

the Home

Disagree

Strongly

28
9}-5’7

disagree

Disagree
Strongly

281-39
disagree 11| °

Disagree
Stremgly

aning programs of instruction at the school level, the Home is

Seldom 24
Never 57]_8Z
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(continued)

o

() Instructional rosources

Moy pesponge - LA
Always 1| dolcom nut
A -3 0 =78
Often 8 Never &2
() learnineg activition
Ho raopoise - LS
Alwaga L o Seldom 2370 .
. - 7 . L =70
Ff b 3 Hever 5& ) ¢
I n planning programs of Inutruction at the school level, the Church
should be involved in the determining of:
(1) Program goals and objectives
Undecided 17 29
No response 181 °
Agree l6 18 Disagree 291 c3
: - ~ . —-—0J
Strongly agree 2 Strongly disagree 24

[A Full 53.3% of the public school tecachers disagreed that the Church
should be so involved -- but only 26.9% of the separate school teachers
disagreed. (Sig. level -- .0001)]

(b) Instructional resources
Undecided 17 _29
No response 12

Agree 14 _16 Disagree 31 _55
Strongly agree 2 Strongly disagree 24

102,

[As in (a) above, over 59% of the public school teachers disagreed that the

Church should be in this activity; only 35.5% of the separate school tea-

chers disagreed. (Sig. level -- .0001)]

(c) Learning activities

Undecided 17
2 "32
No response 15

Agree /A J 13 Disagree 30} 55
-— Iy - .

a
Strongly agree 1 Strongly disagree 25

[Again, public school teachers disagreed at a 60.2% level compared to 36.93%

disagpreement among separate school teancher:s. (Sig. level -- .0001)]
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In planning programs

the detornining of:

b

Program goalas and obijeatives

Jer rasponse -

Alwans 1
0ften A

inotructiondl resouroas

llo respense

Gftem 3 )

Alwans Z:I
v/ — ‘7

ferarning activities

No recponse

Alvaye L],
Often 3 :

14

l6

Never 67| °°

Seldom 7,5]_ o

Seldom 14
Never 6‘7:]—8Z

Seldom 14
Never 66]‘80

103.

~F instruction at the school level, the Church is

In p:lanning programs of instruction at the school level, Students should
he involved in the determining of:

Frogram roals and objectives

Undeetded

lio response

Agrac 52 o
e . LSal-62
Strongly agree 10

natructional resources

Undeectided

o response

Ararea 58
: -61

Skronaly acres 6

fearning activitios

thdectded

No response

Strowggli agroe O

In plannilng progrdins i

in derorminine:

110
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Disagree

Strongly disagree

Disagree

Strongly disagree

Disagree

Strongly disagrec
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(a)

()

()

(a)

(h)

(c)

(d)

(continued)

1ou,

Program goals and object ives

Always 21 ..
A Y

LA
Often 25

No rosponse - 13

Seidom 37
Never 23]_60

Trotructional resources

Alvays 2 77
oo R ]
Often 29

No response - 13
Seidom 3
Never 2

o~

]_ IL—)6

Learning activities

Always 2] a4
Often 40| °

Fach of the

Improvement of
Aqree

Strongly aqrea
Improvement in
Agree

Strongly agree
Improvement of
Agree

Strongly agree
Measurement of

Agree
Strongly agree

No response - 13

Seldom

3571 44
Never ZOJ

following should be a goal of evaluation:

the program

Indecided 21_4
llo rasponse 2

Strongly disagree 1|

&

N6 gy Disagree T 9
391 Strongly disagree ZJ ‘
the allocation of resources

Undecided 8]_19

Mo response 4] "
E;J-86 Disagree 1l 2

teacher performance

Undecided 51
No response 3|

541 4p Disagree 1y 2
361 Strongly disagree 1

student achievement

Iindeetded 4 _'_ 7
No response 3J

[\V)

Disagree Z]_

Strongly disagree 1

550 4
BGJ-"Z
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orE, Tr my alossroom, owh of “he following is a oAl of evaluntion:

(1) Taprovemrent in the program
No response - 17

Atwars 19| ., Seldom 127 14
Often 50|70 Never ")_‘

(*3  Improvement in the allocatrion of resources
No response - 19

Always 13 Seldom 23]
Often ZQ]—SZ Never -29

{..) J{mprovement of tencher performance
No response - 17

Always L8] .. Seldom 12
Often 4 ."-)J =67 Never 4 -I— L6

()  Measurement of student achievement

No response - L6

Alwais 387
'J'77 Never L[|

.
Dten  4b

Se ldom 6] .

30, A i record should be kept of the problems studied by each student during
the 1/3 unstructured time.

Undecided 16
-25
No response 39 |

Agrne 16 65 Disagree 6 _10
Strongly agree 19 X Strongly disagree 4

B. v my nlassroom, a record is kept of the problems studied by each stu-
dent Jduring the 1/3 unstruc tured time.

flo response - 19

Always 47 Seldom 201_40
Often Never 20
31, A, Students and teachers should jointly plan the use of the 1/3 unstructured
Social Studies time.

Indecided ZZ-|_77
No response ’

Agree 52 _78 Disagree |

uUponnZy agree 24 Strongly disagree 1]
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/4

1. B, My students and I do joirtly plan the use of the 1/3 unstructured
Goeial Studies Time,
Ho response - 17

Always 24] . Seldom 25} e
—)e)

. e -t 2 . ',.
Gften 4 Never L

| The higher the level of Instraction, the more teachers indicated thov
involved srudents in jeint planning:  53.0% at the 10-12 level; 53.4%
at the =9 levels H1.01% 0t the b=t level; and aP.1% at the K-3 level.

(Giv. lavel -- .0001)]

--—-—
i
i

In Section [V of the questionnaire we asked teachevs to assess
the usefulness and availability of certain resources.

12, In planning Social Studies units, I have found helpful:

(a) Cample Units in Fxperiences in Decision Making

No response - 4

Seldom 531_r3
Never 20 | o

i

T

Always 7 .
Y . (=4
Often ooJ
[Only 26.7% of the respondents with 1 year's experience viewad thrse
sample units as useful. This proportion increased to 32.9% among tea-
chers with 2-3 years' cxperience, to 38% among those with 4-7 years, to
ny. 6% among those with 7-10 years, and to 49.2% among those with 11-15
years. (Sig. -- .04) Also, the units were viewed as helpful by 61L.u4%
of primary teachers, by u8% of elementary teachers, by 38.3% of junior
high school teachers, and by 22.1% of senior high school teachers.
(5ig. -- .0001)]

(b) Consultants

No response - 3

Always 5—-28 Seldom 45 -69
Often 23 Never 24

[Only 13.1% of the senior high respondents viewed consultants as helpful
-- compared to about 30% among other teachers. (Sig. -- .0001) Also,
consultants were viewed as helpful by only 19.2% of teachers in small
cities, by 23% of those in rural areas, by 26.1% of those in Calgary, and
by 35.4% of those in Edmonton. (sig. -- .0001)]
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3.

(continued)

() Other teachero
Jo response - 2

Alwers L8]

. e =80
Often 73_]

(i} Sample units by teachers
No response - 2

Always 12 66
“ -0h
(ften 54J

["Mese uqnits were claimed useful by 71.9% of primary teachers, by 69.83%
o dunior high teachers, by 67.5% of the elementary teachers, and 60.6%

~F the senior high teachers. (Sig. -- .0001)]

(+-) Workshops, Inatirutes, conventions
No response - 2

Alwaye 10
Of ten 39]'49

() Commercial curriculum projects

No response - 4

AER) I~
ALidanys > .
e <126
Often &1

Seldom 15

e

Never

Se Ldom
Never

Seldom
Never

Se ldom
Never

{g) Correspondence School Branch Social Studies

&

No response - &

Always 1|
Of ten ZO}-LZ

T find the [ollowing resources available for a
Ttudies program:

() Audio tapes and records

No response -~ i

(1) FVilms and film srrips
No response - &
Aliays 17| 27
(ften 54J

114

Seldom
Never

values

Seldom
Never

Seldom
Never

26
6

oriented Social
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32. (continued)

(«) Mewspapers and periodicals
No response - 3

A ZU(IU_L; 18 68 Se ZdOlﬂ 231_ 99
Often 50| Never 6| “

(' (1) Conmarcial Social Studies resources (texts rojects s S imulations )
s B
o reasponie - 4

Always 13 .., Seldom 28
Often SZJ-né Never 4 -32

(«) Teacher prepared unit/resources
No response - &

Alweays ZS}-6Z Seldom 30J_$7

Often 48 Hever 7

(£f) Television programs
No response - 4
/ 8 o &) 5
Aéqayu ~6 -36 Seldom 4 -60
Ofter 30 Never L5
[ In Section V we questioned teachers' familiarity with and
l ratings of certain materials.

3. Are vyou familiar with

(a) Ewperiences in Decision Making (Elementary Handbook)
[ A

Yes: 63 No: 34

(b) Responding to Change (Secondary Handbook)
Yes: 39 No: &4

(¢) Propgram of Studies (Elementary)

Yez: 65 No: 30

(d) Program of Studies (Junior High)

Yos: 46 No: 46

(a) Program of Studies (Senior High)

No: &4
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Joe {eontinued)
[Plet egyrwiciae]y . diGFaran-o T penponses to rhis set of questions were
R S RS N IR B LF iyt lon. (:;1,. . -O) Tt i jfl‘t(:PCfStlng‘ to note

Vi inoall omacen, ewenpt one, more teachers than might be expected, on
rtp tacin of the tovel-of-instruction distribution of the sample, are
f Toe o witt the various documents.  That one exception is Pesponding to

o3 though U6 of the respondents were secondary teachers, only 30%
liar with the document. ]

med +a he

109.

G vour rating of Fesponding to Change and Experiences in
on ther L-polnt ccale as indicated. »
Fositive & 5 L 3 2 1 Megative
. S L L 2y i3l 9| L7 81 & Useless for teaching
;|_
P bo wndersitand Sy g0 861l 51 3| Difficult to understand
—

Aaarlodile 431 141 10 S 2 4 Not available

We il eraandzed 5118321121 5| 2| Poorly organized

Jdean elearly stated sli5126| 16 &) &5 Ideas vaguely stated

DF vaiue to me 211312516112 7 |- Worthless to me

[Though well over G0% of our respondents claimed to be familiar with these
docunents, 25% did not respond to this question. Those who did appeared

to he naither strongly negative nor strongly enthusiastic.]

e, Please indicate your rating ~f the Program of Studies related to your teach-

ing Jevel.

Positive 6 5 4 3 2 1 Negative

Ly

limaful for teaching 76 130 {15 {10 | 6 Useless for teacching

Faar to understund 8127 (26 |Ll2 5 3| Difficult to understand

Aval b le a6 (18 |10 3 2 2 Unavat lable

Well organtned 7122130114 4 2| Poorly organized
Trieas elearly stated 5118 128 {17} 9| 5| Ideas vaguely stated

lUseful to me 4 115 127 {17 |10 7 | Worthless fto me

[Apain, 19% of our respondemts did not answer the question.]
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110.

37. Ttor my classroom activitie:s, the recources recommended by the Curriculum

Rranch are

Positive i b 5 th 13 |2 1 Nagative
Avar lable ko me 0 |15 180 118 |11 5 “-z;;vuflable to me
Appropriate for elass s |iz sz 18t 81y 3 I'mappropriate for class
Used.in classes g 110 (85 |18 |14 9 Not used 1n classes

[Berween 10 and 15% of the respondents did not answer various portions of
this question. And the responsen of those who did differed significantly
on the matter of availability according both to level of instruction and
place of residence.  The hig