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Films: The ggggn'nimenaion‘ “

- * »

« 1 think everything should be put in (film),
dause thed maybe kids will understand more
g , . better... like how the salmon reproduce and .
‘everything..: every time we learn something
now, we should have & movie. SR

. . ‘== Centex city student

««. she general :éﬁction.ac the end of a
£ilm was, "You can't do this to us, there
has got to be more." N

-~ Fifth giade‘teacher

As the mos‘t:..e.xi:ensive component and basic text of MACOS, film de-~

h“[

serves specidl attention. Both center city and suburbal teachers com-
. Y 8

mented on the power of film to céhvey course material to slower youngsters:

L) - ‘

I think some of the slower kids are getting more knowledge
. .+ beeause of the high use of films. They don't have to pick
é ' up everything through the written word that they had to...

. ‘ . they have readings, but the readingé always back up what's
been in the €ilms rather than being brand new information..
.. so many of the slower kids do have fpcts to talk about
-. aow... plus... (kids) are into information.' They're not
' . just asked' to fmagine information. It goes back to knowing
- things, Making judgments with having the ‘knowledge... It
takes noveli: s, I thipk, to create the closeness to the
‘things that we study that these films do. Ct N

-

This teacher went on to stress the importance of film not oaly for its -
imaginal quality but also for the way in which its information provides
a basis for drawing qonclhsions:

... they're, observant.... one way you draw conclusions is

‘ to have a ?Lt of facts and then absfract into something...

.. it's these kinds of abstracting from particulars that
you've aimed at.,., I wouldn't say that they caa do it’

) spontaneously, but I see them able to... categorize, for
v instance, fairly well, And they delight ia making long ,

lists of proved categories. So. they really have to look .
and think about these things.

-

: ‘ ‘ : e
Teachers particularly noted the power of the Netsilik fidms. . Thexe

*
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. . seg:) to-be cortzin human dttributes that are most directly and vividlg
. e ' T .
.~." conveyed through the visual medium. Primarily, these are attiributes of

- the world of sensation, the affective world of responsive feeling. -

I watched (umy students) watching the (Netsilik) films,
It was a joy. Their reaction to the child's laugh -- .
/ Umiapik laughs, and it's a deNghtful child's laugh -~ .
. and two-thi¥ds of the children chuckled along with

him.... The games they play are very ruch like ours.

- _ * (The children) commented, for example, that in the

) . gameplsying they really were care-free and you saw

. *_  them smile broadly, where up to that they were aot. |

‘You could tell there was a warmnh or a happiness....’

In Toward a Theory of Instruction, Bruner has comueatcd upon. the
‘ ‘ ¥

. w311 to learn" and has described the ‘dimension of social reciprociixr'

' ' (tﬁe cornerstone, perhaps, of human socie:y) as the deep human need to -

respond to qthefs Snd to operate jointlﬁ‘with thzm towand an objective;
" .
The attributes of this*éeciprocity ere pervasive, 1mmed1ate; of the :
* . senses, not discursive in a clear, sequential pattetn. ihcy are‘mo;e )
spoptaneous reactions of tha human‘;;ing towd%d his £e110ws and their

situatzons. Firh immediacy and emotion, f*;gs in;this course draw s:udenCS
" into che web of Netszzxk life and thus into a reciprocal :elatiansh P

with these people. Intervieus ‘with voungsters make chxs elear, and
teach;rs in describing the details cf the filwms that evoke positive re--
sponses in youngsters, give getsils that concern primatily the fee;ingsﬂ
people display. The understanding that film creates i§ the underatanding
of shared experience.r,of reciprocity - cha; visual images convey direct-
ly, in scenes of joy, warmth, laégﬁtet,.anger. One teacher summarized

it this way:

It is my opinion that their resgoase to theé films about
the Netsilik was warm, and well, human, : N~
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The negative reactions that a few aspects of the film arouse -- the
scenes of skinning the animals or eating the eyehail for‘example — a:e‘
typl§ied by a "turning away," a rejeetien of the ways of others based on
'strange and unfamiliat habits. The youngsters are mot abje to fit their
efforts into such aq’en:5§;;ise, the vihual imases arouse not reciprocal
. .xnvolvement based on shsred experience, but rejection based on the strange-

ness oﬁ the activity. The wedght of evidence in the Notsilik films does
¢« not fall on the aﬁtriyptes of N¥etsklik lives that can be disturbing,
| hcwevgf, and-youhgstars G8 a group are‘aﬁle‘so 1dbntify‘with-enough :
' behaviors tﬁac a basic sense of common, shared humanity is felt.

We turn to the recent work of D, O. Hebb.;o find some reflect*«n on

the psycholcgical 1mporc of visual images in our orgamizing and interpre-,
1

\er

tation of expbrience. Im a pqpulat article”, he put succinctly the,

*
importance of the image in ideation:"’
... thought is by zno means cxclusively verbal. When
, - " General X makes a speech and I find my fingettips
R itching and have imagery of shoving his head in a
: bucket of water, I know what 'I think of X-and of the
speech. Whén on a-hot summer day I see a sheet of
- smooth water and then feel heretofore unnoticed
sweat on my face and back and have visual and
somasthetic imagery of immersing myself in the
¢ o watgr, I .learn something about my previous mental
« . state (unrecognized discoufort). ..

. ... Thought consists of wore than imagery, as Kulpe
- ' showed., Our imagery does not actually corftrol our
REE hehavior but imagery may be the basis of inference
o self-knawledge. The cell-assembly activity thst
“is perception, when directlyi@%citgd by sensation or

associatively excited by Imagery,,is part of the \ N
_ A
P

| 1. Hebb,, Donsiﬁ 0., "The Mind's Eye,” in Ps}chology Today
] Vol. 2 No. 12, p. 68, May 1969.
- ‘

’

L
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thought process. Sensation and imagery are thus very o

direct sources of self—knawledge. .
These statements logically extend even to sn understanding of the details
hiJdren select to illustrate their _thinking about Netsilik life. ' Ghen
they speak of the use of tools, and Noetsilik patience and 1ntelligence in
surviving by using the tocls they have conscruc;gd, the expression is
always in tcfms of a visual image: When they speak of the Negsi}ik feel-~
ings about life, again theyyuse‘the visual image, generally taken from
the films, for conveying the links to cheir own experierce. The "teality“;

of Netsilik life -« the fact that the world of che Eskimo insts for tham

L

with a good degrec of vividness and human meaning -- is mogt directly

attrisutable to the £ilms of the ccuxse, cupporicd and- 4t by the
. OXPELL y

-

records and the booklets., ) :

_ One teacher said, "The Eskimo represents. something that's in them,"

-

and it is that represcentation on film that“is most stfﬁking in impact.

~
1. -

Children's response to the Netsilik is not usually "child-iike." They
have a global response~dwawn foom ceatral themes of human survival and

feelings of humans toward one another: how individuals act and what thie—*
‘means for the 1ife a group creates for Atgelf. When chey reflect about

<

the materials, it is §eldom that’ one encouaters a8 sole focus upon details

L]

of technology or a rote recall of Netsilik attributes. The ghohal hLman

4

response is perhaps the most impressive achievement of the unit, From Tt
exposure to these materials, children want to go on and learn moye about

his behavior, his feelings, his beliefs.

m:n<7 X .
] ' (Anything you'd want to change, or any comments you have?)

]

* More films, -(girl)

-



] . ¢ - .
~ * . )
Ymu can iéarn a lot gbout it just.by watching films., (boy) -

,«

More films, because you know how they're alike in your wind,
byt you can't 5ee it, you know what I mean. (ﬁirl) .

A}

/
And they're spaced so far apart, and when you want to see
another £ilm, you can't, And then when it comes, you want
to see it four or five times....[boy) .

-

The May 16, 1969 issue of LIFE magazina, presenting the Harris poll
on the U.S, high scheol contained the following statement }

One (school) innovnticn... got an overwhelming thumhs-down
from the students: teaching by films ang-e¢losedecircuit
television. The reason, they said, was that it cast them
~in a passive roie and froze out class discussion.

Anyone who has seen tle usgalifilms shown in classrooms can understand
stuégntsf reactions. UsQally such films are didactic end- lacking in
artistry. Therc are crucial diffcrences between ﬁtaditional,uée of kilm
;n_thé classgocé and use of film in MACOS., Films in this course are not
appendages or special extras to school leafning; they are (the integral
text. Rather than freezing out discussion, they f;{éget much of the
questioning aﬁd exploring that go onin class and small‘group
discussion. .Childpéd ere not passive, buLactive viewers, formulatirg
questions or seéking evidence for existing questions aé chgy watch the
films, ‘The films themselves afe also used inm active ways, as in projects
een:é£ed arugrd film loops, -where the.childreﬁ control the use of viewing

\
and the cquipment thatwigécmpanies the loops.

. The most crucial difference, however, lies in the content of the
‘ffrﬁs. Children are quick to assess the "reélity" quotfent of these
ethnograghic fiIms, and they dms;inguxsh between the first~hand, natural

quality of these*materials ~and the unreal qu&licy of wmost TV and film

[3

toay
]
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msterials. Their comments camparfhg television programs with MACOS films

* . . 5

L N
3

(How do these films comparé with programs on TV?

make note of this distinction,’

I think they're a lot more educational than the ones
on TV. They're not fake, like Superman and Morning
Cartoéns and ail the other super bat pcople.

When they kill an animal... in the EDC films, you get
- worried because you know it's real. But then on TV,-
you kaow that it's a dummy or something, and you
don't get as worried, .
On TV, in a way, all the time. you always get the same
thing. It always happens the same. The good guys
always win on mcst of the programs. And ic's always
over and over, but in different scenes and in dif-

ferent acticns end in different ways.... it gets .
boring. These aren't like that... they're true '
stories, like. ¢

These EDC films used in classroom situations have an authenticity that is

E unquestioned, and this makes the confrontation of filmed evidence and

é «
information a serious one, accepted as true and worth assimilating by

youngsters. What may be cven more important is that it seems to be the

school. setting and the -serious nature of course materials -~ honest

P

cthnographic film -- that actually lend. thir medium its authenticity. -4

On the basis of carlier expé;imeﬁtation with $Ehes\EQg units, we had
concluded that it was probably the visual image §er se that was its own
‘ witness Qf reality. Yet youngsters made such clear distinctions between
this type of filﬁ‘and typical ;elevision fare that a different con-
clusion seems warranted: qualiﬁy and veracity seem to be critical
_variables.
Tﬁese,films tell you more... mostly television

shows... are fiction, and they don't have that
" many that are true.

%

13
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. ChiLdrén in all types of schools made comments about the value‘of

the filmsxpn conveying the total environmen: and surround of the

materials, A center city chiid said: . . '

« eee you lesrn mome sbout it then resding. You gee how
they act, and in reading you just see the pictures. X
, Like the salmon. (in reading) you don't see the way .
© he acts, how fast he goes. They're just showm in a
, : (still) picture, just staying there -- (you have to)
' make believe the water's flowing by.

And a suburban child stressed the same point:
Ellie: I 1liked the films better than anything else.

(What did you like cbout the filﬁs?) .

Ellie: You learn more from them. Wh u read it,
in a book, you have to picture it in your
mind, but when yca can see it im the movies,
you don't,

-

While the stark reality;of ;he Nets}lik‘huu;ing films were
occasionally mentioned as unpleasant ts watch, ybungstetg had strong
interest in these filws. On ‘the nétiouar gheckli;t, the hunting films.
Qere most frequentiy selected by students asﬁihe ones they liked best of

all the Netsilik films. A girl said:

In the beginning when the seals were killed, sgll
the class yelled, because all the girls, you knoy,
hated 1it, and like at the end nobody said anything,
because they were used to it and it taught us what
they have to go through,
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The Issue of -Relevance

. ' ':& . g
Any evaluation of the qgterials of the course, particularly the films, -

- gdnnot help but deal with a question of special;%nmortanéé-to educators:
Is MAN: A COURSE OF STUDY relevant to thg'livgé éf children? Hearing
youngsters and their teachets discuss‘thetpéwetkhll} human qﬁgliéies of
the Netsilik films is strong evi&eﬁcg for relevance if we define this as
the quality of contact with the child's gfowlng edge --‘h;§ concern with

his own and other lives in terms of what it means .to be a human being.

-

Particularly with the Netsilik unit, children dsg the films a¢ the basis
of comparisons with their own behaviors and feelings.

% Well, the Eskimo films, they were... people like us, .
but they had different customs and things. But it
was more intevesting the way they lived their lives,
how they livede

On the films, I liked the Eskimos best, because when
they showed a film, they seemed more like us. They
sort of gave me a picture of my family if I were out
there. Like the time they weze crogsing the river.
1f my father was there, I guess he would cross it
first, just to see how deep it was, and then he
would “tarry ny mother across, and I'm just about

as tall as he is, so I could walk across, but my
sister would have to be carried. And my mother
would help carry something on her head_;as we

walked acress. I could, so could my father.

That's one thing in the picture I saw. And my
mother always combs her Lair....

Other boys and girls from this same fifth grade center city classroom
[ . - -

conveyed g sense ‘of the power of ethnographic films to make.strénge'and,

unfamiliar human habits more known and thus more acceptable as part of a

necessary range of human behaviors arising from human necessities and

ways of life. !

L]
2

There were a lot of things that I-didn't like, but I

15
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don't think they should change them, Iike whea they
took the animsl apart and they skinmed him, I didn't .
like that, but there's no reason why you should change
it, because it's true, that's what they did. So let

e them. We bave to clean fish and take them apart be- .
fore we have to est them, too. . L

And just because you don't 1ike it, doesn't mean...
that's their way of living, ~ :

Four girls said one after the other in a group {nterview:

I like the film about Eskimos eating the fish, . L
"ngy cut the inside. He cut ic'up.' .
.o ' And the little bo} went to eat e éya;

Qoch, that was icky. It's something like a treat, '
Like somebody gets the wishbone.

The capacity of children for honest donfruntation is great snd.real.
. +No one listening to the honest responges and thoughtfulness which
children h;ve given to questi?ns about this ccurs; could doubt their
deep interest in quéstiona about human-kind. One child expressed the
desire at the end of the course to "go in deeper, more into man."”

A

Implications for Instruction

Considering these individual Tesponses of children and teachers‘and
also checklist results from the total field sample that reveal ‘over-

vhelming selection of film as dzasiest way to learm,"” and the mode by

which children "learned most" ith almost 90 percent of children
selecting these options), we believe that the special role of.films in
MAN: A COURSE OF STUDY rests on a fundamental poinc!of learning: footage

that retains a good deal of "real time" and that ‘represents authentic

£

¢
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A

bepéviof triggers a.pﬁbcess of visual modeling that supports an unusual-
degree of identification wi;h the life represented- on filﬁﬁf

As noted, the nndérstanding that film creagga is the understanding
og shared e;per:i:encei‘ -~ Oonce, t:hese; links have been i:tea_ted, thgi‘g is r.h_e
additional value.;hét t%gy remain in chil?ren's mggarieé as affective.
f:;‘iégers to recall. Further, the naturalicm, the etl.mag.!:aphic reaiity
of the footage in this course, serve to femove the material from
qhigtorical-timé.' Tﬁe béﬁawiqr and feelings being Ebserved ate not "dated"

and thus transformed 1étd'cbjects that can be viewed ftom a;;Fre rgpoie )

" plateau of 1nvolvéme;t. ) . ’ .

Reflecting on Hebb's statement that sensation and imagery are very
direct sources of self~know1;dge, wé aré now 1ﬁpinging upQn an area that
T up ;; this ﬁoint has not been meniicned direct1y£ the'aréé of values.

r

The more it is possible to find ligks back-to the self -- to cpen.the
pathways to self—reference - then the more one céﬁnects with the  area
called '"values" and "feeling" and thus the more'intimate and 1mportant
" all knowledge pertaining to the humaﬁ becoge§& The great social
psychologist Gordon Allport has defined values as: . .

... simply meanings perceived as related té self.

‘The ¢hild experiences value whienever he kgcws that
a meaning 15 warm and central to himself,

We would suggest that the films in this .course serve an important role

in the deveioping value system of the child. Think for a momeﬁt of the

many reference° children have made to feelings atoused by the films, o

a
.
4

lAllport, Gordon W., The Person inm Psychology, Selected Essays,
Beston: Beacon Press, 1968, p. 184,

17
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points they present in interviews concern personal iespanses to issues e
of nurturance and other relationchips among living crestures. They are
tying the behavior presented through!film to their own feelings about

Co B . ., @ N ¢
that behavior. The tescher who noticed that her ciass chuckled along with

1.‘

the happy, 1aughiﬁg‘Netsilik child. was noticing a eritical identiiigatinn
‘with.anﬁther human who in many respects was a s¥ranget, an alien, but

who had conveyed enough af hié esséntigl humani:y,-his-essgncifl child-
ness, that Amefican dhildreﬁ‘gould feel their similqrity with him, could
‘share in his joy -- ond thus a relationship,‘a positive valuing of that
human, could be felt. Out of such d;ily.occurrﬂnCué‘nf:nur liven e onr

values accrued. The more we touch the edges of others"' personalities,
‘ ,.
the larger is our capacity for including them in our ken. Thus the

issue of cthnocentricity: children_gg exhibit strong ethnocentric ”

-

responses to’ the N=tsilik materiai; and for large numbers of them, the

. K . ¥ . « .
Netsilik still possess many strange snd unattractive characteristics.
There is, aftern all, an element of reality here. But the most powerful

component of the course in cutéing across these bérrieré and conveying

t

basic attributesy of man's humatiness is the film. Its success inm a

\

pervaéive or enduring scpse is an:unanswered_question; but its immediate .

]

*

. ) ’

effect is apparent.

18
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The Probleﬁ:'of'E:gnoceutgism : ‘ a ' 5

L] . -

Since one of the learning goals,of the course is “to awaken in

children an ewarcness’ of the fact (that what we regard as acceptable.

$ . .
-behavior s a product of our culture " the issue of ethnocentrism is

impor:ant to an evaluation of the Netsilik unit,
~

.

The 1nterview ma:etials ‘have demonstrated tha: children do make links ‘

between some Netsilik ways and our egn; for example, between feelings for

fomily ané fricnds and their way of felatfﬁg-to oie another, and such
) . ~

feelings as we express them, Where basig'éimilatities it human behavier
_ . w; . .
have bcen graéﬁgd, children demonstrate verbally.that the unit is having

positive effect in creating a sense of the fomily of men, Do children go

L]

« beyond the easy correlgcicn of similarity, however, and begin to underi>'.‘
stand and sometimes enjoy the diversity of human behavicr? Tb‘ghis

— )
question, we pave less clear signs of growth. There is gyidénée that at
the fﬁﬁctional level bridging octurs, By that, wd mhan that the instrumental
problem-solving behavior of the Netsilik elicits mnst favoreble reaction
from children as an expression of a culturé different from their own, not
highly technological, but very inven;ive. Netsilik golutions._ éo hunting
and survxval needs are consiéered clever;and functional by youngsters. '

i,
The diversities that elicit emotianal rcsgpnses do nbt go easily draw

' .af
out positive attitudes: the issues of infanticide and senilicide, the B

killing point of the huat, the skinning of animals, aﬂd the treat of the

T

caribou eye. For example, one sceme in a film was universally mentioned

s by the children who saw it as the most ﬂifflcqlt scene to stomach, in a

‘19
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attributed to several factors,

1iteral sense,

that made you dislike Eskimos?"

Jim:

Paul:,
Margia:
Jime

Marcia:

Pasul:

© on éﬁe end.

IV-13
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Children were asked, "Was there snything in these films

~

.Oh, yes, The part when‘théy eat meat. TaW.eae
The little kids, the eyeball,

That's like candy.

That's like the best part to them.
And they ea‘t the iﬂtestmest.-n .

And . the lungs on the fish. They go and blow N

them up like.balloons and put string on them

And I saw a wmovie with a littlc boy, and this’
one had-sound too, and this was a piece on
fishing, and the mother would go out and cut
.out the eye with a knife. And she would put
it in his wouth, and he would start crunching
on it, and that didn't make me feel.t?o good!

There is rationmal understanding here, but the behaviow is not really seen

. J ‘
as "acceptable" =« its visceral impagt is too disturbing.

Even the

physical appearance of the Netsilik -- sallow and less groomed than.our

own prevailing adult standards dictate ~- evokes comment about the poor,

sad-looking Netsilik without much consideration of differing stendards.

The Fetailiik belief system, expressed in terms of magic and spirits;

LS

. and some distencing responseé,'

'segms~tc ékirg‘sema-middle'gréuﬁd of feeling drabing autcseme'sympathetic

The "distancing" reactions could be

_Children zré learning the myths and

beliefs of their own culturc; and the magical and shamanistic system of

the Eskimo is in some conflict with our sclentific interpretations of .

the-vorld.

- . * 4 .
Eskimo beliefs, because they do carry out a "magical” view,
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are'&idiculed by some y@ungsters who have themselves bgrel§ emerged from
"the "'n;agical" intétg%recatic;és of early childhood <= and whon they dp, not
take a i;csitim \éf cultural relativism, tske an "adult” Qe:md of
figciontism™: we have science instead of magic; we now know the answe&e.
This is always put forth tn the form of s rather easy,“,tap of the head
kind of commedt.
| { _ However, despibé thiss'; skeptici:sm, or reiegating of magical beliefs to
. a more "pﬂm!tive" way q_f.‘deslinngith experience,  many children do
grasp the importance of a beliel system to organizing.and understanding
- daily life. -On a word list exercise in the interviews where they select
from several optﬁton& the two words most important to the Natsilik in
their daily lives, almost without axception chi.l.dren select "beliefs,"
and with gcod reasons.as the intexviews xll.ust:dté' (sce, for example, the

final intexview ~ May, 1968 -~ with Kathy, Ellle and Joey, Section 11, pp.

!

If you believe in somcthing, you're not afraid.

36-4%4, One cooeise insight was this:

&

The sympathetic, even empathetic - responses of sm:ne chiidren seem to
derive from emotional kins‘hip, from delight in Fhe'maginary, the make-
;.' believe, and the intuitiveiy,ttﬁe. They feel drawn to the imaginative
- and {)etcepcive qualities of the Netsilik songs and ‘stories, In ;ddition,
most of the Netsilik myths contain acutely realisti.c insights ihto human
feelings and behavior that stx:ike. resonant chords in children. Sharing,

guile, appeasmg the powers that be, &}l contain elemen’ts of human

péychology that ring true, ' e
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x It is important to note that children begin to vglue diverse

‘ r i . . .
2 expressions of humarness not through rational understanding of technology,

social organizacion or cultural symbals, buc through encounters wixh
personalities and cheir stories, either shewn on films or told th:uughr
records and wrictan matertal, where basic psychological dimansions are -
illnmineted through examples specific to Netsilik ;;ltu:e and beliefa.
Talling stories is as old as man, and cldsrly the’ impact of “Stories of
Beginning Times," "Scngs and Stcgies of the Netsilik Eskimos," of the
recurds,.and of othér personal,expre;sians can be felt in the remarks

youngsters are formulating that show a gao& deal of sympathetic under-

'standing. ' _— . g ( K

The-ethnocentzic ggsponse is modulated into more catholic views not

e . . * -

byﬁgzuwing apprg&iation of d?vegsity per se bu; by growing awareness of
) undérlging as well aS'apparencFéhmilarities; As noted, the mytha-asd
" stories hold coumon elements of meaning, The feelings of people ;;e-
toward another par:icularly‘in the fomily situation bring forth

cam}a;isons with youngsters% ‘own I%Fes and families,

s:

*
<

- The preeceding raises a question about selective ethnography in‘re}aticn
to ethnocentrism fa 10-yeai~-olds, Is there positive value in preéeuting to
upper elementary grade yoﬁngsters }ssues_that involve_behnvier équ;dpy to
the fundamental morality of this scciéty? f;:an children who are working
/ ; \ out their own relationship to our culture'g social and ethical considera-

tions put in perspeetive acutely di&turbing alien behaviers? The question

of anthropnlogical veracity here heccmes closely afleieted with the

Il
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. - issue of a:hnecéntrism. Is the conveying of evety'detaii of &ﬁo&ﬁa:

goélety the only honeac way “to ptcsent that soctety to childran, and do

3
details that seom ,to involve, for exgmple, bsrbarism as we define itﬁﬁy

‘ ' distort the la:get purposa,of a coursgfdesigned ‘to ptress maﬁ‘s common

.
\ - . . .

: heritage and atcrtbutes?,
. . - T

< -

€ - |
We are not raising here' the issue of "different," and thus disturbing
. . .o 'y - .

. ~ behavijors per’'se: the é&est of thé caribaugéye, for examplé, while
arousing negative response, does*not strike at.the deepest beliefs of a
- r . .
society., Its effect can be, and‘is, countet-balanced by othet positive
1Y -

attributes of Netsilik life. Let us consider the far mare signifieant and
.
alien practice of 1nfanticide£ In the 1967-63 field testing ‘of . MACQS a

lesson oun the Netsilik praeé&ce of female infanticide was 1nc1uded. The
/ .
material was incended to convey the extremefand different survival neede

that groups in harsh environments mugkﬁmﬁet. While :his lasgon has now
been eliminated from the course (even though a short descriptiau in
Rasmussen® ;.Joutnal of the diffic&%t roles and values of males Pna
fémales has been rétained), a-btief review of children's responges to
this tepié may Highlight.éwo cht&;s in the tecachingsof value~laden
tssues: the necessity, if dlién humaq_praetices sre to be introduced,

¢ " for aééquate in-deptﬁ expibration and f&r recognizing the deeﬁ

psychological implications of “éabdb" topics. ‘ . s

. . A disturhing aspact of children 8 response to the topic of infanti-

cide was the incorregt unde:standing most acquired and the consequent

interpretation of theﬂthsilik personality based on this misundersténdlng.
1

1
Thet femsle infantictde can be viewed as a necessity by the Netsilik
o is explained by.one old man's comment quoted to Rasmussen: The hardness
. of life has tsught us that it is good to have as many soné .as possible,"
The RasmusSen story goes on to say: 'The Netsilik like to have many sovs
and few dapghters. If there is no family to adopt her, it s their custom
to allow the ch11d®™o die. If a girl baby hes not already been promised
as a'fdture wife, her femily may feel that they cannot provdde for her."

. 23
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¢ AR :lm:etvhsaer asked chudtén:

(Do you ’:hink the Netsilik have feelings the way
' ycu have? dre they very much uks .you?)

‘ ...t:hay don't really have the’ same feeling we do,
’ because*they- live in 2 whole different environment... °© °
3 * they need to kill the girls because they're no/‘ o
: goodu.they don't have enough food ’s -

eceand we would think this was awful, mﬁ it's
Just nathi.ns to them, to kill a little bsby

They just, you know they don't really have a
feali.ng for, uke htmm....

Al.l they do ts knock off people.

oF

* While in these students® class” there’w.:‘a understaading that such a

practice is {atended to insure-the survival of the group =« "the whole
: - v

" sort of Eskimo thing whuld just die out™ -- the children did have a great

deal of misinformation absut infenticide, most believing that the Neteilik -

"l:(ﬂ:l." the babies in the sensé of murdering them, seldom mentioning the

* - . r - A .
infrequency of this occurrence and the.soclul uorets attached to'it, The
| following comment was as closc as children came to understending this

very elien end difficult topic:

Well, -they were getting too mky girls and not enocugh
boys. They needed hunters, and ‘they couldn't support
all the girls and ah, if g baby came ‘out, scmetimes it
was just good for it to let it die, Just better for
the baby...you see, if they're going to kill a baby,
théy're going to kill it while it's very young, so

_ that it doesn’t form a kind of personality they'll get -

: used to, and then {t will be ha:dar for tham,you know....

There was also an "untouched" tone with which some ehudren diseussed
. the practicei” ‘it was seen -as "mecessary”, “"understandsble", etc, There

was 8 remoteness in respome t:hat\as di.amrhmg to the EDC gtaff md

te

teachetu uaing the mtertais. y
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Why did c.hildren come gway with dist.nr;ed ideae, and Ercquantxy

-

sound so “objective d in dtsmsams infanticide; amf then seem so sensit!.\m !

and .thoughtful when thol discussed oehm.- aspects of Eskim behavior such
& -
as bexzefgzaEa fomily 1ifo? Fi:s:, the leggon on such a difficule toptc’ .

was far too short,’ and.the materials covering the suhject of infanticide

were sparse and uaemotional 'c_:gmpamd witk the mtex_-iéla covertng,. other = (
’ & ’ L .

aspects of Netoilik life. (For this topic, ch{ldren used only one brief

narrative and then had one duy's discussion.) Qtﬁe:-puts‘“of the contse

dealing with femily life and daily behavlors used fﬂms that vere rich

wi.l:h instances of affection, - learning, sharing, etc.. Booklet:s were

A —

replete with tales and‘benefs,\'anq rqaonan: tlth their humanity: * fear,

love, birth, caring, eompeti.ticti, wpre conveyed in dep;:ﬁ aﬁd in gmphic
LY \ N 0y
. \
terms; even the book sllustrations and records suppoxted and holped to cerry

glong the themes, There was opportunity to explore the meanings of

XY

various hehaviors, and reagons for them,
Second, and akin to the sbove, it was moticesble in the interviews
how children tied their regard and admiration for Netsilik to familfar °

behaviors especially of a nu;:tt'ffané type. Because so many instances of

caring and family warm:h were woven thraugh the unit, :he chi]dren found ¢

-multitude of points of conbact: and aniliarlty in terms of theh- ogp '
feelings and emotions «- they und:rscood the mportance of humen faelings .
about femily and beliefs becausa in their own developing lives these wex‘e
tHe crucial and sometimes bewikder.ngly familiar elemnt.s. Howe‘er w:l:h
the topic of infanticide, we were’ ofi. gxaund cult.utally ali.en and i

Freudian terms psycholegieany fearsnm, even dangerous «= t_he chi\.ld'

&

. ‘. _ fZ:;, .

‘1
_oda
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wished-for daath of r.hw newborn member of the Estnuy. How could.a child

> -

in one or two lesnons' éven come close to: a&nitci.ng or ocknaw!\adginz; the
reality of the act in Notsilik life? it mt; in truth, be kept non-mal
-~ a surface pho.nomenon, Q fect nnt within psychalcgieul assimilation,
pur:icularlywhen mtemteted as “killing" Yet the potency of the fopiv
is revealed by the very fact :hat children who heve spent oanly one or o
. two days ch the subject speak of it .so vi.vidly in J,ater intervicws, ‘lhe‘
sgme chﬂdren who spoke of the Netsili.k as'not having "human® feelings .
. : "could turn around somewhat later in the interview and express a sense of
their common hummxity ag exemplified in other detaila of Netsilik life.
& They were aot able to reconcile or int:egtate the very alien 'lehavior with
- the wore understood end Zamiliar ways so they e:;wressed very fantrad'iccory
i.ntetpretations throughout the interview. It is not the contradicci‘ens' .
per se that are toublesome -~ gll Mman behavior %ﬂtamﬂ contradtcti.ons -
~ but rather that in thei* basic fee}ipgs "for" or "against“ the Netsilik
as members of the human brothethood they could decide to opt “aguinst“
because of distorted undarstanding and theiy owm evolving growth stages.
Coupled with these 1ssues was the additfonal and underatandgble ‘
. problem that .this wds g topic that teachers didn't feel ‘comfortable ir;.
cc;vering. To intrpduce the topic as fact:::al information briefly discuséed
_\' and then to ‘leave children with the aisconcerting knowledge, without
. further cpporﬁunity to work through the meaning of such behavior and the

4
feelings it arousas in us seemed to be much worse than not introducing

it at all:
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Vicky: One thing I don't like abput the Eskims....
is the idea thst they have to kill their N
firet baby if it's 5 girl,..It's a tradition
(bit) I don’t like {t, How would they like
it {f they were the ones, they had to kill
the child, snd that child vas the only ene the
lady could have. That wouldn't ba right,

Int.: 'Is there any reason lehy they somotimes heve
to do that?

Vicky: GQur teacher didm't lain tha t. But
“ 1 guess it's becouse of the food. ‘

Results of using this lcsson in MACOS mm incamc:luai\;e. in terms of
angwering the questions raised becsuse g lesson was so brief and often
poorly used. The eﬂdei;ce, however,. illﬁstraten cleétly ‘seveml points:
whan these topics are treated cursorily and whenm teachers are not in
complete mastery of the facts and not prepered for the many ramifications ,\‘u
such topics do not lead childg.;en to gi:eater tolerance for the diversity of

adaptive mechanisms in human life styles..

27
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'ngg._e‘mel Crasp ani Cenepalization
There appear to be special problems for children in grappling with

+
certain of the larger conceptusl issues of the course, Eor exsmple,

wady younga‘ters are not able to n':;ké“coneepnml distinctions between
bchavior controlled by innate urges n\f a'mimal species .-~ the internal
drivea that are beyond cmtrol or underatmding by the animal -~ snd
behavior governed by man's symbol sys!:an for organumg experience sand
crentmg rules of 1ife.
Interviewar: I have s set of words: salmon, herring
. gull, baboon, Amerfican. I was wonderiug
- which of these four you think the Netsink
: arc most like?
~Child: Umi.., let me think, ‘1 th:l.nk the aa!.mn,
beccuse the solwon, when they lay theii
eg2s, they just go tpatream because they
have to do it, .
Intervicwer: And hov are the Eskimos like the salmon?
Child: ﬁeli, the Eskimot, they have to do what
they think is right, ond the selmon, he
just hss to do it, you koow,
This child has selected an apparent similarity .'in&ehaviorei ocutcomes ==
each is impelled to b.ehave m a'gi.ven way. - But the propailing mechanisc
in each case, the core diffex;ence_ be;ween the innste angi Marticn'lace
urge, end the elaborate system of regulatory beliefs and survival
mechanisms that suggest and coerce certain behaviors in the human animol --
is not yet elear. “
. Large numbers of children can make no clear distinction between the

unique symbolizing capacities of man, ond the learned but unconceptualized

beheviors of the baboon., Another child when ssked the same question as



+ above, replied: - X -t
| ese it sound kind of silly, but more like baboons,
vecauge they're fighting to stay alive, but they
still like each other. And they can do pretty good -
things, Like they can catch seal and caribou and”

fish and make "igloos end sleds and things... I
don't think the baboons think as well as they do.

Thaese are cer:aihly aécurate comparisons for the conclusion ;; which the
child arrived. Wien Eskimos are seen as more like some of the animals
s;udie& than like Amertéans. it is because‘t;eir specific ways of life
ssem simflar to that which'children have learned about animal ways of
//; | iliéé -~ the hunt for food, the eating of food raw, etc. In additioi. they
- have learned sbout simllarities among many animal gfaups: dependency
of the individusl on the group- for protection, playgnlness, care of the
Yyoung. Thése are not qualitativeiy distinct in &heit winds, Therefore,
relying on known example, some children see the daily life of the Neteilik
as more like that of the baboon than that of the Americen.
'In terms of Ehe previous review of ethnocentricism, we see this not.
5o much as illustration ofhg:hnccentric thought as it is of reinforcement
" via specific example, In meeting specific daily survival needs, the
Netsilik show few specific incidents that are the same as our ways of
living. They do not go to the supermarket, to achool, to an office.
.That which is comparable is quickly grasped by youngsters: human inter-
sction particiilarly of parent an§ child, ingenruity in inventing solutioms
to problems (technique or technol9gy): Thosé children who see the

Netsilik as more like a salmon or & baboon than &n American, do know

that the Netsilik 1s a humen being, But children of ten or so utilize

Vsl
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in céeir thinking one~to-onc correspoﬂgén;ea.. Iﬁ terms of necd.epacghqr
satisfaction, many specific ihgidents of Netsilik‘behavior do correspond
wore with comparable babﬁen or chimpanzee actions than with ocur owm,
What the child selects perceptually déetermimes -the comparative similari-
ties that are slso perceived,

With this age level, generslizsttona seem to be rather aecide;tal
rewards drawn out of a sergee of examples. and are for the most part
categorical -- "Eskimos are numads" == rather than relstiongl. In terms .

. . 1
of Jecan Piaggtfs propositions about é&ézagages of fntellectusl development,

we would ‘expect the‘fifth-grader to be moving from the stage of concrete:

operations into the formal stage of mental development; that'is. to be in
the process of developing mental operations that fésu1£~in.abllity to
comprehend relationnl significance, " Within this freamework, the limited
-ability of children to generalize beyond .apparent shﬁilarities to more"
abstract unifying qﬁalities.woq;d be due to immeturity in cognitive pro-
cessés. zntérestingly, their guestions seem to_teveal more directly than
their answers or summarizing statements thé:process of éonceptual growth
that is on-going, Tén-yeér-élds‘are deveioging in ability-ta conceptual-
ize verbally, but at this age they appear to be .able to ftéme conceptual

questions more easily and more often than to arrive at éonceptual conclu=-

sions, (See Do Children Ask Questions and Share Ideas Productively?)

Children's ability to master and use correctly the concepts in MAN:

lln & recent collection of essays honoring Plaget (Studies in Cognitive
Development, David Elkind, John H. Flavell, editors, Oxford University
Press, 1969) Sigel has noted that in & study he conducted in 1961, "Re-
sults from the analysis of a task,in vhich children were asked to expla. .
such words as 'brother® and ‘animal'. revealed that before the fourth snd
fifth grades thildren-could not define brother in terms of a comuon re-
lationship." (p. 475) .

. :3(,
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A COURSE OF STIDY, then, depends heavily-up:an the quality and numerousness

of examples they acquife wi.t.h each major theme. Peter Dow has caued this’
“teachi.ng by mlogy" ~=can emphaais upon the plenti.ful use of povetful

' examples. Since we cannot expect. teaehers new to the course necessarily
o be able to prc'wide a range of good analogies, one task of in~service
édueation, as the course progresses, should be thoughtful éxplora:icn of
exsmples of major eoncep;:s. 'I‘heirepm'poae is to lead.tc a levél of
ideation above specific detai.l only, so that the “specific inciden:s"
ptoble.m doe.s not dominate. ~ On a broad base of examples children begin to
construct mdimentary general struct:m:es , aid to lay groundtmtk for Iatet
insights and orgenizing 1deas, as their own capacities for formal taought
mature and are put in sexrvice of new experiences. -

It 1s important to mote here that the mennbr in which we interprct
problems in the course depends to larg’é%ten: on our .e.xpe.c(:ationa of
fifth graders. If we Qac'cept certa'ig 1:!:11:; in the ability of the young
to ;ecognize general fdeas, to relaté them sto?ou_e &noth'er, and to generate
new expressions of :lncl.usiv? thought, then 'sta‘ndatds- for. concep’t;:al
attainment gre less stri;xgeﬁt. But. the burden of cr;aating exércises
specifically designed to build relational understanding rests more

heavily on the curriculum developers.

31
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Natural Selection' An Example of Ccnceptual D;ffieulgy

Pérhaps the most difficult eoneeptual area in the course was
fngtutal selection.. The theety of evolution by natural egleetion proved
to be a probl‘em for the MAN:A® CCIIESE OF STUDY ataf! .to develap, .
for teachers to understand, and for students to grasp. The edemencary .
staff once eoneide:ed eliminating netural selection from the course
because of 1ts ebstrattian and‘complex ’ bun the topic was judged to
_ be an important cehpenent~‘§k€§e intellec 1 scheme of the eourse.

\ RS
For the 1968~1969 fleld test, therefore. new“student materials on eyol-

£
k]

ution {four wﬁrksheets and a slide Pragram) were prepared. Suggestions
were made for a seminar in which teachers would wnrk through student
©  materials. | e ' ' -
| Members of the evaluatiaﬁ'staff examineé natu;al seléétion'dat-
erials in the contexc of teacher seminars, clessroom lesscns, and
student interviews to determine how the topic’was farins in the field §
and to provide immediate feedback to the‘working partv. F

Tea&her Seminars “-

. ~
In the seminars on natural selection the - overriding preblem was

a lack of understenéing of the subject matter on the part of the leader

and teachers. While content understanding is only one ef many goals

for seminar sessions, it was crucial here beeeuse teaehers tended to

be uninformed crx misinfoé;ed about evolution by na(hral seleetion.
At'twe of the threc sessions observed, leede;s were unable to

fulfill their roles because they laeked expertiae‘ie the equect matter.

They were unable to answer teachers' questions df_to correct their

erroneous statements. In one group, for example, teachers claimed that
f ‘ S
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if a structure 1s unused, it changés or becowes extinct. In another, .

the group failed to ‘distinguish between physical and cultural adgpta-

tion, and " in neither case were the_gopcepts clarified. The :h;rd session

‘observed was atypical 1;>that it was conduc:ed by a membgi of the MACOS
staff who had been developing the naugrai selection materials. 'Not

surprisingly. 1t was an 1nteresting and 1nfbrmative meeting. The prob-~ .
lem, as suggested to the elementary staff at the time, was how to=:ep11-

cate on a la:ge gcsla the experience 6§ having a visiting Expéré.
¥

-

Classroom Observations' ¢

The problems in the seminars were siénificgnt because the‘teqcheré"
lack of knéwledge;hampered their effectiveness in the classroom. The
' stddént materialé were never intended,co'be'teache;—proof; their suc~
coss dependid in good measure on thé teachers® having a' firm grasp 6f~
- the essential conceptual points. .

" On the siﬁplest level of understanding--that of_thé Qecéssity for
) gutvival of a "fit" .between animals and the environment—-4 slide prog;am
of imaginary animals was successful. The proéram showed fantasy animals,
most of which were adapted to their enviromment by protective coloratien.
The ehvironme;t changed.‘éermitfing.cnly the animals adapted to ‘the
new environment to survié%. Eventually, mo;t of the animals wé&e'colored
s0 as to bleﬁd into the environmment. The slide progfam and worksheetso,
however, werecggiended to do more than illustrate camouflage or envir-
onmental "£1t", but neither the materials nor the classroom discussions
proceeded to seriousaconside -ation of the mechanism of species change.

A further ptoblem in classroom work was the confus?on between

biological and cultural adaptation, similar to the confusion observed

33
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in the teacﬁgr meetings. A gtory to illustrate the latter notion was

. _ ~ included as opticnal material; the choice -was unfortunate because

*

teachers and students failed to see the purpose of the story. It didn't

seem related-to the worksheets students had been doing on natural selec-
tion. The worksheets and the sd'fy, of course, were not supposed to

be similar, bgt.since‘the classes didn't understand the concept of

€ »

natural selectioh, they were unable to differentiate between it and

a new concept. ! " *

|

Student Interviews .

. , AR
Initerviews with students confirmed the feelings obtained from class~

‘. rooms that students, by and large, failed to undetséapd natural selection.
About one fourth of the students tould be judged to show the basic com-
prehension desired by the curriculum deveicﬁers. The two best re -

sponses are reprinted below:

E

(Has your class talked about natural selection?)
Uh~huh.

\ i
(What do they mean by that?) - B

N

I didn't get much out of it. ‘

(Okay. That's pretty honest. Let me ask you a slightly
different question, then. If an animal's enviromment were
" to change, vould anything else have to happen in order
for that animal to survive?) "

Well, the animal would have to... like, if the enviromment
. turned dry and an animal needed water and everything and
e was. green and the environment was brown, it would have to

turn brown, You know, it would turn darker so they’ would

be canouflaged.

-




V=28
(Okay. 4ow would those changes Occﬁr?' How &o,you think
that would happen?) : v
;
I don't know. Like offsprings. ) .
{
- (What do you mean by that?) ! : . )

Well, they could, like, reproduce ari the babies, maybe -
e they would be different than their parents in ¢olor,
and thep they could survive.

[ ]
h)

(All right. That's kind of imteresting. I ;hiﬁk you have
an interesting idea. Do you want to tell me a little more
about {t?) ‘ ~ LT L.

™

~

I don't know much about it., , ¢

. (No,‘I think you probaﬂly do.) - :

The more they turn color, the more thei will survige.

- . .
(Okay. What do we mean when we talk sbout variation in a
species?) : . "

Different kinds of species.
(Is that a good thingé)
Yes. . ¢ !

(¥hy?) - , ' - %

So, like, more can survive if the envircnment changes.

(Ckay.).
-~
* % % ‘ ?

(Have you talked about uaturé} §e1ectiqﬂ #n class?)
Yeah, we talked a little bit about it. &
(Do’ you remember what the phrase means?)

Natural selection. No, I forgot. It was a while ago that -
we had 1to“ 4 . y] : A
A B .
(If an animal's envirqpment were to change, would anything else
have to happen to the ‘animals for the species to survive?)& ’

It depends. Liké,'if.;t becamé very dry, if £t became very wet,
if it became a different color, his color would have to change.
Or 1f it became a rocky area, he'd have to become a strong, big
animal., v " - v
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(How would that change take place, really?)

It would have to take place over many generations. The first
generation wouldn't be able to survive, but he'd try very hard
so.he aight do a.little bit of it, so he might last g little
longer than he would if he didn't try to adapt, and it would

keep taking place and it would evolve, and finally the finished l

Product would be sble to live in this environment.

* (What do we mean by variation in species?) .

A variation. Like a dog, some of thecm have spots and some of
them don't. Some'of them are multicolored and some are ong
color, and sume are big and some are small, some have big tails
and some have little tails, some have fat tails and some have
skiany tails. S5ome of them are skinny and some of them are

fat; some of them are very big and scme of them afe very small.

(Is it a good thing to have?)

I guess it's interesting 1f the anﬁnq}s are different colors
or something. ' '

(Would it be useful for that species of animals?)

In some cases, and sorme cases it wouldn't. “
(In what cases would it be useful to have variations like that?)
Well, 1like a dog, a wild dog, if he was in the woodland

he'd have to be colored to the woodland, but if he was in
another kind of area, like a grassland, he'd have to be

the colof'of'that. He'd havg to be, like, green in some

places.

These children have an idea of adaptation to the environment, of
specles change and of the mechanism of natural selection. Their re-
eponses are imprécise and are sometimes anthropomorphic, but indicate

, that the children have generally met the cognitive goals of this partic-

4 '
&

What can be sgid of the rest cfjthe respanses?z/ﬁirst. théy show
5 .

™~

that most children do undgrstand that survival depends on the fit be-

tween a speéies and its enviromment. The ghildren,'hewevef\ find {¢t
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difficult to gemeralize beyond the specific examples of adaptation pro-
. Ll

———

-vided by the MACOS mte&'ialé. and become hooked on camouflage as the
sum total of'adaptive responses to the enviromment, :

Second, while many students verbslly accept the positiva value of
variatidn, they fail to connect species survival and variationm, cr to
see the :ble oﬁ;vatiationnin natural selection: Rather, they are apt *
to say that "it's easier to nbsefve each one (aniTall if they're a

little different.”

P
Third, the whole concept of natural selection involves high~ordey

abstractions: 'species" is an abstraction, the\time element is difficult

to comprehend, and chance (mutaticn)ils both abstract and coatrary to

t

the Qay childyen (and most adults) are useé to thinking. So, while
studentsfrecogpize that adaptatioﬁ iginecessary for survival and that
if the Env§tqnment changes, something happens, they do not understand
that changes occur on the species level or how these changes occur.
Given a need to ‘create order out of their confusion,” they are apt to
explain the concepts in terms with which they are familfar--an gnimhl
(rather than a species), a pét (which has been bred for traits we desire,
b;;'n;t necessarily those which would promote the species suévivai 1&

a natural enviromment.) Or children may suggest that animals have
control over their situation and would solve any preblems much as

humans would: animals woyld move to a new, more comfartable enviroq—‘\
meét 1f the old one became unsuitable. Some children describe envi e
tunmentq;cmanges as day-to-day variations in the’weatﬁer;(bthets define
natural selection as chameleon—like'ghange. When children tfy to

think about natural ‘selection in these concrete terms, logic leads them

to erroneous explanations.
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Conclusions o
‘. . The report to the elexienﬁary staff of field experieﬁces with nat-

* ural selection mattrials was intendgd ptémarﬂg to provide data for

decision-making: Sh"&xld. the topic be taught? If so, was the topic
. cognitively appmpriéte Eor all s:udents? If .the topic were to be re- p
.‘ tained, should the- atéaent‘ materials be alteted? What serts of prepara-

L]
tion do teachers meed to ‘teach the topic?

. In the pa:xst year, & :iinﬁbe.x; of changes have be;en.mde in the natural’
selectiqn section. Two néa‘ci;er SfﬁﬁinatS- are .now devoted to the ::opic, ;

‘ and a number of readirigs have l;een pmvifled fof.'teachers, as weli as -
two tape recordings by"g Harvard.biolog;lspexplaining natural s'e;e:ticm. ,
The séuéen‘t: materials have bbcome op?.iqnél-. to ‘be ysed by a few indf,«

P viﬂnah[s’ or the whole Elass at thé teache;"'s d;scrétiox;. A new concépt
booklet explaining natural sclection has been .added, the slide program
has Seen eliminaged, and the suggestions ‘for d’isgus‘sing' human cultural
(as gpposed to natural) selection have been modified. Tlfese changes

; A\ ;:ere effected for the 1969-1370 school year, so the evaluation staff

-

has been unable to assess their impact.

ERIC
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Do ¢child Kk stiona and Shara Idage Prodnatively? /
. N -

The stance of the i.nquirer. the question-pe'ser. is ﬁmla:eé through-

~—

" out MACOS; Q\ the explorgtion of questiona cccurs most frequently in g:oup

work and class discussions. ‘Ihus, two mpox':em: accivicies are central to

the course: questicn-posing, and mteractive learning or the shared exs
\ change of ideas and opinions, 'nt;rough models, \emrctés.' and explicit ‘
guides in the materials, children are e:xpectegi' to develop a.vocabnlaty, a
bank of jdeas, and a format for 'invascigati.ng.topics in the c?.u:se, ':hét )
" J SR will be put to service in the projects and discussiona they ‘carry through.
- It has been questioned whether these are productive activities around which .
ot . to focué much of a currieufum.- Do chi-ld::‘e.m learn what it moans to have an
inquiring attitude cowardlmatetials? - Are t:hey able to adopt the questtcntn,g .
mode of the scientisé and utilize this mode in working with NACOS
materials? To gddresg these concerns, two vignettes follow that are teken
from clasgroom observations illustrating student behavior and g:eaéhei
ingﬁractit;ﬁ th a class. 'Ihes’ze.c;bsewacions highlight both children's

question=po

g and issues in the classroom mans t of group work and

a discussiof,

-

seems particularly important:. to investiga;:é these topics in city N
schools, for many researchers and educators heve described-the ceater city
classrooms of this country as places of authoritstive, teacher-directed -

. education. Opinions, questioning a:timdas anq’ challenging of information

. are actively discouraged. Evidence ;;f e-his‘repressive sy‘x'tdrome is over-

wheiming in the new literature. Can curriculum become the energizing -

catalyst for a change in these perpetugted patterns of traditional

£
-
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" achooling? Fraq.diser%t;ianp, g would suggest there is hope for ehaﬁke.

In observer aocounts of tha EDC classroom one oftem comes upon a lesson
\ -

that excaplifies the MACOS.point of vicw, towsrd learning and & decided

- change from traditional stereotypas of the classruc&h,

Let usglook in on e fifth grade class drawn from & center city -

population, both black end white. The school is aew, conscrvatively but

-

e vell designed, end welliequipped, The teaeﬁu’afe in genersl a young
. . L

group, but several earlier visits to classrooms revealed teaching Etyles

\J

caat 4n the traditional mold.

The teacher of this MACOS class. is young, attractive. She is about

»
to 1nCroduce the morning's social studies work as the observer enters tha '

classroom., The work for the session is not an EDC suggested lesson but
rather is a teacher-devised exercise: to investigate characteristics of .

srctic snimals, using the booklec "Tha Arctic" as the scurce material,
. ‘A ‘

Children are sitting in rows, .each readyvvfth the booklet in‘hand; Thus

from the beginning of the leeson there is a juxtaposition of MACOS sgainst

;;‘ - ¢

more traditional pestures and expectations.

( Teacher: "We're going to divide into groups this warning. Each group

will have a card naming an arctic eqimal, and will investigate
that ganimal, to find out as much 6§ pbssible asbout it."

Then she pdses a task as en introduction to their work, before they divide
into groups,

Téépher: I1f you knew nothifg about‘Arctic animals, what would you look
for, what quections would you ask?

The childrem raise their hands, and the teacher writes their questions

on. the board as they give them, There is surprisingly little repetition

of questions, and much alertness and enthusiasm for the task. 'The fol-

i
- ¢
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lowing quastions are written on.the baard,,esch from a cifferent child,'po
that about three-quarters of the class mskes & contribatioa.
1. Where do they live?

2. How do they act?

2
)

Whdt do they eat?

How do they cormunicate?

F

How do they respomnd to each other?

5
6. How many offspring do they havg?
7. How do* they protect themselves?
8. What éo they look like?

9. How do they aﬁapt to their environment?

10. How do they feced thei§ offsprina?

11. Can they breathe vnderwater?

12. Jdow do they reproduce?

13, Do they kill other cnimals?

14, How do they know when & predator is near?

15. Axe theg;daminant over some other animais?

16. How big do they get?

Two things immcdistely strike the reader of these questions: first,
the operational use to which the chiidren put their esrlier work in‘ |
onimal studies, showing by their questions that they have developad a model
of basic categories for exploring behavior; and decond, their mastery of
the vocabulary of the course. They obviously enjoy displaying this latter

mastery. And such an order of questioning clearly would pot have been

possible before the course. After several months of work, the children
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can produce quicﬁly a set of important organizing questions that get at
attributes of survival. Moreover they listen €o esch other in the coursa

of preparing their list, and avoid tepetitive or "silly" questions, They

' display, in other words, not: eeeble 1ntersct1ve ability. Awpong themseives,

they havd nanaged to cover as significant a group of queosfons as one

would expect from a scientist in the field. The teacher, in fact, seems
samewhai.surpriaed &t the quality. and compligenta the class as she con-
cludes tgis task. Ghe.then directs them to use these questinns as thay

i

. read about .and study their aaimal groups, and to write. dawn answeré$ to the’ -

‘questions as they work. ' X .

The students group thémselvee quietly, ﬁithbuc‘disrupcion. appearing
to bring considerable intedest to their work an& referring frequently to
the éﬁestions as they read aloud to each other. (Tﬁey do éegregace them~
selves by sex, with boys working together, girls wnrking together. Thé
teacher doés not interfere in their grouping arranseﬁents but does mové
from group to group to answer questions aé requaested by the children,) ‘

Unfortunately, the tescher does not help groups to select clesses

or categories of questions on which to concentrate; the task becomes too

. difficult by the range of questions the children Eave raised, and im-

possible of real attack by the brevity of information contained in the
booklet. The material, in this case, is mot equal to the children's
curiosity (the booklet gives only brief sketches of different Arctic
animals, and was not intended 88 8 comprehensive source document), end the-
teacher does not mitigate the problem by suggesting additional sources.

There is no time for reporting at the end of the group work; recess inter-

42



feres, after 50 minutes of the lzsson,
" Not an exemplary lesson in that the teacher left the task too general
and overwhelming, without ‘adequate resource m:erial, and did not save tim
for follow-up repett{ng and sumarizing fm the groups; nevertheiesa, an
impressive display of students' ability to formulste important questions.
How might this teacher manage classroom arran,geme;ts-.so that group .
work focused around the inquiry method would be more productive for stu-
dents? The management of anothexr class "(incidentally suburbaen) suggests
some guide:l:?.nesf While this ig\only one example, .1t does emphasize teacl%er
preparation and fo}lqw-;thtough in creating a productive working envi:zon-
ment and in helping students to focus their thinking around a manageable
set of inquiries. ¢ .
The yotmgsters had previously watched ﬂ:lm loops of & baboon tro;ap
and had raised the questio;xs below as topics which eoulgd be researched -
during viewing. The questions were on the blackboard as the lesson began:
What are they like? |
" Do they fight between troops?-
Can the troop scparate?
How do they pich new leaders?
Is there a rank? ’
Can offsprhfgl change troops?
The quest:ions are less global and inclusive thaen thb previous set,
but manageable, focused as !:;xey are around troop behavior. As t;he MACOS
Iesson start:s, the teacher spends some time organizing the groups for

-

working, Afthr they have separated “nto their g:oups, she sssigns & leader

- 43
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of each, She then-visits and guides the groups 'as they go over mm

taken whilé‘dbserving the loq?s snd prepare a group paper that .answers

' the questions. When about ten to fifteen m.nuee- of workins time have

elapsed, the teacher flicks the lisbta to indicate the end of that phase
of the lesson. Full class discussion ensues, with children renaining in

thg group asrrangement. The. teacher wmakes it a.pcznt'to prains-thc'graups

for the wa& tlie small group discussions went on. She adds nsw quesgtions
to the board us fhey now raise them.

-

The teacher also‘'tells the children they have raised "ideas™ snd she

highlights one topic -- behavior as related to age and sex -~ for full

discussion. Iﬁhs. she serves as a selective guide to the full class work,
She makes the comment, "Listen please to whaé,sdmahady else {s. sayins be-
fore you start tnlking’" In pthe: words, she pays considerable ettention
to the dynamics involved in discuasion involving all members, She often .
desctibes ‘the class's behavior to them as a teaching devica, For exsmple,

vhen they extrapolate beyond the datg given 1n the film loops in trying

to answer the questions, she comments: "Now you're getting beyond things

.you could have geen, to guessing about things.“ She keeps bringing the

children back to what thoy havelebserved, eway from what they thinK is
logical in human terms. | ,
They next spend a second ten~-minute period in small group taik aboug

what {s innate uand what ié learned behavior in baboons. The\teaeher re-

- minds them to concentrate on what they saw. She tﬁgu purposely jﬁsggs

out a question to the whole class based on a couversation of students in

one of the groups: ‘'What do you mean by a bsboon father? What does a

s
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humsn father. do?" rrién their groups, :mdmn &chmgg {dsas. Ab ax-
u;xples; of the discuesioé, a.student repliss, "I don't think there is i
family like in humans,” and another disagﬁas, with still m‘nthe;r 'sm'dmt
* bringing up the baboon behaviors of mating and caring for young as come
‘ ‘parative chatac:ertstic;a. A genuine conversation is carried on. !rhile ,
no poim\:s are scttled definitively, there is a fealing in the room that
something has been eccomplished.
‘Ih'e toacher closes the lesson with: "David brought up a great
question == Do bahom know ;ﬁey're guing to die?" The cless is left with
- this specific,‘intri'.guing issue to ponder ‘as the teacher goes on to the |
next subject of study. ‘
These exéxixples illnst:rate'ﬁxe' productive possibilities of childrens'
questions as focal po;.nte for group work appiying investigation skills
. to souxrce gateiial.s. Children, through queatim-posi;:g and follow-up
~ projects, can demnstrate_thci?: grasp of the qoneepmal and fnethodological
framework of tt:é course, Further, the examples poiqt: to the focal role
| | of the teacher in the process of inqﬁiry and in‘i.ntetac:i.ve learning;
and to problems teachcrs must often resolve: defining tasks of investiga-
tion congruent with the materisls at hand; guidance of e'hilldren in.
setting ué working aw;ratngt'aments; apd following through after children have

worked on a problem, by serving as a guide for give an_d take about l:hé

r' 4

llected data and the new questions raised. These are medigting or
‘i:;m

: ting functions that can be a new role for nmeny teachers, one that

‘takes some practice and some reflection to develop.

L4
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,
Classroom Use of Rcadiing Materiols . &
‘o _ Oue of the innovations of the MAN: A COURSE OF STUDY curricwlun

is its consistent use of a variety of medis to i{mpart information amd ~

. N
facilitate learning. The course developers designed each lessom so that - N\
it would contain a rangé of activities; this is in contrast to the -‘
traditional social studies teaching mode of only reading frowm the. text ‘
s.nd enswering the teacher's questions. Yet much of the MACOS cantent is
gained through reading, and cne can semse & discrepancy between the image
of MACOS presented in the teacher's ‘guide. and thé dato fram the field.
In a plan for a two—;iay 1;ssen, for example, children are to view
& half-hour film, di.scuss questmns arising from the film, make chart.s
relating material in the fil.m to previously learned information, and
read the appropriate booklet to camplete the chart., Here the reading is
intended to be an information-gathering exercise and is imbedded within 4
& larger activity. In many classroams, hswe\;e;r, reading first is donme
as a cmprehensim‘exereise, perha.pé with the’wgho&e class working together
on reading the booklet and answering the tescher's Questions, Then the
. class might move on to using the booklet as an information rescurce to
- complete the chart., Contrary to the imﬁresﬁion conveyéi by th)e teacher's
guide, children may spend 88 much or more time reading as v1ewing in this
lesson. , . ; -
Another leslscm rlan suggests that childre;x begin by reading a vexy
short selection on the rules of the Netsilik cammunity (no questioms are

suggested for discussion). ‘Students them are to read & longer (seven

page) selec{ion in another booklet; the class is expected to discuss

‘ . 46
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speeific and general questioms dealing with.group control over individual
devignt behavior, Again the problem is the amount of time requiréd to
canplete the reading -- if it ﬁakess‘gaod?part of the period, thé
discussion is likely to be ss.crifieed. Wheﬁ this happens the observed
clags session seems more concerned with informstion than ccmceptss vith
specit‘ics than - generalities » with the Netsilik world than with the child’s
world, '

In general, the 1essa;.'z plans in tﬁe teacher guit@es specify the
reading a-Ppmpﬁate to tﬁat day's work; often qu'esticns arc suggested to
guide reading, scmetimes the plan s'uggests a particular structure i‘or
reading (swall groups, etec.). But if a‘ class were to camplete all the
activities f‘or a given day, it would have available only a few minutes
for doing the reading In reality, reading takes a good deal of class
time, and the amount is dependent on whether the class is urban or
suburtan; ' .

Suburban classrooms apprcaéh most closely the EDC model of the multi=-
activity lessomn in whjich reading occurs only scme of the time and is A
related tt‘: a numbex: of different activities when it do'es Sccur, - In urdan
classrooms children ‘are far more likely to éo some reading every day;
similarla; they have fewer different activities per lesson. Suburban
classes average 3.5 non-reading Qaetiviti;s per day, while urban clagses
average 2.6 nonereading activities. Reading océurs in s54% of the
lessons in the suburbs, compared with 76% of urban lessoms,

This compariscn was made between ciasses in an inner-eity" schoai

system and classes in g middle to upper middle-class suburban system. The
' e - .

47
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difference in time devoted to reading. likehr reﬂects the students? (

ability, Chzl% in the suburbs are more admced in reading level;
consequently it ‘takes them mucH less time to ccmplete given amount of -

reading. City teachers dre apt to devote an entire lesscm to the reading

and discussion of a MACOS booklet, and when this happens, they appear mot
to be fnllowing the EDC guidc. What they are doing, though, is adjusting "
the plans to meet the needs of their childrem -- or, at least, thelr .
‘perception of the children's needs. At this point we do mot know if,
clty teachers dgvote too much time to rcading .6r if their time allotments
are appropriate. But it is important-td mote that, when interviewed, the
teaehers were unconcerned about. their failure to . follow the guide-
precisely. ‘ ‘ ' |
Further, urban ‘children generally ¢id not coamplein sbout ‘an‘excess
of readiné. On the second Netsilik checklist (196§), Lo, of urban )
students -indicated that “"the boys and girls in my class have Spent most
time™ reading, while 35.5% of the suburban studen.ts tho;xght this was true.
Urha.;z children cérrectly perceived the focus of classrocm work in MACOS,
and responded positively to this ‘orientatim -~ 429 liked reading the § .
booklets best (cempared to 224 of suburban children). And despite the
significant differences in timf devoted to reading activities in the two
settings (as ix;di‘cated both by obse‘rvations and students’ udgments),
both groups agreed that to get good marks in the course, the most
important thing was to take part in class discussions (63% ux;ban; 649,
suburbgn) . ‘ . . A ' s
Furthermore, all MACOS -classes contained more varied activi_tﬁesran&‘ |
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"less reading tm did the observed non-MACOS éla.sses. , Cagparing the inner

cify MACOS group and non~-MACOS.classes in am urbsn system we find that
réading occurred during 76% of MACOS sessibns and 100% of nan-MACOS
sessions., Urban MACOS classes averaged 2.6 npn-reading gttivities per

sessian, xlrhiie 'cmpa;ahle non-~-MACOS classes 'averé.ge 1.6 non~reading t,

activities, ' Urban MACOS classes 'gre mid-point between suburban MACOS and

.urban non-MACCS cldsses.with regard to the use of reading material in

social studies, o ' ‘

The reading issue illustrates the mapner in which inmovative
curriculum has a measurizble impact on the life of the classromm -- witness
the. diffe;'ences betweeny EDC a;'xd non-EDC classes. It also indicates thé
range of usés to which & given set ‘of materials may be edepted == as in the

4 ‘.

urban and suburban EDC classroons. .
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Resa ggg ggtnria;gs and gg ggggg City

Center city teachers, rightly or wiongly, have little faith in their
amden.ts' desire or ability to read. As one center city teacher put it:

...:_eaciing is a real problem, to get the kids to want .
to read, that's a struggle. There's none of the mid-
_ dle class love of reading with those kidg.: .Reading :
v is a chore, resding is school, and they fight reading,
Yot we know that MACOS has 22 booklets of reading material, and that
i .
N thege contain a good poi:tion of the content of the course, Do inner-
city youngsters read these bookle‘g, do they leain from them‘.,_ do they
respond to their format and care abbut the extemsive preparation that
. ra
went into these materials? ’

- . i
One source of information here again is the teacher. A teacher in a
' \ v . )
L W Northeast city felt strongly on this igsue:
| It could very easily be turned into a readirg program...
From my point of view, 1t's set up so great for reading
‘ that all we had to do was supply books. The kids would 5
be reading what they want to read. I think it would
mgke a'tremendous reading program. .
The booklets in his view contained’materisls that were intrinsicslly,’
mtetésting to youngsters, and that drew them into reading b;,r the fos-
cinating quality of the topi.c.s covered. He felt his class had greatly ime
proved their reading skills from beginning to end of the year, fsr more
-~ .
than he usually noted with his 5th graders, and he attributed much of this
growth tg MACOS, Whilg we do not doubt that the’course may promote & new
interest in reading, we believe that some of thig motivation comes from the
divet:sity of sources of information in the course,.whteh stress and reinforece

the same basic set ofhmcepts'. Youngsters do mot have to look solely to

«
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the booklets s their source of lmowdedre. Films and records displey,
visuelly ond oreuly such of the besic material. Enactive exerciscs, .
such as crestion of the, baboon environrent board, give oppartunity for
’mnipulntinn of objeets :in three dmansions, em :l.s g.wen fm'm as
children vory: tcgethef in groups to drcate their environment an its
, im:gbitants. '
s Agein, a componcnt emei-m in this‘ brief description of a process:
children seldou reed to rely solcly on vhat they can store arey or find ’
_out on their om or from the teacher. luch of the course ic cerendent
upon the mterplay of ideas end sharing of leerning emong youngsters es
they bepin to exmlore the course materials, ? Ch:ildren vho may have nm-e
difficwlty vith written'expression have ample opportunity to view or
listen, and i the teacher follovs lesson suggestions, to express their
oun thoughts, through small end large group discussions. Bocause the
child does not, have to depend solely on‘ the written vord, that vord
becomes le;ss thre:‘tanim; and au-noueri‘tﬂ.; the child ecan rele:: and
brouse throuch +the booklets, recosmizing words from the netr vocgbulary
he is acquiring, and oil in ell, view reading es ‘e more plecsurable
. activity than mreviously. ;

In ediition, the vivid and rertinent 1llustrations thot accompany
almost oll of the reading material help the child vith less reading
ability to tie visusl impges to ideas o;pressed in xmds Teachexs
of'ten heve "reod-gloud” .sessions among the class vhen & nev booklet
is first introduced, As nev ord somtimé diﬁ‘ic;atﬁtmrds ere dis;:ov-
ered, tire is ~iven to develoﬁin;; sore confidence in their pronunciation
and meghing. The vords are then used in, describiug the pictwes and

illystrations in the booklet, and agein, e plessurable end reinforeing

~
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pattern of usaoge is set up. One of the mwst gtartlg.nq impressions,
vhen firct visiting e classroou using MACOS, is the consistont and
eccurgte use by the vhole clacs ol the extensive vocasbulery associsted

vith the course. o

- 'i'ﬂmt--ﬁa“;:hﬁ&'én;themsalvcs toll us gbout this problem of reading? . -

In a lover-track, inser-city {ifth grade elesss, a girl said the follou-
ing: .
I have all ny books, you knowr that? She collects
everybody¥s, but I didn't poss mipe in. I got
then oll in @y desk, and cometizes when I got
’&eetimltakethemmr&anﬁ&othemaverm
QVeI,

Another child in this closs decided that o1l the meteriels should
be put in one book, simce the “teacher passed out the booldetis only for
the lescon and then collected thew, leeving no tiiue for the children to
broirse through yhen “tey wanted to, to absorb the pictures or ircad
different sections. | .

IT ve hod everything in the same book, we could, you

knov, lock at it first ..ond ve could look at vhole

Doyece..svhen the teacher gives out different booku,

e don't have a chance to look ot iGe..
This chiid ic thinking, evidently, of normal usage of staondard texts,
_ meny of vhich the children are allowved to keep in thedr desks. His
desire iz for time to enjoy the iritten materiels, and to go beck
egain and egain to them. This points to ome of the problems with
expensive, sopcvhat fragile b@klets: irner-city teachers, and
suburban teachers as well, do not feel Iree to permit hard student

f

usage, since they wish to re-use thew for seversl years. This pgrticlly
defegts the pwrpose of creating such ettractive booklets.

A boy in a 5C track in the saue school argued egelnst the opinion

2
to
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that ell meterdsl should be put into one books
.ecbecouse whed_you get to the book, every time I
get a nev booklet, I get emitement to cee uhat's
it. And nuhcnlgetnnebook,I'ukm
t¥s all in it, so then vhen we stert reading
a’nout it, I11 un:lcrstand it. good enouah
The idca of a monageable amunt of material. vithin the ccni‘ines of one
baoklet seems gppealing to /mny youngsters. M them: we heord’
frequently in the intervi.ews- sueller booklets had a seli’-conta:.nmsnt
Daw
~ that mgde them very attractive. The booklets scemed to defime a
certain body of informetion that could be grasped as en-.entity and

thus mede manapesble, es vas the intention. .

The econonic problems of inner~city schools must be viewed as thew

reflM on leerning end the climate in the clessroom. Another child

. N\
in ¢ bottom track, immer-city {iith grede made the appeal for

evailebility, tying thic to his oim problems of reading eonmrelxengim
and vocebulary mastery, After the child hed deseribed problers with
uord rcaning, the interviever osked:

(Hov could you do it co you could understand it a
1ittle better?) . N

Ve uouldn't have it in dravers, and be'd det us soxptlines
snegk one of the books over and reced it. Before, e

- hed a book with differcat colors end 1lile that,, that
had sorg enimuds from Africe ond Tishegiand 1ike that...

g

This boy also gave an example of the pover of filu to ceoanvey

\.) ’
meterials thot can be’ difficult il'or ipperecity children to gxresp thoough

yeading, cspeelally vhen the classroon cliuste is scen im ‘the 1isht
described above =e wvithholding, secrctive, restriciive.
I like zmtéhin{; picture.s...(in the books) I think I

learn vhat it says; bui sometimes I donft understand
soue of the 'vords, co I gl:dp iteees

53 <« 5
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The yemrning for competence is ringled here vith & conglomsration of
vnrif;ma alfeeting learning: schodl climate and student pepuhtiom
Qt;e_acher e::peci:nticmé and.stylc of handling the umsmm.' ﬁx‘erq: do

- seem to be nccccsary compromises. (Mithout totallyﬂsmifieix;g the

acsthetic quelities and self-cmtainm' s "nt of the bookle '{:s;"'gnnem ersl 0

. classraom aveilcbility dmrin.. school hours shonld ‘ne pusemlc,

.SQ..etimauhenm am‘t@ntmthinatodaanﬂmm
the Lide vould 1ile to ask him can ve look gt the
saluon bools, butheumddswm,macmuntoi’
everybody would vant onc,

.
. Are the children owore of th2 cesthetic quality of the booklets, end
ir éo, does i‘i‘.. mttér to tném :;tuéents 1u @ 5C class (next ta the
loucst trncl;) in @ ci%y school, heving Tinished the solmon and moved
-on to the herring o, vere ocsked iT there vas any one booldet
.. they liked %o look at Letter them the others:
' Girl: The one ve got uow, there's three books in
.. : ~it, and it¥s crooth on the outside, arnd
' it's pgreen. )
; Doy: It's got Cull Behavim', Part I ond Gull t

Rehavior, Dook: IT on obe: part, and over
here 1t says 'The Gull."

Cirl:; fand it 'hes a cover, and you put it in it
and close it. Aund it's so cmooth and grcen,
wvith e vhite herring gull. . .

These c¢hildren are expreccing, ia bucdidy criticel fachion, an
apprecigtion lfor the, fecl, the‘ reckaging, the coloring, the 1éﬁ)ut: and
the design ol a cet of vritten meterisls. Obviously, the tewture is
pleasing ‘to' then, end the p}l.cttil‘e oi the gu}.'tz'conmys a beauty that
wrould be cls:m‘cr to the reader he:ﬂrinc the gvirl's tone of voice.

Taese youngsters ere alse trying verbally to express o cenmsc of snt:{s-

‘di‘actian with the feeliny of delinition ond enclosure proviced Ly the
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sections gix titles. Children Co appreciate the uritten metoricls
e and their design end besuty, but generally are not given sufficient
~ opportunity to touch, browse, reflect.

. .
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Reinforcement and Belectivity: Factors in.lssrnfﬁg

Two types of paycholozfcal factors in learning seem strongly
operative in MACOS. One, an instrument.l factor, is exemplified
in the Man and Other Animals unit by the amount of reinforcement of
an idea or concept th;ough-various medig of presentation, sccompanied
over time by repétition or saturation of themes. The other, aﬁ.
emotional factor arcused By content, is gkemplified in sfudents'
responses, particularly to materials in the Netsilik unit.

In Man and Other Animals, the emphasis is on & few main concepts «-
e.é. life cycle, parenting, behavior (innate and learned responses} --
repeatedly explored through several animal studies. The information
and ideas are open to investigation through manipulative activities,
verbal expressions, and visual imeges. The organization ¢f a baboon
troop, for example, is described in a booklet, viewed on film,'aﬁa
re-areated in & class exercise of cut~-outs and labeling. This 1e§és;r
we have found, tn accumulative learning. Where this patterqfaf//
reinforcement was developed, the most consistent leargingé;were
shown in the test situation. //,”

The Netszilik unit, on the other hand, isf§uch more topic-ériented
in its considerations, and the different media present a good deal of

erial discrete 10 each mcde.' There is some overlap, but to |

nowhere near the degree we find in Man and Cther Animals. 1In
addition, the unit does not continﬁal%y reinforce or interpret a -
few basic themes. The unit, in effect, follows the Netsilik around

the yearly cycle of life activities, interspersing specific skills

topics, such as diagramming ard categorizing, among the more narrative,

Y
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descriptive, or i;te:pretive investigations. It is organized around
- a life(style, with%a!l its embedded, resonating qualities. The total
environment -- phygical and metaphysical ~~ is explored.: The unit
does not, for exam#le,.spa;d several lessons focussing sclély on the
caribou as earligr material focused on the salmon. The unit demsnds
more synthesizing on the part of the student, as it contains a
greater ré;ge of ﬁaterials than the earlier unit. Yet too often,

it receives shorter shrift in élass time -~ a flaw in the pacing

of the year's work. Seldom, too, does it pick up conceptual threads

from the first section for comparative analysis. .

This holistic approach provides more chance for selective lea-ning
to come into play, depending upon the ﬁaterial that evokes most response,
either in itself or by its use in the classroom. As Qe consider the -
interviews, we cannot help but realize the emotional powér of the
Netsilik unit. There is much evidance that the records, films, and
written materials of the course aré striking very deep, personal chords

{

filmg details that build to his personal interpretation of Netsilik life

L

and its meaning as part of humaneexiscence. in a very reaffééﬁse, the

_ ~.of fjsponsé in the youngsters.  Fach is selecting from the stories and

materials fcrm a long narrative, a long tale about the lives of a people

in the tradition of story telling.

o
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The oany elassroom exerctses §E§t deal with instrumental mstters -

L
{% tool-use, graphing of f‘amil;r rélationships, etc. == Seenm to be viewed
by youngsters as~periphera1 to the great central story line:, myths I

of beginning times and accounts of pecple's relationships to one

t . . .
another, of grawing up, of work, of love, even of msdness. We
encnunter in the Netsilik unit the age-o&d power af stories to convay

human attitudes and féellngs.

3
"

John: The book I liked best was On Firm Ice.
¥ . -
Interviewer: What did you like about that?
- John: We liked the stories, I guess. Yogh, that's the
- . *  one that had the story in it. Kere it is right
' here,, when the guy went crazy. -
Peter: They were kind of ex¢iting, in some parts ... when
they had the fight, it was kind of fumny, cause
when you usually fight in boxing, you just go and
hit each other whencver they want, but the Netsilik,
they just take one slug. Then the other person
gets a turn., :

We were obviously not testing at this global level;. what
objective test would dare poke its nose into these fluid, focal
arenas of human life? Each child remembered different stories, but
those that each remembered were recalled in stunning and accurate
detail and usually with the little moral or interpretive filiip
retained at the end, as in the stories themselves.

The visual input in the form of films worked_agéin‘at a detailed,

Q\ imaginal level, where the children réturn example after example of
" remembrances of happenings in Eskimo life and refationships, based
" on what they saw in the films. The materisl that is expressed,

repeatedly in several media generally does not comprise & topic

-
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that is of the highest order of mpartsnce in the unit. For emple,
building an igloo is explored in many mys early in the Sea Ice
. 8ection. Children have several sources of resding on building the

dgloo; they see & fi,h}*/of the process and bave & class discussion of

this adaptive living arrangement. The work forms part of an explanation

\ . . o
-of & way of life, The children then go on to a variety of other

-explorations. The neinfarcement, strictly speaking, is ecmcemed . -

enl,y with :Lglcos. Yet the tepic of the igloo does not '3 in itself,
form an overriding conceptual thrust in the unit, in the sense that
it"is dot an organizing idea, as is learning or parenting. S’e_leet,;d
family behaﬁcr?s are not rginfoxced and eﬁphas}.zed by c.‘;.ea.rw over-
lapping modes of presentation, aé'the igloo is. Same a.rem_hrg{zgh't out
through film, others in stories or plays. This, of course, is more
patural, more human. But 4t does 'meé.x-:x that selective learning occurs -

rather than the more cousistent body of information that grows in

Man and Other Animals.

*
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An Experiment in the Use of Film Logg
] "ia cam grow up now." . -
Aamexpemmacmieydm:m tha fm& mung, childzen in &
few classes mr&ed with film loops. Baboon footage served as data for

raising qmﬁm aund seatchins- for .evidence ahout varioua behaviora.

-Youngaters vorked vir.h 8 willimeter film loop projecmrn. vmins t.hn

=£oomge indepmdently or m small groups. ’ro evnluate this usc of fu.n.

an i.n:miwet visited a classroom to have s . conversation vith the vho.le

class (teaeher absent) sbout thedir response to the lmp project. .The

«

aeﬁivity they had cartied out mwlved a listing, prio: to any viewing,

of questions to which one night nearch for an;;ers whﬂa watch g loops on
baboon behavior in the natural hahitat. / After a firat and semnd viewing,
the children were to gdd to or re-m'ice their list of qucs:ions. It was
hoped that along with revi.e.w of t.he.i.r queations, this leason would help
students shérpen and deepen_ the nature ef their inquities

. Some examples of the class's ‘conversation with the fnterviewer follow:

(What kinds of quest:lons did you have before y-our first
vieving of a 1oop?) .

...L:Lke, where they come from, how old are they wvhen
they die. .

...And also, we wrote up guestions when we first star:ed on

" baboons. When we first saw our first film, we wroté up
questions, then half way...then after we haﬁ seen a lot ..
of films, then we wrote up snme more questiens.

And after the end, we're going to answer them all.
. B
(D:ld you learn anything about the kinds of questions
you asked before you saw the £films?)

++.The gecond questions (we had) were harder than the
first questicns. The first.ones we know. _already, and
the second cnes, you know, they ware a lot harder.

...The first questions were dumb.

6o
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veooThey vere, because ~memnum:erf.h§nriaht
off. '.n:e:eeendomsuexhbard.
- , ’ rem,m,mmmmam,%mymm
+ their sleep? natheyhavedmnm?nndauthat. They -
vere much harder, :

(:hat do you think sbout m:mg st £ilms thet <on't heve
- narration end vhere vuu don't even know vhat to ez;peet?)

You can imsgine vhat the.r're doing.

& . .
. llell, you can see uhat thoytre doing. If you donft
lnotwr vhat theytre domu, vyou write it dorm end-ind
out later. ‘
These comments revesls | : .
~ 1, Their use of questioning es they observe and vork with
the loops, and their serious approach to viewing. !

| 2, Their understanding of their owm grovth over time after
usink; these moterials -- thé chanje in diificulty level and import of
their gquections. a

3. Their gvareness of their thinldng process as they use -
]
‘the film 1ocps. ,

They oo on to discuss with .the mtez-viever filps in penersl. It
is mﬁetmrthy ‘uh&t such a discussion could occewr in @ n.ﬁ:i: rode class
wvith a stranger walking ,’m and aq(;ng a large group quest_ions thich
they could have ignored or to vhich they could have given silly,
"expected” ansers. ' ) ‘ e

- 3 ' r
You can get 'more of an ioea of vhat they're doing
(throuzh f£iims). hen you're wvetching the £iirs, you
o , ‘ Inovr vhat they're doing, but il you don't see any .i‘ilms,
’ ‘ it's Jjust lme looking in the sky. —

(Do you }ike long or short Tilus?) ,
Longz! ((Fron many voices.))
They take up more tiie,
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Yech.
You can make moxe observations.
You can get more information,
There's hore in it.
In £ilms, though, you vetch them, uheress if you Ieen on
xeading books, you get bored and ¥ Just don’t listen
% saretiues,. You Just sit there, and, you knoveee ‘
. . _ It's better to have vatched the ﬂlms,r.md later on you' .
: , can rcad the bools,.beeause we 1ike to do & combinotion,
, _t-?evatchﬁm,andmdomeadbod:s‘. i ,
| And olso, I like short books, because long books, they

tale too long and you get bored with then. Short books,
they're not too long, ond you don'*t et bored vith theu. .

(The lest question I vented to ask you vas, vhile you
were doing this, would you have preferred to have )
: . Soweone guide you morc? .‘ould you have preferred to
* . heve your teacher esk you more specific gquestions?,)

-~ .

I like 1t better this way, becouse you céuld go- elong
at your otm rate. ‘ =" .
- Yeeh, you can feel 4ndovendent.

- Vell; sometires » 1 1ecn, she jus;i; goes over things you've
already ]._carmd. - . . .

e can grow up nov, ,

Hotixe in these coments the following dimensions:
1. & deyeloﬁ;ng zethodology focusing on observetion. ond
cvidence-gothering through the visuol medium; L
2.. Au understending of the corplementary roles of £ilms and

bookléts; ond o desire for lonrer films and short booklets -- a common

desire awong youﬁgsters.-/' Teachers often tvonder if ﬁbungsters do expect
to learn fvom Jilwms or regard. then simply es "fu;z, " & diversion Irom the
serious business of education. The romner vhich this class responds

to £ilu moterials would seem to indicate school can be both "fun"

[PV
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andintcncmmny imartantwatthamtime, _ _
3s Liking for independent vark away rom constam. supervision

hy the teacher (and this ves an emeptionnll_v opcu, mjeet-eriente&

 teacher, it chould be noted); and an essertion that they focl able to

»

accept sare rcsponsibility fe_r their om education.

It appesrs that this use of loops is & fruitful activity and merits

further .use in the course,
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Other Issues of ﬂ"' e _ _ ﬁ

The peramlizins of knwladge naqpn :o ba one of :ha faw unfail-
ingly powerful motivators of Isarning De!fota’s nombook ,af fhld
mthropologist 1s the most pomllar plece of reading in t:he Man snd Other
Animals unit, d:eapite its lcngth:. Here u anfinte@esﬁ.ng jtfxupentlon
of learning styles on the part rof thg young: at sbégut 10 yéara of age,.
they are devourers 'of fnctu:;I information, staggering. reéaq.nars of bits
_md pieees of fact on the one hand, whi.le on the other, they tske en-:
thusiastically to materials chat: c(mvey 8 sense oE humen invglvement in
a process of problem-sqlvtns. One child-s‘a_td of DeVore's field notes:

It was somecne elsce's fdeas on the sape thing |
we are studying, It wasn't just the facts. . v *

Too much of current textbook materisl is deadly, precisely because tﬁe
personality of the writer isconspicuously absent. The filw showing Jane
Goodall's work with climpanzees is remarkably successfil in capturing the
‘attent:ion "of.chlldrenl, because {t has a main ché.ractet,- Miss Goodall,
shown pursuing her work and serving as a role modal not ouly for boys in

§

the class but alsb for countless ut.tle girls who can now imsgine ‘them— S

selves climhing trees to advem:ure._ The idea :hat girls as well as

boys can participate 'in important scientific work 18 given visual ”

reslity by this film, . . ‘ / ' ‘
Realism is an irportant factor in éhil;lten‘s a‘ssesspmgnm of ma_teriéls

of the eou.ree. Their common p:éfemncé during cﬁa Man and

| otbsr &;&.ﬂuls welt was fdt'plzotosraphic or realistic illustrations

of the ms:eriéls. One boy asked:

G
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"Do they have more pictures on the bsboons? All :h‘ay
have (now) is skatches and drawings. I like the resl
pictures. It gives a resl touch to the whole thing.
Children do not, however, heve an indiscriminste P for
“taali:iZc“ representation. They vecognize different Foims of reality

. in preséntaetion. It deservos mention thst the imagingtive ert work

11lustrating some of the Netsilik booklets on beliefs and myths appesled
‘to the same youngsters vho asked for more photographic material in the
animal studies. This shows an appreciation of an important distinetion
in the two topics -~ the one deals with observable behavior; the oth?r
is an expressicn of the humsn spirit,

In very bright classes or groups of faungs:ers, the rep?tition oér
idea and information occurring ig'the bookléts often beéomas a point of
eriticism. The interviews and e;alua;ion devices seem to promote

critical analysis of the materials:

I wrote on the test at the end that I dop't think you
gaw kids as smart as they ere. Like on the priat you
use -= you use the printing to help convey the meaning.
Well, I don't think you need to, It is good material,
but everyone can see that kboons go around in circles,
and you said this seversl times in the book, so0 1
don’t think that you have to repeat it.

, Q

Such gstonishing enalysis comes from a fifth grade girl in & bright
suburban group being interviewed about the Man and Other Animsls unit,
It is evidence of the diversity of opinion supported in the course that
another child disagreces with her remgrks:

No, I don't think so, because it is very, very undér-

standing, and it doesn't hurt to repeat ft. It will

Just let you know, the more the better.

The tecacher of these youngsters commentefi/pecificany on her

childrens' attentiveness to the format and design of materials.

65
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e

When I first handed out the booklets on the “Life Cycle"
and “Structure and Function", thdy cocmented on how very

they were very impressed with.... I was a little sur-
prisad that this was the thing that they would pick up....
It ien't oftea that the children will comment on the

fact that the drawings are done in such a delightful
fash{on. Ever since then they've always noticed.

\\ nicely everytiring was presanted. That is, the drawings,

While it is diffieultﬁ to tie gpecific increments of learning to these

global, sesthetic responses, such _awamne.ss on the part of youngstors
suggests at a minimum that their attention is focused on the materisls
they are to use, and that the art work, ,i.ilmt;'atlm and booklet style

contribute to & "good feeling".-- a positiva valence -- toward the

booklets.

)
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Interviews with Teachers and‘siudangg ig Contyol Gigase
nuring the school year t968-69. classroom observations and etudeﬁt
and t.ead;er intervicws were cnndncted in five classrooms unins e-‘pcial
studias cou:se other then MAN: A CGURSE OF STUDY. The purpose vos to
dete:mdne vhat differenees, if any, dtstinsutshed MACOS from other socisl.
studies  classrocms, . Each = of the classrocus was located in a
dtfferegr school in three small cities in the Boston ﬁreu. Four of the
- schools were puﬁlic, and d;ew students lorgely of midﬁle and wurkiﬁs ¢laoss
background. The £ifth was a private schﬁol‘with students of middle and
upper middle‘claés background. Th; non-MACOS teachers who were studied
reéresented two extreme styles of teaching. On one ‘end of the scale weté

1

four public school teachers® who used-& traditional and structured approach

to achieving their curriculum objectives. On the other extreme was a
private school teacher who worked with a school-developed curriculua, and
experimented with classroom techniques.

-

Ihé foug public school teacheré had much in cgmmon, All, by coin-
cidence, were presenting the same subject'matter to ;heir classes: the
United States, its history and geography, They played a central role in
their classrooms, working with their classes as total groups, and
focusing lessons on readings from a single textbook foilcwed by teacher=-
led discussions, They rnré}y, if ever, broke their classes uplﬁq;o small’

groups for discussion and explained their reluctance to do so in 3 number

of ways:

[N

lone of these four teachers did use MACOS in anthropology-science
work with her class, while continuing to use the syscem?s regular
curriculum as social studies.
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. I esa't do much groug work or we wouldntt gat much dona.
I think we should at least get through our country. Ko-
body 18 pressuring we; sctually, it is oe Gho is pres-
mm mﬁlf ¥ .. ' 0

I have mt baen succegsful with w:kins with mn
groups. Not as successful because I _find that they
waste a lot of time sand they don't go into things ss
deeply unless you hove & vary homogeneous group.,..
They just don‘t scem to get the meat out of it when
they diocuss it in groups. Certain things they can --
report type projects sve casier because they all ‘
divide up the materisls and they cen discuss what
they want to do, They just don't seem to get the
things I want them to get out of it when they discuss
things in mll groups,

With most of them, grouping is very good, but there

would be about four of them that just don't scem to be

able to work im a group.... They disrupt the class.

That 1is why I don't have «too meny groups.

Ihése teachers were saying several things aboﬁt: grouping: First, they
didn't feel the semie amnunt o\f control over the materisl betng covered
that they felt when they used the more familiar method of having );aung-
sters read spacified sectioans of the material in their presence and then
'fasmnd directly to questions so that they had s way of kmowing t.ﬁat all
students had at least been exppsed to the same information by ‘way of
éarefully guided reading and discussion, - '/ -

Second, they were concerned with the problem of classroom mansgement
and mr'e speci:fically with the question of how one totally 1.1:1~«rc::1.*sr«tz£;t all
the members of the class so as to avoid disruptions of a disciplina}y
nature, | |

And third, they were not certain that youngsters learn as much under ’

less traditionnl (and for some teachers, less familiar) circugstances.
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All of these factors were compaunded by & fourtﬁgfactor which éeeﬁed
to be é sheer lack of expocure to the use of innovative methoda. Several
taachefs‘:slkeﬁ sbout their dissatisfaction with éﬁeir present teaching
methods and of their desire to changé, but they indicated theif lack of |
familiarity with neﬁar epproaches such as grouping.‘ As a result, they
found chemsalves teluctantly resorting to methods with uhich they were
more familier, ‘exposing their students to as much 1nfbtmation as they
c?uld, in spite of the fact that their students seemed to view social
studies as*d*éhore, deriving litqie pleas?re from it., One gzets the feeling
when reading their interwiews that they‘gggg to change, but they simply .
do mot know where to begin., Here is how one teacher expfessed her
dilemma: \ _ | K

(Have you got any foelings about the way in which you
might want to teach some of these things.... or are
you pretty much satisficd the way it ¢: n.w?)

No, I'm not satisfied. The thing is that you have to
have time to think about new ways of doing things.
There are better weys, I am sure, maybe smaller
clasces, We do group sometimes, but I have three
classes coming and going so I can‘t do much group
work....

Another teacher seems to be confronted with a similar problem:

In geperal, (my students) aren't too fond of (social
studies) which disappoints me because I am really
fond of it. (Do you see any reason for this?) I
think it is because of the reading. 1 know there
are a_lot of other approaches that could put asside
much of the reading in social studies - - they could
work on projects all the time -- but I feel that in
order for them to talk about something they have to
know some of the facts, have some kind of background.
So I think that it is fmportant toc have & book as &
reference and most of them find it a chore to read.
I think this problem is a good part of it,

69



IV-63

Providing their students with a vnriéty sand quslity of audio-visusl

materials was & very resl problem for these teachers:

(About how often would you guess that you use some kind of
audio-visual aid?) ... quite often ... (How do the kids
react?) Depending on the material, they can be bored by it.
If it fits in with what they sre talking sbout I like it

like this, I will use the individual viewer because this
has nothing to do with what we are studying about but it.
is in the course of study and I'11 never get to it. But
I figure they can leam something from 1t now, It gives
them something else to dog they enjoy it, another point
of view, gomething eise to look at. I enjoy using £ilm
strips and movies if we get them at the right time; if
they supplemcnt and enrich what we are doing; othorwise,
they are really useless.

In addition to the lack of relevancy of much of the .materisls available

to them, the problem of out-dated £ilms was also present,

Individual projects or reports were gssigned by this group of
teacheré for extra-credit -g in addicion to the daily claeq work; they
were rarely used as an integral part of the regular on-going clasowork.
Because of the way in whicﬁﬂsuch Projects were handled, and because of
the relative lack of releﬁ#nt audio-visual aids, the course of study was
fairly predictable, One youngster deseribed it as follows:

Well, we do it by groups of States, like the Southesst ‘

statea, the Middle Atlantic states, First we start with

their history snd how they were founded, and then we move

up. Usually we have manufacturing, how it got started

and we use a lot of maps showing the products snd every-
thing and what different crops they grow there,

Student descriptions of their classrpom experiences reflect a

picture similar to that depicted in the teacher interviews, The direction -

of questioning is clearcut:

Sometimes we agk questions but mostly the teacher asks-
the questions because she asks the questions that ere

on the sheet and then the kidg answer from what they
have,

n
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And the scope of classroam discussions is falrly‘well delimited by the

mode cf teaching:

Oh, she asks questions and we answer and she tells us
‘ things apd later we have to tell her what she already said.

The tecacher knows the right answers,
As a result, other subjects seemed to be preferred to social studies.
In one class, one girl preferred arithmetic to geography because:

.«+in gecography, you can't figure things out, You have
to read imstead.

, In another classroom, where the same teacher'taught MAN: A COURSE OF STUDY
in additiont to the standard school-developed social studies curriculum,
students preferred MACOS to sociél studies because,unlikeh;Zeir social
studies class where they worked as a whole group, in MACOS they were given
mére opportunity to express their ideas through small group work. Their
comments are especially interesting because they indicate that the teacher
has apparently not shown carryover frem MACOS in her regular social
studies class, |

(When you are in social stud1e° class...do you work in small
groups?)

Boy 1: Just the whole class. Not in groups, but £he whole class.

Boy 2: In anthroﬁology we work ig groups of four, and stuff. We have
o> desks arranged and....

Boy 1: ...it's casier to discuss differcnt things than it is with the
whole class.

Because if you have samething you don't know, it's goud to know
other things besides, that.you don't know, and it's good to hear
it.-.

Girl

[ 13

Boy 1: I know, the other way you just keep it to yourself and say, "Well,
’ I'm not going to tell unybedy else about it..."

Boy 2: I know. 1In a way it's something like any other thing. If you're
telling somebody scmething, they'll usually want to hear what it
is. Like, at first they'll say, "No, your idea is no good;"
then they'll get around to, "Okay, what is your idea?"”
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4s they reflect on the procassas of small group interaction, these

Eoe

students reject the passive, isolated role they play in ‘thei.r social
studies class, and taveal the intetesﬁ and excitomont that they feel
vhen they become involved in small group discussions in their MAGOS class.
“The conten: of the private school teacher's program, the Middle
Ages, was different from that of the other nen«EDC teachers and unlike
the other clascsroom teachers, she used no one text. It was her practice
to read from a variety of sources to her students, or else have students
do reading on an individualized basis, working independently ox ia émsll
groups on a veriety of projects.
The teacher was concerned that the course be televanc to the

children's interests.
. I think that-on the fifth grade level kids are very

interested in fantasy but they are also getting

interested in realistic approaghes to today. So ,

if you can use the past to bring out the preseat, .

it is desirable, but if {t gets to. be escapism,

that is not good. I sort of think that by the

sixth grade, at leﬂst, you should get into things

more relevant. I don't teach it because I think ' -~ e

that the Middlz Ages are importamt for kids, if o

‘ you see what I mean.

She did not feel compelled to cover a specific amount of pre-selected
materials over the course of the year. Because of the importance she
placed on student concerns, she was quite willing to digress when students

raised issues only tangentially related to the topics under consideration.

I hardly ever say, 'wa'll wait on that till later -~
that can be agbsolutely crushing... ..

Her focus was primarily on conceptual learning and what made for a good

discugsion in her terms was:

~7
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...kids feeling free to make educated guesses and
make their own conclusions. Not just listening
to me; in fact, having m2 out of the discussion...
I think that almost everyone in the claus has
rcached the point where they realicse’ that in
most of the things that we talk about there is
no right answer. I spend & lot of my time con-
vincing them that {f they think clearly end fol-
/ low their trend of thought, they can mske their
own conclusions sand maybe even make & guess, a
wild stab at something, and even come up with

sowething that is valid. $So I use discussion a
lot.

What were the themes she wanted her students to come sway with?

In terms of the actual themes, a8 lot of the dis-
cussion we have is sbout cause and effect in
history; what caused what, what was the effect,
what people's motivationg sre for doing things,
We discussed war and ce a lot... what makes
msn do the things they do.

Sometimes we get down to just the way of life of
a particular people and how it is like or unlike -
the way of life we heve today. Like in the
Middle Ages, the social strata is something we
concentrated on... and 1 guess history repeats
itself. I let it just go snd sometimes they

get off on really wild tangents on pacificism...

In this classroom changes in activities were related to changes in subject

\ matter end, therefore, occurred after long periods of time, rather tham
‘N—""‘.

on a?a?ﬁf“‘ﬁ‘asimw:: this seemod to be due to the teacher's
interpretation of the course as itTh designed at this school:

The basic thing is that the course 1s suppoded_to be

a combination of history, social studies,- sociologys-.
psychology, Englich -~ all these things put together. ™
You don't split up the dsy into & million different
sections, so you cam do art projects related to the
historicasl period, compositions, snything. ™

On her students' reactions to this approach, she said:
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I thiok that they realize that there is always going
to be & variety of things so that if we do gouwe

very structured steff for s couple of waeks whers®
wve study castles, for instance, and have some quizses
on it, they sre nof so intolerant of it because they
know that next weck we may be doing an art project...

0n1§ one film was shown during the gntirc school year in this class-

room because there are not many available on the Middle Ages.
What were her students' reactions to this kind of program? In

interviews, they spoke of the following:

1. They enjoyed small group work because of the help they were able

to receive from clessmates and because of the greater opportunity they
had for expressing their ideas,

...we can work in two or if‘we're doing a project
maybe four or two. I like it better in groups be-
cause, you know, itfs just, you're mostly being
paid attention to when you work in groups because
~you dou’t have to listen to the teacher ead get
interrupted and you can get move help out of it
that way. Ona persoun cen cown up with a sug- - -
gestion and you can get done. fxster and have a

bit more fun. L

2, Their responses sugzested thst what appealed to them most was

their active involvement in clasgsroom activities.

3. And there was the feecling on their port that theig opinfons and

1deas had value. One senses that there was a relaxed and close working
relationship between students and - teacher.

Well, sometimes I think the kids have much better

points than Miss W,.... . Sometimes I think she

has better points. She usually has better points
but they can come up with them also. ..

4. They would have preferred to see.mnte films because they felt

films give more information and are more authoritative than books and

werds.,

~
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In many wsys, the characteristics of this classroom reflect thoss

found in many MACOS classrocms: the use of small group work, the sctive
TYole of studentd in classr;om activities, and the focus of attention on

students and swdy from the teacher. In some t.;ays, ’hewever. this class~

room is different from the MACOS claésroam. It lacks the weslth of

sudio-visual sids and the frequent chaange in thy:hm created by s varieﬁy r

!
of activities s8¢ characteristic of MACOS classrooms.

Non-~EDC stydents were ésked several questions related to'MACOS
content. One of|the questions was: "If you wantaed to learn more about
the squirrel than you already know, how would you go about it?" This
&ﬁaetioﬁ was directed at both EDC and non-EDC students and was intended
as a measure of the extent to which MACOS contributed to the students'
understanding éf scientific obsefvation as a process they
might utiliééf Non-EDC students on the whole stated that they would seek
further inforggtion in books, especially the encyclopedia. Very few
non-EDC studenéé'indicated that they, themselves, would do any sort of
experimentation on their own. HNon-EDC students saw a great distinctiom
between the way scientists would find out about the squirrel and the way
they would learn about it. The number of MACOS students who in 1nter--
views tesgoﬁ?ed to this question by choosing and describing the obgerva-
tion method was not remorkably great. However, -those who did so showed
a much greater understanding of the process than did non~-EDC students.
.P;lthough they sometimes felt they did not have the resources (usually
financial) to set up the kind of observation projects which they en-

visioned, thoy did view less elaborate projects as being within their:

]
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rauge of poesible activities. )\ Non-EDC stuéenes. on the other hand, tendéd
to, think of the observatio thod es being restricted more to the
sci{entist’s use.

A second queatidn that we pogsed sought a definition of behavior.
Most of the non-EDC interviewoes interpreted behavior as being someéhing
which is either good or bad in torms of conduct, but were unable to give
a broader definition. A féw students were able to give rather geod
beglnning definictans.but when they elaborated on their answers, they
showed a lack of understanding of thé term, Particﬁlarly noticeable was
their confusion about the differences between innate and learned behavior
and their inability to use behavior as an organizing concept when )
th;nking about different animals., |

When talking about the differences and similarities between man
and other animals, non-EDC students responded largely on the basis of
phaysical charocteristics. Some touched on the idea of communication, but
used it as an example of something man end other anixals have in common,
in an anthropomorphic sense. Hone of their responses revealed the éame
kind of insights that were present in responses- of MACOS students to
similar questions. ‘

Our expericnce in these classrooms suggests some general themes
which seem characteristic of non-MACOS classroom situations., Students
in these -classrooms said they preferred a setting in.which they played a
fairly active role in a variety of activities, porticularly one which
allowed them to freely explore new ideas with each other and with their

teacher, The majority of these students, however, found themselves in a

N
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restrictive enviromment in which they were expectedgtb play a relatively
passive tole, Purthaer, all of the non-MACOS teachers, sf whatever
teach}ng stylé; complained of'a iack of sudio=visual resources relgted.;
to the marerials they were teaching. What films or filmstrips weté
avgilable were said to be cut-dated and, cven then, often not available
- at the time when they would be most relevant for classroom use.

These themes, drawn out of student and teacher interviews,
corroborate findings based upon observations in these control classrooms.,

Descriptions of these class sessions are presented in the section of

this report, In the Classvoom: Observation Findinzs.
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‘The Hunting Games" An Analysis of Learning by Simulation
Games are a relative newceme:fto the American educational scene;

_Judging from the number produced during the past few years, une would
, think that this type of classronm\activity wvas already a tried and

proven techniqué %n education. This is hardly the case, as any cursory _4)
review of the existing literatuze on games will reveal. The studies

. pregsently available suffer frnm one or more major limitations, so
this project was undertaken, not only to, study the effectiveness of
two Caribou huntxng games, but also with the intent of contributing/
generally to research in the role of games in American educatipn.

The idea behind using games as instructional devices is very
simple. For some reason, large ﬁumhers of people are willing to ex-

- pend couvntless nan~hours 6f.tire.and enorco nexrgy to master the
intricacies of many popular games. Furthermoré, this drive for mastery
exists regardless of the irrelevance or lack of generalizability of the
skills which must be learned. Most people know ahead of time that they
are not likely to becote good enough to derive much practical value from
knowing how to play (i.e.; few make their living from playing games).
Yet they still will work at becoming better; they will seemingly try
to learn almost aqything if it will help them win.

If game-players exhibited similar behavior with respect to class-~
room learning tasks, they would be termed "highly motivated.” The
notion of using games as instructional devices involves attempting
to link relevant and generalizable learning to games in place of the
present irrelevant and non-generalizable skills. By developing games
in which m.stery of school learning; tasks is essentiai/for competent
play, the "motivation" associlated w!th games would/transfer to school

tasks, and more and better learning would take ?lace.

Two Types of Instructional Games

There are two major ways of linking games to learning. One is
to take an existing game which everyone understands and graft subject
matter onto it, There are numerous simple “game models" which cap
be played with school tasks as the required behavior. They range from
glving a point to the first one to finish a given task (a speed game)
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to Twedty Questions, Hollywood Squares, Charades, ‘College Bowl and
'any other game one is clever encugﬁ to adapt to school learning tasks.
These games sre termcd '"wotivational gemes," ss the game is quite
deliberstely irrelevant to what is to be learned and is used'aimply
as a motivating device. ‘ ' “

The other major way of lirking games tgrlearning is to take a,
model of some social process and make it into a geme. Usually this
involves only attaching some kind of scoring scheme to the actions of
the players as they play various roles in the social process. Such

games are termed "simulation gemes.'" There are simulation games based ‘

on models of such situations as: labor-management relations, legisla-
tive process, political party conventions, parent-child relécions{ and
competition for careers, to name just a few. )
The hypothetical mechanism by which a player lcarns from a simula-

tion game is well characterized as follows:

-Each simulation is built around a theoretical model.

The model makes it possible for the simulation parti-

cipants to encounter ‘'reality"; they make decisions

which are "fed into" the wodzl, and the model produces

"feedback" for the participants outlining the conse-

quences of their decisions. - In eacn of several time

periods, there are similar cycles of planning...deciding...

putting the decisions into’ the model...receiving feed-

back from the model...and beginning a new cycle with

planning, ete, 1

A simulation pame, thus, is a context in which a student can

try out his ideas, translate his verbal learning into overt actions,
and find out the consequences of his actions. The critical feature
of a simulation game is the validity of the simulation, the validity
of the model. It must provide for actions by the players which are
as similar as possible to real actions in the actual situation. It
must provide feedback recognizably linked to an action and qualita-
tively similar to that of an analogous action in the real situation.
The point system, if one exists, 1s used merely to increase the clarity

of the feedback or to adjust the feedback to compensate for-un:ealistié

-

1. NAPOLI (La Jolla, Californxa. Western Behavioral Sciences
Institute 1965).
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aspects of the model.,
- In contrast to the motivational game, the samulstion game involves
’ the interaction of several variables at once, a cumulative series of
interactions over a series of rounds, amd usually:i variety of possible
ways of acting, not just one which is judged right or wrong.

+

Games as rurriculum

Gamestﬁave several unique properties as a medium for instruction.
While films, for example, can be gtopped or started, while students
can participate vicariously in the action by identifying with the \\
actors, wvhile childrem can discuss. the nature of the medium -~ why
thg photographer chose this camera angle, why this time.of day -~ the

o children cannct take part in and control the action. They cannot try
making their own version of a film and see whether it created a more
powerful image than the-one they were given. For all their power, the
other media remain essentially linear in their action, and the action
remains outside the control of the students.

In gomes, children are part of an on-going process. What they
do affects the outcome of the game, and they can experiment directly
with the nature of the medium by changing the strategies or the rules
of the game to see which %pproach "works" better. The essence of the
simulation games® contribution to a curriculum is that for the first
time, the children have to take the factors they have studied indepen-
dently as static entities and deal with them as parts of a process.
They have to manipulate and coordinate the varisbles simultancously
over a petiod of time, under the tension and excitement cf the game.
They must use what :he§ have been taught in a new and inter-related
way. Frequently, the games do not add new knowledge so much as they

integrate and make functional that which has already been learned.

Games in MAN: A COURSE OF STUDY

The first section of MACOS approaches the general objective of
identifying vhat makes men human by considering the behavioral and
moxrphological differences and similarities between man and certain
other animals (salmon, herring gull, chimpanzee, baboon),.

.In the second half of the course, the children are confronted with
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a classic cese of the interaction of man and animals throuéh the
detailed study of the Netstlilk Eskimos of the Pelly Bay regiop of the
Northern Territories im Casnads. The section is centered on life in
the hunting camps of the people: the "Inland Camp" of the early fell
when caribou are hunted; and the "Ses Ice Camp" of the winter snd spring
when scal are hunted. Each unit concengrates on the interaction of such
diverse Eac;urs as- technology, world-view, social orgaﬁization, and phys-
ical enviromment in the effort of the people to hunt the animals syccess~
fully. The Netsilik are absolutely‘dependent on these animals for their
food, clothing, sools, heat and other needs.

In MAN: A COURSE OF STUDY, three simulation pames are used. Two
of them are concerned éith the way in which the Netsilik Eskimes hunt
caribou, the third uith seal hunting. The task of catching caribou .
can be conceptualized as follows: The caribou .has & number of physical
advantages over man, such as greater speed on land and a much better -
sense’ of smell. Man has & number of advantages over caribou: he can
see much more clearly; he can plan and change his behavior; he cant méke
and use tools; and by division of labor he can cooperate with other men
to accomplish goals which one man alone could not achieve. Since every
family of four needs a minimum of thirty-five caribau skins evVery year
in order to survive, msn must use whatever attributes he has to over-
come his physical limitations and catch the needed caribou.

The Eskimo kills caribou in two weys{ by using the bow and arrow,
a tool which can kill at a‘distance and thus overcome the speed and
nullify the sensory advantates of the éaribou; and by driviﬂg the herd
into a lske where hunters iIn kayaks can overtake the swimming herd and
spear the caribou. In the latter cssé, three important tools are usdd:
the kayak, the spear, and the inﬁkéhuk. An inukshuk is a pile of
stones (a cairn) which looks like s man. These, properly placed,
frighten the caribou (much as scaracrows frighten birds) and help to
drive them into the water. ‘

Bow end arrow hunting is simpler in conception but does not yield
meny caribou. Even if the hunters do manage, without frightening the .
herd, to get close enough to shoot one (apd their bows and arrows gre

poorly made and not very accurate), the herd will flee as soon as one
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is killed. It is rare that & hunter has a chance to catch more "thatd

one in any herd. Oriving the herd into a lake (crossing-placs hunting) -
is a more effective procedure but requires eoé;iderably more planning
snd cooperation. . Hunters have to be concesled alons“with their-kayng;
near a crossing place. "Chasers” or “besters" have to position them~
selves in just the right location, so thst by shiGting and running
toward the herd at the praper moment, they can drive it into the 1ake
at the point where the hunters are waiting,
In the lessnns leading up to the games, the children study esch of
the attributes of men and cariéhu study the Eooln available to man,
and vead aboyt the strategy of hunting with the bow and arrow. Then
+ they play the EBow and Arrow Eunc ing Came. When they&have finished play-
ing the game and have discussed the results, they sce vivid films of an
actual cross%ng-plég; hunt filmed in Pelly Bay. They draw pictures of
this hunt, read about it, and even see & disgram of the strategy. At
the end of these activities, the children play the Ctossing-Piace
«Huntinog Gsme. Both games are playéd on the same gameboard, and many of

‘the gules are the same for each. The more complex crossing-place game
simply involves the addition %f rules to handle kayaks, inukshuks, and
herd-behavior in or near the water. o

Each game is played by three children. In Bow and Arrow Hunting,

two play the hunters, while the third rolls the dice, moves the herd,
and acts sgkfeferee. In Crossinp-Place Hunting, two children play the |
two beaters while the herd is on land, then switch and play hunters in

kayaks after the herd enters the water., Again the tﬂird child moves
’ ) .
the herd and‘¥feferees. After cach cycle of each game, they rotste

roles. : ' .-
O

Strategy in the Caribou Games

The game is designed 50 that there is one best strategy. The
fact of the simulation insures that the best strategy in the game is
directly analogous to the one the Netsilik use in actual hunting, and
that the pay-offs in the game are roupghly proportional to th quality
of the strategy the players use. The gome is to serve as g context in
which a student can try out his.ideas;; His decisions are fed into the

simulation, and the simulation produces feedback as to the consequencbs

-
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of these decisions. Over seversl cycles, by making use of the foedback
sud trying sgein, the participants praduslly learn the mcst‘effective'
actious,

In the caribcu gsmes, the players control some of the varisbles.
The object is to lesrm how to mesnipulate the vaeriables to maximize the
number of ‘caribou caught. Regsrdless of the amount of kmowledge a
person hae, few adults and no fifth-graders (judging from pilot tests
of the game) receognize and carry out the maximizing strategy on the
first attempt, Rather, they uust play the game by some stﬁategy and
see what the outcome is. With the Insight from this experience, they

~"then must adjust the sirategy (or choose a new ome}, play by this

stxategy, and sce how many wore caribou they catch. By constantly
utilizing the feedback from each completed game, s player can gradually _
master the strategy the Netsilik use in catthing caribou.

Such a model of learning demands several things of the gsme's
design:

1. The pame must be desipgned so that learning "how to
play" (the rules, the variables the permissible actions) is
fast and s.mple. The players can then concenirate on "playiug
better."

2. The game must be designed so that the actions of
previously completed games are recorded and available for study.,

"This record becomes the feedback for correcting snd improving

subsequcent play.

3. The particular causal relationships between & strategy
and an outecome must. be clearly identifiable, sc the player can
determine what aspect of a particular strategy was inadequate,

4, The degree of success in the game {(the feedback) must
be directly related to the desiree of "goodness” of the strategy
employed. .

5. The game must be designed so that any individusl
can play the game numerous times, OUnly then can he gradually
improve his play. Whatever the time constraints of the normal
use of the game, it must be able to be played several times within

“that time ccnstraint.

6. The game must be designed to encourage players to
experiment actively with different strategies in different games.
It must discourage players from sticking with the same strategy
game after game. '

7. The game must be designed so that every player can play
every different role several times to gain the insights of that
role. In order to do this, the number of differemt roles must
be kept to @& minimum.
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- The Research Desigm -

This research study was undertaken with seversl aims: to test
the functioning of the games as pieces of technology; to msang;é the -
contribution of the games to the overall ledrning objectives of the
curriculum unit; and to evaluate the unique design features of the
games,

The Setting:

The major evaluation of the games was conducted in twelve.eclementary
schools of a single suburban school system outside Boston. Some were
located in very wealthy areas, some in areas eonprieiné those who had
recently moved to the suburb; some drew mainly children of professional
people, others drew more 'working class" children. Class size ranged
from eighteen to thirty-two and covered all the sizes in between. Of
‘ the twenty-three classes participating, eight consisted of sixth-
graders. The remainder consisted of fifth-graders. A total of 585
students took part in the test, all of whom were studying the‘cufricq-
lum for the first time. ) ‘

Seventeen different teachers were used in the study. Six were in
their first or second yéar of teaching; three had more than twenty
years experiences; another four had more than tem years teaching ex-
perience. All seventeen teachers attended afternoon workshops twenty
times during the year, in which the staff carefully explained and
demonstrated each plece of material and techmology before it was to
be used in class, ‘%or the eleven teachers new to the materials, this
was their only formal training However, lengthy and very detailed
teachers' manuals were provided, and the EDC staff was available

duriny the entire school year of the test.

The Experimental Data

Test questions were developed to assess seven different cate-

gories of learning:

1. Knowledge of the facts of the =ctual situation. These

questions referred %pecifically to facts about hunting.caribou which

were covered in the paris of the curriculum leading up to the game.
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Fach question was used on both a pre-test and & post-test, The/increase
in the number right on the post-tests was used as & measure ofsthe
_ability of the gsmes to teach that which was taught buc nét learmed in
the other parts of the. curriculum.. i
Operationally, the factual knowledge questions were multiple-
choice questions with four possible answers. For example:

The caribou is better than man in sll of the folluving
ways excegt one. Check the exception.

A. Speed of running
E. Sharpaess of eyesight
C. Semse of smell
D. Sense of hearing ) r

There were ten such questions.

2, Knowledge of the analogies between the gsmes and the actual
situation. “he caribou games are highly stylized and symbolic as
aré most educational games. The ability of games to teach'would seem
to depend on the ability of the players to recognize the a#xalogies
between the symbolic environment of the game snd the actual situation
it was designed to simulate, This set of questions was debigned to
assess the degree to which the analogies built into the game were
apparent to the players. In operational teYms, these questions state

hS

a rule of the rame and aslk the student to explain why this was made a °

rule of the game,

Ihe questions were multipl:-choice, four item. Each {tem stated a
reason why a rule might be included im the game. The student was to
select the best reason. Naturally, since the questions referred to
rules of the game, they could only be asked om the poat-tests,'after

the came was played. An example: . —
In the game the caribou move three spaces each turn, bJ?
the hunters move only one space each turn. Which of the

following is the best reason for having this rule?

4. In real life a caribou can run faster than a man
__B. In real 1ife a hunter has to walk slowly so the
caribou won't see hinm
C. In real life a hunter doesn't move very much; he
waits for the ca~ibou to come to him
D. The rule is noi at all like real life. The game
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wouldn’t be sny fun if the caribou didn't have a
chance to escape. -
There were saven such questions.

3. Knowledse of the siructure of the peme. This category could
equally well have been termed 'Imowledge of the underlying model of
the game.” Game designers often want the participants to gain know-
ledge of the theoreticul model underlying the game. This set of

questions was dgsigned to assess this kind of learning in the caribou
games.

Gperqtionally, these questions asked the students to predict the
'/K#T\ effect Qf a rule change, or of a new rule, on the outcome of the game. _
| The notion was that if a student understood the underlying model_pf~tﬁé
game, if he understood the variables and their relationships ﬁb’each
other, he could predict the outcome of a change in onérbf the variables.
In a general sense, knowledge of a theOretical model means the ability to
make predictions based on a change in one of the variables in the
situation.

The students were asked to indicate whether a given rule change
would make it easier or harder to catch caribou. HNot all of the rule
changes have a direct analogy to the actual situation, although a
good diécussion could certainly arise as to how to bring sbout an effect
in the actual situation amalogous to the proposed rule change in the

game, For exampie'
e\ j ~.
The following is a list of possible Yule chanpes in the Bow
and Arrow Hunting Game., Pluce a cneck beside all of thase
changes which would make the pame easier for the players

(vhich would tielp them catch more caribpu.)

A. Eliminate the wind

B. llave tle caribou move only two spaces at a time

C. Have the wind direction change at various times

during the .game

D, Make the hunters plauv fast, say & move evory ten
seconds, so they wou.d not have time to plan their
moves

E. Make the hunters start closer to the lake

F. Have the caribou move five spaces at a time

G. Have the huaters move two spaces at a time

H. Permit the hunters to kill a caribou if they
get within two spaces of the herd

I. Always have the herd flee South after it is frightened

o N

YN
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J. Hﬁ@é”%ﬁﬁhe hunters instead of two -

-
i . “ )

- ¥ |
Y
There were twenty~one such ﬁuéstions, counting each posbible rule

change as one question. Again, théssequpstinns could be given on pest-
tests only. .1J‘-'*“ - CTee ““t(\\

- . -

e\ \ “\_'

4. Ability to tell directians. Ihis set-of questions was quite

specific to these gdhes. The gameboard inciudeﬁ y: 3 compaas, ahd the
game requires accuratd determination of directions ffam &11 sides of
the board. Consequently, the game should teach scudents to. tell
directions. Operationally, the questions involved reading a compass
when only North was marked. The questions were used on both -pre-tests ’
and post-tests. The increase in post-test scores was taken as a
measure of how well the gema taught them to tell directions, An
example:

If orth is 9s marked in the diagram below, which arxow
points to the WQst°

A. Arrow number 1
B, Arrow nucber 2
C. Arrow number 3
D. Arrow number ¢

There were 2ight questions in all,

! 5. Knowledge of the stratesies of the géme. Eskimos use a

particular stfategy to catch caribou. Ihe géme was designed so that
the best strategy for catching caribou in the pame was directly analo~
gous to the strategy used by the Netsilik in actual hunting. These
questions were designed to assess what the students see as the best
stratégics based on their experiences in the game,

Operationally, the questions involved a statement about how the
game should be played (a strategy statement) with a raéing scaié
. beneath, Students were asked to check hou‘strongly they agreed with

. the suggested strategy. For example:

Inukshuks should be built in a iine, not scattered in
various parts of the board, (

STRONGLY ACREE , , . , STRONGLY DISAGREE

The questions involved a mixtur;\gf\f§od and bad strategies. There
e S | ( :
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were nine such questions in all. These questions, obviously, could be
used on post-tests only. ]

" 6. Perceptions of the game. In any geme, therec are a set of
factual relationships in the funccioning of the game which are not given
in the rules. It is important, however, that a player perceive these
functional “facts" for what they are. Otherwisé, the decisions he makes
may be quite erroneous. For example, in the games the caribou here

always is constrained to move in a southerly direction, It canmot move

North. The dice do not permit such a move. However, if the players do
not perceive—this "fact" about the game, their strategies may depend on
the herd turning around end going North, ‘ DN

In operational terms, these questions involved a statement about
the‘games, vith a rating scale beneath. Students were asked to check
how strongly they sgreed with the statement. An example: | .

If the herd gets past the Beaters (south of the Beaters),
they canmot catch up to frighten it.

STRONGLY ' ACREE " s » s STRONGLY DISAGREE
N\a :

The questions involved a mixture of true and false perceptions. There
were six questions in all., Again, these questions could be on post-tests

only, ' T oo

7. Attitudes toward the rames. -These questions were designed

to elicit attitudes toward the game experience, toward vhat they learned,
toward the role they plsyed in the game, and toward the problem of
Eskimos trying to catch caribou.

Each queséion consisted of a statement of feelings about the game,
with & rating scale beneath., Students ere asked to checl how strongly
they asreed with the statemehc: For example:

I liked playing the games ‘better tham anythinp else we've
done in studying the Eslkimos.

STRONGLY AGREE , , . ., STRONGLY DISAUREE

There were five questions in all.

, The questions were validated in several ways. First, there was

agreement among the EDC staff that the questions were relevant to the ‘?{ép\
N\

rest of the curriculum and its learning objectives. Second, every

88
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knowledse question had & right answer in terms of the game, gnd there
wag independent agreecment among the EDC staff as to the right snswers.
Third, the questions were tested twice in pilot tests of the game, the
results itcw analyzed, and corrections mede in the wording of any
quesiion which seemed to cause confusion (i.e., on which a great many
children checsed a response which was "wrong" in the eyes of the .
developers). .

et

. The nature of the gomes is such that learning objectives other
than knowledge were highly unlikely. Very few of the overt behaviors
of the roles (indeed, non2 except the general need to cooperate and
plan) were part of the game, so increased affective identification with
the Eskimos would have been surprising. Nor wefe the games designed
to give the students insight into themselves. In short, the games were
board rames designed to iliustrate symbolically a pattern of interaction
between man, animals, and environment. The game was designed carefully
to achieve certain cognitive objectives. Other types of learning for
which other games might be appropriate were systematically excluded

. from these games; thus, the questions used in this experiment focus

almost entirely on chwlgdge gained, and pgrticularly on knowledge
of the games themselves.

Other Data . ' c

_ i _
Analysis of the game sheets was limited to the second of the

two games, the Crossing Place Came. In Bow and Arrow Hunting, there is

very little in the way of an overall plem or strategy, so rating the
game sheets as to quality of play is virtually meaningless,

In Crossing Place Hunting, hovever, there is clearly a "ripght"

answer, There is an overall strategy which produces a maximum kill

on every play: Cousequantly, it is possible to rate the quality of
play by how closely it approxim.tes the best strategy. Over the
sequence of plays, the players should improve the quality of their play.
Tis "qualicty of play* should be closely proportional to the number

of caribou caught, and a mea. re of this relationship should provide

@ weasure of the quality of the design of the game, 4 rating of the

sctual quality of glay will permit studving the relaticnship between

performance in the game and learnin: as demon-trated oa the tests,

&9
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o ' The Experimentul Conditions LD
o A unique design feature, and the one most closely ted to the

model of learning on which the gome is premised, is the visual record

sheet of past performance in the geme. The contribution of this design
feature, both to performance in the game as measured by ratings of the
games sheets and to performance on the post-tests, was one focus of
the study. In a larger sense, a study of the contribution of the
record of past performance is a study of the role of feedback in
improving performance and learning in a game.
_ Secondly, the caribou games were based on the notion that a player
must actively experiment with different strategies of play in order to
learn. However, if playérs were to experiment beyond their first modest
level of success, they would need some standard against vhich to judge
their performance. The expectation of a maximizing strategy was intro-
duced to increase the amouni of experimentation with different lines of
play and ultimately improve peéfnrmance ia the game.

Qut of these two.design features, u two-by-two table of experimental

conditions was created;

) TABLE T
Absence of record Presence of record —
sheets of previous sheets of previous
gutmes games
No knowledge
of maximum EXPERIMENTAL CONDITION EXPERIMENTAL CONDITION
poasible
catch : I 111
\
Knowledge of , ¢
maximum -EXPERIMENTAL COUDLIION EXPERIMENTAL CONDITIUN
possibie Ii v

catch . o !

E

The "knowledge of maximum possible catch” condition was handled
by having the teacher introduce this bit of information at the begin-

ning of play and remind the class of it periodically, The teachers were

RIC . .. 9o
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" even encouraged to cf-nide. the students about being poor hunters if they
could not.catch the maximum every time. Classes in the 'no lnowledge"
condition simply were not told how'many it was possible to catch every
time. _

The presence or absence of record sheets wss a bit more difficult
to engineer, as the gsme is played on what becomes the record sheet,
and obviously students cannot have this information hidden from them.
Hovever, pilot tests of the game indicated that fifth graders never
spontaneously discussed past record sheets before beginning another
game. If left to themselves, they went immediately to the next game.
Therefore, if the. teachers in the "absence" condition merely did mot
encourage discussion of the record sheets and required that each sheet
be turned in before a mew game could be started, it effectively created
an "absence" condition. The "presence’ condition was created by having
the teacher encourage discussion of the past record sheets and compari-
sons between games played, even stopping class occasionally to force
the children to discuss how to do better. Of course, the teacher whs
strictly forbidden from tellingz the students how to play more effective-
ly. |

The teachers were asked to take whatever time was necessary to

have each group play the Bow and Arrow Hunting Game four times and

the Crossing Place Hunting Came six times. By standardizing the
number of plays, the Condition IV groups would probably spend more
actual time on the games. It was thought that the critical facior was
the number of times the game was played, not the absolute amount of
time spent on the games.

Since the experimental conditions depended on the teacher's role
in the class, a classroom had to be the unit used in assigning students
to experimental conditions. Consequently, the twenty-three classrooms
weve assigned randomly to the four experimental conditions. 1In doing
this, no distinction was made between fifth and sixth graders, between
the.ability—grouped or non-graded classes and the rest of the classes,
between "the ability or expericnce of the teachers, or between the
different socio-economic levels of the areas from which the schools

drew theilr students.
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Explsratory Data 5

In the literaturc on games, it is quite common to use sex and
ability (as measured by grades in school or I .Q.) as explanatory
variables in the opalysis of the difforentisl impact of. a game . Thore
is evidence that sex and ability are important factors in some games. .
Furtlfermore,’ thfre 1s evidence that the make-up of the group one plays
a game with makes a great difference in how well one plays and what
one learns.

The variables of sex and teacher ability ratings were gsed to-
assign a group of students to a game board, rather than as post-
experiment explonatory variables. After.the classroons were randomly
assigned to experimental conditions, the ratings of the téachers of the
six classrooms involved in one experimental condition were used to
create ninz types of three-person groups: bright boys, bright mixed-
sex, bright girls; average boys, average mixcd-sex, average girls;
slow boys, slow mixed-sex, slow girls,

The teachers were given lists with the nomes of the three students
in their classcs to put at each gamegoard. They weﬁe insgructed to
have this group of three students play topether for the entire sequence
of the\games. This helped insure thjE\a single group did not stay
‘togethet for the entire sequence. ‘ '

The Cli icgl ata

f
A regular series of observations and interviews were conduc ted

with students in the classes used in this study. An observation
schedule was developed, and each observer was assipned two groups. The
number they could observe was limited by the length of time it took

for a single groap to complete the entire sequence with the games,

and by the fact that several teachers were sxmultanecusll\\finn the
games,

An {uterview schedulé was likewise deve'loped, and the individuals
were asked to interview the same students that they had observed. In
addition, a separate interviev schedule was developed for the tcachers,
and other members of the staff interviewed the teachers after they

had completed the game sequence.

¢
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The Ssggence of Ploy

The use of the games involved the following steps, in sequence:
(1) the administering of the Row and Arvow pre-test; (2) showing s,
filmstrip which explained the rules of the Bow and Arrow Game, with
thé teacher reading the accompanying egPlanation for each frama and

+ attempting to determine whether the students understood the rules (this
filmstrip has since been abandomed as not helpful); (3) the playing of
the Bow and Arrow Game in the assigned groups for four plays, with rota-

tion of roles after every play; (4) the administering of the Bow and
Arrow post-test; (5) discussion of the geme; (6) the showing of the

films of crossing place hunting in Pelly Bay; (7) on explanation of the
fst:ategy of the crossing piace hunt, using a diagram on the wall; (8) the
administering of the Crossing Place pre-test; (9) the showing of the
remainder of the filmstrip, which explained the additional ruleg for

the Crossing PIaEe Hunting Game, with the teacher attempting to deter-

mine if they were understood; (10} the playing of the Crossing Place

Game for six plays in the assigned groups, with rotation of rtoles after
each play; (11) the administering of the Crossing Place post-~test. In
addition, depending on the experimentél condition, different activities
were to take place betwean the games -- the teacher remihding the
students that they could catch eight caribou every try if they were
good hunters, or the teacher encouraging the students to plan, to try
to overcome the mistakes of their previous games. For each game, the
students vere to‘fill out a block at the top of the pame sheet, giving
the date, the number of the game, the names of the players playing each
role, the number of caribou*céught by each player, and the teacher's
name. |

A ma jor shortcominé of the research design is the fact that the
creation of the experimental conditions depended on the teacher's role
in the classroom. There would Le differences in éﬂe amount of effort
each teacher put into the creation of the experimég§§1 condition, The
geachers alsp knew what all of the experimental conditions were and how
the experimeht should conclude, and they might have influenced the

performance/of the students.
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The Clinical Findings

As was described earlier, an observation schadule was constructed,
and four observers watched the groups play the games. An interview
schedule was made for both students and teachers, Plans wvere developed
for interviewing a sample of students. The interview data from the .
children, however, were not obtained. Shortly after the desth of
Martin Luther King, Jr., EDC was charged with developing in an extremely
short period of time a suries of television shows on race prejudice to {
be shown natian-wide. This project abscrbed all of the energies of
the regular staff and left no time for the regularly schaduled interviews.
The teacher interviews were conducted, though in many cases much longer
after the playing of the gomes than was originally xntended The year
reported in this chapter, therefore, are based on the cbservations of
ten groups of children and interviews‘wicg all of the teachers.

The Observation Data

All of the observerq excépt one reported high canthusiasm for the
games among the chilaren. 1In the clags uhé}e.enthusiasm was not appar~
ent, the teacher did not like the particular game (Bow and Arrow Hunting),

did not understand its purpose, and did not know the rules well. The
teacher openly admitted that this was the case.
It was apparent on close observation that a great many of the
rules of the games were not comprehended: students either forgot them
or misused them., There was almost no eyidence of deliberate violation
of rules. The only cheeting observed was one caribou player who wouldy
occasionally roll the dice a second time if he did not like the direc-
tion 1ndic$:ed on the first roll. In spite of the number of confusions

.on the rules, the children were generally not bothered. They were
- often unaware that they were violating a rule, but this ignorance did
not make the game unplayable, They.quickly developed a rule for
handling each situation which vas a problem,

Though there were wide variations among the classes, the filmstrip
generally did not wor; effectively as a way of teaching the rules, There
was awuch lacl: of attention to the filmstrip, The students wanted to

get on with the game.
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The observers noted cansideraﬁlq argument snd discussion among
the players as to how best to play the gemes. Clearly, the students
could engage in the task of trying to play the geme better. The only
time this did not happen was when pgrscnality clashas prevéuted cyopera-
tive discussion &nd planning. .

There was, at least in some classes, a considerable smount of
affective identification with the Eskimo role: Name calling was
common 1f a Beater let the herd get eway. Frequent referenceg were
mede to "starving" {f some caribou were not caught on the next geme. '
In some classes, some students virtually refused to play the position
of moving the caribou herd, and at least once it was observed that all
three players would plan the Beater and hunter strategy even though
one was moving the herd.

Using game sheets from onc play to plan for the mext was difficult
for the children. Even when the teacher practically forced the students
to plan; some refused. However, it was equally true that many students
did attempt to learn from the best games of other groups and from their
own best games. Even the slowest students seemed sble to discuss what

happened in the game in causative terms.

The Teachner Intervicws

Almost without exception, the interviews of the tcachers ganfirmed
and generalizeh the findings from the direct observations, even though
the obscrvdtions had been made on a very small samplﬁdof students,

In particular, the teachers repecatedly cited the length and Complexity
of the filmstrip and the difficulties in understanding some of the
rules. My of the teachers were willing to ‘admit that most students
learned the rules through the filmstrip, but most felt it turned the
students off so thoroughly that it should ndt be used, particularly
with slow students.

Most teachers introduced the game by telling the students that
they were part of an experiment. This was generally met with enthusiasm
by the students, and they were willing to §ut up with playing with class-
mates they did not like and teking pre- and posg:tests, becausc they
felt they werc part of an experiment. It is unclear how much this

would bias results. However, it secmed a sufficiently powerful
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msuchonism thut perhops teschers should say chét the studepts arc part
of an experiment even if they arc 'not.
Most of the toachers ercated a rplo~playiag mood for the game,
and this eresed to holp immcnscly. Either they told students that
they were "'to cee how good o hunter" they were, or they'encouraged 4
the students "to tvy to catth e&éugh caribou" for thelr “femilies,"
In all cascs axcepf one, there seemed to be very high affective
identification ~- wsually with the huaters and their plighé, though
occaslonally with théanrlbou. Bven wecks loter, some teachers
reported students bringiug uc the problems of the hunters or Beatexs
. a8 analogias iun :otaliy different contexts. |
Discussions were common ouvtside of class, particularly émoqg the’

boys, ond numerous groups came in to school early to play additiomal
games. Ouly one class raporfed vary little discussicn or concexn for
the gam:, In the vast majority of cases, intercst was maintained st &
high leve. for the entire sequence. Boredom set in ohly if the gawes
had been mustercd varly by some group, or if there was a scvere pereon-
ality clash at a gameboard,.or if the group was consistently unsuccnsa-
ful in catching any caribcu. There was a fairly high incidence of role
preference -- aggressive boys préferring the hunter tole, paﬁsive girls
prefefring the caribou—moving role. This role preference was responsi-

ble for lack of incerest during the play of the game in which a person
| was not playing his preferred role. _ .

There was very wide agreement that Crossing Place Huntitg was a

much more exciting and involving game than Bow and Aryow Hunting. Two

of the teachers said they would not use Bow and Arrow Hunting again.

- Only with the slow students was- there any feeling that the Bow and

Arrow Hunting Game was valuable. For them, it raught nany of the

rules which were needed in Crocsing Pf%ce Bunting and Jhus was valuab]e.

Generally, the studentg regarded the Bow and Arrow Game as merely a
matter of luck (which is pretty necarly true) and lost interest
quickly.

Quite gdherally, the teachers recommended mixad sexes end mixed
abilities. Only one teacher preferred single sex groups and single

ability groups. In particular, the teachers cautioned against three

—
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" slow students together. Rather than being able to-work at. their own

»

pace, they verc unable to make any progress at mastering the game-,
rapidly became, frus*trated, and caused behavior problems. They needed

‘someone brighter at the-gameboard to help them do better.

. The teachers Euite‘widely reported that the ga&eé‘were played
best by tha brighter students and worst by the slowest. Two teachers,
thowever, qualified this, They felt that the major factor in whether

&
the games worked was the personalities of the students, The more Aﬁ‘

aggressive students, regardless of ability, seemed to do better. There -
could clearly be too much aggression at one gameboard, though, and if -

-the students’ became too interested in putting each other down, they

could not play'éell. They could not cooperate, and without some
williogness to givé and take, the games &id not work.

The. post ame dxscussxons were reported as noticeably better. X
Every teacher reported that detaxled and accurate knpnwledge of the
different roles and the different tools was agparent after the games. .
Lots of questions were asked by students about relationships be tween

the goames and the other parts of the currzculum, patticularly comparisons

" to the films of actual hunts Many comments were made by students to ‘

the effect that some aspect of the games was not accurate, Ihellnmcrﬁanqe
of cooperation and planning secemed to be braught hbme. Several
teachers repoxted that.referenccs to the games kept appeafing in
.c;asé discussions weeks later. '

Tegcheré generally reported few problems, except that the;clasa-
room became very noisy, and that therelkas a great deal of equipment
to ﬁe‘distr;buted. _With a large claas in a ;roéded room, the.distribu-~
tion of equipment and the answering of‘questions bec;me a very diffi-
cult taslk for one teacher to handle. ‘

In gcnera},‘the games were regarded as, highly successful, a very -
valuable addjition to the ceurse. The snecdotal rgpof%s were highly
similar to those from other reéearéh stbdies on other _games. For the

dééignefs, the clinical datao pin-painted'many additional but minoxr

difficulties in the games. The teachers were extremely helpfdf'in

suggesting ways of avoiding the difficulties in the future, The intui-
tive feelings of the teachers. about what happened -- both what the

students learned and which students did best -- provide a convenient

i
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standard against which to compare  the experimentsl findings.

The Game Sheet Data: -

The game sheets from the Crossing Place Game, which numbered over

' 600, were scored for overal{ quality of play and.ranged from.two
(very bad) to tem (very good). The rater reliaﬁili;y for the scoring
of the game sheets without the éhird rater was r = +,712, Wgtﬁ the
. o third rater gcoring just the ca§e$ of major disagreement and using ™
the middle score of the three, the rater reliability jumped to
r = +.974, | '

The Pree and~Posé-Test Seores

g There were seven categories of questions: "factual, télling

direéfions, analogics, structére of the game, Stratégiés, perceptions
.of the game;‘and attitudes ‘toward the game. qu the two types-of .
questions asked on’a prqltest--post~tést'hasis (factual and tglling®
directions), a gain score of post-tést minus pfe-test waé used. For
cach of the other types of questions asked.only on the post-tests, a
score of the number right minus & coriecﬁions;fécto: for random
guessing was used. Thé result was seventeen scores for esch indi-
- ‘Vidual, of wvhich we will exﬁlo&e only 10 -- thése‘associéted with

the Crossine Place Game,

' GAIN IN FACTS: Gain score on the factual queséioqﬁfsn the
Crossing, Blace Game. Trere were eight questions given both on the
"pre-test and on the post-£8st. , Ihe gain score was determined by
subtracting the pre-test/score from "the post-test score.

-t : GAIN IN ANALCGIES: Gain score on the questions about
. . analogies between the rules of the'game end the actual situation.
) There were two questions given on tlie Crossing Place Geme post-
test. ' The gain score was determined by subtracting from the post-
"/ test a score which would be expected from purely random pucssing.

GAIN IN STRUCTURE: Gain score on the questions gbout the
structure of the underlying model of the game. There were ten such
questions given on the Crossing Place Game post-test. The gain score
was determined by subtracting from the post-test score a score vhich

would be expected from purely randcm,guessiqg.

P .

. GAIN I¥ STRATEGIES: Gain score on the most effective strate-
! - gies in the pame. ere were nine such questions given only on
the Crossing Place Gam: post-test. The gain score was determined
[ K é .‘m
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by subtracting from the post-test score a-sq?re which would be expected

T from purely random guessing. .

~

. #

IMAGINE REAL‘HUNT: One question on w%ethet the students felt

that playing the game had helped them imagine what it would be like
to actually hunt caribou. Scores ranged from 1 (strongly agree) to -

J ' 5 (sttongly disagree).

would like to play the game a lot more

times.

(sérongly-agree) to 5 (strongly disagree).

cfl

WANT TO PLAY LOTS MORE: One question asking students if they

Scores ranged from 1 -

THINI LEARNED SOMETYING: One question askxng students if they

PREFER HUNTER ROLE: One question asking students if they
preferred playing the hunter to mo¥ing the caribou herd.

thought they had learned something. Scores ranged from 1- (strongly
thought they did) to 5 (strongly thought they did not).

Scores ranged

. - from 1 (strongly preferred playing hunter) to 5 (snrangly disliked

playing' the hunter)

PREFER GAME TO RFST OF CURRICULUM:

exposed to in the frest of the curriculum.

One quéstich asking students if
they preferred playing the game to anything else they had dome or beea*

Scores ranged from 1

(strongly preferred game) to 5 (strongly preferred other parts of

the curriculum)

TABLE 2

L4

TESTS ON EACH TYPE OF QUESTIQN

: ifcan
v/’ Per'centage
Increase
#  GAIN IN FACTS 10.8 -
T ' GAIN IN ANALOGIES © 61.8%
GAIN- STRUCTURE 15, 3%
GAIN PERCEPTION /(7 e
GAIN STRATEGIES - 10- 8%
GAIN IMAGIKE KEAL FUIT 0.906% 1.%22%%
GAIN WANT TO PLAY LOTS MORE  1.020% 1,343%%
<. GAIN THINK LEARWED SOMETAING  1.230% 1,112%%
GAIN PREFER HUWEIR ROLE 0.224% 1,467%%
GAIN PREFER GAME TO REST CURR. 0.554% 1,367%%

*Post Test Score Versus Random Expectation

N

<331

330
327
360

-

359

352
354
352
353
354

" T-TEST

8.809
£5.108
13.204
13.214
13.711
13,917
14,285
20.740
e2.857

7.622

- SIGNIFICANCE

p <.000
p ¢ 000
p ¢ .000
D < .000
P < .000
p {.000
p ¢.000
pg -000

{ .004
p( .000

*%*Based on Shift from Center of Rating Scale, Ranging from 1.5

99. .
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&t'one point, an attempt was made to give the post-:eate to a

%
gequp - of students who had not played :he games, merely 85 a way.of
seeing how many of the questious gave away the right snswer, or at

-~

-

least permitting narrowing down the range of responses. Both the
" students and the teachers rebelled, however. It geemed ‘to them
\ridxculous to try to answer questions that they could nct be ‘expected
to know anything aboat. Explanatxons about the research value of such
zero order informa:ion were unconvincing. ‘ .
As can be seen. “in the preceeﬁing table all of the tests on the
categories are very highly significant. »Only, the preference for the
role of hunter is only mildly significant. .

~ . Mogt of the students had highly favorable attitudes taward the .
game; a rumber of them learned additicnal fuctunl.information about -

“the relationships between man and animals in the caribou hunt, even
though this informatxon'haq been presented in a variety of ways in
earlier portions of the course: most studenr" eauld recegnize the
analogies between the games they were playing and Eﬁe actyal task of
catching car{b?u, in the context of the gamgs., mest of them understood
the relationships between varzables Well enough to be able to predict
the effects on the entire game of a change in one; they were able to
_perceive the differenees in the effectiveness of the two forms of
hunting; and within the game'they were sufficiently avare of the ~\
strategies .they used to be able to recognize verbal statements of them,

even vhen they strategy they used was, not the besc.

The Qualitv of Plav of she Came: - s

One of the cleareést hypotheses with respect to simuletion games
is that-over a series of plays, by utilizing the feedback from each
play, the players should get beéter at playing the game. Table 3
rillustrates graphically the findin:s of the total sample. <Game 7
is somewhat aberrent, as only thirty students played a seventh game.
For the first six plays, there was a steady ihcrease in quality pf
play. Ihe graph illustrates g mean increeee in the ratings of, Inuk-
shuk position and Beater coordination from about 2.25 to 3. 00 on &
five point scale (i.e., divide the quality rating on the vertical
axis by four). As was indicated by the questions on strateg;es, most

N ‘ 1(10
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students did not reach mastery of the game. Such mastery would have
been indicated by scores beeween 16 end 20, The‘standard deviation is

also qujte large, larger in all cases than the total incresse in quality
over the six plays. It is unclear whether additicnal plays of the. game

- would have resulted in an additional ingrease in the quality of-perform-

§

ance or a decrease in the standard deviatxon or both.

"

The Relationship Between Game
Perrormance and Test Performance-

If Students appear to have le;rned from the gamé and if they
appear to have improved in theiy abilicy to play thg game, is there
any relationship between the two? . .

For the,analogy questions, there is a relationship omong the
variables in the direction of high quality play being assdciate éith
a large analogy score, a low’ quality of play being assoc1ated with a

loss (less than random expectation) in knowledge of analogies. Similarly,

there is an.extremely high relationship between average game quality and
knowledpe of strategxes.

TABLE 4

MEAN QUALITY OF -PLAY BY TEST PERFORMANCE: CROSSING PLACE GAME

! Type of Question Chi-Square Value DF Sigpificaﬁhe

Smt——

N.S,

GAIN IN FACTS . 2.854 4

GAIN 1N ANALOGIES . 9.876 2 T
GAIN IN STRUCTURE °  10.886 4 D28 .
GAIN IlY PERCEPTION 0.83¢ 4 N.S.
_GAIN IN STRATEGIES 46.710 4 v 000

On thg other hand, the gain in factual knowledge or the accurécy of

‘perceptions about the games is not signifxcantly related to the overell

quality of play. Since high scores on these types of questions were
prevalent, it appears that such learning fs independent of how well

-pne plays the game and depends merely on having played it»

It would séem likely that the quality of §lay would be related to

the attitudes toward the game, that these wha do well would like the

game and think they were learning something; those who did not do well
would have unfavorable attitudes.- Generation of a similar set of cross-

tabulations between ‘quality of play and attitude scores produced the

) : | 7y ’
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TABLE 3 . : . .
* OVERALL QUALI'IY OF PLAY ‘ ‘ .

MEAN AND STANDARD DEVIATI'DN FOR EAQI PL&Y OF mx CROSSING PLACE GéME
v,

19 R
|
- 18
P
'OVERALL 17
QUALITY
RATING 16
OF
CAME ) _ -
SHEETS 15 _ _ .,
14 . .
. b
SUM OF 13 | , (
EACH 3 &
RATING 12 : ! .
i !
.BY EACH ; ; | !
RATER ' ; * —— o~ - )
1% ‘ / T~
i 10 . i {
t i
i Co .
9 M . ».
- ' !
* ' | ‘
8 i H z
7 s ’ ‘
' . «
é )
~\
5
1 2 3 4 5 6 7
PLAY FUMBER : \
MEAN . ¢ 1 )
S TANDARD 9.169 ‘ 9.769 | 10.29 | 10 926 ' 12,031 |12. 196 11,700
DEVIATION 3.107 | 3445 3.641 | 3. 7001 3.830 3.sso &. 145
N 3 |3 364 | 30 | 318 | 230 | .30
' ? t . } v

TR



" figures in Table 5. )

TABLE 5

b

" MEAN QUALITY OF PLAY BY ATTITUDES

*

-3

Question . Chi-Square Yalue DF. Sismificam‘:e Level
1. IMAGINE REAL HUNT - 3.3 ¢ N.s.
2. WANT TO PLAY LOTS MORE .11.885 4 . 0.018
., THINK LEARNED SOMETHING 5.380 4 0.251
4. PIEFER HUNIER ROLE . 7.261 4 0.123
5. PREFER GAME. TO REST CURR.  5.000 4 0.288

As the table indicates, the only significont relationshi§ was'bith
the desire to continue playing., Students thqught they learned something
regardless of the quality of their play.” The prefcrence for thg hunter
r?;e.and the preference for the games ovér the rest of the curriculum

were not significant,

- -

e have seen that: on ea;h type éf kaowledge mcasuréd by the pre
and post:tests, the students qid well; on the actual play of the game,
they gradually improved; their attitudes. toward the gcmes were almost
uniformly favorable; ard there seem to be somé¢ significant relationships
between the quality of pléy and the knowledge learned, particularly

with iQSpect to strategy knowledge,
Tést Performance Across ' )
prerimental Conditions.

~Ihe major hypotheseg of this rcsearch study involved the four
experimental éonditions: experimental conditidn I, in which the
students mercly played the games; experimental condition II, in which
the information about~thé maximum number of caribou which could be
caught wasfintroduced;'exﬁerimental condition III; in vhich students
were encouraged to study the record:-sheets of past games and plan for
future ones, but in which they did not know thaF there was a maximum
possible catch; und experimental conditiom IV, in which studencs both
knew what it was maximally possible to catch and were encouraged to

s tudy the past record sheets and plan. . P

r
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The hypothes;s were xhat.experimen;al condition IV would out-
perform experimental condition I, and ‘that II and III would fall im~
between and grobably in numerical order with réspect to perfo:mance
What, then, ate-the effects of planning as opposed to not planning on
game performance ‘and learning, and what are the effects of knowing
what ccnstxtutes mastery of the -came? )

A} Tbble'ﬁ . presents the mean.and standard. deviation, for each of the
combinations of. factual questlans for each experimental condition. The
F-tests show a‘siguificant difference between the’ experimental condi-
tions for the gain in factual lnowledge from the Crossing Place Came,
and this 1s=trong enough to make the combined factual knowledge gaid
score significant between experimental conditions. Inspegtion reveals
that the highest pain score by far was in experlmental co]ditxon iv.
Experimental conditions I,.II -and‘III are roughly equal. It would
appear that the combinatxon of encounegement to plan and the knowledge
that there was a maximum possble catch aided in learning the factual
khowledge‘embodied in the rules:of the game, but that neither plagning

- nor knowledge of the maximﬁm worked independently.
TABLE 6
F-TESTS BEIWEEN EXPERIMENTAL CANDITIONS

, FACTUAL QUESTIONS

GAIN FACTS Experimental Conditions
CROSSING PLACE . o , .
GAME I ) SO III v ‘F-Test Significance
. . / .
MEAN  0.803 0.485  0.863 1.451  4.186 p = ,007
. ‘SID. DEV.  0.683  1.820  1.627  1.918
N 88 99 73 71/

Table 7 gives the mean, standard deviation, and F-test scores

across experimental conditions for the analogy ‘questions., The differ-

ances are h1gh1y significent, even though on che;CrossinP Place Game -
there were only two questions. '

‘The scores highly favor experimental conditions III and 1V over
‘ " p -+ : o= -
| ~ U

-
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, expetimen&aiécondzgzcns I and II. Encouraging the students to study 8
ﬁ\eﬁ"' past games and plan for the coming ones appears to have had a
’ significant impact on thexr avareness of the analogies hetween the
games and the actual sxtuation. -
TABLE 7
« F-TESTS BEIWEEN EKPERIMENTAL CONDITIONS
" ANALOGY QUESTIONS
. Experimental Conditions
.. GAIN ° - . ‘ L
ANALOGILS ' I 11 1T, 1v F-Test Significance
MEAN 1.121 1.197 1.336 1.331 3.852 p = ,010 ]
) STD, DEV, . 0.575 0.524 0.373 0.337. - ; ' «
Tl 87 99 73 il _ , .

- €

Table 8 presents a similar . breakdown of the questions on the
knowledge of the structure of the games. Again, the differences

are all significant and favoring exparimental conditions III and IV over
I and II. ; /

. . TABLE 8
F-TESTS BETWEEN EXPERIMENTAL CONDITIONS .
STRUCTURE QUESTIONS

Experigental Conditions

GAIN ]
STRUCTURE I IT IIT Iv F-Test Significance
MEAN © 1.161 1.182 2.027 1.971 4.318 p = .005
STD. DRV, 2.266 2,251 1.748 1.795

N 87 99 73 68

)
.

Again, it would appear that knowledgé of the underlying structwxg
of the game is greatly enhanced by encouraging the students to think

about their past games and plan for the future ones, and that the learn-

-
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ing is much less if.students ave asled merely-te play thg.gomes.

Table 9 presents the breakdown of the scores on percepitions of
- the games. » i
TABLE ¢

-

‘F-TESTS* BEIWEEN EXRERLIEJT/L CONDITIONS

4

QUESTIONS ON PERCEPTIONS OF THE GAME -

Experimental Conditions -

GAIN IN . ‘ } ‘ ,
PERCEPTION I 1L III 14 F-Test Sigmificance
: MEAN 2.073 2,082 , 2,240 2.165 1.215 P = .304
STD. DEV.  0.637 . 0.679  0.714 _ 0.587
N .96 110 5
e "™

—
b
-

The differences here are hot significant.. What differences do exist,
however, again tend to favor evperimental conditions II1 ond IV,

Table 10 gives the strategy question.écores.

-~
TABLE 1C '~
. F-TESTS FEIVEZEW EXPEATMENTAL CONDITIONS
- STRATECY QUESTIOWS B
» ) Experimeittal Conditions
STRATEGY 1 I1 ur v F-Test Significance
‘ . EaN 1.667. 1.973 . 2.453. 2.127  J2.631 P £.000
' STD. UEV.  ©0.842  0.862  6.759  ©.911 |
N . 96 110 75 79 . . )
- ' "

4 . o ' r

- 2

Here agaim, the differences orec highly sigrificont, with experimental
cynditions'lll and IV Jht-perfar&ing experimentsl conditions I and
II. ‘In this case, experimental condit}bn I11 is -the highest.

. One'imparténf conclusi?h from the above data seems to be that

- teachers mot only cam, but should, play & vital fole in making games

-

-
-
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work effectively as instructiqnal devices. If the teacher plays a
role of encouraging the students to plan, to try to make effective use
of the information which the games provide, this briags about a sub-'
stanéial increa\se in the knowledge gained. The teachers were right in
—their intuitive feelings, pxpressed during the' interviews, that the '
students in experimedtal conditions i and II were missing things that
they could have éntten if the teacher intervened to help.
In terms of the two experimental varicbles, encouragement to plan .
_ and study past games seems by far the more valusble., Knowledge of %
the maximum possible scofe whichconstitutes mastery of the gamé has -
a marginal effect over mothing at all; expegimental condition II was
usually superior to experimental condition I. Ihis effect of?kncwl-
Cdge of the maximum, however, generally disappeared when combined with
planning and study. Experimental COndicion IV {as not consistently
above experimental condition IIIQ One poééible explénation for this
is Shat with very careful study it is possible to determine from the
actual game sheets what the maximum possible catch is. It is not
known how maay students in experimental condition III actuall,
figured this out. In any case, if the knowledge made any dif ference,

it certainly would have had greater impact in condition Ivgglth the

- ~

authority of the teacher behind it,

-

Quality of Plav Across -
Experimental Conditions:

* +

Do the differences between experimentgl conditions hold for the
quality of the actyal play of the'game? The F-tests are significant
for each play of the game, as well.as for the average quality of play.
Experimental conditions I and II cluster together, and experimengal
conditions III and IV cluster together. However, the differcnces between
cxperimental conditions,vere thete in Game 1, and the rate of improve-
ment over time was roughly equal for all four experimental conditiqns.

It is difficult to interpret this'finéing. Essentially, thc game
seems &0 pravide adequate feedback for improv;ng play from one game
té thé‘next, regardless of the experimental conditfon. If these fxndj
ings aerce combined with the test perfarmance'ﬁa:a, it appears as thougu.
the experimental coenditions. had much more impact on what the students

ERS
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learned from their play than they “did on the quality of their actual
play.

-

The Differential Effects of Ability: -

It has often been claimed that games are effective with different
ftudents from those who do well in conventional classroom tasks. The
teachers'weré asked for this ekperiment to rate the ability of the
students in teims of performance in school‘ Using the three levels
of ability, it was ‘possible to generate a set of cross-tabulatxons
of ahility level by knowledge pained. The results are in Table 12.

&

. ' TABLE 12

CHI- SQUARE VAL&ES 4ND SIGNIFICANCE

| APILITY u:VEL BY KWOWLEDGE GAINED® o
Question Chi-Square Value DF Level of Sipnificance
GAIN FACTS 11.137 4 0+025
CAIN ANALOGIES 15.474 o 0.000
GAIN STRUCTURE 16.472 A 0.003
GAIN STRATEGIES 2.291 4 N.S.
4 0.000

GAIN' PERCEPTION 23,468

. -

All of the significanc;felationsh{ps afe.in the direction of
bright students having the }‘rgest gains, slow student..s the smallest,
Virtually all of :he test scores are highly related to ability, and.
in all cases the direction is one of dright students learning the
most, slBu students learning the least. In terms of the learning
measured by the tests, the games did not ovefcome the effects of
ability, . |

The felationship of most interest in the table is one which was

not significant;\thé strategy knowledge by ability cross~-tabulation.

Stratepy éuestions are the most independent of ability. Since the
strategy questicons were the ones most related to quaii;y of play,
this seems to suggest that there should be no significant differences

be tween ability levels in terms of actual performance in tlie games.
Table+13 presents the results of & series of cross~tabulations

-
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of ability by quality of play. | : J/K‘
TABLE 13 :

» ' .

CHI-SQUARE VALUES AND SICNIFICANCE

ARILITY LEVEL BY QUALITY OF PLAY

Grme Moo Chi-Square. Value DF Level of Significance
1 5.863 4 0.210
2 2,223 4 " H.S.
3 3.259 A N.S.
4 1.480 A N.S.
5 3.086 4 N.S. .
* 6 3.947 4 - N.S.
Mean 2,175 . & s,

N.S,

These results are rather striking. The ome thing which the

games could teach independent of apility was how to play the pames.
/And this knowledge of how to play carried over so that it could be
-ﬁeasured in pencil and paper tests independent of the games. If this
finding is at all generalizeble to other simulacion games, it appears
tﬁac the thing a game teé;hes best to all studénts, regavdless of -
"ability, is how to play the game. Other kinds of learning which
involve reflecting on or making inferences from cxperiences in the
gomes are not independent of abiiity_ )

Table 14 presents the results of the cross tabulations of ability.
by attitudes toward the pgaome. o

L]
‘<

TABLE 14

-

- CHI-SQUARZ VALUES AND SIGNIFICANCE

ATTITUDE QUESTIONS BY ABILITY LEVEL

K . -
Question ' . Chi-Square Value DF Significance
1. IMAGINE REAL HUNT 4.575 4 0.334
2. WANT TO PLAY LOTS MORE 0,719 b N.S.
3. THINK LEARNED SOMETHING 11,772 4 0.019
4. PREFER HUNIER ROLE - . -5.898 4 0.207
5

. PREFER GAME T0 REST CURR, 3.780 4 N.S.
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The only significant relationship is with a:tiﬁudes toward
lc®rning in the games. The slover students were less convinced that
.the games had been-a learning experience; the bright studentsldefinite-
ly thought it was: These findlngs confirm the/ptevious findings.
With resgect to learning, the slower students thought they had learned.

less, and they were right. L .

The Differential Effects of Sex:

l c‘a’
The litergture on games has often used sex as an explanatory

variable; but there have rarely been signifﬂcant differences between
sexes. Table 15 presents the chi-square values for cross-tabulations

between sex and knowledge gained. , - .'
TABLE 15
CHI-SQUARE VALUES AND SIGNIFICANCE
SEX BY‘gNOWEEDGE GAINED

Type of Question - Chii-Square Value DF Significance

GAIN FACTS " 0.607 2 o.162
GAIN ANALOGIES 0.268 1 .S,
GAIN STRUCTURE - 4,608 2 0.100
GATN PERCEPTION 3,185 ; 0.206 -

GAIN STRATLGIES 15,6842 2 0.000

For the most part, the relationships are non-significant However,
there is one highly signxficant relationship .-~ Strategies -- on which
girls do much more poorly than boys, Again, this is the one set of
queséions which is most dependent on quality of play. 7The other
questions are largéiy indepenllent of t&e'quslity of play and depend
on learning from the entire experience. Sérategy scores dgpend on
doing well in the games. ‘ -

The sex quality of play chi-~square values are presented in

Table 16 On every single play of the Ciossing Place Game, the boys

did signiflcantly better than the yirls. These f;ndinu; uere confirmed.
in the attitude questions, the «hi-square values for which are repro-
duced in Table 17.

-
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TABLE 16 R
CHI-SQUARE VALUES AND SIGNIFICANCE

SEX BY QUALITY OF PLAY

Game Number Chi-Square Value DF Significance
1 ) 20,488 2 0.000
2 " 50.873 2 0.000
. -3 18,225 2 0.000
T4 - . 26.877 2 0.000
i 5 10.113 N 2 0.006
) 6 17.201 2 0,000
| ( " Meean 30,586 2 0.000
: TABLE 17 {

' CHI-SQUARE VALUES AND SIGNIFICANCE

ATTITUDES BY SEX

Questions Chi-Square Value DF Significance

1. IMAGIVE REAL - . .
HUNT : 3.572 7 N 0.168

2. WANT TO LEAN o .

! LOTS MORE . 16,999 2. 0,000

3. THINK LEARMED . '
SOMETHING 0.732 _ 2 "N.S.

4, PREFER HUNTER
ROLE 10.058 . 2 0.007

5. PREFER CAME TO

REST CURR., 0 6.960 2 0.031
There irs no significant differencg between sexes in thinking
they learned, and this is correct. In the learning which was not a
function of perfomrmance in the game, there was no diffeience between
the sexes, llowever, on the attituée questions having to do diiéctly
with playing the games, significantly more boys want to keep playing
the game, prefer playing hunter and prefeg‘the geme to the rest of

Q \ .1 . :
ERIC . 12
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the cur:iculuﬁ.

The conclusions from this are quite clear.. Learning from games,
which is dependent on performance in the games, is independent of
ability and highly associa:ed with sex, males doing better-than females.
Learning from games' which is independent of performance in' the games |

and dependent - instead off making infereaces from, or relating knowledge

to, the game experiences, is indepehdené‘cf sex -and highly associated

with ability, the brighter students learning much mre.

From some additional analyses it gppears that the sbility level
of the group with which one plays makes’ very little difference.
Performance in the gamg is largely independent of ability, performance .
on the tests is strongly related to ability, and the particular group-

ings do not seem to be able to affect thxs measurably. Performance

in the game is highly dependent on sex, performance on the tests is

largely independent of sex, and the particular groupings~do not seem

to be able to affect this measurably. ' ,
In conclusion, these data clearly suggest’ that the games were

highly successful as teaching devices. Tﬁe test questions measured

a variety of kinds of knowledge which were related td the game expefi-;

ence, and on all of these kinds of knowledge questions, the studenés.

did well, Over a series of plays, the students improved at playing

" the caribou games. Attitudes tovard the game experience were uniform-

ly very favorable. ‘ : . y

The data clearly indicate that studying past gaﬁes and plannihg
for future ones improved the learning of most of.the*ﬁinds of kncwledge;'
Staté& in a slightly different way, it appears that students must
reflect on their play in order to learn much from 1:, simply playing
the game. i§ not nearly as good in hr1nging about learnzng fron the

game.

(48

The ‘visuad record sheet of pas: games appears to have worked
effectively. It worked by,itself in terms of improving the quality:
of play. Students in each of the experimental conditions improved
At roughly the same rate. Hovever, it was necessary for the teachers
to encourage the students to study the past games.and plan for future
ones in order to bring about learning aiher than that relatedsto the .

. 13
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S qualWy of piay, When the teachers did encourage scudy and planning,
it improved learning.

Knowledge of the maximum possible catch of caribou (or in more
general tovms; knowledge of what canstitutes mastery of the game) does
not .seem to have improved performance in’ any important way. Rather
than xmproving per;ormance, it possibly 1ncreased ‘the frustratxon of
the students who did not know how to go about improving

In terms of performanne in the game, none of the groupa of
students in the experimental conditions approached mastery of the
game. Since strategy lknowledge is closely related to quality of
play, if the objective were to have the st;dents understand the strate-
.gles used by the Netsilik, they should play the game mgie times than
the four to six time used in this study. Huwever. it is unclear
whether additional plays would bring about an increase. in the other
kinds of knowledge associated 5ith the game playing. A study in -
which variation in the number of plays was an experimental variable
would be necessary, to cons ider this. This study has only revealed
that for knovledge other than erategy knowledge, - learning is for the d
most part innependent of quality of play. .'

At least in these games, sex is significantly associated with
the quality of play; and with that kind of lecaming dependent on
quality of play. @Soys greatly out-perforEed girls in actual game
performance. Boys were far superior in knowledge of.thé most gffective
strategies in the game. . |
For these pames, ability ie sigﬁificént1§ associated with the .

, other kiﬁds of knowledge gaineé_fram:the‘games. The games were not
able to overcome the differences in ability for any kind of learning, ‘,
aqther than that associated with playing the games well. This would -

. 'appear to indicate that what games‘teach best is how to play the games.
But a variety of other kinds of knowledge cagfbe learned from game
experiences, and bright students &enage te get more out of gémes than
slow ones, ., This seems quite Similar to other teaching techniques from
nwhich thelﬁriﬁhter students\geg more than the slower ones,.

The f;nding that group effects are negllgible if controlled fos

ability aud sex is difficult to in&erpret -1t ig possibly due to

v
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the extremef} gmall size of the groups and to the sharing of the
various roles. By such sharing, any di fferentiation in the_gfoups is
broken down, and the sex and ability differences become the predominant
influences. However, this caumot be known for certain. This finding

does suggfst that teachers may group the students at their convenience.
\ ; b P e
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about MACOS to a more genefal understanding of teaching styles.

IN THE mssmm: OBSERVATION FINDINGS

1. os and Mathods

In 1967, widescale dissemination of MAN: A COURSE OF STUDY began.
and in :asponaa the evaluation team crntnd additional instruments to
assess the undertaking. One of these was a Classroom Observation Form,
which allowed different observers to view different classes and still
produce relatively ‘édmpar_gble dats. The Observation Form was devigned
so tha.: we could make abn'i:ractions about highly tdto:yncracfc class
sessions,

The development of the classrom-c&:e:ed aapeet:\af the evaluation
stemmed from needs of the curriculum developers to understand the way
in which MACOS is used in the schools and the conviction that the
teacher is a crucial determinant of the success of any classroom
endeavor. While the MACOS pedngogy emphasizes a student-centered
approach, it is the teacher's reponsibility to faeg.ntate learning.
Since. MACOS also relies heavily on interaction between the various
members of the class, the role of "orchostrator” is amplified. The
MACOS classroom, with its multitude of activities and i¢s wmateriasls
which cannot themselves "teach" «he eourée, is a complex and different
place from the room in which each student works independently with a
programmed curriculum., It is different, too, from the traditionsl
classroom, in vhich students read a text and then answer the teacher's
questions. '

We wanted, then, to learn more sbout the interaecion of curriculum,
students, and teacher. MACOS was designed to emcourage new roles for
teacher and students and new ways of learning, and we wanted to know
from first-hand observation the extent to which the course did promote
these innovations. Would teachexs simply teach a new content in a
traditicnal wayr‘? Could we discern a change in classroom atmosphere
over time? How would the MACOS classroom compare to the ome using §
conventional social studies curriculum? Could we make judgmei:ts ébout ~,
the success of specific topics of the course? Finally, we hoped to .
gain insight into the teaching process, to go beyond our concerns
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v _ We beggn clsssromp observation on a limited basis 88 we a:t:empced
to understsnd the nature of systcmtic study of medium to large on- .
going, real-world groups, Observers visited the ssme class approximatcly .
eight times (two successive days cach‘mnth') and became familisr with.

.« the teacher and the studeuts in that class. _ Rarely were our tabulations
besed on a single visit., This schedule of snnounced visits proved use-
ful and has been continued. ’ L ' N

. Description of the' obsewation inscrmen:s and samples of the 1968
and 1969 forms and the "Not:es on the Usc of the Observation Form" xgay
be found in the sppendices. . g ’

Our evaluation of a lesscn has two foei: (1) the content itself --
the stmcturc and characteristics of the lesson, and it:s success as the
observer perceives it; and (2) t:he classroom atmnsphere, with
emphasis on the teacher's style., Thie former includes such dimensions
as the objectives of the lesson and the kinds of activities which occur;

" the latter includes such dimensions as the teacher’'s stance and the
teacher's role (e.g., at;chozity/guidclresourcelnon-participant). ‘

Moreover, our observations have aféaajs been global in natuz:e:
we have tried to describe and assess the dynamic, complex organi's:n ‘
which is the classroom, rather than to limit our acéeut:ion to. a single
sector of it. For this reason, our data are thcug,h:ful impressions,
rather than precise measures, We yould estimate the number of student-

) tc-ptude?t exchanges, for example =-- not count them. Similarly, we

-t - would make rough judgments tbout such uncpurtable dimensions as the

teacher's claésroom personality. Also, the form is cpan-ended' we ‘
want the observer to describe with examples what happens in class,‘
and we find his insights-important. ’

. To implement this approach, we have used several strategies. The

- judgmental quality of the form. x‘équires that: our observers be trained
‘ and sensitive to the realities of the classroom. Most observers have

’ / - N been teachers themselves, Others have consi.derable experience in

| education. A4s the observation staff increaced in size, we began a

training program Notes explaining the dimensions of the 196 form
were prepared, and then repeated jo}nt -observations were conducted,
followed by discussion of ratings. We feel that these procedures create

. of
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consensus and thus lessen the problem of individual bias.

" A different approach to'clcscroum obsexrvation »- prcciae measure~
ment of certsin aspecta of the class session (sucs as Flcndcrn‘ -
Interacticn Analysic ) -- has a nnmber of advantages, the most_ import-
ant of which is relisbility: Also, 167 requires training in the use
of technique but not scnsittvity to the education process on the part

.of the cbserverc Given the cnmplexity of the classroom, it seems
attractive to be ahle to "tune out". all bnt few pre-dctcnmincd
dimensions. It is just for this reason, chough. that we did not opt
for this type cf prccisicn- the classrccm._g exceedingly complex, and

*too much is ios:_in Sversimplificasion. We did not want to decide

a priori on the crucial aspects nf classroom behavior. Hc'g;eferred

. to collect data on 8 wide variety of items and tn determine thsqiy

eignificance on the basis of the data, .

Anqther factor influcnccgécur choice of observation methods,
Out of respect to the schools and teachers on whom we were impocing,
we rejected any observation systeﬁ'whic involved more than one -
person visiting a clasc. He knewhphat > tygiccl teacher would

rather not be observed, no matter how non-threatening we tried to be,

A teacher codld be more relaxed with"a single familiar observer snd, .

therefore, exhibit more typical behaviors. We aimed at minimiin
inteffercnce in the life of the classroom.
We designed our study t3 determine' - )

1, The typical ways thecurriculum was used in the
classroom (e.g., frequency of different types
of activities) »

2. The major teaching styles and classroom atpo- )
spheres (e.g., types of roles teachers assume) e

3. Whether the above items change over time

&, low non-EDC social studies classes compare to
P EDC classes on the above items. : .

While classroom obsérvation was'expécted to provide -most of the

i

=

1, See : Page V42, for comparison of the Interaction Analysis
" and EDC qbservatign methods, .

. .
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data to test the abéve questions, irterviews with teachers smplified
® our perspeetive. Likewise, they supplementsd the studeat interviews.
Our plan was to conduct two intexviews with easch teacher whose class
, wag.observsd. The interviews were open:ended and covered such topics
as the .teacher's evaluation of the couise, attitudes about education,
and reacfions to m::kshops.

1. Field Work, 1967—1968 , - .
< [

’ ) To a great ex;ant, the purpose of the first year of field observa-
' tion'was to develop a useful-technique for observing and analyzing
- class sess;ons.' While the genéréi format remained éonstsnt over the
year, certain items were added and others deleted in a mid-year revision,
s The rgyised vers%an is included’in this report. In terms o% the data

themselves, we sought answers to two general questions:

- 1., How is MACOS used in rgal-world classrooms?
2. Can we discern a change in teaching style and

L4

' . ‘classroom a phere over time, which could be T
' ) ! attributable to\the MACOS experience? '

) A"wé obsexrved a total of 6l class sessions,l of which 11
’ | . ses;ions occurred before the teacher had begun to teach MAN: A COURSE
OF STUDY. ‘'Those pre—MACOS observations were of regular social
studies’, if that were possihle. (In some cases, teachers chose to
ignore social studies work until they received MACOS materials; in
others, sche&uling precluded visits to social studies lessons.)

A major focus of the 1967-1968 observatious was the change in
teaching style and classroom atmosphere during. a teacher's first

"« 1, Four men and 14 women teachers were observed in three large,
. inner city systems and two upper middle class, suburban .
’ systems cn the East Coast. Seven teachers were in their
20's, seven in theif 30's, three in.thetr 40's, ‘and one over
50. Observations were made of 48 fifth grade and 13 sixth
-grade class sessionms,
In terms of their physical characteristics, the observed class~
rooms were relatively pleasant places, Msny of the schools
were old (more in the cities than in the suburbs), but none of
the classrooms were comsidered depressing. Rather, they‘were
. gheerfully decorated with student work. All had movahle
' ' - furniture at which boys and girls normally sat together in
informal seating arrangements:

T
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} yesr using MACOS. To determine the extent to which there were
discernible changes in pedagogy, .we extwscted a matched lmple of
13 classes with early and late observacianl. Cmtinsency tables
were constructed, based on the first and laat obsgrvations i{n these
classes. The bylk of the early observations (85%) wers of mon-EDC
lessons. That is, the esrly dat;a sre from classos using snother
social smdtes course before HACOS was beguni or classes i.n which P
another auhjec: (e.g., science or nsth) was being ‘taught. "All of the
later dats releté to MACOS.l 1In short, the evidence of change shown .
S : below would seem to be an tnd)cation of the hnulta of i.mplemntaeion
- - of a new curriculum, holdins .cpnstant the te@cher and students. ‘ihe
data do not indicate differenmces between early and -.lj:i HASOS wc.(k.f '

-
.

Nature of Lessons ,

t
-

- With tegard to the objec:ives of the observed lesams we “found -

de

that slmost half the sessions (o change from early to l.a:e) wvere —

information-oriented. Souc weic cimed rore atamderstanding of con--
cepts at the end (46% to 622), bu( much fewer were diré.cted at skills
(622 to 231) 'The observations confirm whdt we know about’ the MACOS
curriculum: it emphas';.zes conceptusl development, wvhile continuing
to provide the student with & wéalth of infpm'atio:. The mformat'ion
content of the Man and Animals unit is perhaps higher than that of
the Netsilik unit, which delves ﬁqre deeply intoc the realm of emotion.
And while the development of various cognitive skills is a goal of
this course, there is less overt coacern with skills in MACOS than
{n meny other curricula. Leari®ng to _ask questions, for example, is
an intellectual skill which MACOS seeks to promote, yet it is un-
 likely that it would be the object:xw of a lesson. .

Another indication of the nature of & .tesson is whether it Cow
would be classified as symbolic ox enactf.vg, t.hat is, are the studentd
thinking or doing? As one might. expect class sessions leaned heavily -
on the "symbolic'-side, But wvhile no lesson was classified as "enact- ¢
ive, the percentage of lessons described as both enact:ive and s*mbelic

}
.

*

- - : : \
1&6% were Man and Animals lessons, 46% ﬁetstlik and Bﬁ MACCS - -
related,

~Z7
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increased from % to 23%. In none of the early lessacns were students
doing work of an srts and crafts natute; in some of the later lessoas
there was oPportinity for this fomm of expression.
In terms of specific ctessreo& aeéivtcies, ocbservation dsts show
eignificant iﬁcressqu in. the amounts of menipulative work, role-plsy,
‘ “and reading..PStaiisticaily-significnnt decresses occurred in open- .
b ~ ended discussion and in debate. Most of the other dimensions revealed
little change over time. Many of the classroom activities, for example,
cccugred tq.tﬁe same degree in the early (mogtly non-MACOS) and late
(mm‘S) lessons. --Writ'ing, viewing, listening, question-answer, and
3uided.discu§s§on -- agl1 shawéd no significant differences over time,
Since the 1968-1969 data show significantiy differemt results in this .
arca (see page Dff), it may be that the 1967-1968 matched sample of
§ 13 eoarly and 13 late oﬂservatians was too small to be an ‘asccurate
measure of what occurs in the classroom. Or it way be that the
teachérs sampled in 1967-1968-were familisr with er ' used many éf the,
) teéhnidhes suggested in the MACOS msnuais before they taught the ‘

.

course.” - ) ’
‘ ~ ) ‘ X N
Seating A N

_ A slighi change was noted in classes' seating srrangements. 397
of the observed classes sat in rows during early observationss only
23%7-did so at the end, Instead, childrén were sitting in small
BTOuUps , circles, -etc. Given the interactive nature of MACOS, a
spatial afrangement which maximizes verbal communication and which
enables students to relate to each otfier, rather than just to the

teacher, would indicate movement toward the goals of the course.

]
Tgacher s Stance .

-

. Tbéchérs' movements around tﬁe classroom increased considerably
Erém_the Beéinning to the end of the course. For example, the "Much
movement" category increased from 25% to 50%. '

Teachers moved physicaily closer to students, though change in’

- . this dimension was smal}. 907, wéte-“Apart from Students' in early

observations; 67% were so observéd in the Iatéé observations. While

the majority of teachers maintained spaéial.distance,‘by the end of

“
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the course, ons-:hu:d of them" maycndms ptr: of the hnon in
close. proximity to children.

Teacher's Sensttiviey

The mmount of ire displayed by the teacher markedly dq;tuled .

+ ovar tioe, from 46% of the obsdrved teachers showing anger sometime
during the lesson at the beginning of tha yesr to 81 by the end of

the year. "owm.m Pleas&e" increased slightly, 15% to 23%., But
most teachers -hmd neither emotion a:: the end of tha yaar (31% early,
m hu)

ngehg;-g;g;; Relationship

Teachars monopolized the ‘clsss less as the course progressed.

62% talked more thsm half the time in early observations. In lste
'ohséwatim. only 232 talked more than hplf the time. Sgudents gave
longet responses {n the late observations, incruning from 55% to 73%
in this category. . .

smuny, students were more apt to raise issues for dnc.unten
durms the later ocbservations: in 467 of the early observations
students did so, while in 69% of the later ones there was evidence of
student-initiated discunion. Likewise, the students 'spent most of
the time answering the teachar's questions in 92% of the early lessons,
versus 77, of the Iam lessons.

There was movemert avay from individual tescher-stud.at dialogue
towsrd more student-to-student exchsnges during the class sessions,
Student-to-teacher-only exchanges decressed fram 46% to 15%, while
the category of "bot:h student-to-teacher a:id{.ctudent-to-atudent
exchanges' rose from 31% to 54%. Interestingly, "exchanges primsrily
student-to-student" remainsd constant at 23%, ' '

Additional evidence that MACOS classes were less teacher-centered
than early, predominantly non-lACOS lassocns lies in the source of
questions asked in class. In 85% of the early lessons, questions were
asked by the teacher. At the end, in only 552 of the observations
were questions primsrily from the teacher. In 36% of the lessons, they
came from both; i{n 9% of the lessons, questions stemmed primsrily from
- students. This difference in the origin of ¢uestions reflects & change

¢ _'23
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"in pedagogy, the teacher having encoursged question-asking. It also
‘ 4 relates directly to the curriculum itself. MACOS i an open-ended

" 'r curriculum designed to raise questions,‘preaent issues, suggest ways
of thinkiég\about problems, not to provide answers. Students find
that asking s well as answering is\a-legitiﬁa:e activity. They are
. also prompted by curfosity about inherently inteteétiné sub ject

.

matter. \
. . - \
The dimension which best summarized the-ways in which students

and teschers relate to one another.was "tescher role." Clearly, teachers
moved from a position of dominating the class to one of facilitating

learning:
Author ity 38% N , 15%
- Guide . 547 : - . 314
Resouzrce : &% . 46%
. Non-participant ' 0% : 8%

As the curriculum developers had hoped, the late {MACOS) lessons
.revealed that teachers had adopted a student-centered pedagogie
approach, This information on teacher role correlatéd vith the above
findings about the nature of verbal 1nteractioq in early and late

observations.

Othexr Findings

On most of the other items in the 1967-1968 Observation Form,
change did not occur. In a few ins:aﬁces,'such as "generalizations,"
it was decided that the dimension was too vague to be accurately
assessed, and the item was not included on the 1968-1969 form. ”
Negative change was ;evealed on two dimensioné: student apathy (non-
participation) increased, and teachers' preparation decreased... The
former situation is likely explained by the fact that final observa-
tions were conducted close to the end of the school year, ‘and the
treather was hot. Similar results were not recorded tﬁis year.

When one considers the 1nnovétive nature of the course content,
{t is not surprising that teachers seemed less prepared to teach
MACOS. Teachers using the course for the first time had s great array

A
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of {nformstion and concepts :o us!.milate, and in interviews the
- teachers often expreased the view that they were just lesrning the
courfe that first year.

Conclusions

The changes observed in -classroom activities and bvera_ll atmos-
. pbm tend td be from a teacher-centered, suthority-oriented class-.
room to a more open, gtudent-and-leaming-centetad situation. Moreover,
. ‘the lessop contemy became less informational and less purely symbolic,
more conceptual and enactive. From thése datsa (pre-MACOS and MACOS
observations of the same classrooms), we see that cun:iculum innova-
tion does have an impact om class life, and we can begin to understand
the'diregtion of that influence. '

[

III. Field Worlk, 1968-1969

In our second year of ‘classroom absewation,l we sought to expand
and clarify original questions about how MACOS is used in the field,
and how it compared with traditional social studies curricula., School
administrators in some of the participating systems tended to feel

L]

lFive members of thevevaluacion staff made 41 observations of

INACOS lessons and 20 observations of other social stulies
classes. Seven MACOS teachers -- three men and four wouen -~
: and four other social studies teachers -- all women -- were
- visited, By chance, MACOS teachers were young: five in
their 20's, one in the 30's, and ome over 50. Non~MACOS
teachers spreed more evenly in age: two in their 20's, one
in the 30's, and one in the 40's. ‘
It appears to us that MACOS teachers observed this
yedr are a more representative cross~section of the professiocr
than those sampled last year. There could be a relation smong
innovation, volunterism and capability That is, a radical
and new program, such as MACOS, would attract those teachers
who were most dissatisfied with existing curriculs, who had
the confidence to try something new, and who might already in
their work have been using the new pedagogy found in MACOS.-

- This would be especially true if teachers actually volunteered
to take part in the first large-scale field trial, as the R
‘curriculum developers hoped they would. As the program grew
older, even by one year, and filtered through the school systenm,
the less adventurous might volunteer or be volunteered to
teach it,

" 2;;‘
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that a- comparison of ‘néw and traditional curricula within the same
system would be particularly djséurbi.‘ﬁg '_:o. all concerned. Therefore,
we usually observed non~MACOS and MACOS classes in different systems,
and thé comparison of MACOS and other social studies programs is based
on a sub-sample selected for its spcio-:econamic and educational compara-
bility.l . 4 ,

_ Looking further at the background data for the MACOS and non-MACOS
groups, we find similar class size (about 23 students) and ability
grouping (all classes observed were heterogencously grouped for socisl
studies). MACOS was genegéuy considered part of the social studies
programs by-the teachers using it; in only ome case was it vieved as
the science ‘curriculum.; There is s}ightly less comparability in grade

level -~ MACOS was taught to five f\xﬁfgrade and two sixth grade
e all fifth grade. Corroborat-

ing our findings of the previous year, we found that children in ‘.‘MACGS !
classes sat in rows only .about 20% of t'he i:imé, but that the fig@re |
almost ‘doubled (38%) in th‘e r‘e_gul‘af social s'tudiés clgsses. ‘ Also“, it

is interesting that three of the four coatrol classes were studyibg U. S.

/

"classes, whereas the control classes

geography (products and resou#ces of the various states, with a émall
amount of his:cr‘icél background), and that the fourth class was in a i
small, progressive privates school. ‘
' hroughout the checklist, the MACOS classes differ significantly
from other classes, and the difference is im a positive direction.
That is, if one hopes t.hac(educ‘atian will‘rbe student-centered, con-
cepmai'\in content, and ﬁulti-media,tﬁen MACOS classes score "better”
than do the other ;mups. : .

The most obvious message from the checklist data iu that MACOS
classes are, in féct, different from other soci.al\stugiies classes.
Looking at the percentage of sessions in which varipus activities

occurred, we can see that MACOS teachers were ‘'using the methodology

2

- ¢

l.. To insure demographically matched samples, we exlucded from
thie data observations of MACOS classes in an upper-middle- -
clasa suburb and non-MACOS classes in a private school.

The comparison, then, is between 25 MACOS and 15 traditiomal
social studies lessons in urbap and lower middle class sub-~-

urban schools. - 2 8

-
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CLASSROOM ACTIVITIES

ACTIVITIES < : MACOS . NON-MACOS
_ Arts and crafts | 24 0%
Viewing | 7] 7
Reading ~ text . ©7 56% . BO%
Reading ~ other e 132
Writing - Co3e 2
- Lecture by teacher ' 5% ‘ , 27%
-'Question-answer: ) ' " 60% 80%
Guided discussion : 367 X3
Open-ended discussfon @ _ 20% - 0%
Réle-play ' S &% 0%
Listening (records, etc,) - 127 0% )
Student report . 4% - 74
Laboratory _ .'f: 0% _ 0%
Other (specify: D 7 A 13%

é

*Percent of sessions in which activity
occurred., Observers enter all activities.

suggested; we can see.also that traditionﬁt%?ocial*atudiea proct&m§ are
severely limited in their range of Elass:%aﬁ‘ac:ivities. ' )
When we began this reseerch, we did not expect to find differences

~ of this order of magnitude betveen the two séts of classes. As our

observations progressed; however, it became clesrer to the gtaff that

traditional social studies classes possessed & deadening uniformity.

Description of lessons may help to {1lustrate to the reader the .
dynamics of these admittedly surprising results. ‘

In & predominantly white,,lower~m{ddle-clpsa, urban school;
students were studying about the automobile as part of a unit of trans-
portation. The teachex begad the lesson by asking students to open'
their books and calling on one child to reed, "Perhaps it was the auto-
mobile that most changed the American way of life in the 1900's."” The
teacher interrupted the reading to ask, '"How did ét change . the way of
life?" Children raised their hands to offer answers, and the teacher
called on them, Single phragé responses included: "Make it easier
to visit" and "Make it easier to do shopping.” The observer no:ed that

f
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the teacher failed to probe any of theése responses, even though each of
them could have led to 8 good discusgion., . ,

- Children took turms reading ‘aloud, ‘!he teacher nked“ "What problm
have ‘begh caused- by the autonobile?" Accidents and air pollution were
the responses, The observer eomentsd that-space used by highways was !
not mentioned, even though bitter contmversg}m being waged in the
city over the constme:ion of a mjpr highway.. "whst ld.ndn of -afe:y
devices are belng legisla:ed?" theyteacher continued., -Children responded

awith a list of safety“gcfute by are sutomobile compsnies so slow
to install them on their own?" As a §hild tried ‘to Ynswer, the teacher
ten;_upte,d,‘ "Yes, they want-time to te;: them out for themselves,

n't théy, to mske sure they ‘aré really good ideas?" Perhaps the

‘most disturbing thifg about this lesson was the failure to realize
v the péssibility of serious discussion. Nonecheless the observer's
| ‘final comment was that it was '"by far the most awake session” he had
. observed in this class. . )

-

The Eouo\{mg lesson occurred ifT gwpite;‘erm.-GMSd small
city. The study of the Puritans and théf Massachusetts Bay Colony
began with-the teacher ¢commenting, '"Last week we read at?out.one grd&p
of pec;ple who cage to America: E . Her questions were often
asked in a fill-in-the-blank style, calling for single word, factual
responses, ‘'And yesterday we read about a;mther group of peaple"
M Almos: all her questions checked recall. and ,she tesmnded
to children's statements as an authority. An gnswqr was either
"rigixt,“ -- or, if it was incompleté,- she askéd, "What else does the
book say?" As rhe lesson progressed, chil&ren read short sectjions
aloud from the t:extbook and the teacher conti.nued to ask students to.
recall vhat they had just read, For example/ "What kind of people
were \the Puritans?" Student: "Strict and thrifty." Teacher:
“Good what does t.hrifty mean?"

Only once did she ask an opinion’ quescion' "Were the Indians

wrong in fighting for thejr land?" but she_cnt off student responses
.Sy' conéinx;ing, “We weren't all right, .let's put it that qay." And

only once did a student initiate an exchange, "When the chief dies,

the Indians stop fighting.' Rather than_s'eeki.ng -other smfients‘ ideas
on the subject,. she said simply, "That may be.. I don't know." '

E
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A It should be red thnt a mnbcr of diffm: ablmers

. collected the datg Mppcnﬁaqtly of one another and thﬂ: they Nad
‘ guidelines to help them det:emme the category for a.given aetivity.,
We feel that we Have take.n msmbla precautions to insure abjective
data-gathering, and yet we recognize that resders may find some results
difficule to believe. All we can ady is that t:be evalustion at:nff &
| was amilarly incredulous and that we recommend that readers actually .
visit the elmn:ary school Social studies classes to understand
. ; ‘ first-hand vhat is occun-ing '
(o Certain of the mms--mn-mms diffemces can be seen ag the
. direct influence of courst materials, MACOS prcvi*s the teacher
. with & wealth of audio-visual aids; it is reasonable, then, that MACOS -
N © 7 classes a‘pend much more time listening .an'd viewing than do _other'n.
Films for other. social studies classes are availsble, certainly, but
. the logistics of obtaining them, their questionable relevance to a .
¢ . particular course, and “the generally low quality add’ up to their-
being of little impottsnee to the typical curriculum. In no regnlsr
»  social studies class observad were the films sn inteéra; part of the
co;n-e. to be used as a' source of data. Ba.cher. they ‘;fer.e a supple-

N

mentary “trest.”
‘ One of t:fxe, pedagogical goals of MACOS #s to provide students
with a variety of learning situations. Besides the visual and audio
input, MACOS teachers considered mnipula‘tiire or enactive work (arts
and crafus)_a legitimatq' part of the course experience. Not only
does &8 child in a mosp_elass have a chance to collect data in a non-
verbal way; he also can demonstrate his knowledge nonverbally. 1In
some cases, the manipulative exercises were components of the course
(environment bbards); other times the class developed its own activi-
ties (one group made a troop of papier-mache baboons).
Section G of the checklist, ""Percent of Lesson Devoted to

Verbal jctivities,” confirmed the data on the variefy of media in
MACOS classes. This confirmation is presented in the table at the

top of the next page.
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Percent .of Lesson Spent in Verbal Attivities ~ MACOS  Non-MACOS
100% of lesson . 6%k 86%
i A &4 0z

’ soz " " 122 - -
2sz " 113 sz n

*Percent bf sessions

86% of t'tad;itienal soc_i.anl studies sessions were purely verbal, whereas ‘

‘only 36% of MACOS seesions were equally verbal, Further, while both
groups of classes are piimarily verbal in nature, thera are somewiret
more predominsntly non-verbal MACOS sessions (20% vs. 147%). MACOS
classea spread more evenly through shie rahge than did the oﬂxers.
-~ t.haugh the predominant MACOS mode was a primarily verbsl lesson.

In terms of verbal activities, reading is & major imput in both *
sets of classes. Since there is a small range of activities in
regular social studies classes, it is “l_ogical that reading is more
igportant here than in the MACOS sessions. The pattern of non-MACOS
classes is clear: children read from their text and answer the teach-
er s questions. BReading and question-answver are nl;e ma jor ‘modes of
behavicr in MACOS classes also, but to a significantly lesser degree.
Perhaps the most telling difference between the two social studies
‘curricule lies in items which specify the verbal interaction which
occurs in class. In MACOS classes, this interaction is rather open
in nature. MACOS teachers rarely lecture. They do rely on question-
answer, but also engege in & fair amount of cpen and guided dirscus-‘
sion, 'mere is no real discussion in non-MACOS classes. (It ahoul&
be noted that "discussion'" is one of the most overworked terms in
the elementary school teacher's vocabulary. Teachers tend to call
all verbal interaction "'discussion," but actually they oftem are dis-
pensing information or asking questions to which there is one correct
answer. In question-answer, the questions usually come from the
| teacher; theyaim at specific answers; and, once answered, they are
complete -~ comments do not build on one another.)

Why do we find no inatance of genuine discussi.on in the non-MACOS
classes? First, because the traditional social studies content does
not lend itself to questioning, ccnjeci:uring, or offeripg opinions.
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~The textbooks used set forth s factual oarrative which ftsele raises
o questions. The questions mfered in the: teachers® guide or at .

. the end of the chapter check factual recall and clsarly emphasize che
o acquisition of information. Second, and an outgrouth of the first,

is & classroom sociology in which the teacher acts as a dsspanser

of knowledge or as a ju&ge. (Is a student’s response correct?)

Thére is no ground on vhtch the teacher and students meat as equals,
since personal opinions and experiences are mot legitimta fnputs into
the discourse. . . [ .

Less difference occurred in ‘the structuring-of netivi.ties in bor.h
gmups of classes. In both sctivities were i&qm&iai wm.y one
activity occurrer. at a tim) -= MACOS, «80% of the sessions; o;hera.
87%. Some simultaneous activities occurred in 20%.0f MACOS and 13%
of other social studies sessions. ‘ K

Greatex divergity did appear on the item which asked for the
observer's estimate of the objéc:ive of the ‘lesson:

el

v

Obje:tive of Losson " "'macos Bon-MACOS
' Information ' 76%%, 100%
Conceptrs 567 e 0% ‘
Skills - 16% 33%
Interpersonal behavior 8% . ¥ 0%
J Objective unclear 4R .. 0%
Other ‘ ©0% | 0%

*Percentage of sessions in which this objective
. appeared. Obsewep could check one or two object-
. - ives for a lesson.

-

While both groups of classes have primarily mfniuaaggal gosls, inform-
ation per se is less important in MACOS than im non-MACOS nclaues.
Concept development is the aim of more than half the MACOS sessionsg
but: of NOKE of the other bocial studies»lenm :
Agein, we found, and we expect :he reader will find, the sbsence
of conceptual objectives in non-mms clnseu diffteult to accepc.
Descriptions of a non-MACOS les’san which was categori as Yinforma=
"tional” and of' s "conceptual’ MACOS lesson should make the difference

Q .d‘ ‘31 '-
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The following lesson on the Rocky Nountain States took plsce in
a2 Jower to l.mr-nﬁldh—euu urban school. Snmn;: first recited
their answars to homework questions about the citiss and products of

"the region. At times the tsacher interjected, "Where did you find

that?" . “Page 222." Other teacher questicns were, "Uhat did you
find out about htta?“ "What kinds of ores are mined?" "What is open-
shaft mining?" . The obumr noted that much frantic hcnd-luving )

~ greeted each. of the teacher's questions; pupils vied with ope anothar

for a chance to answer. -
- At one point the most -ccivn. verbsl, sad spparently brightest
child was cellzd on to give sn answer in hig own vords. Instead, he
mdlhmmrfm:hnbook and vhen reminded mot to read, he bacams
quite upset and continued to read. After a couple of attempts, the
teacher called on another pupil. Students spent the last psrt of the
period m{ng their workbooks to find the major citises, products, and
interesting sights of particulsr mountain states.

In a MACOS class in a middle-cless, suburban community, the
following lesson on communication occurred. Students first listensd

.to & racord in which Irven DeVore described how he used baboon sounds

to escape du;ger’.. Aftarvards, the teecher asked how and what DeVore
had commmicated. A number of students gave replies such as friendli-

- Ness, - that he meant oo harm, etc, The teacher then created a human

anslogy to the situation in the record, and the students discussed
hypothetical outcomss. '

To help children understand the power of human language over other
forms of communication, he presented them with a problem simu‘m:.
They were to work in groups to solve spatisl ralations puczles, but
they were not permitted to talk to ons another, mor could they use
spsech-subititutas such as pointing. After the groups worked on their
puzzlas for'a a while,. the tescher stopped them, pointing out that
normally they could have completed the tusk in about thru.ninntu. .
The class talked & bit sbout the mecessity of-being able to talk, and
then the teacher asked them how they felt when they couldn't communi-
cata. A pumber of children described emotions of frustration and of

-

(32 o :

1

e

qadl

< i



o . Vel?

- 5 ..

' ‘ wanting to help ethars. :

¥ Students than gave examples of human noa-verbal cocounication
(angar. hungar etc. ); ‘and the teacher asked, YDo (:hey have anything
" in cosnoni" One boy explained how all the fitems expressed feelings. .
The guided discussion closed with another student pointing out thet
the list referred to events in time present.
It would seem that in MAN: A COURSE OF STWDY, factual data sre
: { important, but only as a itcp in the development of brqader areas,’
- generalizations, etc. Facts do nat have a life sand legitimacy fér -
their own sake. On the basis of lesson objectives, wa can infer that
the Brunerian pedagogy 1s operative: leaming is & process in yhich
students collect and analyze dats to reach conceptual understending
and unfortunately, this does not happen in tradirional coutses. ' |
To summsrire the information on classroom sctivities, the two

‘ ‘ sub-samples indicate mjgr'differgn in vhat actually ocqun during
the lesson. HMACOS classes have a H‘E}G range of aeti.vitiu, em@uiz- '
ing non-verbal as well as verbal learning modes. And in terms of '

verbal behavior, MACOS classes are mdre apt tc operate.on s’ concept-

ual level and to allow students as equals in a process of gréup

ane—-

inquiry.

. Evaluation of Non-Verbal Activity

. 0 -
Low student interest __:__ :9:3:4. ‘:___:___: Bigh student inzeregt

Lass than 1/3 ,
participation bt X s tAlmost all participate
%uﬁgt_ t X @ : H $ : Noisy
_Students have no '

clear sense of o= Students have clear
purpose I S .15,0: 6,0:___  sense of purpose
Teacher's role: '

authority ’%:‘t H : Non~participsnt

guide resocurce .
/ In t.hia and the subsequent sections of the observation N

checklist, "X" indicates the approximate vdlue of
items for vhich there is no . significant differencé
betuveon MACOS and other classes. MACOS' ¢lbsBes °
are circled,
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Non-verbal activities might be: watching filws, listening te . r—
< . records, doing arts and'crafts, etc. When the class is so engaged, |

. we find a hiﬁx desree of partieipaéien (mre thsn in verbal activi-
ties) which Lgkroushly equal m both types of classes. Student
mteresc hgwever, appears hiﬁher in MACOS classes, perhaps because
non-verbg‘l work is'a mningful integral part of the curriculum. !

” One of the larg&rdiffetences between the two samples is in teacher's
role -- non-mms teachers are rather directive (though less so
than they ere for verbal activities), whereas HAGOS teachers more
. aften assume the role of facilicator and resource. The ehildren Seem
to have more freedap. - ‘In light of the teacher's position, ‘it is inter- ,
esting that the noise level in both Rroups is equally low, It should
- be noted that the observer's impression is-dependent on his expecta-
\ tions; possibly Eﬁc staff members have 8 greater tolerance than would
some teachers. What is crucial, however, is the relative noise level
“of the two groups, The fears of some teachess and administrators
that youngsters ar;a unable to handle iﬁ’creas;:d freedom appears un-
founded. ' |
Also related to the teacher's role is "studeﬁt's‘sense of pur-
pose," the only dimension fn the checklist .m which MACOS classes
- score lower than do the others. mco's teachers are'less directive
‘\ N ‘the children appear less sure of what they are to do. If such s
correlation coﬁéinued to hold in further testing, it would raise an
g © important question for téachers to consider: is there value in am-
- bigutty? Should task clarity be. sacrificed to permit a more ope‘xz
teacher-student relitionsh'ip? N
It 18 usefulg to examiine the evaluation of verbal activities in
terms of teacher and student behavior. We already know that a good
déal of verbal interchange takes the fom“of questioning and’ answer-
ing. Looking at the nature of the questioning, we find that questions
came primarily from the teacher in both EDC and non-EDC classes, and-
¥ ' that the number of questions asked is comparable. The questions, how-
ever, differ greatly in their fact and opinion content./ In non-
MACOS clésses, questions almost always call for factual recall; in
MACOS classes, there is & more even mix. The mature of the questions
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Evaluation of verba]l aspects olg' leagon ",e - -

N

Factusl questions ;&gg__v‘aﬁiﬂ T .t Opinion.questions
: Short answer ;&g Ot ‘“{1;>:. lengthy response
Questions mostly Quee:tbna-m::y
from teacher s X3 s .t 3 from Btudents
Tescher asks few ‘ Teacher asks .. .
questions . s 8 s X: : . many questions " a
Exchanges largely R Exchanges largely '’
student to teacher  1.4q2.1s __: _ : _.: _: _ student to student’
Students ignore each - ' e, Students listen to
other's statements __:__ :3.5:  55.0:_ each other
Many irrelevant , - —-"Statements églevant
statements , : : : st X ¢ : to topic
Students give few . Students give 8Ny
personal examples s X s s personal examples
Teacher doesn't : - Teacher wmalkes obvious ef-
draw out students —_—t 3, 13b.6: -fort to draw out students
Teacher sets and N Students {nitiate
controls agenda j=_5%5§;1 S SO topics af discuseion
Student interest low . s :3.2446,2: s Student interest high
Less tham 1/3 = * : Almost ail .
participation : : : : : : - particlipate -
Quiet X3 3z 3 Noisy '
Stu§§nts have o clear ' Students have clear
sense of purp - I : s 3 - sense of purpose
Teacher's rofe: ;- a2
authority ;4_;5.4; : : : : /ﬁon-participant
gulde resource .

Qualic of wverbsl SN\ Quality of verbal
activities -~ Hoor $2.5:3.72 : : H activities -- excellent

: 7 .

(One item, "Students' reference to materials," was

. excluded from analysis because it was answered in only
.one third of. the non-MACOS observations.r It would -
seem that the item is unclear and in fact, of dubious

importance.)

.

-

‘ & . -
correlates with the presence of guided and open discussion in MACOS
classes and the total adsence of discussion in other classes -- qoe

can't discuss facts.

Two reasons for this difference in the kinds of

questions asked are the cwrriculum itself (Are issues and open-~-ended
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, questions embc‘ddnd in the cojtent?) snd the teschers' guids (Does it

' ” oyggest discussion-type qmnd.cm?) -

We wore sulprised, at first, fo find uo significant difference
between MACOS and non-HAcOS teachers_ in the number of questions thoy
wsk, but this behsvior is confirwmed by Amidon and Flanders' study of
teacher roles. They describe tea‘chers as direct and indirect, cate- '

. gories which roughly correspond to tendencies of non-MACOS and MACOS - ©
teachers. (The low end!of scales related to teacher dimmI:cx»daizfsmL
¢ indica:es greater tsacher control and dirgécion; nm-mcog teachers
eonsutently are lower then MACOS teachers on such items.) Amidon
and Flanders report very little difference between direct and indirect
teachers in the amount of time spent questioning; similarly, we find
insignificant differcpce between nm-HACOS and MACOS teachers here. .
In o(:her as;:ecu-of teacher lmhavior. such gs teacher's role, we )
again £ind important differences between MACOS teschers and other ‘
l:eache_rs. The MACOS teacher is best characterized as a guide; the
regular social studies céacher,' as an authogity. The non-MACOS teach-

. ers exercise total control over verbal processes, scoring 1.1 on

"Teacher séts and cantrols agenda,’s:udents initiate topics of dis-
cussion.” MACOS teachers (1 8) are controlling also, but mmewhat.

‘ less so. And looking at the degree to whieh ‘the teacher draws out
students, we find that MACOS teachers, make’ s g:ester effart to do
so (4.0 vs. ‘3 1 for other teachers.) . o

“Summarizing the data on teachers' beh@g\ior éﬁrlqg verbal detivi-

- ties, we cen discern a classroom pattern of teacher-centeredness in
non-MACOS classes and student-centeredness in the MACOS group.
Student-centerednass involves a basic respect for the student &s a

. person who is capable of some self-msnagement (less teacher direction)
. -and whose’ thoughts end o;:i‘nions are a valid contribution to the
’ ® - learning experience (morels opinion questions and discussicn).
| ‘¥hat sorts of student behavior do we find? We know that the
' . teacher; not the students, structures the nature of class activities,
‘and that some aspects of student behayior are little more than. reflec-
tions of teacher behavior. '"Length of response,"” for example, shows
that students in MACOS classes give much longer amswers (3.6 vs. 1.3),

. a6
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as we would expact from the nature of the mc&rn' -questions. The
informstion on tha pattern of verbsl exchanges reveals that a student-
to-teacher response is the typical mode, though there are significant-
ly more studenteto-studant exchanges in mcos classes. This, too,
seoms related to teacher behaviors =- nllwing ‘open dilcunion. ask-
ing questions to which students can mu a vari.cty of rcapinses
and allowing and encouraging students to speak to one snother. In
most of their classroom life, students hgidmuiy tall only to thé
tescher. They must be taught to relate to one snother,

MACOS .pupils segm to listen to one mthar. scoring 5.0 (vs. 3. 5
for others). They appeer to be more interested in what is happening
in clags (4.2 vs, 3.2). Both sets of behaviora seem related to the
simple fact that in the MACOS group, students haw; more to do and sre
wore important to the life of the class than ore pupils in other social |
studics classes. The summary statemént about the content and process
of veral activities (quality: poor/excellent) is consistent with
the specifics already discussged: quality is higher in MACOS classes.

A nuumber of other items about st'nden: behavior reveal no signifi-
cant-differénce between MACOS and othetr classes, although the MACOS
scores are slightly .hi.gher. Relevancy, noise/l.evs. sense of purpose,
personal example, and participation src sbout equal for the two
samples, , .-

It is interesting that, uhile two-thirds of the teacher-behdvior
items reveal significant differences, less than half the student- | °
behavior items do so. This difference im student and teacher scores
may reflect the process of curriculum immovation in the classroom.

The closer one is to concréce curricular materialg, the more accurate-
ly the classroom rgflects the curriculum model. Some of the sctivi-
ties in MACOS (such as watching films) are virtually teacher-prodf;
others, especislly questioning and holding discussicris are depend-
ent on the attitudes, priorities, and skills of the teacher. We
would sugges: that variation between the MACOS and control groups is
greatest on those dimensions vhich are most closely related to the

- curriculum itself. Differences be tween the two groups decrease as
other variables (especially tte teacher) become more important.

The items on students' behavior seem to show that students do

: | &
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ot vespond solaly ¢c the course matsrials. - Their behaviors are in
response to an overall school enviromment, to a tescher, snd to that
teacher's particuler pressatation of the materials. MACOS clearly
influences the teachers® behavior. It hes an importsnt impact on
students also, but itgeffect is fn:-m thraush the meher
Classroom Atmosphere .

Teacher is suthoritarisn
with regard to student ° - - -
behisvior :2.0:3.6¢_ s :__ : Pernissive

Tescher u,tu.erved T t2.be R L . Bxpressive

Teacher doesn't show
plessure . . - B2 :

Li)
|
[+ ]
»
2
&
»
ho
[ 1 4
-8
[ 2 ]

Shows pleasure

Teacher doesn't show

anger —_— 3 X sz 3 Shows anger

Teacher's voice F :

extremaly loud - s+ X oz Extremely soft

. : —

Teacher ill-at-ease s 3:3.6:  35.1: _.:__ Relaxed, enjoys session

Teacher is bored s :3.8: :;: 1 : Invoived with 'sﬁbjeet
. Teacher talks down -

to students ~- much —_— 23,125,953 None

Class 'is teacher- .o Has tone of coop-

dominated Yoke  a3.4c o s ¢ erative veature

Teacher's style is )

idea-oriented _g_._g:___:@ N N Student-oriented

Teacher's stance: o~ ( Physically close

apart from students 22,32 bh.6:_ N\ to students

Aoount of teacher.

~movement (use only spaces 1 = none, 4 = some, and 7 = much.)

-2 3446- H :

("Overall student int&reat“ and "overall student
participation” were excluded from analysis because

these itexs simply summarize the same dimensions .
for verbal and non-verbel aspects of the lesson.)

The last section of the observation ch‘eckl‘ist consists of a number
of {tems which define & teacher's basic style or approach to the students
and the curriculum. It attempts to describe s tesching ''personality.”
MACOS and non-MACOS teact~vs differ on 83% of the itens, being similar
ouly in their tendency not to show anger and to speak in & moderate tone,

.
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MACOS teachers, as a group, are more open in their relationship
vith the students thah are the others. “The teachers using the EDC
cutriculum are more expressive (4.1 vs, 2.4), and they are so0 in a
positive way -~ they are wore apt to show pleasure (4.2 vs. 2.3),
but nnm..m:ely..tg-upmgs anger. . Some-gspects of their-attitudes- - - ——
find expression jn physical terms: . MAGOS teachers move sbout the
room more than do others and are more apt to be physically close o
students. The latter would involve such thiﬁgs as taking part in
a student group or conducting the class from a aitting, rather than
atanding, position. The aim‘is to minim ize nogigl and psychological
distance in a physical way. These data support findings of the 1967-
1968 observation work.,

Teacher control over the classroom is more cbmplex, There is <
no such'thing &8s 8 teacher-proof curriculum. In the case of MACOS, '
the teacher interprets and mediates, and the course reaches students .

through the teacher. While students relate to one another more often
.and have more oppo;cunities for 1ndependen: work in MACOS classes.
it 1s the teacher who o:gqnizes the class so that these things can
occur. Perhaps the best imuge of the 'MACOS teacher is that of
orchestra leader or theater director, The role demands,a great desl
of work, but if it has been done successfully, the. final product
appears effortless and spontancous. In terms of our checklist, the
issue-1s not vhether a tescher is in control -- they all axe -- but
whether the teacher is controlling and dominating., MACOS teachers
‘are less apt to dominate the class than are others, as the follow-

ing item indicates: ", -
. §
Class is teacher- Class has tone of
dominated 1aX: S“L} ¢ cooperative venture

An 1m§ortant word £P the itdn is "tonc." _Teachers and students can
never be truly equals, but in the MACOS ‘class there is more oppor-
tunity for them to act so. In short, MACOS teachers are mgna
sﬁbtle in their control. A related.question is the amount of con-
trol desired by the teacher: MACOS teachers allow greater freedom

-
]

-
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in ﬁxett class.
. *
Teacher is suthoritsmian .
with regard to student . — A
behavtor‘ : ,@, T Pemissivc

The amount and nnmre ‘of teacher coantrol reflect, in aa:t. the

_teacher' é_gginm&mm_wlf-h&hurmmt for them, he

is less likély to feel the need to control them and to prevent t.hen

‘from “getting out of hand." (MACOS classes are as quiet as others,

although MACOS teachars are more pernisgive.) If he feels that
gtudents- have legitimate contributions to make, 'he 15 less apt to:
relate to them in @ "talking down" manmer. And it seems reasonable
that the nature of the curriculum’ plays a part in molding the teachers'
attitude towgrd, and expectations abouc, students. Minimally, currice
ula reinforce teachers’ attitudes about students. If a teacher is

. inclined to treat pupils as impertant persons and the curriculum dees
-also, appropriate actions wiil follow, Or the curriculum can provide

the teacher with a veéhicle for making operat:ive his notion of the
way the classrom should functian. e

Conclusi.ons on MACOS and non-MACOS classes

The major questions to be amswerdd by oneside cvaluation of IAW:
A COURSE OF STUDY and other social studies courses was: '"What is the
effect of innovatf.ve curricula on cemparable classroom situstions?"
On the basis of the data, it seems to us that curriculum has an ,

. important role in determining the nature of class activities and the

relation of students to the teacher and to each other. (Attitude
checklists cempleted by MACOS and non-MACOS students offer some
corroborat:ion of the findings.) Two limitations of this research,
the small size of the sample and the possibility of pon-cmarable

' samples, are easily remedied by larger replica:itz,n of the study,

Another problem remeins: it is possible that the MACOS tgachers
were different f.nm the others in classroom style before they began
using the new course and that the obsemd disparities are due t
& self-selection process, not to curriculum reform,

The 1967-1968 data, however, suggest that curriculur does pro+

4
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duce ckaﬁgéu in teaching style. That year, we observed tcacher;
conduccing social studies and other classes befoxe they begsn uning
MACOS. Comparing those early (non-MACOS) and late (MACOS) claqs ses-

s sions, we noted a nunber of significaat di fferences in teacher
epproach and classroom atmosphere. Here, teachers and students

remained eonstant. curriculum changed, and differencea weare obsetved. .
.The teachers, too, tell us that their approach to social studies
has chinged. In interviews conducted towsrd the emd of their first

-

eyesr, they mmenm&

(This imprcvement in discussion -~ do you think this
is related to your style, or do you think it's related
in any way to the content?)

e -

I ve always done 1t...but: I think this kind of material
Iends itself more @asily than other kinds. af things.

(In what way?)

Well, it p!S;;des an awful lot of shaxing of ideas
and discussian... ~
. Kkvedwt
I suppose I am less prome to be “teacher."
. '[ . ootk
Ky techniques have ‘changed to the extemt that I have

been piven a lot of hew idess., &And I'm not just
draving on my own habits,

-

derkk Nk

(Is this method that you use different from the way
you taught social studies in the past?)

1t is, very different. The social studies I taught in
the past has gone from the textbook to maps and films.,
I think it's the type of material that more or less
you.would need a teacher to direct. Whereas this type
of material, you can let the children go. I have used
this type of technique in science and math, too --
discovery method -- and they enjoy it. .

It would seem unu.kely that the curriculum could reform an unwill-
. ing teacher. But as these excerpts show, there are many who use a
traditional peda_g_o_gy until they are offered the opti.on of change, and
then they enthusiastically adopt new teaching stretegies. fThe new '
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curriculum proviﬁéé an alcernaéive to traditionsl appruccaan and makes
it possible for 8 teacher to change his style.
’ i

Other T'indings
Examination of observation dats of MACOS classes disclosed that

major change did mot occur over time., In the few ditems whzchijgd show

variation, change was both positi&e and negative. In the evaluatiow
of verbal aspects of the lesson, we find that the teacher asked fewer
questions during the late (last two)observations. This suggests
either that students were raising more.questions or that the teacher's
questions elicited more discussion. Correspondingly, we found &
slight. increase in open-ended discussion over time. We also found
that teachiers werce more expressive at the end of the year, The early
observations (first two) were not conducted wuntil November, so lhat
we are not seeing bsginnxng-of-che-school-yeat-hes1tancy vs., end-of-
the-year-familiarity. - On the other hand, we found that teachers
tended to draw out students less and students ggve fewer personal .
examples at the ¢nd. * The latter is surprising, since the Netsilik
unit would be expected to yield more personalized discussion.

To answer one of the original queséions behind this reseaxrch,

'it appesrs that the process of teaching MAN: A COURSE Oor STUDY for

the first time and attending seminars does not produce observable
changes between early and late MACOS work. Since the 1967-196C data
and comparison of MACOS and other clessés«do indicate the influence
of curriculum on pedagogy, we conclude that this effect is immediate.
When teachers begin the course, they alter their approach; there is
no evidence of cumulative change.

Scores on the four early and late observations for eath teacher
did produce a useful methodological insight. A comparison of the
abbreviated sample and the total sample scores on Section H, "Verbal
Aspects of ‘Lesson," and Seccien I, "classroom Atmosphere," showed no
significant differences. Of the 3 1tems in the two sections, on
only one was the dxfferenee preater than 0.5. This indficates that
rapeateqﬁ in-depth obaervations are not necessary to obtain an

. accura:e picture of the classroom, and that two sets of visits,

reasonably spaced, are sufficient for our purposes. In practicah

v
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terms, one could observe more classrooms vith the same peraoml and
with less inconvenience to the schools, . ° ' ]
Considering the possibility of a difference within the MACOS )
claasroon related to demographic factora, we compared 8.lower-class,
inner-city systém with a middle-class, suburbsn system., As with

other MAGCOS results, we found little differenceé between classrooms in

the two settings. That is, variation between chnsrm& within either
group was greater than the diffemnces between groups. The following
table indicates mean scores on the two most important sectiom of the
observation checklist:

"Urban Suburban
H. Verbal aspects B . .‘ ‘.
of lesson -3.2 _ 3.5
I. Classroom ‘ ’
athosphere . 3.6 3.8

Only one breakdown of MACOS observation data showed important
differences; i.e., separating the obsexrvations according to the ‘
orientation of the.teacher., The item is defined in the notes on the
use of the Nbservation Form as follows: '

' ‘ An idea-oriented teacher would show primary concern
with the materisl, whether it be facts or concepts.
In another sense, he is task oriented. "Student-
oriented" refers to a concern with students' behavior
or interpersonal relations. For example, a tescher
might direct discussion sway from the specific EDC
content to consideration of how the students wnrged
together when they were arriving at some answer.
Neither orientation was thought to be better than the other. From
previous field work, we knew of excellent teachers in both techniques
(see pages 31€£ for case studies).

Student orientation meant & score of 5 or greater on the item.
The eight lessons which were student-oriented had s mesn score of
6.1 on the item, while the 34 ides-oriented lessons averaged 2.6,
Student-orientation was a stsble characteristic of teacher style;
this _g'ub-aampl.e consisted of four lessons of one teacher, three of

" snother, and one of another.

-t
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one taught in 8 ghetto =

t orientation,
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another way, two of the peven MACOS teachers displayed
‘Both teachers unrt white females;
school, and the other taush: in a suburb, The

table belnw shows the ftems in secgiona H and I on which the two
groups differed significantly.

H Evaluati

Factusal questions
Short answer

Questions éostly
from teacher

Teacher asks
few questions

o

Exchanges largely
student to teacher

Students- yse few
personal examples

Teacher sets and
controls agenda

Student interest
low

Quality of verbal
activities ~- poor

Teacher is reserved

Teacher doesn't ghow
pleasure

Teacher ill-at-case

Teacher doesn't draw
out studaents

Teacher talks down
to students ~= much

Class is teacher-
dominated

Teachf%'s stance:
apart from students

Amount of teacher

movement (Use only spaces 1 = none, 4 = some, and
:6,0%.

(*Indicates student-oriented lessons.)

-~

-

: 23.6 t6,6%:

 of Verbal Aspects of Lessom —— -

-
L)

»
Ly

$2.6 ¢ $4.0%:

Ll

t4.0 35,.5%;

$2,1 :3.8%: : : .
—t2.8 :3,.0%: : : :
1.6 ¢ +3, 8% . . .

: : 4.5 :5.6%: :

g :3.0 | $5.1%: :

I. Classroom Atmosphere

:

: H

: : 4.9 ¢ 26.5%:
: : 26,7 ¢ 16,5%:
s : 6.9 ¢ 16.4%:
: :3.4 :5.9%; :
: :3;9 : :5,4%: :

i i 4.1 2

-

4

Opinion questions

Lengthy response |

Questions mostly
from students

Teacher asks
many questions

Exchanges largely
student to student

Students use many
personal examples

Students initiate
topics of discussion

Student interest
high

Quility of verbal
activities -- mxe’
cxcellent one

Expressivé

[

Shows pleasure
Relaxed, enjoys lesson

Makes obvious effort
to drsw out students

None

Has tone of coop-
erative venture

Physically close
to students

= meii.)



V-29 ' .

- PR

The most striking thing is t.he extent of the differénce batwean
;smdent-briented and ides-orfented lessons. Significant varistion occurs
on 17 of 41 dimensions; in every di§fircﬁcn the .student-oriantsd lessous
are "better." (Except for -the faurth itam, htsbcr scores :l.ndtcntc the
kind of padngogy'we hope to find.) In n:udcnc-oritntud lllsinnn. pupils

‘hm & larger role: they give lmer answers to pmdcni.untly opinion
- questions; they speak directly to oné ‘another more oftan; they ask mre

questions; they are more apt to influence the topics under discunim.
They 'display more inte:aat in the vsrbll 1ntnr=hanga and, overall, per-
form better. In the student-oriented’ sub-umla. the mdmr- are
correspondingly less dominating, and the class has the tone of & coop=
erative venture. The teachers are unlikely to talk down to students.
They are expressive, very often showing pleasure; relaxed; physically
close to students; rather agtive in their movement around the classroom.
Thgy ask fewer questions thag do idea-oriented teachers, and they are

-

' very concerned about drawing cut students.

The items on which two groups have similer sccree‘ére not shown
above, but some . e worth noting. We ffnd that while teachers' orieata-

. tions tuward students and curriculum differ, their roles in the class

(guide, resource, etc.) and their.stasndards of acceptable bechavior are
similar. As we might expect, noise level of the clagsses is about equal.
And while student interest varies, student participation does not. .

©  As stated previously, neither end of ﬁhe “orientation" dimension weas
thought to be a better approach to the class than the other. And yet the
student-oriented sessions sre overvhelmingly superior to the idea-oriented

ones. A lesson is more likely to be successful if the teacher's concern

is with the students tham it is if the teacher s concentrating on ideas.
Is this because the two clearly student-oriented teachers are superio;
teachers, whose lessons would be outstanding, regardless of their particu-
lar emphasis? We found that this is not the case by comparing the idea-
oriented lessons of the selected teachers with those of the rest of the
sample. No important differences apyearéd in "H," in the evaluation of
verbal aspects of the lesson. The teacher's driencattqn during a speci-
fic lesson appears to have a direct effect on its character and quality,
As we expected, items on basic elements of teaching st 1@, Classroom
Atmosphere, did continue to show some varistions between the two groups,

-«
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al:housh the variation-wvas less than in tpl initfial ides-studant orienta-

tion cemp:rnon. ¥

What mlkn student-orisnted lessons b.:ur than the idea-oriented
lessons of the sams tescher? Very likely it in that the students are
avare of the teacher's coacern for and interest in them and respond
acdordingly. Perhaps elementary school children sre in grester need of _
nurturing behaviors than we suspect. Pethap_s they are particularly
interested in the behavioral issues which often sppear in student-oriented
sessions. It is important to the genexal atmosphere, too, that in
student-oriented sessions the teachers are more n&md about the subject
matter. They aren't pushing as haxd to get a point across, perhaps becsuse
they are more cohfortable with the particular topic or hecause they have

i.ven it a lower priority. £
[ 4
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IV. A loock st Teaching Orientations -
In this ssction we will use interviews with tsachers and

verbal. descriptions,of. lguonn (saction A of the Classroom Observation '
Form) to smplify the distinction betwean ides aud student-oriented
_ tesching styles. It is npormt to nots that we found greatsr differ~

, wuaterisle than between the styles of MACOS teachers. The curriculum has
the ‘;"njor fmpact. The taacher’s styls of orisatation, however, plays a
significant role in explaining diffarsnces among teachers using the same
course. -Yet these. differences are smsller and less dramstic than those
caused by the presence of the fanovative curriculum. ‘

The student-oriented teacher posscsses many of the charscter-’
istice of the archetypsl elementary teachsr -~ s warm, mothering person,
one who attends to the children's social-emotional neads and to their .
intefpsi-sonal behavior. - Her approach to the classroom (and it is hard
to fmagine this teacher as a man) is that of the tsacher in the "family"
school, ag described by Johs Devey: ’

In this school the life of the child becomes the
all-controlling aim. All the medis necessary to
‘further the growth of the child center there. -

learning? Certainly, but living primarily, snd
through ¢nd m nhtion to this living....

Such teschers tend mot to ba articulate shout social studias ss an
academic discipline, or to evaluate critically the MACOS c&rtieulm;
they feel the course as much as they think about it, They like 1f be-
cause it “works™; thet is, they intuftively know that it £s helping
them to achfeve their goals (commnicstion, verbal skills, group inter-
action, certain conceptual grawth, etc.).

The idea-oriented teacher sppears outwardly to be s more
professionally concerned person., She is apt to use the terminology of
current education in hei- speech; she is likely to be more analytical
about the effect of curriculum on the students. Also, she tends to be
more knowledgeable about and more critical of the course itself, questlon-‘
thg why £t cmphasizes this, why it slights that, etc. In defining her
goals for social studies education, she - licates that she has thought

AT

‘ences between styles of teachers using m and thoss using traditional
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nore dssply about coutant gosls than has the student-orisntsd teacher.
Idsa-oriented teschers are primsrily concernad with lasruing tasks --
that studsuts undsretand cmaptl" and dcul:ois a'rm of cognitive
and verbal skills. And they relate to studeats through the tssk; the
relationship may bs warm aod open, but it has sore of tha flavor of

" colieggueship than of nurturance,

Beginning with their :upomu to a pnrpuuly asbiguous question
about their ganggnl. impressions snd evaluition of the Man and Other
Animalse untt.'wi can ses the difference in the concerns of idea-oriented
and student-orientsd teachers. idu-ormud taschar said:

The in~depth approach is ml.ly the most valusble of
everything, The fact that children are not exposad
to bits and pieces of informatiom, but they are
really given the opportunity to thoroughly discover
and to interpret and to msat with new experiences.

She continued, when probed, to'explain how the dasigo of the materials
contributed to students' interest in snd understanding of ths course.
This teacher relatad the question to students’ ‘co‘sntttva develiopment.
Another ides  riented teacher emphasizad cooceptusl themes of the course:

1 find thet a lot of them have gotten the idea of
the succescive buildéup of more and wors complicated
animals,,. By the time we finished sseing the chimp
film, they really wore convincod that thsre were

sn avful lot more similaritico betwesn man and
animals than they originally thought.

The tescher was surprised (aund clesrly pleassd) tha: the chiidmn

could so clearly state major eimilarities and differences. She, her-

. self, rapidly listgd\the fmportant points children hed made. It might
be noted that studant-oriented teachers sre often unable to ramber-
specifics of course content even yhen directly asked.

) One student-oriented teacher responded to the same question by
explaining how the unit should be chortoned and finished, "1've had &
ball.” Emotional resctions -- thd teascher's as well as the studonts' --
ere lmporcant:. Another teacher answered by considering {n great detsil
the cfﬁect of the unit on students' behavior. This response to ¥ vague
but dScentislly content~directed question testifies to her primary

concerns, |
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Vorkmg with this material, vhere m are m:mtly
talking sbout behavior, lurntns apd behavior,- and

looking st this kind of thing, why’ snimals behave .
the way they do, uhyp.oplebﬂxmnthwdo I

1 very ltmnsiy that there is & grast difforence
in ishe boys and girls. I ses it ga:umhrly ia

their gensral mannar of working... I can spacifically
eitnccmofcboyinchuclmd:o i.n,,
. D.mr..-l .

-~

Studen“-orientad tychou axe, by dufhition.‘ less concernsd
with content than wi:h h _children i.,l thci.r chlm. Asked what the

nsin point of MACOS wage s student-orientad tcgchsr Klkod about

making chi ldm feal that their ideas were importsat snd not getting
bogged dowm in details. The manner of reviewing the courss should not
be equated with the teachers' intelligence; rather, it is a mstter of

" interest. Studenteoriented teschers are only mildly concerned with
content per se; they are vitally concerned with student behevior, and
on this topic are very articulate, '

There 1is somathing sbout & child giving an ides, - »
giving e thought, cffering information the way

it 18 accepted. X think {f he gets in the habit

of hearing the kinds of things he thinks about

accepted or respected or even & bit of what he

had said respacted, then he is less fearful about

bringing his thought out into the open. -

'

For many children, being children, a job 1s for

here and now, and it's all over in s half hour. : ‘
That doesn't mean that because 'H.nhcrgm worked )
for 30 yesis studying herring gulls that thgy

understand the impact of that fully. I don't

mean that st all. .Bat long term planning, trying.

to talk with them about tsking on a task gt your -

own pace, not asking mae 'What is the deadlina?” g
You, youreclf, have to decidc.on whon begin

work, how much you are going to do, and o fot\rﬁ.

You have to make the decigions. I use th T

guidelinae. If children come in droves and say

"Do you like this?" my only response is "Do you?¥ .

They shrug and go back. Moot of the time I do

that.-

- When teachers are n[ced to criticize the course, student-
oriented teachers seem to be len reflective and evaluative. They sre
more apt to say simply, "It's grest!" Suggestions for revisions

¥
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wmight be to shorten the imiu_dnd. interestingly, co reorganize the
teacher's manual (from 1968 :anwiwa).l However, the idea-oriented
teachers did-not make the ssme suggestion. Perhaps becsuse they were

wore interested in the content, Per se, they msy have bean more know-

ledgesbla about the course. IThey expressed much more confidence that
they knew vhere the materisl vas lesding and hos the pieces fitted

' togathe:‘. Smdent-crieh:ed'teache;:q like the MACOS dasiEn because™ it

assembled important and fnteresting matertsls which were smensble to
their Primary goals, but they vanted the curriculum developers to do
a bit more, ‘ ' | .
Ides-oriented teachers were more critical l_hd expressed soma

dissatisfaction with the lack of provision.in the course design for
independent student work, with the sbsence of difficult reading to
challenge the brightest students, and with thede-émphasis on ‘skill
degelo;:mmé. |

‘1 still think this stuff doesa't weigh as heavily

on the development of reading skills and der-lop-,f B
ment of research skills which I think should come .

from this... X would alse like ‘to see a built-in

kind of thing for thé brighter Rids, the better

readers, to provide more of a range of reading - +
level, . ( '

I'd like to see more meat and potatoes,.. And,

as I say, I'm not adverse to kids walking away .
with some tools in their basket, some knowledge .
and skills to go with them.. _— ) -

«+» WoTe books on the salmon, more books on the

herring gull,- rather thas. Just the hoekletg they

have. (What kinds of information would you want /
included?) Probably more factual information. -
They®re interested in going off on their pwn and
‘learning more about it, other than looking at

films and the film strips and booklets.., So they
could do projects. ‘ ‘

Student-oriented teachers emphasize the interactive moda of social

~

\..

studies education to the extent that they do not suggest more individual-

ized MACOS work, This is not to say they have no independent work,

po

‘if " 1as g result of teacher experience, the elementary MACOS

staff did restructure the teacher's guide.
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‘ . -mersly that thay find sufficisnt opportunity in the course as it

Dt stands. . . . . , o -

' Many of the differences between ides-oriented sad student-

- , _oriented teachers are summarized in ths way teachers of esch type spoke
sabout childron in their classes. The ides teacher:

He adjusted besutifully, and he reslly cane out very
nicely. And he digs into things on his own and does

" special reports snd this kind of thing. And he's
very good at deduction and making obsarvations pnd
critical chinki.ns especially the critical thioking
area, i

And the student-oriented teacher::

... this boy ~~'bright, but having been at a speciel
school for very emotionally dismbcd children -« was
very different in his approach, was demanding of at-
tention in the fact that he spoke out ali the time; and
I was amazed that during the first coupld of months .
) that no one ever struck out et him, I see him now with
~ other groups of boys around him. You know, at first
" - he would sgy, "Nobody likes me. I have no friends.”
And the fact that a group of youngsters in & highly
competitive situation could be as warmly aloof is
something. I think and truly believe that the kind
of work in the socisl studies srea has offered a
great deal of thought for youngsters, and I think
they do look at each other differently.

The value of MACOS for the first child._ as his teacher saw it, was that
it provided him with an opportunity for intellectual growth. It '
Iegitimatized his having an opinion different from thst of the teacher
and becsuse Of that made him esger to be seriously involveé with the
subject. According to the second teachexr, MACOS l}elpved to create a
more human, accepting environment, in which a disﬁnrbed child could
v flourish.

~

What do these differences in teagher orientation mean in the
actual operation of the class? All teachers considared here sgree on
the important aims of conceptuall za:lm and :memvement of verbal skills,
and 811 are teaching the-same course, 8o varincicms in specific
behaviors are smsll. One important difference wss that idea-orisnted |
teachers tended to have more high-powered, better erganized Aessons.
St:udents did more’ t:hings during the lesson, the whole paee was quicker.
‘Ihe lessons were more carefully ‘thought out ahead of time, and usually
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achisved their objsctives. Student-oriented’ tsschers, who spant less
time p?mmg for class sessions and who relisd more on intuition,
vere more likely to hsve disorganized, amorphous lessons.

An ides-oriented cliss: The clsssyoom focused on ‘the
environment bosrds ~- four of them occupied the center of the room,
with student desks in & large square around them. The hour-long class
lesson on the Arctic eqvirenmeni beéan'with three students explaining
inasinhry animals they had created which would survive in the Arctic.
The teacher then showed "Life on the Tundra," asking students to focus
on a few questions ~- Where does the snimsl get its food? Does it
migrate? How does it defend itself? etc. ‘Some students took notes
during the film, although they were not told to do so. Aftervards,
children grouped for discussion. Some read the notes they had taken;
others commented on what they liked and disliked in the film, and others
raised questions they had. Students examined the “Arctic" booklet, and
some looked up animals in the encyclopedis the teacher. passed around.

Toward the end of the period, she pulled the class together,
to pool ideas. Her questions to thém were very indirect and open-
ended: "Any comment?" "What do you think?" She never gave answers
herself, judgec the correctness of a response, or repeated an gnswer
except to turn it back into a question. When ohe boy asked why the
hollow horns of musk oxen were strong, and no students lmew, she
suggested that the boy find out. Students presented some of the
information snd ideas they had acquired about Arctic life, including
the reason why plants are low in height -- if they grew too high,
they would topple over becsuse the permafrost prevents the roots from
growing deéep. This lesson was typical of the many observed. It had
ac earlfyﬁgfined objective, which it accomplished in s reasomable
and involving manner.

In a student-oriented class: 'Each group‘ of students was
given a picture showing one stage in the process of a predator killing
and eating its prey. They were to discuss the picture and Iist all
the words that the picture inspired. After a while, students were given
Structure~-Function and Animal Adaptation booklets and tole to relate
the booklets' conce.éts to the pictures. This activity did not occur
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ig any gronp, chﬂdm dtd not nkn :hc counections. It was unhlm
just yhat the mdur iptended -~ pxo!mbl.y sors sort of review in di--
.guise -- but ttz did not happen. The problem of the lmm was that the
gosl was got clpsrty formulated in the teacher's mind; tlierefors,
{nstructions were unclear. Students didn't accomplish anything in
particular during the class. The teacher realized that the lesson had
fsiled, and after s half hour break, taught a revised version to -
snother MACOS class. Since the first class stnrtcd with pictures (moti-
vation) but couldn't relate adaptation cencepts to the pictures, this
time the taacﬁet jnse passed out the cogccp: booklets (without placing
them in context) and then distributed pictures. She asked students

for oral responses to pictures, and the whole class discussed them.

But there was no relating of bocklaets to pictures. Afterwards, she _
gave a story-writing assignment: “Take the role of an animal snd

~ describe your life." Each, separate activity was quite reasomable, but

they did not hang together.. i .

A seacond noticeable difference between the- ¢lssses of idea-
oriented and student-oriented teachers- is the failure o the first to
attend to social-emotionsl and behavioral meeds of children, Student-
oriented teachers, on the other hand, often restructure the content of
a lesson to illustraté behavioral issues. The "idea" teacher whose
lesson was just described kept students to the task but wes not concerned
with their interpersonal behavior. . For twh consecutive sessions the
observer noted that in one.stydent group boys refused to work with
g'irla, but the teacher ignored the situation. Ber approach was to make
intellectual demands of the children and in this wsey to get them iavolved
in the task.. With such involvement interpersonal problems hopefuly
would disappear.

' A student-oriented teacher would be apt to interrupt the task
to focus on the process of group discussion. In another session of the
student-oriented teacher alrcady described, she conducted a mini-lesson
with one group of students who were having difficulty working together.
She drew out the children on wﬁy they were behaving in & particuler
way and helped them to understand the interperscnal dynsmics involved.
Whether they finighed the«original task was unimportant; much more

—
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{mportant Iearﬁins -= in this tesacher's view -- was taking ﬁllca.
Another student-oriented’ teacher used the MACOS obaarvatinn lesson .
to underscore points about ehc children's behavior- While the uhole
class was discussins the way ‘a scientist works and the 1mportance of
oblervaeion method:. a couple of students were nngaged in an observ
thn project. They were to record from behind @ blind their observa-
tions of the behavior of members of the class, But. they becauk silly
and somewhat noisy. Rather than disciplining or isnaring ‘them, the
teacher encouraged the whole class to discuss the effect of thé noise
of the observer on herring gulls. Then they moﬁeé’to the effect of~
observer moise on their own behavior -~ they would act differently,
and so the observations would be less accurate. By the end of the
discussion._the children had learned why quiet on the part of an
ohserver was necessary, had gained an insight into their owm ceactions,
and felt that the noisy children hqd contributed to defxning good

L

observation methods.
In summary, it should be scressed that only in the abs&raction

'do we find a pure type. Every: teacher contains something of ‘an -idea

and a student orientation; each is interested to some degree .in promoting
both conceptual and social-embtional growth in students, - While classes .~
bear an overall similarity based on a common curriculum and some shared

values, however, v2achers' majhr origﬁtations contribute to creating

" two distinct climates. 1In bo:b.'valusble learning experiences will

occur if the teacher isa successful practitioner of his style. Whether
these differences in teacher style and classroom atmosphere produce
continuing differences in the students csmnnot be suswered here. Im
sohg cases, classes are organized on a departmental basis, so that
students are” exposed to a variety of styles throughout the §chael
day. In all cases, students have been in a range of classrooms in
their previous school years. And‘}n all cases, their hame_enwiranmeni
has an important, probably primary effect. For some students, home
and school reinforce one Shcther; for others the appfoa;hes to the-
child are in conflict.

Since & child needs to grow in both task-centered'and
behavioral ways, it is likely that students should experience both

\IN
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~t:ueha.r-c:u:-i.mut:io;w.l. For specific children at mtﬁ’mhr‘ting.
however, it is possible that one styls is better than another. While
this suggests further resesrch, it should be remembsred that in terms
: of MAN: A COURSE OF STUDY, teachers with student-orientstions and
. \:uchers with ides-orientstions have been successful in teaching the

courss, o
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V. Notes : '

'me 1967 Clagsroom Oburvation Form contained eetegoriu abeuc tho

- physaical usmeeta of the elaurem. teacher style, instructional methods,
. and emdenu' behavior ‘(with subcategories within each). The obeerver .

was expeeted to make descriptive coomants for esch item, and to repue

' the procedure every 29 minutes. . Thus, 1f. & class lasted a full hour,

the observer would have three entries under "Teacher's style, stance.” |
Division of the form into approximately 20-minute segments cued the

observer to’lookfor changes that occur within thei,elass"aeasion. this
was done because few elemntaxfy school activitiés last more than a half

hour. .
While this format was useful .certain drawbacks were inherent:

verbel remarks had to be coded, and two or "three. entries for any item

had to be averaged into one which would describe the entire class section.

For example,” “amount of ‘t:'eacher .talk“ was” coded as: \

‘talks amost all the time
talks more than haif the time
talks less than half the time

-« almost noneé -

oM e

I1f the teacher talked a great deal at ‘the beginning of the lesson,
prdctically not at all durins the middle, and & moderate amount at the
end, hesy should that item be eoded? (This problem was greater in theory
than in praptice, because one observer made 95% of the.observations
during 196?-1968 and thet person ceded the-observetien Fcrms ) Also,
we had no consistent anecdotal record of elase eessions. . '
With the expaasion of the ebeervetidn program, we revised the form
so that the data tjould be more amenable to analysis, and so. that many
osbervers could readily use the form. The current format consists of a
verpal description of the lesson, uriéten as the 133’55 progresses and
a lengthy objective checklist, completed Jjust after ‘the lesson ends.
A few of the eheekl}st items (kind and structure of classroom activities,
time sequence of activities and objectives of lesson) are essentially
ereeoded versiors of items which appeared on the first form. ‘The
observer also evaluates the class session along seven point scales. For

Al a
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sxmple, . * L . .

Factusl ‘qmaum e H $ 3 R | ' Opinim queations
Teacher is - ‘ R -
authoritarian : : H : : : Permissive

v '
An  important difference in the two versions of the form is that now all
Judgments are left to the obumr, not to the coder. Also, we originaily
divided each class session fnto time intervals; now the evsluation of
the.class session is dgvidcd into overall atmospherxe, verbal, ‘and non~
verbal activities.. Verbpal activities are -talking, reading, and writing;

. non~verbal activities include watching & movis and Brwins a picture.

Happily, we have found that the pmant sya:m aumn us to account for
‘diverse aspects of a class aensiomrin such a w:y that the dats axe
mageable. \ Gbsemrs fi.nd tha: once they become familisr with the form,
it is quite easy to use.

"'\
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Two Methods of Observatice V-2 | o

It may be useful to contrist :he characteris:ict of the EDC and the
Flanders observation methods, Interaction snalyail consists of scoyxing
verbal interaction every three seconds into one of ten categories. The
scores are then analyred in matrices to croste a profile of the verbsl
activity. FPlanders® system is designed to ‘asse¢ss the nature of whole~
class verbal interchanges bécuecn the teacher and students. We are con-
cerned with such in:e:actioq, but aslso with student-to-student éxchangen

small group verbsl aecivity MACOS pedasogy afben suggests group
work and any useful instrument must be lpproprtace fo: ic. Further, tha
-EBC thod takes into sccount the non-verbal aspects of the classroom.
Section F of the form assesses studant and teacher reactions to -non-verbal
activi:ies such as viewing films Iistening to records or doing enact-
1ve, macipulative projects. Section I calls for many judgments about
the teacher's style, some of which are non-verbal characteristics (amount
of movement around the room; whether the t_eacher s stance is close to
or apart from students). , | '

. While both observation methods assess many of the same dimensions,
the specific purpose of . the EDC format mgkes it important that we obtain .
more detailed information abou: some dimensions., For example, one of
Flanders' categories is. "Asks questions: (teacher) asking a question
about content or prot¢edure with tﬁe intent. that a student answer." /We
want én‘idea of ﬁow méqy questions are asked, but wé also want to know
the nature of those queétions. (Are they factual or opinion?) The EDC
~and interaction methods ask for students'! :espoﬁae; in addition, we ask
how other members of the class respond to a student (Do students ignore
each other, or do they listen to each other?) |

_ We have learned from our analysis of interviews end other observa-
tion data that.clinical data provide a depth and quality of information
which is lacking in any purely checklist format, Observers, therefore,
keep up a running commentary of the lesson as it progresses and make
analytic remarks., For our purposes, the glinical data are more valuable

than more frequent. checklist ratings would be, -

A
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Section VI

" TEACER EDUCATION: DPERIBLES I THE FIELD
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TEACHER EDUCATION: EXPERIENCES ‘IN SHE FIRLD
I. Background - . RN
‘ Re&lizingn that the teacher is' thei-.cmcia.l facter in the success of

any classroam endeavor, EDC created not only cufriculsr materisls but
also & m.u teacher-education program, MACOS contains detailed sugges- .
tions for new learning experiences and for new teaehéx;-étuﬁént rejatione
ships, and teaching the enm'se requires psrtieipation iz an 19-90:?
ing  Progranm to facilitate these innovative directions. 'SumMinsti- '
tutes are run to train the leaders of the ineservice seminars.

In 1967 EDC began its teacber-education program and natmnwide ime
plementation of MAN: A COURSE OF STUDY. Future workshop (or seminar)
leaders from Boston, Denver, Newton, Mass., Oakland, Philadelphia, .
Naahingﬁon, D.C., and West Hartford, Conn., met fox a five:-w?ek training
institute conducted by EDC staff. After a week of intensive sessions
considering the philosophy, conceptual theﬂzes,‘and content ®f MAN: A
COURSE OF STUDY, institute members spent three weeks "observing EDC
s\paff teaching the course to students in an on-going summer s;:hool.' -
During this time participants often &ésisteﬁ the teachers and worked
with ms.ll groups of children, Afternoon sessions consisted primrily
of evaluating the morning 'lesson and preparmg for the follmng day.
The final week of the mstitu,te was devoted to preparation for the
school year workshops. During 1967-68, these trainers conducted work-
shoﬁs for teadzars using the EDC course. ’ ‘ |

In 1.968 mc expanded on the mo&el of summer institutes traim.ng
leaders who, in turn, assist teachers in teaching the course. Insti- .
tutes were conducted by the prevj.cxus year's workshop leaders in Jef-

fersom County, Colorado, Marin County, California, Philadelphia and

wnshmgton, D.C.; and in Wateirtovm, Massachusetts by EDC staff.

i 260
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Ar.rmm mudmhhap pmsnufxmm tuduu during
thq school.  This gensral model for dissaminstion snd tescher sducatioo
has been expanded for 1969-1970, |
I;. o ‘ on

As ststed in the prafnce to the Thucbnr SOmlnara (a series of plans,
suggestions, and materials for in-service seminar sessions), one of the
general aims of the EDC in-sexrvice educstion prosrup is "to provids con-
tinuing support for the classroom teaching of new mnm:ttll.“ A mn-
hensive set ef objecctveé are contained under this rubric: to sssist
teachers fn devélopihg the neccssary informattoﬁgl and conceptusl frame-
work for working with MACOS in the classroom; to help teachers to implement
' spectfic pedagogical techniques; to facilitate the adopcion of new ap=
p:oaches to learning and to children; to offer the nacessary psychological
‘support for a8 new venture. )

Believing ;hat the cause of grestest concern to new teachers is the
learning of the course content, the EDC staff has attempted to facilttage
this process in the seminars through previewing of materisls and the dis-
cussion of related classroom activities. Specific topics aré considered
within the context of broad concepts and themes. Thus, the content-
preparation aspect of the teacher educétion program operates on. two dis;
tinct levels: the factual and the conceptual, A perticular seminar might
focus on specifics of baboon communication (factusl) and also on an ex-
ploration of contrasts between baboon and human commnication, the ime
plications for the sociai structure‘of each, etc. (conceptusl),

EDC cites & second fuaction of ;ﬁe in-service semingr to be tha
prepuration of teachers to tegch MACOS through the examination and
(hopefully) adoption of new pedasgogic approaches. Again, this task

concern has concrete snd conceptusl components, For example, teachers

-01
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learn how to play the Netsilik hunting game by sctually playing it

during one workshop session. They are then enooursged to go beyond

~ the details of "how to do it" to a comsideration of the role and value

of educational games in the classroam.

The EDC course of study/ suggests new ways to organize a classroom
and new roles for teachers and students. Classroom activities include
small group discussions, role play, clinical ocbservation of the behavior
of man and other animals. The curriculum developers feel many teachers
are eagér to try new approaches such as these, but ;ften they need
support and encouragement. The provision of psychological support
for & new venture is thus intended gs a third goal of the seminar
pragram.. EDC attempts to provide teachers with a setting in which
they can vent their frustrations as well as anmounce successes, and get
feedback fram other teachers so that they do’ not proceed in a vncmﬁ.

It is hoped they'uill.receive encouragement and help from seminar
participants, |

The most difficult aspects. of pedagogy are-those which aim at
crestiﬁg ‘s new sociology of the clagsroom, mew relations between teachers
and students, and new attitudes toward the process of learning. ﬁDC
curriculum developers seek to encourage teachers to think of the class-

roam as a setting for teacher as well as student learning and to view

the teacher as an important partner in the process, rather than as the

dispenser of know | -ge. The workshopeseminar is intended to provide

the se{:ting for teachérs to experience this style of learning and more
specifically, this new teacher-student relatinnshii:n, and to reflect
upon _it with other colleagues, so that they can take greatest advantage

of the new options that have been built into MACOS.

"' .
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It is hoped that the workshop w:u\.l. be & participatory model for
the ki.mis of behaviors EDC would like to sce between teachers and students.

As stated in the preface to the teacher semipars: ’
The t.eacher education program is based on the primary
sipnificance of contrast and divergency. The semimr
program provides a forum within which contrasts .can vl

. be explored and divergent views can becams a sowrce
of energy for learning. If we are concermed éhat -
education became more than & process of feeding students
reified information, then we must bve concerned that
teachers experience not only the ccmplexity but also
the productivity of altermtive mya\ of appmadzmg a
topic. . . .

Beyond assisting teachers in their initial experience with
MACOS, it is also hapgd' that the seminars contribute to a new spirit

of professionalism.

-

. "The semimr program provides the tme for the development
of colleague relgtionships a.ni offers questions for
consideration that focugeon "the la.rger dimensions of the
teacher's role."

To counterbalance the fragmenting and isolating tendencies of -
many school systems, the Tseminars aim at developing a colleague '
relationship ‘pased on cammeon professional ,i..nterests which are broader
than the participants' specific tegching tasks. \
A related geal is that the seminar ﬁrogram open the possibility of

professional identification for teachers which_ is somewhat different

Ed

from membership in a school sysiem.
. . L
’ "As institutions develop and grow, much of their effort
and activity is necessarily directed toward maintaining
themselves, protec¢ting their functions and increasing
their power visea-vis other institutions,” The danger
here is that institutions may lose sight of primary
goals in the process. In education this danger may
take the -form of a shifting focus from the classrotm --
toward the larger administrative needs of a school

system .... \

;03
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The degree to which any institution contimies to serve

its major objectives may depend on the emergence of
smaller groups within the larger aysteg that are
effectively camitted to the institutionds primery -
- goals. In education, these smaller groups ideally
would be a colleague group of teachers camsitted

to the teaching of children., Sharing camon tasks .
and finding new ways of identifying with mmother
may provide the basis of power to teache¥s and others
who actually implement educational processes to share
in making decisions concerning what these edueatimal

pmcesses shs.ll be,

'\-~
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III. Case Studies of Workshops and Leadership

In the last two years, members of the Evaluatisn S;afr visited al-
1
most 30 workshop sessions, for each of which a verbal des¢ription snd

an analysis were written. Most cbservations detailéd in this report
were madg by the writer. In addition to observation data, this study

of MACOS seminaré is based on formsl and informal interviews with leaders
and par£icipants.

emmmmmmmm—n————

1

We observed meetings in six different school systems; the number
of. scssions seen in each system ranged from two to eight. Demographi-
cally, all observed systems were on the East Coast; two were suburban;
one, small city; three, immer-city.

The workshops varied in size fram five to fifteen participating
teachers, though rarely did more than ten attend a particular session.
Reflecting the femaleness of elementary school teaching, the workshops
overwhelmingly were ccmposed of wamen, but all had same male teachers
in the group. ' .

Two inner-city systems held monthly, all-day workshops; substitutes
covered the teachers' classes. Other systems held about three two-hour
meetings per monkh, during the school day. Still other systems held
weekly, after-school meetings, amounting to about forty workshop hours
per year. Teachers were not paid to attend, but did receive in-service
credits that were applicable toward salary inerements. In only one
of the Systems observed were sessions held after school hours with no
ccmpensation for teachers., These meetings, however were short and occurred
&t monthly intervals, ,

Therc have been three different types of worlkshop leaders: those who
are or were on the EDC staff and who helped to develop MAN: A COURSE OF
STUDY: those whose responsibilitles in the schocl system are administra=-
tive ~= cuch ot sociml studies coordinators, or members of groups speci-
fically charged with effecting changes in schools; and those who are
classroom teachers ~-who may or may not be compensated for thkeir additional
responsibilities as leaders. '

UG
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The clinical workshop data were amalyzed in terms of t%e leader's
role in the group.. Using the phraseology of the Classroam Observation
Form, a leader may be "idea-oriented" or “penplé-ariented." An ideaw
’criénméd leader would show primary concern with the material, either
at a factual or conceptual level. “People-oriented” refers to a concern
with participants' behavior or inﬁerpersanal relations. This typology
of leadership styles is reminiscent of Bales' distinction between the
"task" leader and the “"socisl-emotional" ome. The former comcentrates
on "getting the job done;" in the case of MACOS seminars, on the parti-
cipants® maséery of course content. The latter might be moré concerned
with meeting teachers' basic needs for sccurity and support and with
modifying behaviors. -~

Classification of a leader as idea-or pecople-oriented is intended
as a description of overall style; it does mot refer to the emphasis
of one particular sescion. All seminér programs in this sample were
observed on at least two occasions. Nor are the classificetions meant
to be mutually exclusive: an idea leader may, on occasion, emphasize
the emotional support camponents of his role, and other leaders' overall
style may be closer to & gambination of the two roles than to either one.
It should be stressed, also, that neither role is inherently better or -
more successfull than the other. When the leader's style and the parti-

cipants' neceds are congruent, and when the leader is proficient in his

approach, the seminar program is likely to be successful. Moreover,

----_--\P-l----—---

)

l .
"Success" involves judgments that the leader's goals are reasonable

and that he achieves them, and also that the session meets at least
some of the objectives of teacher education set forth by EDC.
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it seems that to some degree, a pasrticular leadétnhip style is influenced
by the ni.tuat:lon == by the comnitment, interosts, and gbilitiea of the
participating teschers. Nonetheless, the leader sets a wgope" for the ‘
semins§s. just as the tcacher crestes sn atmosphere for the classroom.

What do these distinctions actuslly mean for MACOS in-service education?
We will examine both orieatations™with cases from inner-city and suburban
situations.
fdoa=Orientation

How does the ides-oriented leader operate jn the seminar setting? We
will examine first detailed descriptions of seminars of a relatively
successful Yeader and‘then of a less successful one.

The leadér of the first program was & young men who wes pursuing an ad-
vanced degree, had done some college-level teaching, and whe had ptimarily
adninistrative responsibilities in the school system. He was able to devote
a great deal of time to MACOS -- preparing for meetings, visiting classrooms,
etc. He.was known for his enthusiasm about MACOS znd his abundant energy,
as reflected in an observer's comment: "He packed into & two-hour workshop
the activities and materials our EDC staff would plan for two full sessions.”

The leader viewed.his role as that of guide end his objective as
helping teachers to gain a full understanding of the course. He had a
clear view of MAN; & COURSE OF STUDY and didn't hesitate to communicate
it to ot&ers. Unlike some leaders who tried to establish a colleague
relationship by down-playing their knowledge, he would ghare his insights
with first year teachers. They felt that the workshops provided guidance
not found in the teacher's manuals, Instead of expressing his views by’

lecture, hcwevar,rhe usually planned each session so that materials and

67
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questions led teachers to a better understanding of the course. The
workshops also were a forum for debate, but this function seemed
secondary to that of guidance om intellectusl and pedagogical problems.
Incidentally, this guidance often came from Ceschérs becaése the leader
encouraged them to share understandings. )

The seminar group was composed of teachers “from one of the select
suburban school systems. It is likely that they were of High quality
simply because a superior system can be more selective in its hiring.
And even if they were no different from the average teacher; they
perceived themselves as skilled professionals and interacted sccordingly.
On the positive side, this led to efficient, serious diééussigns;
negatively, it produced the attitude that pedagogic skills had been
mastered and, therefore. there was little need to talk about actual
teaéhing techniques. As the group leader e&gid, "Their inteéest-is
about 65% content and maybe 551 pedagdgy.“

This particular combination of leadership and membership combined
to produce an atmosphere of serious professionalism, with a strong task
orientation. Following are descriptions of two meetings of this group.

The leader began one sessiog, designed to introduce the Netsilik
 unit, with an apology for lecturing, He talked from notes about the
transition between the Man and Animals and Netsilik units and quoted
Bruner to explain the shift from physical evolution to culture as the
major determinant of change. Teachers took notes as the leader used
transparencies to consider the questions: ‘what are the '"humanizing

A

forces” which differentiate man from animals? Why study the Netsilik
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rather than another culture? Wkat is the basic strategy of the course? -

The teachers ther viewed "Autum River Camp.” Afterwards, teachers
asked how this filw was made and whether it was & real situation or &
reconstruction., One person criticized the fiinxas failing to show
modern conflicts ==life is depicted harsh, but still idyllic. The v
leader pointed that conflict does arise in the latter part of the wnit.
Another teacher added that the film doesn't show daminanges that 1ife
is too cooperative. But, responded another membexr of the group,
cooperation is a major feature of survival in this type of envirwunent
A number of people joined in as the grvip talked about role de?ﬁni;ian
in the Net.silik and Amexrican worlds.

"Autumn River Camp" contains one scene in which the young boy,
Umiapik, stones e gull to death. The leader remarked that while he
normally found an adverse'teacher reaction to that scene, none was
apparent in this meeting. Why include the scene? The teachers
responded as f;ilows; It's a learning situation for the boy; it
brings the child into a cooperative family venture, i.e., obtéinins
food. It's important for children to recognize the difference between
killing for pleasure and for necessity. Students should ccme ?o undere
stand that animals WE eat are butchered, too.

The short after-scheol meeting ended with the leader listing
material to be read for the next seséion.

‘Another gession was equally jdca-oriented, though less directed.

The group discussed senilicide {rom the standpoints of the maral

dilemma itself and the teaching of it in school. %Q&i?ers viewed

P
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Sea Ice Camp I and then read Rasmussen's journmal emtry ebout Kigtsk.
"What's-your reaction to this?" the leader asked. A lively and
interested discussion ensued in which a mmber of impartant poiats

. F

were raised:
One’s reaction depends on his age; the issue won't bother
children or young teachers.
It will bother any child who has grandparents; yet it is
a necessary issue to raise.
The importance o theé Kigtak situation is that it shows
the diversfﬁg-zgfgttitudes and experiences of different
groups of pecple.

4 It illuminates two different sets of ethics-~ ours and

theirs.
Do Eskimos have ; reverence for life?
The revelgnt comparison is thet of Americans who must
decide whét to do with aging parents; both econamic and

emotional factors enter into the decision, as they do with

the Netsilik. ™

Kigtak is an aged waman who struggles, unaided, to keep up with
'the family while traveling on the Sea Ice. This story illustrates
the conflicts that arise between Netsilik family members during
poor hunting and bad weather when they must decide the fate of
the old who become burdens and vho are no longer able to contribute
to the survival of the group.

.,..'
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The lesder kt.'hen asked whether these are sppropriste issues for the
clasdmr,\m, and discussion aontinn:d | ‘
Senilicide should not be diseusseﬁ, because étudents cm;ld
misrepresent the lesson to their parents and canse tmume

for the teacher. . |
It is appropriete if the discussion 1s confined to the

Netsilik. .
Senilicide is acceptable; teachers, ar‘én't telling students
that there is & right or a wrong ensver to the problems
There were no sdverse community reactions to lessons on
reproduction or to the Netsilik custom of wife~swapping. -

Teachers then viewed the videota;)e of a Kigtek lesson, after which.(

\ they held a rather critical discussion of the methodology employed. The

meet‘ing closed with the record describing the hardships of Netsilik life

-

-

and a fingl flurry of comments gbout ite

Tnese two sessions had clearly defiped gosls: to develop some major
themes of the Netsilik unit and to preview course materials., And it was
apparent to the observers that these idea~oriented goalc had been met.
F\:lfmnﬁnf;;% jdea<oriented goals is easier to discern than success with
peaple-orienied goals, since the former require no exte:;ded pezliod of
time to’ becore operative. DMore ipportant, “ifde(a“ goals are easier to
achieve than are "people" goals, which often involve cﬁsnging basic
behaviars.

What seems to be required in the idea-oriented senri.nar is deep

understanding of MACOS end the sbility to convey these insights or to
&
help participants to ,realize them. Yet such expertise may be lacking,

as the following enalysis of another suburban seminar progrem indicates.

;"71 ,,
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Thiame,nketheqrst,occurredinsmﬂnr ehaelsy:tan. Unlike
the first, it displayed many problems. A growp of -.haut a dosen teachers
me- during school hours for twenty two-hour sessions, under the dires
of a young waman. She had taught the course thiprevious year with great
success, according to classroam observations; was a demonstration teacher
drring & sumner institute$ and was presently teaching the course m a
selfecontained classroam., Her only campensation for leadership respome-
sibilities was to be relieved of teaching duties ome morning & week, In
theory, the MAN: A COURSE OF STUDY participation was voluntary; in practice,
according to the leader, teachers were svolinteered’ by their principals. '
The, tensions of a coercive system may have added to the group's problems

Of the six sessions observed dnring‘%968-1969, enly the last vasreally
successfuls The first observed meeting followed in general the

parallel curriculum outline on natural selection. The. leader asked

teachers to camplete same of the student worksheets on variation,

previewed the slide program descigned to help children understand

' natural selection, and examined with teachers two student booklets to

anticipate which concepts the children have and which they lack when

they begin natural selection, While the activities were all quite

reasonabl:, the overall tone of the meeting was listless non-participation.

Since the leader would not léeture and the teachers would not volunf.eer s

little significant dielogue occurred. The leader's inability to involve‘

that group of teachers, many of whom privately expressed the view that

they didn't need meetings to prepare them for teaching MAN: A COURSE OF

STUDY, continued throughout the year. In addition, the leader's lack

of knowledge about patural selection contributed to a fruitless session.
The second session was devoted mainly to pedagogy. The leader,

again following the EDC suggestion, asked teachers to analyze types of

¢~
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student questions and to consider a.ltgrmte strategies for dealing with
them, But there w;s no feeling of a group discussing a procblem to which
they wanted to lmow the answar. Teachers bad never expressed having dif-
ficulty with student questioms, It is hard to kmow if this meeting's
problem was one of inadequate leadership, or imappropriate activity.

An EDC staff member con@ucted another session in which teachers
previewed "The Baboon Troop". Teachers directed a number of informationni
questions at the visiting "expert' but failed to respond to her questions,
especially those which soxight: to move the conversation beyond the level
of specific information. Again, the problem was t the teachers' could
not be persuaded to became involved. |

The aggression workshop with its package of readings, considered a
great success by most Weaders, was a failure here. The leader was pulling,
but at least there was scme talk. Again, the overall tone was listless.
Two teachers wl7.o were against attending workshops said that the initial
orientation L’S the course was essential, but they could proceed on their
own. And they could use the two hours for other professional activities.
But their comments don't explain why the group did not respond to the
intellectual argument in this meeting.

Much more discussion occurred at the fifth session observed - it was
& comparatively successful meeting, The group viewed and discus‘sed the
"girth of a Hunter" videotape and raised a number of issues: in open
discussions, the children go off on tangents-~how do you keep them on
the topic; there are values as well as problems when a number of children-
are talking at once; groups can be organized by the teacher or selected
by the students themselves. Iater, the group examined the suggested
Teaching/Learning exercise for the Netsilik unit. One teacher expressed

her fear that the activity would prove too provocative and would create

1]
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a disturbance in the clasa.~ Other teaéhargldefendad:the lesson.
| The vidqofapa of an EDC staff teacher teaching "Kigtak" formed s
basis for a highly sueeesafgl(discussion in the Einai meeting obsq;ved.
In the workshop, teachers were :ho;sh:fuily critical of the subject matter
and had an opportlunity- to kive vent to ﬂ:ai‘r personal resctions -- happily
not in a destructive, "Lét's not teach it" ;ay. Even the major critic in
. . ,

the group scemed to find a way to use the story.

While teachers did cénsi@gr some aspects of pedagogy (i.e., how to do
the lesson in the glassronm), this interested them much less than did
consideration of the values involved with the éubject1matter. -They did
not criticize the Feaching style in any sustained way. Clearly, they were
not interested in techniﬁﬁé.

The leader made minimal use of the EDC suggestions for a Kigtak
.workshop. She stressed.the problem of child?ens' "cool"‘teaction,
cultural relativism,.and avoidance of the moral dilemma., Her questioning
was better than usual -- ﬁore appealing in tone -- because she was spontan-
eous and followed up teachers' responses.

The teachers in this case were least responsive to those topics
which were unrelated to their intereiffig'nuring':he fifth and sixth
sessions, however, when they were provided with opportunities for consider-
ing: cortroversial issues imbedded in MACOS materials (a stténg concern
of the majority of these particular teachers), their pa;tiéﬁpation in
discussions becam¢ noticeably more enthusiastic. It is interesting
that the leader herself was much more responsive to the participants’ com-

ments at this time than she had been in previous sessions. It is

especially noteworthy that in both this and the case cited previously,
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the leadsrs were most successful when they used sn approach which was

. coincidant with the needs and interests of the teachers invulvod.

People-Orientation . '
The leader of a workshop program imvolving teachers in urban, center-

city school districts wes quite eéxplicit about her goals for the program.
N She sought to humanize some of the basic attitudes and behaviors of gronﬁ*
members. She hoped that as s result of the workshop and course experience

teachers would relate to students in new, more humsn ways. Course content

A

was seen as a vehicle for developing & healthier classroom situation, for
. engendering basic learnings such as clear thinking and verbalization, end for
promoting crestivity and self-esteem. The seminsrs were designed to engender °

.~ and support these ¢lassroom goals.
You know, we feel very strongly here about tosching, and
that you tcach content second; that you teach children
first. And so, what we were after, most of all, was
getting teachers to have very human attitudes toward
children. And this was my first objective: to in some
way tell them, show them, that you can- trust children
to perform if you release them. Children just don't
behave in these ways unless you free them. And we've
tried to free teachers sv that they could behave in
other ways. And it was vexy difficult to really con-
vince (reachers) that they were free. They didn't T
believe that... After you've been behaving these ways
for a certain period of time, you just don't change,
and the reason you don't change, you say, is ''be-
cause I can't.”

Her whole style evidenced concern with people -- the children in the
classroom, as just described, and the teachers themselves. Important in

her following comments are words like "faith" and "confidence.”

We've got to have faith in teachers. Because it's just
like I said a moment ago, if we expect little, we get
little, so that we, throughout our experience here, we've
tried to msintain a high confidence in teachers. High
hopes. And it's important that you do trust teachers to
do these kinds of things, end they will., We're beginning
to see evidence.... '

_ This leader was a full-time member of her district's "Innovation e

Team". She had respomsibilities besides MAN: A COURSE OF STUDY but

Q R . Y
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vas relessed from gm\m fresdom and .time to

e
visit the classes of workshop teachers to tasch demonstration lessons

and offer other assistance.” Moreover, her position on the team gave her @

small measure of authority, though not in the negative sense of supervisor
L} . ‘

or evaluator. The group met monthly, all-day, with substitutes covering

teachers’ classes. Whe following description of one session shows how she

sought to implement her goals.
| The workshop was planned ag & demonstrstion lesson to show what can be
done with the MAN AND ANIMALS curriculum in a “live" situation, to show the
teachers how to generate real discussion of the issues, and most 1&pof€8ntly.
to prove to them that they had no reason to fear 8 relaxed, informal child-
centered classroom. ‘ :

ihircy-three fifth grade students came for the day-long meeting. The
leader and the children sat informally on the floor; the rest of the teachers
were invited to pull their chairs up to the students and to participate, but

™~
the majority ‘did neither.

Suggestions in the teachex's me 1al for introducing students to the
baboon troop members formed the basis for the morning lesson. The leader
asked the children to loock at & baboon slide, to describe what they saw and
to raise any quesfions they had; Tﬁe students were ill at ease, and their ‘
answers were single woxds or ghort amswers. OCradually the students began

‘to loosen up.

~

The approach during this first half hour was neither discussion nor
question-answer oriented, Few ideas were developed. There was no attempt to
evaluate the significance of any of the remerks or questions. It was, rather,
an attempt to get the children. to verbalize any and all comments about the

material,

A very exciting discussion did develop later from students' comments

on g mother~infant s;ide. Tﬁe children began to talk about innate behavior.

They applied this concept to the situation shown on the slide, considering

YR
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those behaviors with which & beboon is born. They then turned to innate
human behaviors. One boy said th.&t humans mmtely know to ﬁu:k théir
thumb; the class corrected him by gener#lizins sbout sucking. They’
considered the importance of these behaviors to survival. Throughout
this discussion (about fifteen miputes) the children were highly excited.
They talked to eaci-x other, to the leader, and even moved-~physically--

" closer to her. Abmut three quarters of the student group participated.

The students took ; break, during which they did same reading in
"What is a Baboon?". Following this, they worked for about 20 mimites
on various baboon activities, One group of five reexamined, through
individual viewers, the slides just shown and wrote scriﬁts for the
glide program. Other groups diséussed and successfully answered:

"Man is similar to baboons...," "Man is different from baboons...," e
and "What structures help the baboon in his environment?" _m&ins the
group work, the teachers at Qham‘the workshop was directed did not

budge from their seats --even after being encouraged to do so. The
‘children, on the other hand, werc working enthusiastically within their
groups.

Aftervards, the children spent a brief period pooling their ideas
end” checking those items which most of the class agreed to be true.
Again they became very excited.

The afternoon session, which lasted an hour and a half, was
devoted to enactive projects related --sometimes tenuously-~to the
baboons, and & few chose unrelated activities. These children worked
independently, completely engrossed_in their work. |

A number of interesting aspects about both teachér; and students ~

emerged during the afternocon. First of all, given a variety of interesting
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materials a&d a lack of pressuré, the students engaged in educaticnal -
expe;iences. ‘No chil§ chose to do nothing. Second, tge leader had
tried to force particip&ticp éf Phé five traditinnal'feacherseby putting
them in charge of .the afterncon session. They barely responded to the {?,
challenge. Third, these teachers faileé to understand &he teacher role -
of resource, siding children uhén_they ask but leaving theﬁ free to
work where their imaginations take them.
One example: Mrs. V-~ was particularly &emcnstratiQe. "No
scribble-scrabble, “I'm in chafgc herg aﬂd I waﬁt you to make samething{“
Mrs. G--- later left her group, and while she was gome anoéﬁer téacheg‘
‘ told the children to do whatever they wanted, Mrs. Ve-- retwrned, saw
the "scribble-scraﬁble,"‘and complained of the waste of paint and time.
- " The e@}ldren werén't, according to ker, doinpy envthing. "See what happens
’ when'they'gg left alone."
In this sccsion, which eﬁployeé the most innovative strategy
obsefved in a workshop, the lerder presented her philosophy of
_education through an actual demonstration of it. She created a model
of student~nentereé;[interactive social studies education, Ideally it

was to have been a participatory model, which would engage &he teachers,

An indication of the' leader's attitude snd relation toward the workshop

h

teachers was her willingness to puﬁ hersell on the line; to rw  the risk
that the demonstration would have shown problems and failures in her
‘approach.

A short description of the initial MACOS workshop conducted by
this leader shouid further clarify the strengtls and;weaknnﬁses of her
style. The leader's 45 minute inLroduction to MACOS was decidedly
strained. While the teachers dutifully took notes, she talked about

the origins, themes, and values of the course. She cited as s major

AN
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value oi the course ‘the developuent of & notiom .of the unity of markind,
Teachers then listened to & tape récording of Irvem DeVore, which failed
to elicit questions for discussion, Afterwards teachers viewed the
filmstrip, "Looking at Animsls," with two questions in mind: what
questions would you ask th& clas 7 What would the student. ask? There
was moderate involvement in the ensuing discussion.

In contrast, the rest of the morning was highly successful. The
teachers broke up into small gréups to discuss and list answers to .
~the following statements. "Man is fiifi‘erént from snimAls because...."
"Man is sihilar to animals because....”" The teachers' response was
- excellent, with gnimated group discussions lastigé longer thap planned.

. The general discussion based on these gr;up lists was equally lively.
Teuchers expressed enthusiasm ;bout discussion methods, attending to |
process, and having chgldren learn precise use of language &8 a by-product
éf di;cussiop; They suggested individual research on questions that the
clags can't aéree on, perhaps with cach child responsible for a different
;animul. Thuylwefe concerned that even incorrect answers be respected to
give youngsters confidence in their opiniohs and courage to speall in
class. They spoke about the problem of how to keep discussion ‘rom
ungéherating intg\gquabbles o?er‘detagls, and how to get students to
respect the gnnesgiization when they realize the exceptions. How do
you end a discussion which is collapsing? Whgn is it healthy for
students to e confuséﬁ? Teachers agreed that they wanted their class
lessuus Lo be like the workshop session-- a good, noisy discussion, not
a traditional, "neat" lesson. ' :

The afternoon session was short and devoted primarily to administrative

tasks.
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Examining the components of this workshop session in relation
to the leader's averall‘re-ction. we can gee tﬁa: she ;licited the
least response when she ﬁsed 8 more directive approach, as in her
introductory *lecture." She was better able to Qe;; her objectives
of overcoming the teachers' initisl fear, reserve snd hostility by
approechiﬁs the material in a lgss formal way thro;gh small group
work and general discussions, This approach allowed the teachers
greﬁter opportunity to discuss topics more closely telateg‘:o their
own concerns, their classroom experience and intersctions.

Evaluating the succesé of any one session can be difficult. In
the workshop involving small group work, success was immediately
discernible in the teachers! régctions. In the tesching demonstration
workshop, haweﬁér, the ieader wvas disturbed that none of the tradition-
alists indicated that they felt differently about pedagogy. But the
goal for this meeting (promoting basic changes in teaching style) was
terribly difficult, and it would be unrealistic to expect immediate
evidence of chaage. The valuz of these sorts of workshop experience
cannot be assessed as a separate eantity; they are part of a slow
process of teacher re-education. Cn the basis of early and late
classroom observations in that sysfem, it seems that some of the
teachers in the workshop did eventually assimilate the new spproaches
to ckildren and learning. Certainly, the nature of the curriculum
played a part in creéting behavioral changes (as the leader herself
cbserved), Qut the'warkshog program, with i:s consistent rveinforcement
of a new methodology, appears to have been necessary.

Teachers have really had o new look at kids, becsuse

in the nature of this material, if you listen at all
to children, you come out with a brand-new respect
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for vhat they have to say. And that is the srea I
think that we've succeeded in most....

There were teachers that we thought were just hopeless

cases, and we're beginning to see a few changes.

Nowy- they may not be fer-reaching changes, and they

may not be the way that they operate their classrooms

gvery single day, but I have seen changes, and 1've’
. seen what it's done to the teachers. They are, 1

think, beginning to see that they can comfortably

change. But they're not going to change sll at once.

Examination of the frequently observed program of a second

people-oriented leader illustrates a possible seminar "life cycle.”
This MACOS prozram was held in a small city {(population 90,020) with
a rather traditional schoOl system. The workshop itself consisted
of two male and three female teachers from different schools and '
.Ehe workshop leader (a woman in her middle twenties). At the begin-
ning of the school year, the teachers felt smbivalent toward the
program, Most were torm between using MACOS and comtinuing the

A\
usual program in history and geography, and they compromised by

-
’

doing Soth.
The leader began the workshop sessions with an 1dea-orientation; ‘ '

stressing the overriding concepts of the course. It was her explicit

intention not to get involved in thé routine daily problems that the

teachers faced with the materials, The teachers, however, wanted to

discuss specific content aund lessons. Faced with a situation of

conflicting expectations, the workshop leader began to feal a® if

she were failing,
She realized that the teachers' concerns were legitimate ones, that

they wvere new to the course ard had to teach it, and they were seriously

o
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insecure. She also sensed their willinéness to talk openly about: the ™
problems they were having., After three unsuccessful warkshops, and
upon considerable analysis of her role and of the "mersonality” of the
group, she changed her approach and it was as a fesult of this change
that she realized & number of success'ful workshops.,

' The direction which she todk was a personsl one: she began the
fourth workshop with an expression of her own problems with MACOS. This
changed the workshop relaticnship from that of teacher and taught to )
that of colleagues sharing experiences -- an important shift in focus.
She also encouraged the teachers to speak about problems specific to
them and offer suggestions for others' préblems. The group and leader
acknowledged that the course contained material difficult, néw, and
even threatening to them in their roles as teachers, Out of these
specifics the group began.to talk about more general concepts approaching
the thematic concerns the leader had been striving vainly to pronote
from the beginning, for example, considerations about the mature of
work and play and of why children lose interest in learning. In essence,
what she did was to use the teachers' concrete classroom experiences,
thei; questions about specific lecson plans, etc., aé entry pgints to
brosder perspectives.P

An additional stimulus to the group came téwarﬁ the end of the year
when the city social‘studies coordinator asked the'grdhp to evaluate the
program and recommend to the scﬁool committee whether the course stould
be discontinued, continued, or expanded. It was in respomse to this
reque.t that a genuinely cohesive group formed. Over the course of the
year the members had come to know each Fther fairly well. (The group

met for two hour sessions twice a month.} They also had the feeling

from the very start that they were participating in a special project.

S 89
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Departures from the regular curriculum in this school system were rare
and therefore prestige rdhered to those using "experimental” paterials. |
Feeling as they did about their involvement in the MACOS prqsram and
sensing that there might be considerable resistance to an expanSiOﬂ of

the program, the group became a united front. They discussed the materials

: w:'ath the sncml studies coordinator, pointing out the advantages Qf C

‘packagedq multiqmedia program and the kinds of changes they had ncticed

taking place in their classroams in bot.h student hchmrmr and in tbei-r‘

‘own teaehxng styles. This review of MACOS reinforced thezr more pcsitivu

attitudes toward the course, and same of the members who had expressed
ambivalence at the beginning of the school year reached a surprising
new position in which they advocated replacing the regular fifth grade
social studies course with EDd materials.

It is important to point out that the mature of their conclusions
was not the basis for judging the latcr workshops successful.. Rather,
it was the amount oi open communication and\ support shared between
workshop leader and teachers and between teauhers themselves. Indeed,
this seminer progrem went a long way to fullel the EDC goals of the
creation of a professional celleague group out of the seminar

experience.

But in spite of these sucéesses there were serious problems, One
was the lack of mastery of course content on the part of both the
tegchers and the workshop lgader.v Misinformatfbn ﬁﬁs shered within
the group and no doubt carried from the workshop sessions to ihe
classroan. This wes particulafly true during discussions of inmate
and learned behavior anﬁ natural selection end adaptatién. A lesser

problem was the reinforcement of negative attitudes despite the leader’'s
. /I

; / ,
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topic for the classroom, though the leader folmd it scceptable.
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positiée ones. Reproduction, for example, was .considered an inappropriate

| " The fail:{ngs of thi‘s seminar program may be understood in light of the
leaders’ srientatian; While focusing on the more immediate and praocticel
concerns of the teachers, thﬂ 1esder negleetedl to provide fhe

teachers with an adequate coverage of the ideas and informaticn of the
course. The teachers' immediate needs:\"becam the most important concern

of this particular leader, for it was only after she responded to the group's
specific needs that the participants became totally involved in the progrem.
Here é;aiﬁ, g8 in eth of the case studies cited ebove, seminar cuccess
stemmed from the coéflueﬁce of legdership gtgle and membership need. The
experience of this particuler seminar suggests, howeQér: that seminar

leadership ideally should combine both "idea" and "pebple” orientations,

because the poals of in-service education have both cegnitive and emctional

components.
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IV. Evaluation by Workshop Ieeders - 5
The evaluation staff asked New England area workshop leaders to mee

ith them at the end of the 1968-1969 schoal yeer to mssess their experinces.
| The goup consisted of five young femalé lesders, all of whom had full
teaching responsibilities. Another female participant was a curriculum
coordineter; the other was a male workshop leeder, whose non-MACGS, responsi-
bilities vere sdministration, not teaching. Since four of the leaders were
1ot observed &\Fi\ngtheir mrkgholz sessions, we' do not kmow the degree to
which they were successful in the approsch they toock. From their comments,
however, we may suppose that this group represents s reasonable range of'
school situations, personal attitudes toward the process of teacher educa-~
tion, leadership styles end competenmcies. Although) the actual mgtins was
a fairly unstructured conversa'!;.ion, the comments of leaders are most easily
sumnarized &s responses to a few general qguestions.

1., Did the summer institute experience _you for teaching MACOS?

leeders disagreed about the valie of this instltute as preparstion for
teaching the course, One felt tha{ the brief coufse survey provided a
coherent framework for subsequent tesching, that they understood the theres

of the course and how they fitted together.

I could see a perspective on the course that other teachers
doing it for the first time couldn't, They really didn&:

- see how the Eskimo material was going to conmect to the
afiffin]l material, for instance, and I could, es a result of .
the summer workshop. ) ‘

AN

Others were less certain of the value of the institute; one leader thought
that the summer experience crested a great desl of enthusiasm for the 3

N _
course in her, but that it was too abbrevieted to be substantively useful.

\
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Same members of the group had had the experience of teaching MACOS to
children the year prior to assuming leadership responsibilities, and while
fhls wvas thought to be desireble, the realities of wide-seale dissemination
make it likely that many new seminar leasders will, themselves, be pew
teachers of the course.

2. Did the summer institute prepare you to lead 8 workshop?

The consensus of the group was that their institute experience did

not really prepare thenm for runuing a workshop. cﬁe reason for this failure
was that workshops are different fr;aﬁnstitutes in the degree of eomitment
of members and the amount of time spent in each group. It was felt that
leaders must recognize this difference in order to plan effective
workshop secsions. \) ‘

I think, maybe, that was a discoureging point to me at the

beginning of the year. We had had this institute in the

sumer, at which the kinds of questions which are brought

up in the parallel curriculum were avidly fought out.

But in the workshop, we had lots of teachers who weren't

interested.

Vhat you say is true == the issues which we discussed in

our first experience with this material -- you know, knowing

that we were going to have to go back and in eddition to

teaching the course, run workshops ~= are quite different

from the things that the people want to discuss two days

before theytre going to have to meet thirty kids with these

materials. And so you have to really approach the workshop
differently, I think, at the beginning. ~

A mmber of the leaders desc.ibel their lack of experience in working
with adults -=- "It's so different teaching it to teachers rather than
teaching it in the classroom!" "It's much essier to exélain it to the
kids." They asked, therefore, for explicit training for leadership of

seminar groups. Some suggested a group dynamics approach; others suggested
videotaping end analysis of sessions. T™ere was disagreement sbout the

SN -
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value of role playing the institute leader. One member of the group
disegreed with the call for explicit leadership troining. Such training,
he felt, was imposgible.

Onc should, however, make the ipstitute a modal for the
way workshops should be run. If institute personnel
believe that leaders should behave in a particular way
with teachers, the institute staff should act similarly
with the lceders. /

3. Should the warkshop lesder be a classroom teacher?

The arguments pro and con were made on theoreticel emd practical
grounds., émaders vho felt that the workshop leader should be a classroom
teacher noted that such a situstion increases the ipfarnmlity of the
seminar group and ameliorates teachers? f‘e‘ars of being eveluated in the
meetings by a superior. It wes felt that they would more resdily admit
problems and lack of lcnowl\édge to a peer. Further, if the leader vigsited
teachers? classes , the observetion would be seen rore as ’helpful suppori
than critical evaluation. .Te-aching the course while one is ‘conductmg a
workshop keeps the leader attuned to classroom concernms: "It's very, very
easy to lose touch with children and their responses and their psyches if
you'tre ;mt with them every day. And itfs awfully easy to get hung up on
edult concerns and your own edministretive concerns,"

On the negative side, time constraints were frequently cited., The
leader who has a full teaching load has litile time to preparc for seminar
sessions and still less time and flexibility to visit ela;srooms. On a
more gbstract level, some pegple felt that an important qualificatien for
seminer leaciarship is genmeral social studies expertise, that the leader
cshould be someonc who is respeeted £or his broader kmwledae of curricular

s
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issues, People such as the system's curriculum specialist,or a department
chelrman, or another type of cdministrator were cited. One member of the
group added that the higher status qf such & person mekes the leadership:

role easier.

4. What p::eblenxs do Jou see in the workshop program?

Soxe leaders expressed their diavappointmnt at the disparity between
their expectations for the werksilop sessions\ and those of the teachers,

The Jeaders hoped to engage the group in critical gppraisal of the cwrrice
ulum, to Qiscuss such questions as, "nhy would you want to teach this?"‘ and
"What goel would you have for this?" Teachers, they fouxs;d, simply wented
to preview the rial and leern how to use i{:; the {tcachers were not
interested at :i’:s%n pursuing phﬂcsophical.and abstract pedagogical
issues. -

The problem of how to deal with those teachers who are registendt to
the course was also discussed, One of the leeders felt that it is important
to change hegative attitudes and that the pmsstﬁe of positive 3:roup‘
attﬁudes is the most important factor in accomplishixgg this.

Other attitudinal problems mentioned-wezle teachers?® passivity, an
umrillix?gness to become involved in the topic umnder discussien. Alsec,
sore people felt that teachers were resentful of aftereschopl pmeetings.

The most effective :;eminar size was discussed, with some egreerent
that both large and small groups were troublesome. A lerge group is not
conducive to discussion; & small one, especially if the wepbers are from
one school, may lack & range of views.

2. Has the workshop progrem been succcssful?

leaders expressed the viev that, despite complhini.s, teachers strongiy

L ]
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w?ntad the workshop program. The workshnp provided a measure of security '
fér teachers who are beginning to use 8 radicslly new curricplum, and in
somg inst;nces‘became sn exciting forum for discussing idcss related to
the course. As with students, it was felt that voluntsry involvement on
the part of th; adults increases the program's success. As the Ieade:?
themselves écmmantedé _ -

.e.We asked teachers to evaluste the workshop. . A signifi-
cant question was, “Do you think we should require workshops
- of this type for any new teachers next year?" And I think
vhen they all indicate "Yes" to that, it means that they
zust have gotten something that they felt was worthwhile
out of it.

eeeWell, tﬁé funniest thing happened. They. complained
and complained, and’then when we asked the teachers to
evaluate the workshop, they said there should be work-
shops mext yesr for the new teachers, because they got
so much out of them. o

Intexviewer: It was a chance for them to complain!

...That's true, though. Complaining is just a general
syndrome that they had to experience: They wouldn't
have been happy without being able to complasin, and
yet, left to their owun devices, they panic. Because
when we said, "Well, would you like to mot have the
workshops for you people at all?" they said, "Oh,

no! We want to come; we want to come."

...0ur teachers wanted the workshop. We were having

- three ¢ month, and ve at one point decided tﬁat maybe
we could eut down; they wanted to meei every 'week.
They felt that this was necessary. However, there
were times when the leader was doing all the talking;
they were very unrespongsiveé to some very good
questions, ' Othier times there were just tremendous
workshops.

I think on the whole, the workshop was very good be-
cause the teachers wanted the materials. I was the
only person in the sclhiool using them last year, and
they were excited about some of the things that were
going on in my classroom. When I approached them the
first of the ye¢ar and tola them that there was a
possibility that they could use them, they got very
excited. It was voluntary, end because it was they
feel free, too, to talk about the things that they
dida't like in the course.

Z89
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6. Were the Suggestions in the Parallcl Curriculum Useful?

The original teacher seminars, or Para&léf Curriculum, wsed during
the 1968-1969 school year were several in number and covered in non-
sequential fashion some of the basic materfals and idess of the course.
The suggestions were mainly in the form of guiding questions and
accompanying workshop activities through which to explore the questions.
A geaeral bibliography for the year was provided, but seldom were
specific readings suggested for individual seminars. The§e seminer
suggestions were experimental in mature, an outgrowth of a need expressed
by leaders and shared by the Director of Teacher Education, that some
guidelines for workshops would help leaders to organize their sessions
and to focus on o-zanizing questions EDC knew to be critfcal to teaching
the materials. Activities suggested ranged from htevieéing student films
to working through the materials dealing with & concept inlthe course,
such as Natural Selection; S¥ a topic cutting across the curriculum,

such as agression. The suggestions were fairly brief, and not thoroughly

-developed as were the teacher guides for classroom sessions. A main

thrust of suggested questions was to broaden the perspective of teachers

beyond specific lessons of the course. In operation, this trial version
of workshop suggestions in the Parallel Curriculum wes found useful as 8

gndde, but none of the workshop leaders followed it closely. The

general concensus was that at the cutset of the school year teachers

were primarily interested in\?reviewing these materials which they would
be using in their classrooms iﬁ\tge imnediate future and that the

broader perspective of some of the topiésfﬁngggseed in the Parallel
T~

N
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Curriculum were not especially appropriate at that time. They there-

fore attempted to structure their workshops to meet the special needs

of their groups:
cee¥e Just planmd our own as the need arose...

..eswhat we ended up doing was taking the workshops
* in sequence with the course. In other words,
trying to keep a little bit shead of what they
would be doing, because this is what they wanted
to know. They weren®t interested in the Eskimos in U
October or November because tney were too bogged
down with problems of Baboons and salmon and here

ring gulls et that point.

ee«it wasn't until we got toward the middle of the
workshop experience -- maybe the last of the Man
and Animals workshops and iuto the Netsilik «-
that we began to orient it much more toward
issues and get awmy from the lesson planS...

It was only after the teachers had become familiar with the
teacher manuals and classroom materials that they demonstrated a will~

ingness and interest in looking at the course from broader perspectives.

-4

As oune leader expressed it:

So many teachers wanted to try it first and thern come
back and talk it over..."'Don't ask for slternatives.
-1let re try it this way, and give me a chance to preview
the materisl. You help me preview it, but don't have

me try to figure out &ll.the philoscphy behind it

right now..."

...0ne girl said to me about four weeks ago near the

end of the school year, "Now I'm ready to tealk about

why teach this course as opposed to some other standard

curriculum that we might find."” When we raised it

at the beginning of the year, they really had nothing

to contribvute. It was just & question of "Why not?"

In terms of specific seminar's, the most successful sessions were
on aggression, senilicide, and hunting games; =il aétivelyainvolved the
teachers in either discussion or action, and two were comcerned with
controversiel topics of & scope considerably beyond meterials specific to

the course,

292
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V. Conclusion

'JIn addition to enalyzing seminar programs in terms of the leader's
orientation, we correlated the sucgess of individusl s€ssions -méim:t
(eex of leader, professional status of leader, length of session, and
location of school system. No signfficaﬂ_t patterns were found. In a

negative way, we coufirmed what other researchers have found and what

P

educators intuitively kmow: no single attribute dctermimes the effective-

uess of a group (whether childven or adults); rather it is an interplay
of @ host of complex factors. There are mo si@.e formmlas for humsn
interaction. |

Although workshop leuders as a whole did not follow closely the
suggestions of the Parallel Cwrriculum, on the basis of the date we have
chtained over the course of the past year, it is cleer that in many ways
the goals of the program were implemented. Workshop participants were
exposed to an abundance of infoymation requisite for an adequste under-
standing of the 'ceurse content. The seminer aelso provided them withian
opportunity te preview the Eoursé moterials. Parﬁici.pants engaged in
discussions of the newer pedagogy presented in the ceurse and were given
support for their endeavors in these nev directions. And, for some
groups, the scminars provided participaﬁi/;;;, beretofore working in
isolation, with & new sense of cohesivégess and professional  identity,

Observations of . the individusl seminar groups indicate ; however,
that no one seminar realized 211l of these goals. Depending on the

interests of the leader and those of the perticipants, emphosis tended to

§hift in one direction, often resulting in the neglect of other aress.

an
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Thu., in one seminar group (thé last case aﬁalyzed), because the interests
of poth the leader and the participents did not lay strongly in the

direction of course content, this aspect of the coursc was neglected,

leaving the teachers with a rather meager underséanding of the ccurse
Eoncepts. in thg first in-service group discussed gbove, however, course
content was of prime cqeﬂern and given greatest emphasis whereas pedagogy )
wvas not intensively explored " For the seminar program to be most suc-
:essfhl it seems that the leader must strive far a balanced program --

one that is responsive.to the imtcrests of the grcup'but that glso covers

thé total range of conceg;dsl and pedagogical issues of the course.

-
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) o INTERVIEUS WITH TRACHERS
, mriﬂs&ﬁﬁa large-scale field testing of MACOS in 15;7-68. tepchors!
in one suburban town and in two center cities ‘were in:e.miewed,‘ usually
three :tmes, during theit teaching of the course. Rorly £n the yeéar,
toward :he middle, and at the end of the year, 14 teachers spoka with
. evalustion staff members about their responge to ehe units, axpetienca;
in ueins the matettals, and generai views of gocial studies and educatim-
In addition. three center-clty wvorkshop leaéerr were lntewxewd.
We analyzed teachers' responses in tue ugh't of three eonsid&ra- |
tions.

The specisl eharacteristics of each ‘school system,
as revealed {n the interviews.-

1]
[
.

-

2, The style and attitudes of indfividual teachers.

3. ‘Thé common input of MACOS. -
b -~

This seetion of the report e.xplores the interrelations of these three
dimensions. In-general, it concludes that where use of the course
differs hetween the center city and the suburbs, these diffetehces are

P
due minly to differenees in teacher expecta;tons of ymgs:ers. dxeir

/ concerns as teachers, and their interpretation of the l:eacher role,
In _the Suburb , ' N _ .
M From these interviews, it became apperen: that many - teache:s

-

came sway from the course with a new concept of sktlls_as developed in

N

1. The interviewed teacuers participated in the workshop-
seminars and had classes under observation, with
students interviewed as part of the evaluation pro-

- cedure,

-
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B the fifth grade czassroum The.most frequently mentianed skil_s
which teachers 1n a subnrhan setting found to be emphasized in MACOS-
f  were psycho-sacxal and intellevtual in.nature and included first,’
active listening, eommunlcatxng, and sharing in greup exchanges; and
secand% ébserving, abstracting, and contrasting. The development of
both sets of skillslfas commonly attributed to the major mode of work-

¢

ing in MACOS: oral efiression, either whele-class orrgmall group.
- Teachers noted that there was little or A; eméhasis or. written work
or projects done individually in isolation from other classmates. -
As they summprized the intellectual strengths of the course,
they stressed that the matés}als and act;vities encouraged stu@ent
- geggrgtioﬁ of idedas and the use of the.scn}ce data to sypport these
. ideas. As noted in the section following, one centg} city stood in
opposition to éhis view and saw the course as.prémoting the teacher~.
centered classroam, éince its.lesscn plans and Qgggestions for quese
itiong eménated from the teacher. 1In other-worQs, the teacher medigted
all use'of,the course. In this suburb, where several teachers were
interviewed and observed over a year's time, & very different view
of the teachers' guides‘emerged from the interviews. Uhy this differ=-
ence in perspective about a common input? It seemed to derive from a
common;"gestalt" about teaching- that these suburban teachers shared as
a result of their membership in that particular scheo} system: they
saw themselves as "setting up" & situation, as facilitators of process,
and théy'spoke of the need to get out ofethe way of youngsters §n dis=-
, cussion. They were prepareré of the stage.

-

I think that same of the activities are designed so
that they don't need so much direction fram me, and -
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. I'm delighted about that...m it seems that I'm
still talking & lot. Not that I'm telling them so
many things, but i'm preparing them to observe some-
‘thing,..They're 8till getting the wost “information
from booklets and fram.films and from other things
* than frau me:. So in that semse, it's different.

I sit in the back. If (discussion) becomes too loud
or I feel a kid is really being jumped on, I step in...

One teacher saw the course us a shift 'from the didactic mode
(written ln.nguage skills especially) to the interpersonal mode {cam-
munications, relatiansh1ps of children to cthers ia the cLaasroan)

She viewed the course as pri.ma.rl‘*y verbal,” which is certa.inly
' U
supported in the classroom obsewatmns, student interviews', ¢

checklist results, and by perusal of ‘the teacher manuals. She

specificany m_entioned that this stress om verbal coammunication had,

much to do mth the way children lea.med

In terms of communicating with each other, I've found
. . that they will talk with each other about the thinge
! rather than come back to me., If we‘re sitting in a
circle énd I start a discussion or I've planted a
seed elsewhere to start the discussion, they want to
discuss with each other.

This teacher viewed ner class's open, articulate behavior as having

some of. the same competitive components that mare tr%ditiongi test-

~

ing and written materials might elicit.

You learn who the strong omnes are, vermlly and who
.. has lots of ideas, and you notice the kid who always ',
k‘ repeats what someone else says. He doesn't have anye
_ thing to say himself, but he bas to say smnething,
iu.st. to protect himself.

The "strong ones" in discussion are not necessarily the high achiev-

'ers in more traditional, memory-céntered 1@&&5&3. Another te&;her

. said: ' ' .- .

- My class is the type that discusses everything...
They wind up listening to each other ecross the

Y

L4

“"
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. table. Theylove to discuss it all tbgether, they
really do. Because there are & lot of kids in there -

who have very limited sabilities who...really went to
town on some of the Jdiscussious.

Again, the skills of cammunication were stressed. N

They know how to talk, these kids caming up. They

just don't know how to listen...I think these kids,

their discussion techniques have definitely improved...
- these‘kxds talk to each other and they respond to

each ofher and by-pass the teacher, you know. So it

isn't a kind of orchestra kind of situation.

I've always dore (discussion), but I think this kind

of material lends itrclf more easily than other ,
kinds of things...it provides aa awful lot of sharing
of ideas...it Beems to me they enjoyed this, bessuse
théy are allowed to speak and that other kids will -
listen and are interested to listen. '

Awareness ?f othér;, contact with others im the classroam on aﬂ idea
level, seem tb ge charecteristics that distinguish an EDC cléSspocm
from 8 non-EDC classroom. One of the classroom observers camented
that sue fggnd the "amount of s?udenghinterest" dimension of the
observation- scale almost imposs%ble to use in the non<EDC class,
w because she hed no wey of judging student interest. Students were
passively arrayed in rcws,‘making 1£€tle movement and giving no clues
~ to what they were really thinking or feeling about the materials they
were studying. She wondered how teachers in such classfoqms ever get
honest feedback about studepts' reactions t0 matéiials.\ The attention
and interest'éf youngsters in ﬁACOS_classes, Sn the other hand, seemed
: much more obvious, judgemble, visible -~ the activities and lessons
were planned to elicit student résponse. A teachér regognizeé this
same ccmponent of her-~MACOS claas:
There has been active listening on the parts of all
the kids. Much less losing contatt with what's going

t on. Especially with listening to other kids. (This
is partly due to) the kind of discussion that I am

N/ 208 L
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' " trying to have...the structure of it, questions
directly relating to things they've.seen and read...

This teacher cammented that the stress on discussion had, to her mind,

.

] actually changed her style of teaching:

.. ethey don't have to do as much Xritten work, so
they can get more involved in the’discussions, because.
they're not afraid of what comes next s which I'vo
. been the cause of frequently, because I was oriented
. to writing things down at the end, !

' Another teacher saw opportunity for expression of personal feelings

in the role~-playing of baboon troop members.

1

o ‘ Three or four boys chose the sub-adult, the male
who fights his way through the female,..and tries
to get into the hierarchy. The kids who chose to be
sub-adult were...my boys who were growing into man-
hood, you can spot them, they're a little more mature.
I had an interesting experience. I was a female bab-
oon in the role play, and we did this thing and. we
saw a movie. And when we went back to play, I didn't
play, because my knees were too sore, And (a boy)
came over to me and said, "You've got to play.” And
I said, "why?" and he said, "Because I want to fight
you"...he said it in humer, but I .honestly think he
thought about it.

It is especially worthy of noté that the child felt free, within the
~role-phaying situation, to express a feeling of asse;tiveness against
the teacher, and that she couié respond to it in & natural way with-
ocut Sudgment on his frankness and with an understanding that the role-

play gave her "youngsters a legitimate chance to expréss same very
deep feeling§ rising oht‘cf their personal states. o _)

With rare exceptions, teachers everywhere expressed t;emendous
enthusiasm for the films‘of the course;g This group of ;uburban
teachers commented mainly along two dimengions: the motivating power

of films, both to elicit and maintain<student interest, and their un-~

paralleled usefulness in cenveying informat{on: An interesting éamment

' S99
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was the following: TS -

{Have you learned’ anything Péw about the way kids operated,
" the, way they learn?) .

*I'm csnstan_;y'i@gressed4§¥;hcw'much they learn fram
audio-visual material. But that's because I've taught
a ldbng. time end I haven't alvays had the opportunity to
use, this kind of audla-v1su5ifﬁster1a1...Watchlng the
movie, "Fishing &t the Stome Weir,! they were able to
absorb an infinite amount of details that I'm -- well,
I saw it a few tzmes, but they really absorb an enop=

mous amcunt . .

(During MACOS, have they changed in the way they view
films?) ,
Oh, yes. I think that's very.definitely so. " They've
become much more sophisticated about films. I was able’
£5 undérstand this, because cne time another teachgr
presented a film to them., They saw it. There was no
' discussiony; and that was the end Qf it. There seemed to
be no feedbacks about it at all. When they saw "Fishing
a¥:§&@ Stone welr," they knew there was a lot of informa-
tion to be léarned from“this film, and they have ex-
. pressed this feeling to me, and we ‘ve talked about the
. fact that when we view a film there are certain things
that you absarb from it. And we also telked about the
question, if you ve observed a film, has the film
served its purpose9 It's not just a pleasure~viewing
type of activity, although it is pleasurable in the
vay it's done. I think when we first saw the first
£ilm, "Crossing the Tundra," I mentioned {o them that
there wouldn't be any sound, and they expressed sgue
'Teeling about, "Well, how are we going to learn?” And
then we got "into a diScussion about films and their
1mportance. Then they saw it, and it was marvelous,
I think they ve gained a great deal of sophistication
about moyles.

A"

A sepdrate section of this report deals specifically with the films
: and other media, and camprehensi&e attenticn to this exceptional

featyre is given therein.

T t.chers saw the content ol the comrse as intrinsically interest-
\ R
ing to fifth graders. One put it this way: ¢
- They have a matural curiosity about animals and a

natural curiosity abeut themselves| so that ‘the materlal
_itself is more closely allied with their interests.

-
oy
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Maybe tm.t‘s wha.t I meant befaore vhen I said that...
the -study’ of a country is an adult-oriented approach,
. “This seems to be a much more natural outgrowt.h of
&7 Their feelings.

The above teacher viewed the more traditional fifth grade survey of

. & country as a topic that is an outgrowth of adult interests, not an

intrinsically interesting study for the child., Because MICOS content

o}

relate g to, enduring and critical issues of human develop?ment and

behavior, youngsters develop a relevant cmnpet:ency, they have knawl-

.adge and budding thoughts about scme basic human events:

...there have been times when they have related to
samebody's life seceees last night, when they saw

. the television program, "How Life Began,' they were

able to relate material about the herring gull and
, the salmon and they said, "I kept telling my father
> about it and I kept telling my brother about it until
) they said, 'Keep quiet, I want to watch the program,’
but we knew so much.” I'm sure that was a wonderiul
Tfeeling for them, that they had a great gpderstanding 6
about this subject. ‘

However, there were teachers whe were critical of the lack of
choice of lcarning act:‘wi’cy.l The same teacher who praised the qixaL-

ity of the m&terials s the opportunity for s!nring and verbal exﬂ-fa.nges,

‘also noted the lack of individualized activities: "If a kid isn't

interested, what 4o you do?" 'me course does opera.t.e on a cansensusl
basis in terms of its classroom c:pera.tmns. This teacher also felt .‘
that the emphasis on verbsl resj:onsiveness resulted in a paucity of

skills development of a more traditional kind -- use of resource

P .-

1. The section on classrocm observations discusses differ-
ences in teacher dttitudes about independent versus
group work as reflections of basic teacher-oricntation.
"Idea-oriented" teachers seek more individual project
involvement; "people-oriented” teachers are léss criti-
cal of group work emphasis.
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material outside the givens of the course, and written exercises.
When thesc teachers spoke about their views of socﬁstudies‘

and their previous experiences, they sometimes axpressed a concern

that traditional skills were peglected in MACOS:

!

“Ifve been used to teaching social studies where the
things you tedch are outlining; you teach the sfudents
to do reports, to use the different kinds- of reference
material. I don't inow when the children are going to
learn to use the reference books...They learn to skim
and scan'in social studies. This will have to be made
up agein in another subject.... ' '

s

This teacher was consistent in her positive emphasis on fundamental
s - '

skills develomment in Tifth graders. She éumri_zed their enthusiastic

- ~

response to categorizing and classifying ex@reises:

I've feund that fifth grade is/a wonderful time to
¢ expose children to the ‘atlas. They can find more
wonderful things in the atlas...Right now, they're
excited about classilying animals, I don't. know
whether they're excited about classifying animals

or the game we play-classifyimg then. .
As she reflected about her own scho'o'iing , she remembered socinl studies
as dull, revealing at the same time:

I never remember learning anything in eleméntary

school. We'did study the Eskimos, but I -don*t remember .
. anything about them., They built igloos. 1 didn't have

any enthusiasm for it, I suppose. But math, I learned

a tremendous amount of arithmetic in elementary school.

You can measure math. You can't measure social

studies. ‘

T must have built scmething up insﬁ.de of me, because
I didn't really want {o teach social stugies...l've
Yecn avoiding it for eight years. '

We surmise, ithen, that more quantitative, measurable cutcomes of

education have beeh a habitual and ccmforteble expectation of this

" teacher. How, then, did she fcel as the year progressed? As she

g‘inished the' {irst half of the course, her response was enthusiastic:
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"I've had a ball!"” She was still soméwbat disturbed that the course

didn't emphasize written language skills; at the same time, she saw
. ~
the biggest gain as:

Communications. I think the kids have-samethigg
—=—  to {alk to you about, and I think this'is a sort '
of foundation. ’

-

A new experience in shared discourse was developing for her.

Another teacher put her skills concerns in a more positive light:
i : v

You can't be a social studies teacher withcut being

a reading teacher. What's resl social studies? If

you were to ask me what social studies-is, I would

say == profoundly -- social studies is pecple, and

everything that involves people. .

It was clear from the interview that this teacher was caught up with
issues of human behavior, carcd‘deeply about motivating her children
to consider themselves, their behaviors, their meaning as Humah‘ ‘
beings. For her, the course became a vehicle to explore man's nature.
. ) ’ What/ was gpparent in the suburbaq teacher inﬁerviews ?as a
¢ . generéily high level of understanding-and usage of MACOS c;gssroqm
| techniQueé pficr'ko the teaching of the course. These teach@bs already
saw themselves in waxstthaz‘were congruent with the suggestions in the
r teacﬁer guides., They had used discussionp group work; and role play
quite ex}ensively‘befbre caminé to'éhis course, MACOS provided these

r

teachers with material they unanimously viewed as excellent and provo-

L]

cative, along with a teacher workshop that operated as a forum, or
, proving ground, for classroom maierials and review of their own pro- {
fessional roles. As one summarized:

.

(" It's nice tc.haVe materials at your fingertips...so

- c N you can put your time and your talent into teaching.
' , k]
. . L)
y Y \
- (/ \?




In the Center City . L

JIn the first clty under cané{éeration, MACOS was not an isolated
innovation, but part of a e&refully developed program Of ch&ngg,
supported and guided in ‘ﬁrt by the EDC Pilot Communities Program ~
working through the system's Innovation Team., Innowation in the group
of schools using MACOS was supported by the system, and a cllmatg of
openness ta change already existed to a good degree. The workshop
leader, a teacher who served a group 'of schools £is.an innovat;on lead-
er, was concerned primarily with changing climates in"elementary elass-
roﬁms and in opening ;p new r;le possibilities for teachers. She used
MACOS aé a vehicle for pramoting'new views of teaching and learning
.and for supporting classroom§ in which youngsters weré given more
responsibilities and more respect. . .

Teachers felt all around them a”challenge of innovation that

. scrked to corve the purposes of MACOS. One waﬁén pentioned,the gen-

.erally innovative setting into which MACOS was put:

had & chance to learn and become acquainted with
many new 1ﬁncvations which change'§§ucatlon for the

*7\\\ ...because I do geach in the model school area, I've

The section of this report dealing with in-service education notes

. that this enviyonment was encouraging to an exciting trial or the
. -\ )

course’ b¢J> - ’
R - In terms of changes in classroom attitudes and behaviors that
‘ . ' k. . . . .

i . o might be attributed to MACOS, one Yeacher in the spring of the year
- | stressed students?! growing self-confidence in expressing ideas:

"~ . They -have got more conflidence in themsclves., That
- ' I can do something; there is something I can do.
o " Maybe I ‘can't read, but here I can act. Here I .
. ' can get ihto a dlscusulsn. T .have something to give,
F\_“ -

« ¢ . »
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and nobody is going to lsugh at me, Whatever I
say is right, and somebody wiu reSpect. my opinion.

She found the variety and diversity of mteri.als and activities valu-

[ ]

_ ablec because they drew {h a1l levels of ch:.ldten, "no matter v.ha(: their
potentfial or reading level." The nen-readers leamed a lot from the

visuals, Her reaction to the written materisls was similar to that

-

of many center cit:y .teachets:

I think the ides of the children being able to keep

all the booklets, to bring them home and share them

.g- with others, is one of the things that made the unit

_ so fascinating to them. The parents were enjoying . e
reading thé books as they_kept them. It was some- '
thiig they really wanted,l d

It must be noted, however, that this_ teacher felt strongly that the

films carried the Netsilik unit for her class. | .
If they ever have to cut down, ‘they can cut down on the
booklets, snd just let it be, maybe, or‘the t:escher's
background,

¢

_ WQriting with films was mentioned as a way of developing skills of‘.
observation: .!

I think it stimulates them te look and find out more
things for themselves without somebody telling them.
They are slways having things told to them so much.
And the last time with the sound, we cut it off. the
first time, and then theﬁecond t:ime we showed it ™~ _
with the sound...It put them to observing msny more
things when they didn®t have sound,

F

[ 3

~

While center city systems ¢ould not, from economic con-

straints, give purchased MACOS booklets to youngsters as

Part of ordinary usage, the insights of this teacher, and

the many mentions of the booklets by center city youngsters

-certainly point to a new way of using these elementary

reading wmaterisls -- perhaps a few sets for **tske~home"

copies, even though these would need to be returned. Or

perhaps the better suggestion is that outside money '
should be sought to provide booklets for center city young- T e

[N

sters to own, in & "builde~se-library” program.

A
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A group of teachers at another school in this city used the

]

materials in an interesting way to suit the individual child:

‘ee.those who wanted te read the book would do research.
Those who wanted to work on the art parts would do some
art, and those, affer seeing the film, who wanted to
write about what they had seen, would put it in writing.
Some children wrote poems or creative stories, and then
sane would just talk, having group discussion.

...maybe the varying fram one thing to ancther was one
of the reasons we could say that it was successful.

Special problems of interpretation and use of the materials,

however, did appear. For example, one teacher stated the following

by

-prpcess~oriented goals for his class early in the year:

T want the kids to be able to cammunicate, Written and
orally...reading is a real problem, to get the kids to
want to read, that's a struggle. There's none of the
middle-class love of reading...then I.think that the
children should be taught to think...to question, to
reason, .. - . . .

) I like a classroam that's frée, where kids are enjoying
- T themselves,... .

His goals with reference to course content were‘much less definitive: -

What it is I want kids to learn...I haven't thought
about it.

He would have liked, however, ta'focué more solely on the visual
materials: '"Just the film seems to teach them fantastie amounts of
-t
materials.” Following through on his process appfaach, he bélievgd
at the beginning of fhe year that it was péssible to organize the
managemenﬁ of the MACbS classrocm on the baéis of a student-centered
si@u&tian§ and mentioned this in.the context of usiﬁg the innate and
| learned be%avior bc;klets in small groups, with student discussion
leaders: |
That would be the extent.of the discussion of that

booklet...Whatever they lggru fram that booklet will

be because of themselves...See, I'm not interested in
the end. I'm just interested in the means of their

learning. I couldn't care less if they even know
wvhat an urge is, really.

. Y, :
ERIC - 2us
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_ By the end of the year, hcwever, thi.s teaaher was sa%ednt disappointed

in MACOS, for the following reason: j

L4

!

T think it wants to be s studente-oriented eurriculum.
And I'm comvinced it is e teacher-directed currice
ulum.,. just look at your teacher's guide, and you'll = .
see: tell the students this, explsin to the students _
that... The main source of informatiom is fram the
teacher, and that means the teacher's got to be talking
and the kids have to be listening... (there are) a lot

of lesspns where the teacher is dolng most of the work

and the organizing ,

This yourg men was not hopeful about changing the teaching styles of

traditional teachers, and was further "discouragefl by this program’

" because he felt it "lets the teacher very easily slip back” frem the

» . .
open classromm. He wanted to "emphasize a very important point”:

the guides seemed to him "suggestive ef‘structuting,“ because "it is

a8 very content=orierted curriculum... I wonder if the materials don't
. .

beat the information to death a little bit."

Despite his criticism of MACOS as & fairly structured course,
* ‘ . .
he d1d note positive change in the direction of his stated behavioral

goels. We might call this the "camumication” dimension that so

-

many teachers described.

I think they're questioning more. I think they
realize that there's a lot that I can't tell them
that they get themselves... I think my greatest

'. *  success was having these kids work together in

-

groups. . .- )

Compared with the. center city experiences just described w=-
innovative factors at work, systems support for professionmal growth.

and change, analysis of another center-city system showed a very

different set of factors in operition that were reflected in general

S07 | ‘
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teacher attitudes much more congruent with the stexeo%ype of. eore
- eity schools. Early. in the.fall, as he was beginning MACOS, the
young male teacher of the 5D track said of his youngstérs, not that
they could do more than was expected of them, but rather:
I don't think they will get that much out of it...
they're & low group; compare and contrast is very
difficult for them anyway...As my children aren't .
. . as.eager to learn, it's more difficult to learn, :

_naturally...they're irustrated. Well, they just
 forget. it the second after it is taught usually

. This teacher felt he could not permit discussions in class, because
there was havoc if he let the children express themselves. While many
of his fears ﬁére based on realistic wqrries ~= his class did consist

k)

of 1oquQ studeuts and c'p\'-:c:iza.l behavior problems -- his most consiet-

,(
ent response to these children was to expect ‘the worst from them.

The young female teacher of the 50 track at this same school had

a differcnt: view of her students and of the course. First, she admit-
-
ted her own dlfficulty in understandlng some of the material partice-

ularly the concept booklets which covered the brain. She was also

well aware of the value of enactive exercises for elementary young-
: . .

sterc:

...making the trocp themselves, it visualized the
environment for them...they love experiments...they
arc seeing how it is done.

When she discussed the enmvironment board as a motivating device,
however, she we by no means convinced of its educational value:

Whether they get anything out of it or not, they
love -=- you know -=- puttin it together. )

& ’ Ve
{8
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In terms of socisl skills, she found that her children "love

helping cach other:.. there is & lotldf helping." While she recognized -

that "ﬂ: is quicker than if the teag:her taught them,'-she believed

ﬁhat ghe most s?;isfy(ng‘thing is "if the cyild tries." Her year of

e§perimenting with some new'classroam‘techniques was. not without itg
' temsions for her. ‘Shé began with.éhg children in rows, then decided
"Fo try the group work: | | S | "

Well, that worked out for a little whilé, and then
ey were constantly talking, talkinmg, taltking. s
And 1 just put them back in rows asgain. 1 found
that I could be more effective in rows... when I .
want to group them (now), I just sort of put the
rows together and cut them up into groups, I
don't have them that way all the time.

Hhilg‘she worried about contiol, she recognized the vaﬁre d? such

grouping as an invblving, productive work situa:&on-for her fifth-

\

graders:

L4

ees dividing them into groups, you have them working
more, you know, because they have, their own little
group, and they're part of that group... if you

take the class as a whole, you'll have-some kids
that don't care what's going on in the room.

This teacher still felt herself to be the necessary locus of class
learning, and thus vacillated between trying to create an inter-

&

active classroom and maintain her own authority and the disciplined
control more common in center city clasgrooms. There:wsg'a very

clear proﬂle& involved hé;e: whe is to have tée powef‘gﬁ the class~-
room, and how do- we in cur;iculum and workshop development help

.teachers to comsolidate skills of classroom management that do not’

depend upon the authoritarien figure?

o
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..
The.haxdest thiﬁg for youngsters in this class was reading

cdmprehension. Yet this teacher strepsed readings, not'tﬁé visuais.
Her description of use of the cou:se focused around the readings.

And her criticisms were of the written language usage -- she wnuld

-

have liked wctding “not as involved as it 18" and less.reading

materiql. She noted her students' greater facility in spoken than
in written response, and as the yesr closed she mentioned their

sbility to relate back to earlier parts of the course as they worked
. 5
w:lt:h it. .

She did expect to continue grouping her class the follawxng
year and anticipated starting such grouping right away, so that
students would become used to working together, Gains were made,

®»
"both in teacher attitudes and in children s learniug (see ..IY, 152-163)

‘e

In compatisan with other teachers interviewed, teachers in
this school ‘showed a very different view of their role in the class~
room, of their gxpectations of children, and of their aspirations

in teaching social studies. There was much less taftéctionJ&nd pro-=
\

fessional concern abaut classroom climate, except as a tontrolled

non-chsotic situation, and s primitive Ievel of caneeptualizing

*

what social studies should contribute to the lives of these center city
youngsters. One notices partitularly in their comments the small-’
ness of their expectations. In this case,  the, workshop leader was

- ‘a 'young teacher who himself'was going through.considerable recvaluation
and change.in his own teaching ttyle, trying to manage & questioning, -

open classroom, and feeling his own doubts and frustrations as weli

y

Zip
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as successes.. Ihere wes no strong. committed model to demons:rate

the power of che open classroom, and the possible growth of center city
children towatd inner control and self-disciplined, produc:ive behavior.
And there was no historg of such classraoms in the school., In:light

of these particulars, the changgs that did begin to take place could

be called considerable. We are,forceé. then, to the lsrger problem

@

of follow-through. In this case, after one year, the progrim es-
sentially disiuteg*ated. Without continuing suppott for and use of

innovacive methods and materfals, how can such teachers as the young

]
" | .
woman just described continue to develop less rdstrictive concepts

\I

of the teacher Yole?

Ability Leval . ‘ ' .

In classrooms where children were of mixed ability ~-- SOme very
bright, high reading level and some who werc less abie in reading

and acddemic ability -~ teachers found that the range of materials

Fal

_ -and suggested activities, and particularly the verbally interactive
emphases of the coursé, wvere of special value to the less able yaung-
t, : . )

 sters, who cculd“get help from the more able, and also from spoken

4

rather than written exchanges of ideas.

-«

+~ - Kids read to each other. And the filmstrip thing, where
it was read to them, it is more of a visual thing, The
art work.... the fact that you can share; I think that
 some kids get it this way. They pick up things they
couldn’t get amother way, from hearing other kids talk
+ ghout it. ‘.

Thir same teacher, when.asked what activities ci:ildren like best in
‘social studies, said:

\) | 1 think they like everything that is shared., Group work.

g

. all

!



Relevance
The qﬁestian of relevance was not brought up in guburban situa-
v tions. It was only some center-city téachaﬂxie who c}uestioneci the relo-
vance of what the;v were 'teaching in MACOS, and this seems at best
partially att;:ibut:able to their general definition of @ildren's' 2
por.enti'al and eventual role in life. Some af‘ these teachers beljeved
tt;ac what woulé be relevant to the city children were their own his- -
tories as bléck_peOPi@. an understanding of the econo:_xa_{l.gs_ﬂqf buying,.
’ - of police rights, etc. The suburbén' teech&a. ozi (;he other hand,
- e;pect:ed youngsters to find knowledge relevant, ‘particularly learning
that focused on behavior. - | C
' One workshop leader found ‘it difficult to make th‘e transition,
from the animsl material to the Wetsilik, and looked to EDC for some
bridging material: a statement on t;ni:vetsals, which she found help-
ful. A few teachers also mentioned the beidging problem. Those
who interpreted the animal studies Fs discrete.case‘ studies --
(The first half) really isn’t mag and enimals" -- usually alluded to
this problem.
FJ\ ’ Other teachers and w;n:kshop leaders; found fho éécbiems ;“.n
i ;relating aniﬁgl matgri’al tz? -human mat:eria’l.' l’l‘hose who viewed the
cc.mrse from the begimi‘y}g as the opportunity to compare man with
other animals said such things as the foilowing:
| If you can work with children dnd let them see that
...lower animals...have a structure, have a way of .
behaving, ways of learning, have 3 social structure
as you talk about the baboons, what's more natural

: than to go into the work with people? I just feel | .
. ‘Q theé more things you can relate with, perhaps the

mo:e‘r}mhs_xW.cag decide why you are you.
5 . Zi9 ‘

L]




' \\ ' ’ VII- 19

in vhat ways did thése guides prcve unsatisfec ory‘é éranly

cmle teocher -- g man in the center eity -~ felt the kuides
promoted a teacher-directed course or supported traditiomel _
Jearning. Hore common dnterpretatious st.:ressed sauisfact.‘im vwith
the range ‘o‘f lessons and the pover of the lessoms to force
insight into teaching. Pbrhéps enthusiasm and satisfaction

‘\!

AR give some slight support to the er:ltical teacher's view:
. ( teachers don't seenm at ell sha.ken ‘ny the wuides.

I do think there are enough kinds of actwitxcs that.
~ would change a teecher. Not all teachers, but might
change a person who has some {lexibility in theixr
persongality...have them discover themselves..s There
are so many differeant kimds of questions that come
up...by having enough of it, you might make a nice

discovery yourself as o teacher. ‘

Of course, EDC makes it easicr for the teacher. Be-
cause they have suggested lesson plans end suggest
metivations. This mekes it easier for you. You can
‘ accept them or rejecet them, but sometimes they do give
you ideas of different kinds of things to do.
I couldn*t work without it. It is a necessity..
’ ‘ The reinforcement of ideas in the course by several references
and in different materials is an att.ribute noted by students
- in their responses to moterials; the thematie repetition works
to clarify and stebilize learning. This same reinforcement
of lesson ideas in the guides was apparent to the teacher i
who said: - ‘

I like the set-up thay have. It's so beautiful. They
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¢ ‘have a section at thé'heginntns vhere they state whac
they're «trying to get at, and below they state the
* gctivities, and then they repeat what they're trying :
to get at. So it's interesting, becsuse you sge ir S
seversl times. Sometimes when you teach, you forget
the main idea of what you're trying to do, ~You get
cornered, and you go off in different directions,

A ¢

Firsut year teschers clearly wanted to rely on the tedcher guides,‘hnd
further found some.ﬁgcuricﬁ in following tgp_lessons as prééenteé: " .
"I want to stick to the oxrder,." Tbachera - c;rcainly these first year

- teachers -« didn't experiment with lessons ‘and techniques as much as
one might anticipate, and spoke of very little deviation from EDC-
suggested methods, Some able and inveg:ivg suéugbaﬁ teachers made
criticél éommencs aboﬁt the lack of emphesis.on individual research sn§‘

'indepeuﬂent p:oject work in the course but xarély spoke of making *

. - adapcations in lessons chat mighc have progided som~what more independent

* study, Only one center city teacher described efforts of others in her’

school to permit their students to follow seme individual interests

- during portions of the course,‘sueh as art or 5tory telling.
4
AN ,
k. * * ’
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) thorcughness.

~

,Rejpénse %o the lorkshop: . »

v \ 3 -

Fron inlerviews, all recctions to the workohops indiccte. '. _
clear

{ T : ' :
" their velue was ‘never focused on ccntent’anhr' 'mere was 8 ver,

N
excitzement end delight .m tlge opportunity to’ share COImon ©X=-

periences with others, and to bu.ild on thesg common egperiemas
a new m:nerstanding of the course and of ways of usine; mterzals

/ | J

and 1Qeus. Furmer, teachers were frank in gdmitting.their owm

- v . .

need for specific motivation to review the material with some |

-
The workshops ave exgellent,..First of all, it
foreas you to read- materiel. And that's good
technique. Two, with new peeple starting -- the
concerns of using the materisl, I have felt, have .
been more in evidence in the ing.of idees. I
gained something, very definitéfly, from meeting
people with énthusissm for the course...l've mt
& head start uwhen I'm working.-with people who
obviously enjoy working with it.

The manuals end the things ‘that the teachers hsve

to use...expose e to & lot of other materials at

a more agdult level, so that I can filter it out

and present whatever I feel is necessary for the
children to know or what ever they may ask me fer.

In some instances, when I can't. -answer, I go to

the workshop end ask...the value of the worisshep

is excellent for me, because ther' I heve a mach

better understanding of how to approach them- .
with these new materials, wb.ich in some instances o
are pew to me. '

There ‘was a pragmtic, .stablizing factor in the gchedulel wcrksl_xo_ﬁ.
. g . b
It provided o freguent opportunity to clarify unknowns in the
i

" meteriel. Since teachiers stressed their gratefulmess for this

g ) .
continuing source of review, the talents and course mastery of the

. »
| S ; .

' ®
Iy - .

&%)
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leader were obviously cfgcial: the workshop was the focus for clari-
. * fying topics in' the course, and it seemed that the most effective
P i leaders from the teachers® point of viewj, aot only participated

-~

- ) ' witﬁ'the ré%c of the group in st:uggliug:with issues, but also sgrved

: a8 specigl resources “nd master tachers on occasion. As other sec-
v tions of the teport on this topxc suggest, 1eadera who !apk a high™ °
i ~ | level of course mastery cannot’ hélp failing their group in this.
- crucxal area. N
e _' The teacher quoted on the preceding page attended the suburban
workshop run by’ a much-admired EDC staff member. Another teacher in
L™ . . 2
- o - this workshop commented-
L 1'd say :he best par§ of it is the workshop we have to
g . take. You get in with a bunch of people, there must
. ‘ . ~be 15 or 16,\and therc the excitement about the unit-
' . . is contagious\ It goes around and you get excited. ‘
- *  Somebody says, \Well, I did it this way." You go home
. .. - and you think, "What different way can I do 1¢?" When
' . we go to the workshop, he gives us plenty of time to
, * . discuss the kind of things we have done.

She further noted: . .

1 took a science workshop course once, and they got so

. ' involved in teaching science principles, rather than
what we were going to be exposed to and how to take
care of situations, that it became a complete drag.
But this one is kind of fun.

~5

This teacher had never wancéd to teach social studies before. (Her
‘ -

comments are_given on page § ). As she reflected back over the
course, she felt her enthusiasm was high for MACOS compared with ~

-

other social studies -~ not because of the course per se, but:

Malnly because of the workshop that we took. It
wasn't a project. to get -through...We saw all the
movies, and we did all the things that the kids were
supposed to do. I was s very enthusiastic worlkshop
.. goer, which Hn géherally nat. I'm not a meeting
T ’ person, '
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In dhe second of our two center-city situations, the least -
—t .

successful in“terms of workshop accomplishments, there was still
evidence of an impetus to re~think one's professiondid. i:ole and goals’
. . . . Lo

in the light of the specific curriéulpm undex discussion.

" _It's good when you get tofether with:anofher group of
teachers, just to hear what's been done. It gives ‘
ideas of how samebody else taught in a parﬁieular i
' way, and maybe ycm could teach it over agam in that

/I ' - } - )
. : * : . .
We saw evidence that this teacher, over—cantrolljfbg and restrictive

of class a.ct'i\rities, began to loosen‘up a bit in teaching sﬁy.].e and
. . -« . dl:-?-r
class arrangement, experimenting with group work and beginning to |

de

explore class discussion, albeit. tentatively. (See II, 152-168) . We

believe that an inmovative, extengjve curriculmn such as MACOS has

g +

the power, when tea.chers work togethcrf' in the process of ifaching -~
the caur..e, to influence )eachex behavieors, V

The center-city leader in the. more' successful siguation felt

that her workshop not only helped teachers to see "that the children
rea?}ly can learn more than we think they can,” but that topics that

the teachers might have considered risky and comtroversial turned

* +

out to be possible and valuable olgssroam subjects.. For ekample,_on‘

reproduction:
There were some teachers who were ahead of others in
the classroam, and when they saw-that some of the kids |
had actually done scme drawings of the'gull, one on
top of the other...it reallyc made them feel mdre
comfortable.

1

The workshop situation gave potentially comtroversial tapics'a hear-
Al ’ ‘ . .
ing, where other teachers shared experiences; thus, the danger began |

to evaporate. The teachers began- to relax and recofnize that younge \

¢ .
.
~

‘\

ERIC DTS AU
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. sters could and would work seriously an topics scmc had not coneidered

- - *

N\

, appropriate fqr the fifth-grade classroem.

. " And it's important thatl you do trust teachers to do
. -thesg kinds of things, and they will... {one teacher)
asked the childmen what areas they'd like <o know
more aboit.. Overwhelmingly, they said mating...
| ‘ They*saw the classroam as the place they could talk :
‘ : . about this...It was re&l_hr great. And the parents
‘ : thought- it was good. - |

Re\!'od‘m:tlm proved to be the topic that center-cxty youngsters
. . 'foumi most persona.m intriguing. The course afxords many opportuni-
ties for teacher.; and students to discuss together t.he toplc of
_human and other ‘animal reproduction , and the speclal qualities |
¢ mvolved in human nurturance and care of the young, put mg the t0p1e ‘
in the-context of survival of the species and dependency of the ye\mg‘
It is a‘responsible, responsive context that appeals to the deepest
v ' needs oi: youné people at a time vhen their Just\udc}ing sexua.iityv
hints at serious questions “they mst address. e
There secemed to be an uncxpected complementariness be tween the
teachers' guides and the workshop. Iqorkshops Qprcmote a nore raf}.eecive
teaching, offegetting the rather programmatic nature of the
teacher gw;ides: -

-

7 {In the workshops) we get & chance to find out what
A ' kxinds of things would you like to get from this dis-
cussion, But you have to ask yourseli’. This is
. ) ?wreat. You don't have & teacher's manual telling
¢ ycou what points you cught to get acress. You are
: asking yourself what is important to you.

~ Just as the group work of youngsters in class pmmoted reflective
give = and - take among them, the workshops pramote reflectiveness

— about, the material and the way it was used in the classrocm.
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Samehow I'm doing more evalusting of my sethods because
I have a pnew unit, And = unit which is wrging this kind
of e.ctivit.y...it's so firmmly built into this. Whenever
you go to workshops with other te.schera, it’s required
ofymtathinknfwhatymredomg,andIhmealpt

'Mshops were run in many different ways, ranging fram once &
week for an hour after school to fulleday sessioms several times during
the year, The center-city leader, running full.day sessions, said:’

I personally feel the full day is better, We, of
course, arrange for substitutes, and the teachers
came in for a day and they have a chance not only to
preview films and materiasls before they are shown in
the classroums, but they also get a chance to share
with each other ‘'what's been happening back at the
ranch, And they really learn a lot from that. They
got ideas fram each other, and they camforted each
other, Shared their problems, and helped open sug-
gestions toward solutions and that kind of thing,
vhich is extremely valuable.

-

From the point of view of the teachers we interviewed, however, two tu.
© three=hour workshops seemed most well-received. While the leader

ran fll-day workshops, brim;ing, together teachers fran severa.l
schools once a month during the year, the teachers in her system did
not wholeheartedly support this system:

I would suggest not an all-day meeting. I would

suggest & morning, because often in the aftermoon we

were doing things thet we could have probably gone

back to our building and had dme after school or
scmething. . .the meetings were entirely too long.

i)
ot
O




ﬁr ) 1. Teachers seleéted as the most salient and exciting characteristics
of MACOB in the classroom: |
&. Diversity of activity éné matgria;s

A

b. The verbal exPre881veness ang the respect for others'
opinions encouraged by the actlvities

¢, The pawer cf the film to convey'the themes of the
'~ course .

2. Teachers spoke less often of conceptual goals as a‘strength of
the course than they did of materials aﬁd.methods, pedagogic goals,
and classroom climate, If we regard copcepts and methods as two
classes of behavioral égthmes, e find that teachers after using
. . the ecurseyfdr a yeaf agféed thai pedagogic style -~ interactive,
communicative -- was for them the most important strength of the
course. They were séecific in diécuséing methods, whilé speaking
more broadly and gemerally, and at less lenéth, abo&t the Eonceptual
structure of the course. '
3. Out of the interactive mode, teachers belxeved that children of
~ all ability levels gained confidence in their own thlnklng and devel-
oped a willingness to express ideas.
’ Lk, On the whole, cenfer-city teachers expressed a less inhegrated
‘use of the course. FEither they stressed expressive‘skills to the
exelusion of content éoals, or they were caught in the dilemma of"
authority~-control concerns, where fear of (or disinterest in) student

participation aborted the intentions of the course.

5, Criticisms varied from teacher to teacher; there was less consencus '

DN
. ‘ - <20
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on negative attributes of the ¢dutse';han on the positive factors.

The most commo; criticisms were that traditional skills wefe neglected
and that independent projécts wexre not stressed. A'funct§onsl sugges=
tion which te;chgfa often made was to shorten the time spent on the

first half of the course. They felt that too long a period had been

¢

allocated to, the early aﬁ;mal studies, to the detriment of the

Netsilik unit, Evaludtion findings based on student responses would

M v

suppért this suggestion,

6. Teacher workshops were enthusiastically praised. Criticisms

were of structural components, such as the length of workshop (a full
" day being too long a time). Professional colleagueship, sharing of

-experiences about the course, and the intellectual stimulation of

the meetings were the most frequently méntiened_posittve attributes.

*

7. ‘Téécher‘manuals-wete almost unanimously extolled. Rather than

- seeking less spécificity in lesson plans, first year teachers ex-

~

- pressed appreciation for the explicitness of the suggestions and the

‘ clearly delineated continuum of lessons, many feeling they would have

floundered without this guide. .

é. Some first year teachers expressed their own difficulty in master-
ing the ideas’ of the course, finding the concepts complex and the
amount of new material overwhelming. |

.. One teacher made a critical suggestion that teacher participation
in the course should be, if possible, of a voluntary nature. Teachers‘
who hesitated to take on this new challenge would not be‘coerced into .

ﬁeaching‘the caurse; as they saw and learned about the experiences of '

MACOS teachers, they might decide for themselves to try the new

[

321
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materisls. Other concerns inmvolved an:inﬁiéf of studies fog
youngsters: what follows in the sixth, seventh grades, etc., after-
MACOS? What is available for youngsters that helps them build on

and utilize the methods, attitudes snd knaﬁledse of the course?
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- EVALUATION SAMPLE AND METHODOLOGY

- Number of Schools: - 1967-68: 55 schools in 14 school
: ' . systems across the.country &
ia both urben and suburban
sﬁttiﬂgﬂ .

A - o . 1968-69: * 25 schools in 6 achgol .. ..

systems ‘in the Eest in both
urban and suburban settings.

~
<

~ ‘Kumber of Classrooms? ‘ 1967-68: 123
1968-69: 39

] 2
3
Number of Students: 1967-68: 2,182
'  1968-69 A
Deé&graphie Charscteristicss ¢« 1967-068: 517 Male
497 Female

\ | L 4% Fourth Cfhde
Y ‘ 58% Fifth Grade
297 Sixth Grade
b 10% Ungraded Clesses
| 1968-69: 50.3% Male
49.7% Fomale
46.0% Fifth CGrade
54.0%2 Sixth Grahe




Testing of Students:

L]

Sclected Student Interviews:

Selacted Teacher Interviews:

~

226

1967-683

Pre and post-tests con-
taining cultipie~choice and
open~ended 4fems on’informa-
tion, concepts and attitudes.
‘Three student checklists
objective in format covering

‘elassroom environment, .

student involvement smd |
participation, success of °
various wedia, personsl -

- gssessment of attitudess and
" learming styles,

1968-69: 1

1967-68:

1968-69:

1967-68:

1968-69¢

Pre snd posf -tests contaiuns
multiple~choice items on
‘{nformation, concepts end
attitudes. Four student °
checklists objective in
format and similsr in purpose
to those administered in
1967-68. -

F

85 students in 12 elasetom
throa...urben antl -one .
suburban. Students in local -
settings were scen an aversge
of five times during the
school yeer,

52 students in 7 classrooms
one urban, two small city,
and two suburban settings.
411 students except for those
in one city weta. seen on

an averege of 5 times ‘during
the school year.

Beginning, middle and eand-of-
year interviews with teachers
of classes in which students
were also interviewed.

The same procedure as above.



Classroom Observations:

' Interviewers and Observers im
the Field:

14

Teacher Evaluat;on of the Course:

e

Methods of Evaluation:

1967-682

1968-69:

-

1967-683 -

-

1968-69:

1967-68:_

g

1968-69:

1967-68;

sl‘

1968-69:

Y Y

o .
‘60 obscrvsations in 22 class~

rooms -taught by & mep and 14
Women . N

49 observations.in 7 class-
rooms taught by 3-men and &
women ., ' *

-

Sevea edkluation staff

‘mambers;. end additional

okservations by.course
developers supervised by
evaluation personpel, /

-Five evaluation staff

members,

70 quéstincnaires returned
from teachers in tested cless-
tmo M

e -

L

Statistical analyses of
objective instruments and
cilinicel interpretetions of
interviews and descriptive
mgterials.

The same procedure as above.



Controls (1968-6%2 only)
——

)
Number of Schools: : 5 school systems io urban,’
‘ : small city and suburban
settings in the East.

Number of’Classroqms: ' 14

Testing of Students: Checklists objective in

: format covering classroom
environment, student involve-
ment and participation, success
of various media, personal
assessment of attitudes and
learning styles. (9 of 14
classrooms)

*

Demographic Characteristics of 374 Male
Tested Studénts *
63% Female

IR 1007 Fifth Cradé

»

Selected Student Interviews: End-of-year interviews with

21 students in 4 classrooms.

Interviews with teachers 'in-
four classrooms.

Sclected Teacher, Interviews:

%
The predominance of girls in the private school samplg accounts .
for the high female percentage. ’

: &



o
Classroom Observations:

Interviewers and Observers in
the Field: )

]
Method of Evaluation:

20 observations in 5 class-
rooms Yocated in the grester
Boston ares.

-

4 evsluation staff members, .

~

Statistical analyses of
objective instruments end
clinicol "interpretations of
interviews and descriptive

materials, .
, i
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Msn and Animals Fall 1968
" Education Development Ceﬂ%er | ! -
(Pre-Post Test) o '
Name : : ‘ ' ‘.' School: ‘*}. " )
Sex: (c@éck one) _ _ girl ., '____pmy Teacher: )

Crade: Date;

This diagram shows the areas in which two baboon troops live.
Troop A lives in Section A. Troop B lives in Scégion B. -
Questions 1 through 4 below are about this diegrdm.
1. UWhich is the ertLapping section? (Choose one answer and write its number
il’\ the‘hOK.) ! .

- (15)

—y
4. (F' )
. ’ ° \ .
2. The overlepping section is one that: (Choose one answer and write its number
in the box.)

the animals use . . .
' : 1
2% both gryups use (16)

3. Compared to the othfr two sections, the overlapping sectiof would NOT be:
I‘XChocse one answe) and write its number in the box.)

L.
2. the same ' Q7

her in food and water '

3. poorer in food and water d

“
4. When two troops come together: (Choose one answer and write its number in the
box.) , » '

1. the larger troop would share the food and watér with. the
smaller troop

‘“‘~ 2.+ the troops might be nervous _ , (13)
' 3. young boboons of the two troops would play together

-



-

w2e

.

5. Read each sentence. If you think it ig true, color in the box beside the
seatence under True, If you think it is false, color in the box under
False, If you<on't knoy, color iz the box nnder Dcn't fnow,

. Don’t

True False Know
E‘;i'}‘{'_’._'_,; \ 7 f be
Y ) e
1 L"_‘_j' d.
S I B
I A 3
] ii] [ | &
U S Y By 9
N B DR B N I
AT
{:_,:j 3‘_ _1 (___l K.
N v
NS U B I

i .

An animal gathers informgtion through its scnse aréans. (19)

 Tu many animal groups more babice die thar live. (20)
You con sce snd touch the aignéls’the: the brain sends . .
" to the body, 21
y - , . (21)
Male baboons protect their owan children bettet than
they protect other young baboons. , - (22)
When a herring gull chick looks’ hungry, its parants
Baboons eore for their young longer thqnfherring gulls ,
care for their young. , (26) -
Information from the environment 1s necessary for an
animal'’s survival, - (25) -
Human beings are &animsls. , (26)
An animal's brain.recelves information and eends signals
to the differcnt parts of the body, - (27)
When we exsmine how sémething is huilt, wd can tell 3
lot about how it is used. . (28)
A group of animols might deeide to change the way it-
looks because its environment has. changed (29)

. Whenever a gull sees sticks, it wants to build a nest, (30)

A browm rabbit has a better chance of surviving in a

dark forest than o white rabbit, <

-
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Look at the pictures.
showing an animal you think would not be

Then write in the

box below the number of the picture
able to live im the place shown,

{32)

If all animals like those in picture 5 died, what would happen to the

animals like those in picture 3?

box.)

nothing would happen‘

the group would increase in number at first

they would live happtty

P

they would have a bigger food supply:, 3 2

?

(Write the number of your answer in the

(33)



) alym
8. Babpon troops never leave their home range. This is. because:
(Choose one answer and write its number in the box.) .
" 1. Theydon't want to leave sick or old baboons too - )
far: behind.
2. No one is sure of the reason.
o "";% ‘ 3. They don't want other animals to get the things they have (34
built up. . N
4. They are able to survive only in that special area.
- . N
9. A salmon is able to find its way back to its birthplace because: y

(Choose one answer and write its number in the box- ),
1. Sopme member of the gr;up has made the :rié before. .
| 2. The parents tell the way to their young. -
‘ [::]' 3. Each salmon remembers the smell of its river. (35)
= 4. Salmon learn to do this'by trial and error. - |

-

-

"10. The group life of a baboon troop allows: (Write the number of each
answerryou choose 01 the Krebeside that manswer. Choose as many as you wish,)

J— 1. young baboons to.play organized games - ‘ . (3§)
. 2 ' an adult to share meat with an infant {37)
- 3. the males to keep peace in the troop . (38)

— 4. the males to hunt while the females gather food (39)
[ S. other fepales to help a mother with her newborn infant (40)
- 6. the males to protect the femalcs .and babies (41)
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11. During their lifetimes, animals learn to do many things. ;rhey are able
to do other things without learning. Read each sehtence below. Then

N write a "1" in the 'box next to the sentence if you thiok it is
something the animal learns or a "0" in the box if you think the animal
could do that thing without lcarning how to do it. .
- B Herring Gull ° | "
E:] a. find the edge of ‘its territory ‘ IR . ~ (‘42)'
[:::] b. peck at the red spot oﬂ iﬁs'parent'é'ﬁeak ) o {43)
E::] c¢. crouch when in danger | ' . ‘(A&).
C::J d. recognize its ckicks by spots on the heéd B ’ (45)
' - - ¥
Baboon
[:::"a. know the alarm calls of other animals | {49
G b. cli;xg to its motiler's chest (48)
[ ] ¢. make sounds . | (49) .
[::] ‘d. give special calls at special times ' (50)

12. Actions, sounds and words are all ways of communicating. There are some
things that human beings and many animals can express. There are other
things that only human beings can express. In the box beside each statement,
write a ’

- 1 if the statement can be expressed by human beings and
some other animals

’ 2. if the statement can be expreised only by human beings

[::] Danger! ; - oL (1)
Last summer oy femily wemt to the country. ; - (52)

:::j Tomorrow. we will have to get more. food. F (53)
: In China it 4s night-time go\;. | o (54)

| [::] I am angry. ¢ . {55)
E:::i The big green monstcr climbed slowly out oflthe lake. - (56)
.[:::f I feel so sad. o " | (57
[] Do you know where'my friends are™ ' | (58)
E::] 1f 1 don't find.a shelter.ll will have no place to sleep. " . (59)
:. I'w lost!" ' 235 : ' (60)
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In column A are sowe words you have read and used during this course. Please
. read cach onc. Then find {n Columa B the best definition for the word and write
. thst letter in the box next to the word in COIumn A.

Column A N COlumn B N

structure ' ' a. the young of any animsl - (61)
F_T]‘ reéréductién b, ome's surroundingg L (62)
| ' ‘ . : c. the opposite of animal " (63)
g::::' juv€éile - . d. .a -mammal and a primate (64) )
' human being | . e. the special way something is
‘ Ny buxl: . (65)
e r life CYCIé‘ - \\\ £. jump to one side ‘ © (66)
! environment ' " g. -6 young human or other young
: ‘ animal . (67)
oéfspring ~ h. a dglinﬁugnt or bad tcenager (68)
predator | _ ‘\;i. a special way in which something
—_— ' - . Y is used . (69)
‘“"—j ~ innate | iy }i a hunter of other animals (70)
. behavior o k:\ giving birth to young - (71)
" l.k‘the ways an animal acts (72)
. m. @ baby gorilla (73)
) . n. ;ot 1carned . . (75) -
. o. A:he pattern of birth, having ‘
g . _ . babies and dying (75)

p. pood or bad manners (76)




(2 -7~
Plesase réad the five parégraphs $elaw.* - ‘ 15-29)
True False Reason ' .
. It was carly morning in Africs and the scientist Irveﬁ PeVore
B | sterted out to continue his study of baboons. As he drove
; ‘ | . . along, he camc to an area where he saw a few treces, some low
T L T ... bed  yepetation, a_grassy plain and. 8 water hole. He decided‘

this would be a good place to stop.

, He was looking for a new troop of baboons if he could find

g one, because he felt he couldn't lcarn much by watching the

same baboons day after day.

. ~

" — . "I can't tell onc from the other anyway. Onc baboon is just
(T\ - ' like the next," he laughed to himself. . )

Dr. DeVofe did not bring his field glasses with him because
he knew baboons are never disturbed by humsn beings. Any
- < troop would allow him to come very close.

\

He eépecially looked forward to playing with the baby baboons.

L)

-

” Some of the paragraphs you just vead give correct information about the way a
scientist would work and think. Others are not a all true.

Read the first paragraph again. If you think what it says is true, color in the
box beside the paragraph upder True. If you think it is false, color in the box
under False. After yop have donc this, ‘read the numbered sentences below, Chcecse
the sentence that tells why you deecided the paragraph was true or false, Write .

- the number of your reason in the box under Reason.

Do the same thing for each paragraph. A
Reasons

1. Baboons are not bothered by the presence of human beings..

2. Every baboon in a troop can be identified-by the way it looks and acts.

3. Baboons are never found where there are only a few trees and some low
vegetation, / - :

. All adult baboons are so alike in appearance that we cannot tell them apart.

A scientist can't learn very much by watching only a small groué of one type
of amimal. )

6 To get the best observations, we should not let baboons bccome aware that they
are being watched. .

7. The baboon troop guards infants very closecly and would not let a stranger
get near one. . '

J ]

€. Troops of babeons'are‘faund in an area that provides food, water and somc trees.

9. By studying one troop of baboons very closely a scientist is able to learn a
great deal about all baboons. ’

R | . D
ERIC . 37
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Both fish live in the same river and both would make s tasty meal for
their sharp-eyed cnemics. In the box beside 'elch statement, write a

1 if the statement is true
P if the statement is false
3 if you don't know

-
- .

i L Fish B 4{s morc likely to survive in this river than Fish A. (30)

If Fish A bresks its fin, its offspriog will have broken fins.  (31)

[

‘, ! Fish A and Fish B may be two \;ariet.ies ef the same species of Eish.‘sz .

In 100 years, there are likely to be many wore fish like “A“ than (33)
like "B" in the river.

A

D If the food supply in the river changes, the fish will decide whether
they want to eat the new food or wove to snother river, ° _(34)

On the list below, there are some things that only human beings do,
some things that only human beings and chimpanzeps do, and some things
thar human beings, chimpanzees and baboons do. In the box next to cach
statement, write &

1 if nnly human beings do it
2 if only human beings and ‘chimpanzees do it ~

3 if human beings, chimpanzees and baboons do it

:3 may do things together with individuals they do not know well (35)
D make tools : . ) - (36)
D mothers care for their young for at least 6 months Gan
D eat meat and fruit | ' (38)
: the young recognize their father and wmother (39)
[} may spend some’ of the day alone = (60)
[ enjoy playing ' 61)
[ ] tell stories to their jrou’ng 23R ' (62)
E: males hunt and %mles gather food ) (43)

D greet others with kisses and hugs (44)

- Y
%
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Evaluation Checklist IT : .

Ll . FebwRArY 1969 ... . .. oo - = e e e

. De'ar Studente: o )
This 1s our seeond checklist. You have had scme new materials
,and learned about new enimals since the last one. We would 1like to find
out what you think,of E.D.C. social studies now.
What you say in this checklist will be confidenmtial end will
be. seen only by the E.D.C. evalustors. L
Sincerely,

- The c-E,D.‘C. Evaluators
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Education Development Center

, k4A Brottle Stréet
a . Cambridge, Massachusetts 02138
Bame: - - Date; B -
School:

"~ Teacher: B T
~ i

CGrade:
(Check one) girl boy

1. While studying ebout Baboons the boys and girls in my class bave spent most

of the times .
{Check 2 enswers) /
(15) ____reeding
(16) ____ doing projects, draving .
(17) ___ writing answers to questioné
(18) ___ lictening to the teacher -
(19) ___ talking to each other'about the course

- (20) ____ ansvering the teachevr*s questions
(21) ___ taking notes ‘

" (22) ___ watching films | | r

(23) - other (write in your answer: )




1 ' )
2. While smdyins adbout Baboons the doys and sir_'ls in mr c.lsss hsve been;
(Check 3 answers)

¢ -~

(24) .esking & lot of questions

___(25) sonfused "

-

(26) talking to each other about the course

- {27) wighing we wouldn't have to spend so much time oo each dooklet

) (26) bored
" (29) trying to do a gord job | | .
(3c) silly

(31) ____ interested
.(32) ¢ “aking part ’ - -
(33) wishing we could go more slowly -

(34) wishing we ¢ 1ld go faster

€

3. If I had to describe my Man and Animals cless, I would use the words:
(Check 2 amswers)

' (35) ___ essy

(36) ___ confusing

{37) _____ mekes me think

. (38) ____ hard ‘ 4

(39) ___ fun | .
(k0) ___ mot very important .
(41) ____ my favorite subject

() ___ bbring

(43) other (What is it? A ~ )

217
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k. While studying sbout Baboons, I have been:
(Check 3 answers)

(L) confused

(45) ——_ thinking & lot. about Baboons

(46). ___ bored
L (&7) ___ listening to what is being said in clt.;‘ss
. (48) __ thinking a lot sbout human beimgs o
(¥9) ____ telking about Baboons |

(50) ___* interested

(51) ___ unable te understand why we are studying sbout Bahoone
(52) ___ asking questions '

(53) ___ amswering the teacher's questions ‘

(54). ____ working on projects

(55) ___ learnix;g a lot of things I never knew before

(56) ____ wishing we could go more slowly

(57) —__ wishing we could go faster

e .

5. When I studied sbout Baboons: ‘
" . {Check one answer)

(58) o
-« ' -
1. 1 always asked questions

2. I sometimes acked questions

3. I hardly ever asked questions !

L. I never asked questions




6. I learned mzost about Beboons when I:
(Check tnree answers)

(59) __ read the baboon booklets
(60) ___ did projects like the environment boards
() _ wqtehe; films and slides

(62) _____ listened to the ideas of ny classmates
(63) ___ asked questions

(k). _;___listePéd to the teacher

(65} ____ ta;u:ed in class about Man and Animals
(66)

wrote angwers to questions ‘

enm———
.

(67) wrote stories or reports

(68) other (Please write in your answer:

T. Vhich did yuu 1ike best?
(Check 2 answers)

' (69) ___ salmon bookiets '
(70) ___ herring gull booklets ~
(T1) ___ baboon booklets
(72) ____ chimpanzee booklet
(73) ___ Irven DeVore's Field Notes

(Tk) the booklets on animal adaptation and behavior




S

8. Which did you enjoy doing most?
(Check 2) .

4
/ (15) waking eavitvonment bosrds
(16)
an

(13) watching films

observing other students

reading booklets

) talking about my ideas in class

(20) __-_ listening to the record v
(21) ____ doing worksheets ‘

(22) _____ listening to the teacher

(23) ____ other (What was i£? . ) )

€. Which did you like best?
(Check two answers)

24) the salmon £ilm

(25) ____ the herring ggll £ilm and slides

(26) ____ the filwm on the an;mals ;n the Amboseli Game Park
(27) __ the chimpantes film

(2G) ____ the baboon filas

(2%) ’ the sniltie slides

10. Whiie studying about lMan and Animals, I liked to work best:
{Check one answer)

(30)
1 by ayself
24n a small group -
din one big group (with the whole class)

' 4
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L )

-

1l. When étudying about Man and Animals, I learned the mest about men when'l:

_ (Check two answers _ 3 .

(31) ___ read the booklets .
- (32) __- talked obout my idess in class - - - S
(33) __‘__ observed othez: sl:ucéencs ) | . ) \ ‘
] (34) ____ watched the fil‘ms’w_ _f-f“'f/ , .

(35) ____ _listened. to4 the cc¥cher

$(36) ____ did a special report or project
(37) ____ listened to the ideas of other students
(30) ____ other (What was it? - : - )

.
12. 1 learned the wost avout ocher animals when I: ‘
(Chieck two answers) )
(3¢) ____ read the booklets
: ¢ (40) ____'t_alked apbout my ideas in class

(41--) ____ observed other students
(42) ____ watched the films
(53.) — listened to the‘teacher |
(44) ____ did a special report or project ’

(45) ___ listened to che ideas of other students - <

I (46) ___ other (What was it? ' - )




afa

13, On the line beside each sentence, write &

47)

(43)

(4s) -

1)
52)
. (53)
(54)
 (55)
(56)
7)

h N,

1 1if you AGREE with it -

2 if you DO NOT AGREE with it

] i ’ b

3 if you CAN'T DECIDE | : L

. 2 - LT - .
When you .read something, you know it is true.

The best way to learn something for school is to look it up in &
book, ‘ .

- ¢ * .>
Only anthropologists learn from doing observations.
.I would rather learn by reading than by doing observations.

. Kids learn a lot.by doing observations.

—e.. My classmates often have good ideas to share.
I don't trust my own Qpinions.,
It is hard to learn something neﬁ unless it is.giplhined to wme.
 — 6pin1ans I read in books are more important than my'nw;rideas.
Most grown-ups care a lot aboét my opinions.
It is very hard to d; observatioans ifayou are ﬁét an

suthropologist.,

L 7

o 4 %
. - Q‘)

-



(Pre-Post Test )

s : EDUCATION DZVELOPMENT CENTER
: - ‘ 15 Mi£flin Place -
Cambridge, Massechusetts 02138

‘ Grade;
School: - “ pates : .
‘01ty: . Circle One: boy girl '
Toaches:
' ARCTIC
' " (The Arctic is the ares nesar the ,North Pole.)
(13) ugly : : : : : : beautiful
(16) | changing  : : : : : : changeless
(17) windy B : : : : : calm
(18) strange f : : : : : £&milia¥
(19} explored : : : : : unexplored
' '(20) taae : : : : s wild
(21) good H : .. : : : : bad
‘(22) deserted .t : . ] : inhabited
(23)' fiekce : | : : ‘ : ¢ gentle
(24) 1;vab1e B : . : : : not livable
'
217
-




{
ESKIMO FAMILIES
(@5) sharing : : : : : : selfish
(26) simple : : : : : : complex
(27) « 1lazy : : : : : : hardworking
128} happy : : : : : : sad
{g9) kind : : s : 3 : cmél
(30) poor : : : : : : rich
{31) primitive : : : : : ¢ advanced
. (32) light 3 s : : : dark
33) ignoi'an: i : : : : ¢ wise
(3h4) lawful : : : : : : lawless
’ %
)
<48




"; COOPERATION

|

!

£ )
(35)  kuman : o : : : ; animal
{36) together I : : : : : alone
3an _‘ﬁad © . 8 : : s : : good
(38) necessary : : : : : : not mecessary
(3¢) hard : : : : : ¢ easy
' .
(60) lasting : : : : I : brief
{41) innate : } : : : H 1earne;
(42) Qﬁfhosen‘ : : : : : ¢ forced
(43) complex : s : : H : simple
(44) male — : : : ‘ : : female
’
g

-
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(k5) shartng

(k6) simple
(47) lazy
(48) happy
(49) kind .
{50) poor

(51) primitive
(52) light
(53) ignorant.

(54) lawful

. ‘
. . . s : s selfish .
: s z : .. : complex ‘
: : : : 2 ¢ hardyorking
: e : : ‘: : sad “
: : : : 3 : cruel
: : : : " k fi"h
: : . : - : advanced
: : : : : s dark
: : : s : s wise
: : : : : : 1av1ess§

to
9] |



~ II. Road sach sentence. Ifyouag:uuithm:uuyl.mcrmchcmmm
the sentence under Agree. If you do not agree, color in the box under .
Do Not Apree. If you don't koow, colar-io the box undcr ggg't Know. |
Do N6t~ Don't ‘ -
Asree Agree  Know
Gsy T2 3 ~] A Netsilik Eskimo mother is just as happy whea she
<§> © _ gives; birth to a girl as she is.when she gives birth

) to a/boy. Ce A o

] X A Netsilik Eskimo womsn must have & hushand to survive,
. but & Necsilik man can live very well alone, '

8| [ .l 1 | i . Through language man and or.her animals sre nble to
communicate ideas to each other,

(5) & 1 % Y using nagic words and following old customs make & |
Netsilik Eskimo feel safe. | R ’

X ¢Goy L 11 Y Four hunters working together at & crossing plaee"r
’ can usually kill more caribou than four huntats working .
alone. _ .
o) { v 1__1 There are some people around the world vho are not Like
’ Americans in any way. '
“ ' '
1) 3 1 [P A wewsilik Eskimo would be happier living in a warmer
* . climate. ,
w2) (1 1 CT 1fa Net.silik Eskimo were angry, he would probably

sing a song.

o ] L1 {1  Man and other animals all have \belief§.
sy L) L_Jd ‘Lo Ifa Netsilik Eskico is not & successful seal hunter,
_ his family will starve.
s 1 L1 ] Vets1lik Eskimos and Auericans have similar feelings
toward peoPle. .
(<) 2 I s OE ] Netsilik Eskimo ehildren learn about Ne:sili.k beliefs
- by reading. books.
(68) | | 1+ | ] \Netsilik Eskimos think of hunting as a sport.
sy t 1 1.k The differences amons people are so grest that some
‘ people are more like other animals than they are like
’ ‘ pecple,
oy {1 L1 I Mogic belps Netsilik Eskimos to be good bunters.
' Dy

\I



I Pt \/next to all tools oa the following lList: °

- ‘ "

. (5) ___ Fumer
(16) __ pencil
an eye glasses
(18) .__ spoon .-
(19) ___ tree

- (20) __ envelope

r L

(21) _____ lake
"L (22y' ___ lightbulb
(23) ___ nail ..
(24) ____ saw
(25) _____ insect
S @e) ___ snowplow | ' : N
. (27) _____doat—' .o | |

(28) dirt .

4

..................
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IV, If a group of Netsilik Eskimos.came th yisit us, they would lcaen tme
things about our lives that would sesm fsumiliar to them, Other things
vould geen’strange and unfamtlitar, '

L3 : -

For each of the phrases below: cT A

Put an F next to those things ahouc us that would seenm f.a:n:uiar te

an Eskiso.
<o 'PucanSnexttnthmechingsaboucuschatwouldseenattgmd
unfamiliar,

-

(31) ___The way ve feel about dogs.
-(32) __i____‘_'rhe games young children play.
) (33) ____The vay children and parents feel sbout each other,
| (34) ___The fact that rometimes we mw;: to a new home.

(35) The way we.feel when we have done something wrong.

(36) The way we feel about hunting animals.

N (37)' ___The fact that we travel to another place just for fun,
(38) = The way we feel when a friend ‘makes fun of us,
(39) The fact that we use words to express our feeiings and ideaq'.

.F

(40) _: The fact that people are pﬁnished when they hurt others.

_— _ (41) - The fact that some people /dant to live alone,
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Dear Students:

you give,\fecause in that @éy you can be of mogt help to us.

Evaluation Checklist II
Netsilik Eskimos

- .o . 1969

Now that you have studied about the Netsilik Eskimo, we are '_
especially interested in knowing what your opinion 1s-of the . .
whole un{t. We hope that you will be very honest in the answers

3
! .
\‘

What you say in this checklist will be confidential ‘and will be

seen cnly by the EDC Evaluators.
@

~

Sincetelé,_

The EDC Evaluators

SVENE
vy
“



Name: . ) Date:

Education Devalopaant Centar
15 Mifflin Place
Cambridge, Massachusetts 02138

L

School:

‘l‘eaq:et:

Grade: . _ :

(Check one) Girl Boy‘

1.

2.

-

>

1f I had to describe the unit on' the Netsilik<Eskimos, I would use .the

words: ’
(Check 2)

(15) 4 eas’y -
(16) ___ - confusing at times
(17) ____hard

(18) makes me think

(19) fun

(20) _got very important
(21), boxing

(22) my favorite subject
(23) other (what is it?_

¥
t

-

So far I have learned the most asbout the Netsilik Eskims from:
(Check 3) " '

¢

(2{.) reading’ the booklets

(25) seeing movies and slides
(26) __playing hunting games in class 9
(27) ' listening to records ~
(28) taking part in small group discussions
(29) taking part in ‘whole class discyssioms
(30) listening to the teacher explain things
(31) _making things such as tools
- (32)  drawing maps and pictures
(33) . _acting things out 25‘;
(34) other (what is it? '

[l A
LX)
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3. Which part of the Eskinu uni: was nos: 1nterea:£ng?
(Check one) : . P

(35) _ learning about Arctic animals :

(36) ____ learning about the tools Eskimos use

(37) ~ learnins about the vay Eskimos. 1ive and wark. o
(38) ____learning about the. hskinoa' feelinss dreans and reltginn _

4. While studying about Ne:silik Eakimos I liked bestz ) .
{Check 3)

(39) playing the games
(40) using Eskimo cards
(41) reading the booklets
(42) writing reports
(43) ___ watching films
- (44) discussing things gbout the Eskimos
(45) _____ making things such as tools o
(46) 1listening to records ' -
(47) drawing pictures or maps
(48) - acttng cut stories
_(49) other (what is 1t? - )

5. Of the teading, ¢ liked best:
. (Check two)

(50) _ __ poenms

(51) jovrnal ( o / /
{52) stories ‘ - L

(33) 1nformat1nn on the Arctic and Arctié Animals
(54) The Many Lives of Kiviok o

(55) ' The True Play of how Itimangnark Got Kingnuk, the Girl He
Really Wanted

L]

A\
N
Je




6.

Of the following films, I 1liked best the one on:
(Check ons)

{56) traveling in winter and buiidins igloos
(57) ______ hunting seals

(58) people playing games inside the igloo and sharing seals

(59) Eskimo stone carvingsand how they tell the legend of how the
, Raven lost its voice.

>

To get good marks when studying about the Netsilik Eskimos I had to:
(Check 3 answers)

(60) memorize all the facts in the booklets

(61) read well ' |

(62) be able to think of a lot of good examples

(63) take part in class discussions | L
(64) remenber everything the teacher said

65) agree with the teacher '

{66) have my own opinion

(67) write well

(68) do extra projects

(69) be able to talk about what X saw in films

(70) try to be as quiet as possible

.{71) bring in extra informatlon about Eskimos

{72) " answer a lot of the teacher's questions

(73) _ other (What is it? ( )

g



i
!
§
$
t
'

8. While studying about Eskimos the boys and girls in my class have

- (23) other (write in your answer:

9.

10.

o+

spent most of the time:
(Check 2 answerp)
- \

(15) reading

(16) ‘doing projects, drawing

(17 ;.’ writing answers to questions

(18) listening to the teacher :
(19) talking to each other sbout the course
(20) . answering the teacher's questions

(21) ______;aking notes

(22) watching £ilms

~

ﬂhen.studying the Netsilik Eskimos, my classmates and 1 asked:
(Check 1 answer) ! . . ,

(24)

1. many questions
2.a few questions

é.hardly any questions

From studying the Netsilik Eskimos, how well do you feel you know
what it is like to be an Eskimo?

{Check one)

.

(25)
v l.very well %,

2.somevhat
3.not well at all

I
Ot
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i1, Hhich of the.following units did you find the most iﬁteresting?
(Check .one answer)

»

(26) ; The Salmon
(27) The Herring Gull

R ——————

(28) ______The Chimpanzee

(29) The Baboon
(30) The Netsilik Eskiwmo

12. Check the ypit you found to be somewhat boring:

(31) The Salmon

(32) The Herring Gull

(33) The Chimpanzee )

(34) . The Baboon

(35) The Netsilik- Eskimo
e
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CLASSRGOM OBSERVATION FORM 1967-68

I, Physicesl description
A, Size of clags
B. “Room: iﬁf o
\ roiturc
cheerfulness, studentfteacher decorations
C, Scating arrangemedt
pattern of seats
. gex segregation
11, Teacher
A, Age
B. Style
1. Permonality{loudness,
reserved/vivacious, relaxed,
amount and type of movement)

2. Sensitivity (What
arouses her pleasure; ire?)

3. What type of student
does she alm at (verbal,
creative)? e

4. Does she draw out

students?

5. Stance: i
s. Stays in front _y
of room apaert from
studeuts

b, Is physically
part of a student

et “
group “(’i




C.

Participetion.

Amount (Does teacher
talk most of the time:
lecture?)

Axe'exéhaﬁéés student-
to-student or student- ’
to~teacher?

Do most of the questions
come from the teacher?

Kinds of questions:
factual/opinion

specific short answer

lengthy respouse

. other(specify)

Llesson:
open~ended discussion

guided discussion

question and answer

Teacher role:
authority

guide
rosource

€ s cwP W caBe ™
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143.

D,

Does teacher seem later-
ested in the material?

Are there real issues
in the materisl with
which she 1s involved?

Attitude toward students:
Will she admit lack of
knowledge?

Does she talk down to .
students? '

Preparations
Does she know the
material?

Methods

A,

- Ba

Content of lcsson

Kinds of activities
which occurred during
lesson(indicate 1if
simultaneous)

Enactive/symbolic

Verbal/visual(e.g,
use of chalkboard)

»
o

-3-

463




C.

Structure of lesson
What are the objectives
of the classroom session?

Any explicit review of
previous lesson?

Is there a conclusion
or summery?

To what extent does the
class generalize?

To what extent do students
relate content to their
own experience?

Does teacher encourage
this?

Does incidental learning
occur?,

Digressions?

IV, Students

A,

B.

c.

Amount and content of noise

Amound of student movement
around classroom

Amount and kind of non-
participation B

264
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D,

Are whole sections of
the class excluded?

Are non-hand raisers
ignored?-

Student participation:
Injecting new ideas or
asking questions

Answering tecacher's
questions

Discussion between
students about the
material

Group work
General attention level
Genersal interest level

209




A.

(pre ‘t)‘ o
Man, a ge of Study
Observer: . Date: - - .
Teacher: ] School: .
Topic of lessom: . ' L City:

Length of lesson: l

Desceiption of the content of the lesscn.

" Note especially: way in which the lesson was introduced and concluded,
materials used and reactions to them, examples of questions, answers, and come-
ments by tcacher and pupils.

Note particularly use of examples, comparisons, gemeralizationms, recall
of prior learning, connections between animal and human, use of EDC vocabulary,
unusual behaviors, ~

I TPy - SR TS T A “";' 7
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B. Enter the number ;f' the classroom structure beside each activity that took

place,
. whole class = 1.
small group = 2 ) o
individual = 3 B
other (specify) = & ) '
- (15) ____ arts and crafts
| (16) ____ viewing
an ____ ‘reading - text
(18) ___  reading - other .
(19) __ writing '
(20) ____  lecture by tecacher .
(21) ____ guided discussion ) -
(22). ' role-play ' .
(23)' _ lstening (records, etc.)
(24) ____ student report
(25) __._  question-answer
(26) ____  open-ended discussion .
(27) ____ laboratory
(28) ____ other (specify: ' )\

C. Time sequence of activities:

(28) at least some simultaneous
(29) one activity at a time

D. Objactive of lesson (check no more than two):

(30 _____ information
(31) ___‘ concepts
(32) ___ skills
(33) __ interpersonal behavior
(34) _____ too difficult to decipher .
‘ (35) ____ other (specify: )
'E. (36) Teacher 1gno.red EDC~ : : : : : : Teacher care- -
suggested lesson fully followed EDC plan.

~07 [




F. Evaluation of non-verbal activity:

(37)
(38)

(39)
(40)

(41)

Low student interest

Less than 1/3 parti-
cipation

Quiet
Students have no

clear sense of purppse.

Teacher's role:
Auchoritx

L4
-

)

High student

[ 2]

L 1]

interest.
Almest all pare

[ 2

0

ticipate.
Nﬁisy »

"

Students have

sense of purpose.,
Non-participant.

resource

G. Percent of lesson devoted to verbal activities (check one):'

. 42)
(43)
(44)
(45

25
50
15
100

la

¥

H, Ewvaluation oﬁ verbal aspects of

lesson:

Lo

(47)
(48)

(49)
(50)
(51)
(52)
(53)

(54)

(55)
(56)

(57)

Factual questions
Short answer

Questions mostly
from teacher

Teacher asks few
questions

Exchanges largely
student to teacher

Students ignore each
other's statements

Many irrelevant
statements

Students use few
personal examples

Students references
to materials

Teacher sets and
controls agenda

Student interest low

Less than 1/3 parti-
cipation

ne

Opinion questions

(14

_Lengthy response.

»e

£ 1)

Questions mostly

an

from students.

Teacher asks many

-

L 1]

questions,

Exchanges largely

e

-n

student to student

Students listen

to each other.

Statements rele-

*n

vant to topic.

Students use many

*
*

.
-

(Use only spaces l=none, 4s=some

personal examples

and 7=many.)

-
-«

»%

Students initiate

topics of discussion

Student interest

L 1]

high
fRimost all parti-

to

cipate,

s
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L.

(58) Quiet

(59) Students have no
clear purpose

(60) Teacher's Role:
Authority

(61) Quality of verbal
activities poor

Classroom atmosphere {considering the session as a whole):

(63)

(62)
tarian

(64)
pleasure

(65)
anger

Teacher's voice
~extremely loud

(6.)
(67)
(68)

Teacher ;s bored

(69) _
out students

(70)

to students ~ much

(71) Class is teacher-

dominated

(72}
oriented -

(73)
terest - low

(74)

o

(34

( Noisy

Students have

.
*

sense of purpose
Non=-participant

e

guide

-n

L 1]

resource

Quality =~ excellent

Teacher is authori-

-
-

Permissive,

Teacher is reserved

14

e

L 2]

Expressive,

Teacher doesn't show

Shows pleasure

Teacher doesn't show

*n

Shows anger.

e

LT3

Extremely soft.

Teacher illfat~ease

Relaxed,enjoys

e

oy

lesson.

Involved with

Teacher doesn't draw

H

subject.
Makes obvious ef~

Teacher talks down

(X}

L]

fort to draw out students,

L
”

None,

an

an

-

.
*

Has tonme of co-

Teacher's style idea

L1

operative venture.

"People" oriented.

Overall student in-

s

High,

Overall student par=-

-

Nearly all par-

ticipation -~ less thanm 1/3

{(75) Teacher's stance:

Apart from students

(76) Amount of teacher

.
.

L1

-

Li]

ticipate.
Physically close

movement (Use only spaces l=none, 4=some,

-
-

to students.

and 7s=much.)

-
.
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Sample Questions -- Msn and Animals Unit

-

What have you enjoyed most since you began studying sbout Man and
Animals? , ‘

How do you thiok you learned the most about baboons -~ from boakléts,
from picturcs, from films, class discussions....?

1f someone said to you that amimals commnicate with ome snother in
the same way as humang, what would you say?
Y

How would you explain to somecone thce difference between innate and
learned behavior? Can you give me some examples?

1f you were to draw a picture of the buman life line, where wau;d you
place yourself on it? ”

Do you think baboons live mostly by instinct or mostly by what they
learn in the troop? ' ‘

When you were moking observations, how did you go about observing
others? What kinds of things were you looking for? What kinds of
things did you learn? How does lcarning about something through
observations compare with reading about it? (Are there advantages?
Disadv&ntages?) ‘ ‘

Were there things that weren't shown or weren't discussed that you
would want to know more &about?

I thought you night like to look through the booklets you have reéd

.so far and perhaps you could tell me what you thought of each one =--

which you liked most, least, found hardest -- what you thought of the
pictures, etc. .



2.

10,

11,

Sample Questions -- Notsilik Unit

. .

DPid you do anything while studying sbout the Netsilik that was
particularly exciting or fun? (e.g. act out story of Nulisjuk,
Seal Gane, ete. )

-

What did cach of you road that you especially remenber?

s the way in which the letsilik thiak about the world the samc as
the way we do? (e.g. explanstions for cvents like thunder and

lightning?)

What do you think sbout the Netsilik films ccapored to the films in
Man and Animals? How do you think EDC films compare to TV progrems?

‘Did you see any film that nade you admtre the Netsilik? Disiike them?

Does the Netsilik family seem like your femily in any way? .
If you were an Eskimo, would you rather be a2 man or a woman? Why?

How did you feel about the way the Netsilik sometimes practice
infanticide? Was this coummon or rare?

What do you think Netsilik Eskimos really care about?

(S8how on separate plece of paper he words: Fesr Love, Friendship,
Killing, Beliefs, Family, Dreams, Jealousy.) Think sbout these
words, What two words do you associate with the Eskimos as important
to them in their lives? Why?

{Show them the words: Salmon, Herring Cull, Basboon, American.)
You've studied about the salmon, herring gull, baboon, You have
also studied about the Netsilik Eskimo. Which of these words do
you feel the Netsilik Eskimo is most like? Why?

sy
-3
19
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1.

2.

10.

11.

12,

13.

14.

15.

would you evaluate «the usefulness of these fglms?

MAN: A COURSE OF STUDY
* .

Sample Qugptions '

Taacher

What topics have been casicst for students? Hardeet? Has the reading
level been appropriate? .

Have the children been intecrested in some topics moxc thanm in others?
which have not appcaled? Which have you been most, least interested ia?

What are the main ideas or learnings -that you would like the students
to get from this course? o :

Are your kids able to make generalizations or comparisons gbout the - |
materials? For cxemple....

Which parts of the student materials do you feel need revision?

Have you done anything in class with reproduction? Natural selection?
Language? (Ask for comments on matural, selection slides and work-
sheats,.) .

Has the class done the conflict and play laboratories? Briefly, how
were they organized? What did you see as the purpose to them? Was it
worthwhile as an experience? Any problems?

wWhat activitics do kids like best in the EDC course? Learm the most

from? What kinds of activitiecs is it hardest to get cooporation for?

What kinds of teaching techniques or combinations of techniques have you
found especially successful in teaching this course?

Are these methods different from those you have used in teachinp other
so;ial studies courses?

-

Do you find Man end Animals hard or easy to teach? Mhy? /-

How much use do you make of the teacher's manual? In what ways might it
be improved? Are there suggested activities which have been o
unsuccessful with your students?

The whole question of discussion--how do you handle it? What do you
feel makes for @ good discussion? What size group seems best for
discussion? What hdppens when there is no "right answer'?

Do you attend workshops? ‘How often do they meet? Are they organized?
What do you see as their major purpose? Results? Are there wayg in
which they might be made more useful to you? Do ‘any workshop -sessions
stand out as particularly belpful or interesting? How did the work-
shops introduce you to the course? Do you feel workshops are necessary
for your teaching of the course?

-

In workshops, have you seen any videotapes of class sessions? Bow

-
P R
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. ¢ " o Evaluation Program
o - | 1968-1959

Notes on Using the Classroom Observation Form .

We hape that by observing classroams using MACOS and other sgcis.l
. b‘\ . .
studies programs, we will gain perspective on & number of questions:
* ) ' "
t 'A‘ .
How are curricula actually used in the classroam? Are certain
types of activities 1dentified with particular socisl studies
programs? .~

Can weidefine the general atmosphere or tone of a class? If .
so, with what does it correlate? .

A Y L
Can we discern the development of cognitive skills?
What changes occur in & classrocm "profile” over time?
Some genersl guidelines for cc;mpletping the form are given on the 'fohlewing
) | pgg&s. ) |

' For each teacher's clégs, a separate Background Data sheet should

‘be completed. Bei'sure to record any changes in iteg 6, séating arr.ongement.
Section A, Description of the conteht of the lesson, should be completed
while the class .is in the progress. Since we expect to use the data in
this section ts illustréte*ﬁhe variaus'cases, specific examples are cruciail,
The checklist, B -~ I, shouléd be &une‘rapidly aé the end of the

lesson or immédiQZely afterwards, (before you return to Cambridge). The

- checklist is a seven~point scale, with space 1 at the far 1éf£ and space

7 at‘the fgr right.

Ttems

B, Classrogm activity - If a partécularlactivity--for example, open-ended
‘discussion--takes plate both in small groups and in the wuole class,
the observer indicates this by marking the space (#26) the first time

the activity occurs and checking "other" with written specification

&
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-

for the second version of the activity.

Worksheets, either produced By EDC or by the individual teacher, should
be indicated as such under #28, "other.” (A worksheet might alsé be

& written-out set of questiogs f?am the teacher to which a written
answer is expected.,)

21, Guided discﬁssion - All Jiscussions contain some student-to-student
interaction; if the exchanges are solely student-to-teacher, we call
this a question and answer activity. In a guided discussion the
teaéﬁer clearly directs or.leads the group. He makes statements or
asks questions which clariiy certain points, or he encourages certain
answers, or he redirects the course of the discuﬂsion.A He may |
sumperize.

25. Owestion-answer - Most likely the teacher asks the questions and the
studcnts answer them, though it is possible that "¢ session consist
of students' questions and the teacher's ansvers.

26. Open~ended discussion —‘while the teacher maey set up the general *+ pic

f of discussion or pose the problem for the classs to consider, mo onc
ansver 1is s%ught. The teacher does little, if any, summarizing or
directing.

E. Teacher ignored/followed EDC plan - Fill in item after comparing the
observed lesson to the suggestions in éhe teacher's manigl.

39 & 58. Quiet/noisy ~ Spaces 6 and 7 are reserved for noise which inter~

$\\ feres with c¢lass work, or for a situstion which is out-of-hana or

chaotic,

4O & 59, Stwlents have sense of purpose - Judge the class on its own terms.

A
Y )

)




The teacher may not understand EDC's purpose, but may clearly convey

HIS purpose to the kids. The latter is what we are looking for.

G. Percent of lessan devoted to.verbal activities - Use the clock, Please!

H. Verbixl aspects of the lesson -~ By "verbal" we mean talking, reading,

b7,

51.

52.

53.

5h.

and writing.

For this section the observer ghould take into consideration all
varbal activities and present an evaluation which averages different
types of verbal activities. For example, if the entire period is
spent in small groups and whole class discussions, and if the two
activities were different in tone, the observer should check rough
mean scores, .

Short answer/lengthy‘reSPDnse - Just bear in mind that kids are not
long-winded, so that even a lengthy response won't be too "long."
Lengthy response would indicate the expression of a complete thought
or full explaration, etc.

Students ignore each other's statements - Are the children who are

engaged in discussion talking to each other or past each other?

Irrelevant statements - We are trying to lock &~ the class on its own
termr --if the kids'’ statements are relevant %o even an irrelevan£
topic, then check the "relevant tc topic” end.

Students uge perscnal examples ~ This means some statemcnt by fhe kids
aoout their perscnal lifc, not merely ap expression of their opixions.
We are interested in what they actually say here, not what might be
going on in their minds.

Students make peferences to materizls - Again, we mean explicit

Tt

references, such &s "In the film I saw...” "Can we look it up in the
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~ field notes?” This item is not intended to measure use of EDC voca-

.

)

bulary. Use ONLY spaces l=none, Y=same, and, T=zany.

55. Teacher sets‘and controls agendé - In the broadest sense the teacher
always does so, even if it is to desigmate a certain amount as "free
discussion.” What we really mean on this item is the extemt to which
the teacher sets end controls the topics of discussion. The observer
should try to note the origin of topics-~~whether they are formulated
by the teacher or by the students.

60. Teacher's role - .This item should be reaé as a continuum, with
"authority" indicated in space 1, "pon-participant” in space 7, and
the degree of "guide" or "resource" in spaces 2 - 6.

71. Class is teacher-dominated/has tome of cooperative venture, This
item recally gets at the overtnecss of a teacher's control. A teacher
may actually exercise tight céntrol bu; do so in a way whiXh maées the
studenits 1eel as if this is not the case--if so, the class wogld
"have the tone of a coopera'ive venture." Of coursc, the same tone
would cxist in a cla;s in which the teacher and students are .truly °
acting as equal partners.

72. Teacher style idea oriented/sfudent oriented -~ An idea oriented

teacher would show primary concern with the material, whether it be

facts or concepts. In another sense, he is task oriénted. "S;;dent-
oriented" refers to a conecern with students' behavlior or inter-personal
relations. For example, a teacher might direct discussion away from
the specific EDC content to consideration about how the kids workead
together when they were arriving at sotme answer.

74, Cverall student particiﬁatioﬁ - Find the weighted average of items 38

and 57. g

Al
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Interviewer:

Jim:

Interviewer:

Jim:

Interviewer:

Jims

Interviewer:

Jim:

Interviewer:

Jim:

Interviewver:
Jime
Interviewer:

gim:

Interviewer:

Jim:

Intevviewer:

Jim:

4
e .

MAN: A COURSE OF STUDY

Interview with a Center City Student

Hiave you seen any new filmﬁ lately?

Yeah, I liked the baboon films that axe in the little wovie

projectors,

Why?

There's one thing I don't like sbout them, You can't leave
them in the projector too long, or the film will burn.

What do you like about them?

You can carry it around and stuff You can look at it and you
won't miss anything; like if you'’re writing down something in
your journal, you won't miss anything, because the film goes
over and over again.

Is that better than a regular film?

It's better, because you'll be taking drwm some notes or some=
thing, and you’ll miss a whole big part.

Hov was that film on Irven De Vore?
I liked it a little bit, but not compared to the littlc projec-

tor. It was okay, but he didn't just show the baboon; he
showed other animols,

Like what?
A gazelle, a cheetoh, some other animale, lioms,
How about the booklets? Tno babyish, too easy?

The baboon bocklcts are almost just right, except that I wish
they would take some of the words out of it, I iiked the

pictures wostly.
Do you talk about the pictures?

Mostly we get to criticize the pictures. Like the way they
draw them,

What's the matter with the way they're drawn?
Like in Learmed and Innate Behavior, there was this thing that

looked like a bear, but it aidn't look like a bear because it
had funny hands.

i79



Interviewer:

Jim:

" Interviewer?
Jim:
" Interviewer:

Jim:

L

Interviower:
Jim:
Interviewer:

Jim:

Interviewver:

Jim:

Interviewver:

Jim:

Intervicewer:

Jim:

Interviewer:

Jim:

Interviewer:

What was it?

T don't know. Some sort of weird cresture. And there was this
bird with funny~looking feathers amd everything.

You don't think the drawings are very good?
No.
Are the words ‘casy to understand?

Yeaﬁf except that every time we do 8 new thing, they keep
putting in newer and newer words.

Are the words hard?

No, I don't think they're that hard,

What are you leerning the most from? .

I learn most from the film and discussion that the class gives,
I could say the booklets and the films, because when we get into
a discussion in the class, the class starts arguing back and
forth. Then the teacher calls on someone else and you never
get the answer to ypour question.

Do you ask a lot of questions?

No. 1 mostly answer questions and ask little questions. I cen
answer mostly a lot of questions. i ,

What do you think causes an urge?

An emotion., Not the kind of emotion like love or iate. an
emotion like hunger. Take a baboon. 1If it gets hun.xy, the
stomach relates up to its brain, and then the bralm tells it to
find something to eat, and that creates the urge, the fealing,
the emotion.

What's the difference between an urge and 8 dea;re?

Well, like a man gets desires, not urges. He gets special kinds
of urges. _

Do animals only have urges?

No. Like st the zoo we saw the squirrel monkeys. One squirrel
monkey Iiked the peanuts, snd I tried to offer another squirrel
monkey a peanut, end he didn't like them.

So you think that's a desire?

280
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Jim:

. Interviewer:
Jim:

Interviewer:

Jim:
Interviewer:
Jim:
Interviewer:
Jim:
Interviewer:

Jim:

Intervicwer:

Jim:

Interviewer:

Jim:

Interviewer:

(17
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Yeah, because some peonle don't like spinach and other people
like spinach. ) .

[

t

I think you're talking about preferences.

L An”

What's that?

It's when a person prefers one thing, and another perscn does
not prefer it., But that's not really the seme thing as desires.
Suppose your sccond monkey just wesn't hungry? Wouldn't that
explain why he didn't take your peanuts?

h

I don't know.

-«

Suppose you want a candy bar. 1Is that én urge or a desirel?
That's a desire.

Suppose you have to go to the bathzoom?'

That's an urge.

What's the differonce?

You don't have to have & candy bar It's not going to kill ycu

if you don't get {t. 1f you have\to go to the bathroom, it's
somcthing real important. |

I1f someone said to ycu, " Herring ils 1ive in thicl, dark
forests," what would you say?
I'd say they were wrong and that I could prove it. 1I'd say,

"how many times have you gome im the forest and seen herring
gulils, and how many times have you seen herring gulls at the
beach? Where do you see the herrirg gulls most of the time?”
And they'd say "The beach."

So there aren't any herring gulls in the forest?

)
Mavbe a different kind from the kind we're studying. Like, I
was at the bird section of the Science Museum, and I looked &all
around and I didn't see any herring gulls, Then 1 kept going,
and they had this one special cage for all the different kinds
of herring gulls, There ére lots of different types.

You can't take : mething out of its own environment. Like, if
you take the dogs that pull the sleds In Alasks and brought

them here or to Florida, it would probably die, because it would
aot be adapted to«livipg in Florida. :

Do you think a2 baboon could adapt itself to living with man?
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Jim: No., especially in the winter time because it would probably
frecze.

Interviewer: How about a man?
Jim: Yes. Msn kanows how to adapt.
Interviewer: How comé 2 mon knows how to adapt and & baboon doesn’t?
? Jim: He's got ome special thing. A bﬁgggn has it, but mot as big.
Interviewer: What's that?
Jim: A brain,
Interviewer: What do you i@;e best in this course?

Jim: To help other people inm it. I like working with other people
and helping them and having them help me and figuring out the
’ i answers together. :

Interviewer: Do you get must of the answers that you wanc, or are there
things that havean't been answered and which you want to kmow

more about?

Jim: There are really things that I want tc know more about. I don't
get most of my answers especially from the teacher.




Group of Four

Interviewer:

Student:
Intervicwer:
Student:
Intexviewer:

Student:

Interviewer:

Student:

Student:

Interviewer:

‘ Student:

Student:

Interviewer:

5=
MAN: A COURSE OF STUDY

Interview with Center City Students

Well, you spent about a monthk studying the Eskimo, and you
spent the rest of the year on the differeat animals. What
did you like best?

Well, the Eskimos.
Why?

More interesting. it's more intéresting because we're not
studying just plain animals, like a dog or a cat, we're
studying a real humen being.

What kinds of things make you and the Eskimo, who lives all
the way up there in the North, the same?

Well, we have a heart, and we have blood, and we have feelings.
We have feelings. Thinking. i

Thinking. Tell me a little bit more.

One of the movies we watched, in one of the movies that we
watched, the Eskimos were crossing this water, and he helped
the dog across, aud he helps his wife across, too, and that's
what they sort of mean by feelings. They love each other,

Ee wouldn't leasve his wife back there, even if he had to be
there on time or something like that. And they call each
other by pet naomes. 4nd they care for the young.

Yeah, and they ‘called- esch other pet names. I read in
Journey to' the 4rctic they had all this stuff. He loyed
his wife, ond they called esch other pet names.

You said something about talking, that was something that
made us similar. Do ycu want-to say a little more?

WYell, we talk and baboons do, tov, but they have a different
language. They have s different way of communicating than
we do. : ’

Oh, becsuse the babOans;‘ﬁhéy use a... use animal communication,
and the Eskimos, and us... we use human.

<

So what's the difference?

#
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Student:

Student:
Student:

Interviewver:
Student:

Intervicewer:

Student:
Student:

Student:
Student:

Interviewer:
Student:

Interviewer:
Student:
Interviewer:

Student:

Student:
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1 think the baboons are motions, because when a predator’s
coming or something, they holler out... the rest of the
baboons will come follow that one. But I think they use
motiocns, and the Eskimos use words.

We use motions too. We signal when to coume.

& *

We use both, - ~

£Any other thoughts..aﬁy way in which the Eskimos arc\similer to
us?

And the way... they

—_

The way they act., Just the way they act.
still act like human beings.

What kinds of things did you like?

Well, I liked reading the booklets, and reading the booklets

and doing pictures of the animals.

A , :
I liked listeéning to the records and reading the bock, and
looking at the slide.

I liked looking at the slides and films.
I liked the slides and the films too. v

What did you think about the booklets? Did you think they
weré hard, or easy, or boring?

A little bit. I felt funny the way some of the legends they
have, about how women came from men.

Oh, thg Eskimo story.

And I liked the books of the Eskimo.

Anything that you didn’t Iike?

There were a lot of things that I didn't like, but I don't

think they should change them. Like when they took the
animal gpart and they skioned him, I didn't like that, but

there's no reason why you should change it, because ic s true,
that's what they did, So let them. We have to clean fish

and take them apart before we hsve to eat them, too,

And just because you don't like it doesn't mean... that's
their way of living.

They s@ould go in deeper, more into man.

Rt~
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Intexrviewer: But do yed\think you should spend less tiwe on the animsls
end oore time on the Eskimo?
Student: Equal time. A little bi¢ more om the Eskiwmo.

Yes, because you need morc studying.of the Eskimos, because
he's man.

Student:
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MAN: A COURSE OF STUDY

Interview with g Suburban Student

Intervicw with Frank

Interviewver:

Frank:

Interviecwer:

Frank:

Interviewver:

Frank:

Interviewer:
Frank:
Interviewer:
Frank:

Interviewer:

Frank:
Interviewer:

Frank:

What reodings have you liked :hé most?

I liked On Fi:m Ice. It haes a lot of good stories in it,
You see, we started, the most we read is a story or two.
We had Social Studies third period today, so we haven't

dore anything yet.

Did you prefer the picturce in one book to those in another?

I thought the pictures in Op_Firm Ice were really good,
because they were sketched, and everytime the artist
wonted the effect of light he just left a blind space,
and he colored with charcoal, « '

Do you feel that their life is like a routine type of thing?
I mean, do you think it would be kind of dull?

Well, not really dull, because they're always going out te
hunt, and it's not really a routine, because they do
different things on different days. And they do it at
differont times. Part of the day is routine, though.
Like, in hunting, they can oniy go at certain times,
becouse of the taboos. And you know when they go seal-

" hunting, they can only do special things.

RN

If you were an Eskimo, would Yyou rather bg's men or a woman?
Man,
Why?
Because it seems more exciting.

Kere's a list of words. Please pick the two you think
important to the Eskimo's life...

Friendship and love. ' !
How come?

Well, if they didn't cooperate with each other and love
each other, they.couldn't live in the environment up
there, because of the arguments. They'd be arguing and
everything and it would be hard to hunt, you know, if
you don't get the cooperation of the family, and by
their culture, if somebody does something wrong at the
wrong time, then you need to, uh, I don't know how to
put it.

BT
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Interviewer: Make them feel that they're...
Fronk: Um-hun,

Interviewer: How have you felt about studying the Bskimos?. Did you
like it or not? ,

)

Frank: It's much more exciting than studying about the baboons
or some of the other things, salmon or scmething, becususe

you're studying human beings.

JEEY
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.SCRIPT: MAN: A COURSE OF STUDY

Intorview with Center City Students | ’
. ‘ ' .
June, 1968 -
Interviewer snd gtudents: -

Jacqueline, Venus, Morris

Interviewer:

Venus &

- Morris:
Interviewer:
Jacqueline:

Intervicwer:

Jacqueline:

Interviewer:

Morris:

Venus:

Thexre are four worﬁs he:o,and they're ‘salwon,' ‘Anericeon,’
*herring gull,® and ‘baboon.’ Amd you've been studying
sbout the Netsilik Eskimo, Which of these four would yeu
say the Netsilik Eskimo wags most like? What do you think
about 1it?

I think the baboon.

I do, toco.

what do vou think about it, Jocqueline?
Maybe the baboons,

But you started to say somecthing different, I think. What
did you start to say first?

An -Awmerican. ....Because he defends his family and he -
feeds the family and gets the fnod, And the female helps:
do things, too, like Americans do. And the children play.
And Americen children play, too.

Morris, why do you think that the Netsilik is most like the
baboon? :

Because the Netsilik Eskimos run around and find food and
the baboons go around -on the savannah finding food. And
most of the time the Netsilik need sowmebody to help them -~
they groom when they're ‘little and the baboon's mother or
some other baboon just sit around and groom each other.

And the beboon troop at night, the baboon just sit down
goftly and groom each other,

I say thst an American and the Eskimo are people. That's:

how they're alike. So I should say en Eskimo i5 an
American, maybe, because I think Alaska belongs to America.
And most Eskimos live in Alaska and so they're Americen.

I think the Eskimp apd the baboop asre much alike because
the male of the family in the Eskimo family protects the
family. He's thé .one who goes out to harpoon the dinmer.

288
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K intervicwer: ‘T bet you don’t see your father do that often.
N _ Venus: No, he anly has to go to the grocery, store and buy. Héll‘
. anyway he gets it, like my father would have got it. The

mother protects the young and sho teaches him...so does
the father...the ways of his life after they are gone.
And so does the Eskimo mothker. They come togetfier and they
) . do things together...it s 1like a troop, a baboon troop.
' ' ’ They all just don't do a different thing or wander off
' goiceghere by theirselves. They're-«all together. And in
times of emergency, an Eskimo family. would cowe together
. ) . . =o.that they can defend theirself and make more of their...

Morris: I disagree because the young. juvenile will be running

around with egch other, They don't want to be together.
Venus 2 " I didn'€ say at night. I said in times when they needed
} to defend theirself they should be together. They are ‘
togather, ¢ Ny
Morris: ' But in other times they'd be.sé%ttered all across the
savannah looking for food They'd be in a troop, but
they..:. )
Venus: . At night they'd still be together....’
Morris: Not all of.them, b
v Venus: . They'd be together in a tree, sleeping. They're still in

one tree. If they all cen fit in one tree, they all get
in that one tree to sleep,

’ Morris: > If‘they're éleéfing. They don't have to sleep.:

" Venus: . They do sleep in one trée:
Morris: They do sleep, bu£ the; probably play before they go to

. : sleep. :
Venus: rBut: they’re asleep...When they're asleep, they're together,
Morris: A second thing 1 disagree with 1s, 1 think that the Eskxmos\

originally came froq Asias,

. Venus: | I didm't say wheré €hey came grom. I said....‘ﬁ
&Btris: ~ You said they live in.... |
Venus: I sald some live in Alaska.

| -
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Morris: - " Well, I think they priginéuy casme from Asia. 1 think that
. , . . the Netsilik are a cross between the American aond the
R . - babcon, but I think the American {3 probably closest to the
Netsilik Eskimo, because of what-Venus and Jacqueline said,
. Intervicwer: I sea. Are all -hvmon beings more alike than 1ny human
O : ' being and any onimal? . ) .
N\  Venus: ’ 1 would say yes. I don't know if anybody wlse wouldibay
. ' ' yes. ’ . S
) Interviewer: You'i’say yes éraof Well, what are some of the key things
' : . that all those human beings have that che animals just
. don't have? Jacqueline?
"~ Jacqueline: A btain? g
: . ,
Morris: A larger brein.
‘ Venus: . Théﬁ‘s'fighﬁ.
. - Interviewer: Okay, what does that larger and better btain allow all of
. - those different human beings to do?‘
Morris: The human probably can survive-lohger than an snimal can,
. Venus: ) 1'd say it allows it to explain what happens. ‘
. ‘ . o
Intervicwer: Explain_what happens, Now, what do you mean by that?
- Venus: Like {f an animal sees it rain, he can't tell another
: .- - snimal, I _don't think, why it’s raining, but a human cen
think ci/(ume vay...he doesn't know if it's right or not,
but he'll say, 'Well, some man OT god, we mistreated him,
, ‘ and he made rain to pumish us,” ’
Interviewer: I see, So'animalé_don‘t havz beliefs and they cen't
explain things. .
“ Morris: But onimals cen show feet{gg for other animals, - /
Interviever: They can or can't? - ‘ .
Morris: They can,
Interviewver: They can show feeling for oge another?
~ Jacqueline: I gpgree with Venus,
1 Interviever: 1 see, Well, tell me, . Had you pecple ;hought about this

kind of a question before?

790 ' -
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Interviewer:

Venus:

-

Interviewer:

Morris:
Interviewer:
Morris:
Jacqueline:

Venus:

Interviewer:

Morris:

venus:

-13- SR

-

Ch, we studied the Netsilik Eskimos last yeé} and we
studied the things they did, but we mever compared them
with an animnl, . .
Do you think it's a good idea to coppare animols...§0
study both animals end human beings

< »

* YeS. &

Why? What's good about that?-

Say, like if'we wénted to study a baboon, We'd go on the
savannzh. They have a place for us to watch these certain

baboons. We've studied the baboons, so we kmow what' they

like ond what they dislike. So we get this animal, ve
give this animal what he likes, and we could mgke contact
with this animal, He would follow us into a camp and we

could study him closer and see how his structure's mude

and what makes him do these things. .

I sece.

-~ .

Or we could see if the animal is deadly to man or is he
friendly to man, <o ‘ B

Of all that you studied,..you learmed something about the
salmon, and the guil, the baboon, and about the Eskioo.
What were your favorites?

-~

It was the salmon. - -

1'd say the baboon.

The salwmon. . ' ) '

You liked the salmon, Two .of you-like-the salmon, Waat
did you like the salmon for?

I liked the salmon.becatise it shows how animals that don't
have to depend on other animals can live. Because the '
baby salmon, it can't depend on its mothar and father
because they died when they laild the eggs. The salmon,

.they. live on theilr owm,

 What I liked aboué(the sélmcn), they made me most curious '\
“vee At first I wondered why do you want to swim up this

stresm, this certain stream to lay the eggs? And...he
does not know he's going to die after he reaches this '
point, Thig made me like him more, &nd I liked his
struggle, he struggled very hard to go upstream. And
gometimes they'd make it and sometimes they'd fail, -

~
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Interviewer:

Jacqueline:

Interviewer:
Venus: |
Intervieﬁer:
Venus:
interviewer:
_ Morris:

" Interviewer:
Morris:

Interviewer:

Morris:

Jacqueline: -

Interviewer:

Morris:

Interviewer:

‘ All:.

tWhy? / ‘ \nd

.
L4

Did you ask questions to the teacher or; what happeneh?

We asked somet{ﬁes the nhole'class and someone in ﬁhe .
class that knew the answer would te]l us the answer. And .

sometimes... And when they'd tell us the answey, somebody

else in the classroam fiight disagree with them,
What’s your favorite subject?

Maq.éhd‘énimals; .Bef;re that.I had geograpliy, but...
But now you like this best? ‘ | .

Yes.

-

What about you, Mbrrig?A ) | \\ A
I like Man and Animals best, too.

Regliy? I wean, don’t just say this to be nice,
No,"I do. . ~ I 2
¢

Well, you get a chence to say more what you're feeling.

In any other class you're going to have to just write down
reports. It gave me a chance to express how I feel about
that paxticular field,

We had books and we read and we usked questions and Mrs,
.e. had a girl in the classroom write down the questions
and‘we read our way tlirough’ the books and found out some
-of the apswers and came back and the next day she'd ask us
if ve knew the answers. And sometimes we didn't find out
the answers and we'd have to look into another book,

And sometimes, I imagine, you mever could find eny

' answers, to some questions that no one kiows the answers

to. Did you find cny of those?

There was one question I _asked about the herring guil.
1 asked when they need an extra islend, the mates, do
they stay together or do they brcak up? 4And we never
found an answer to that gquestion, ) .

Al

Did you ever work in groups? Did jau ever sit and talk
in groups together?

Yes.

£y
o
to



Intervicwer:

Jacqueline:

GInterviewer:
P

Venus:

Interviewer:

Morris:

Jacqueline:

Intedviewer:

Venus: ..

Interviever:

Venus @

, (
Intervicwer: .

‘

Sometimes, you know, our groups ore im students, you
know, we're by onrselves. And in.this grovp we can a:gﬁe
vith each other and like that.and then we can go up to 8
certain book and look into a certain page sud write down
the answer to it. But im the clasc, you'd heve to have
the whole class say, "Well, you read this page and yau -
will find the answer to this thing." But when 'you're 1n
a smsall group, ycu walk up to it and say, "iall, here’s
that answer, right heze." .

What did you think of. the filws that you saw?

L \ o
It was fun, We even had some redl slides to look through

and we could see come of .the picturcs.

You liked the Eékimo 2418 better? "\

uh"huh- t ) \ |

What about you, Morris?

I liked the Man and Animals.

Eskimos,
Why did you like the Eskimo films better? .

Because when they shéwed.a £ilm, they seemed more like us.
They sort of gave me & picture of my Lamily if I were ocut
therg. .

Oh, really? " Tell me something about that.

Like the time they were crossing theé river. If my father
was there, I guess he would cross it first, just to see
how dcep it was, and then he would, carry my mother across,
end I'm just about as tall as he is, so I could walk
across, but my sister would have to be carried. And my
mother could help carry something on her head as we
walked across.. I could, and so could my father, That's
one thing in the pictnre I sew. And my mother always
combs her hair and makes my father happy. And we are
always together. 'And they looked sort of happy tagether.

I see. So you really feel that there®s a lot of

- gimilarity between ydbur family and that family? What

about you, Jackie? Why do you like the, Eskimo f£ilms?
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"I like the Eskimos bocause they're more like us; they

comb their hair, and how things orCeess If we lived in
the Arctic, my father would,..like the mosquitoes
started biting on the little boy and the mother tried to
protect him from the mosquitoes. And she gave him a
balloon to entertain him, And he fished and got food.

" . When yoii're young, whatever you do and your mother is

happy, that mckes you more .happy.

‘That'é interesting, Do you think the Eskimos are

happy people?

Yeah,

;1&on't think they’re happy. They don't have a very good
life,

You don't think they're happy? '

I think they're happy because I don't really think they
know any other kind of way to live, because their
ancestors and their ancestors before that lived the samc

way.

1'm just not sure I got you. So you think they cce or

are not happy?

I think they%ﬁre happy.

They are happy becpugé they don't know anything else?
Yeah, because they'll be happy with their way of life.
Would you be happy witn {t? l

I don't really know....

You don't really know?

I think they live in a place where it's not,,.really not
a big community, where probably & few Eskimos live.

1 think they're happy, too, becsuse I think if they
weren't happy, they would strive their best to move to a
different place. Now on some occasions they do move away
to get more sun. But why do they constantly move back to
the same spnt? So they must want to be there.

So :ﬁey must be pretty happy'around there?

291



Jacqueline:
Interviewer:
All:

Venus:
Interviewer:
Morris:

Interviewer:

Jacqueline:

Morris:

Interviewer:

Venus$
Interviewer:
Verius: .
Interviewer:_

Morris:

Interviewer:-

. Morris:

Jacqueline:

-i7-

I thiok they're happy. ’
Think thqy'ré happier than we are?

Nooo.

I don't think so, Since we have morc pleasures, we can

go to the movies...

What about you, Morris? Do you think they're happier than
we are?

We're happier than they are, because we have more
advantages to do different things than they have.

What sbout you, Jacqueline?

I think we're more happier than they are, becguse we have
a lot of entertainment. And we don't have to... the
parents dont have to go so far to get the food. Like he
had to go all the way into the water and here all they
have to do is send their chifldren to the store to buy
food, ‘

-

You can call on the telephone.

Are there any books that you read that you like especially
well? Any of the booklets that you particularly liked?

Songs Ny Mother Taught Me,

That was a book of Eskimo songs?
Yes.
Are there any other favorite booklets?

1 liked that Hetsilik book that showed,,.where you read
about more of their beliefs.

You liked to read about their beliefs? Did you like any
of the Man and Animal booklets partichlafﬂy?

Well, I liked all of them.

I 1liked all of the Man and Animal books and 1 liked the
book called Sonegs and Stories of the Netsilik Eskimo.




-18-
Interviewer: You'd like your little brothers and sisters to learn the
* . same thing? .
Venus: E " ‘Yes.
Interviewer: - How about you, Morris? .
Mb;ris: I want them En lecarn the same ;htng, but when they get up

'to the sixth or fifth grade. Because, they rould come up
. and say, "Morris, did you study that? Well, ve re - 7

, studying it now,” And 1 could say "Yegh," and I could
talk to them about it,
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