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"INTRODUCTION

This is the.finéT report of an investigatton of further evalu-
ation a]ternatives for the social studies'curriculum Man: A Course of
Study. * The purpose of "‘the study was not to specify an approach but to
c1ar1fy a1ternat1ves and bases for choosing among them “As a pre11mxnaty
step 1n developing suggestions, field v:zlts were made to seven MACOS
Regional Centers,** and to several school districts and schools in each
region, to obtain information about conditions of use of the currwculum
The observations made and informationand:iéﬁrnssions obtained entered
strongly inio R 1dCus abaui further cvaiuation needs and sirateQﬁcs.

) In the course of preparing this report we found ourselves re-
thinking most of our prectnceptions and assumptions about further
evafuétion of the MACOSépackage, especially summative evaluation. The
question of feasibi]ity of aiternétive ega?détion approaches became integ-
rally enmeshed with the'prio} question: evaiuatiog to what end, for what ‘
purpose? The reader will find that we tried consistently to address this
question on a g;oss level, but that we have not been able to provide.a

clear analytic framework for answering it.

The }tructure of this report is as follows. In Section I the

This report was prepared under NSF Grant No. W005707.

* %
One center had recently been terminated.
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task-of the study and a general view of the pracesses of curriculum devel-
opment projects are descr1bed Section 11 summarizes the qeneral methods )
emp]oyed in this study. Sect1on III gives a brief summary outline of
"findings" from field visits. In Section IV we prcsent further examples
and discussion of findings, and Seetion V provides 2 summary 1ist of char-
acteristics of the curri culum that appeared important or sign1f1cant to
--yarious respondeq;s in the field. In Section VI we then discuss Six
categories of evaluation quéstions or concerns related to MACOS. In most
categories we note characteristics of the curriculum that’seem espec1a11y

germane to the design of further evaluation stud1es. We then synthe51ze in

. the next section the analyses made in Sectign VI into three major kinds
of further evaluation that might be undertaken. In Section VIT we discuss

~
. . . -, , . CL R t- . PR [ P e . PR ER NN SEvrooy NN
Gl b gl viee Ty NI aid lzk,‘x\.‘.l‘..auf yaluos Qo absotull, Clhpara-

Livee. ohd sysieme evatpazrons  thet could b undortaken. e finally
provide a summary statement, in Section VI11, of issues, alternatives and
recomnendations. f

1t will be apparent to the reader that we found éur task-compTex.
‘In an effort to avoid vigorous simplistic suggestions we constantly risked
paralysis from attention to a multitude of issues, uncertainties and possfbi1-
jties. The net result of efforts 1o achieve a balance will undoubtedly
strike many as erring in one direction or the other., For ourselves , we
" believe that erring in the direction of complexity‘is the better, if

aesthetically less satisfying, error.



A SUGGESTED CONCEPTUAL FRAMEWORK
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The National Science Foundation expressed its interest in funding, -
a feasibi\ity study to determine what some possible next sté@s, in térms
of continuing evaluation of MACOS, might be. A thorough and exce]lenf
; formative evaluation had been comp1eted.‘ Discussions with NSF did not
‘ provide us with any clear answers to the question, "What are the NSF's
further interests oﬁ;goa1s with MACOS?" Tﬂérefore! we suggested that we
try to depict some alternative strategies for continued evaluation based
on what we could determine to be the needs, preséﬁt conditions, and
Coneotn s cUasirious poople in i;!:: fiela.
Soveral quistions cimd tu wind inhmd}ale3y. wnat has'happeneéi
with the devs1npment and dissemination of the curriculum to date? What
PO | is the presént state of its utj]ization? How effective is MACOS compared
with other social studies curricula? And so,oﬁ. We felt that by talking T
with .Yassroom teachers, social studies'curricu1um specialists within
school systems, administrators, regional directors and disseminators, and
members of the Education Development Center, we could help focus on
 these and other quéstions. We hoped such an approach might help outline:
some priorities for'further study. In an effort to do this we proposed
d series of interviews in each of the regions established for. dissemination

of MACOS. Using the data gathered we shall, in this report, suggest some

evaluation issues and strategies for NSF's consideration.

1 Hanley, Janet P., et al. Curiosity/Competence/Community: An Evaluation
of Man: A Course of Study. Cambridge, HMass.: Social studies Curriculum Program,
Fducalion Developmenti center, Inc., 1970, Vols. i & ii.(Preliminary copy.)

ERIC o 6
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A review of’MACOS materxals especially the most recent Seminars

for Teachers,2 he]ped to clarify the potential multiple functions the new

_curricuTum might have. It seemed that a consideration Qf evaluation issues
with r@Spect to the various p0551b1° funct1ons of the curriculum might
" provide a way of oraanxzing and 1ntegrat1ng the concerns of emerging
educational evaluatton theory with.the realities of MACOS research,
development, and utilization. Our hope then, was that we, could clarify,
R at least présumptive]y, the manifold number of issues involved in MACOS '
as well as suggesting some priorities for further study. |

There are four broad funct1ons a new curriculum may perform

1. Educat1on of children ‘

2. Develornent and cerhancemont of pedanaonical skills and p
ovicuietion of oo

3. Change in inctifintianeg
4 | o
4. Training and development of prospective teachers

" There is nothing new about these areas of effect, impact, or concern. Host
of them are discussed in one form or aﬁ%thcr, for exammei by Grobman 37
Patently, the purpose of a naw curr1cu1um such as MACOS is to
improve the educat10n31 growth and development of students. Equally obviously
the educational enterprise is a manifold affair, fraught with uncertainties
about what causes what, er what maximizes what. Unde? such circums tances ,

there are legitimately different strategies and options for improvement.

Furthermore, the same device may in fact bear on different dimensions of

the educational enterprise, depending on how and where it is used. A
b )

L 4 ‘ Jtd

e Man: A "ourse of Study. Seminars for Teachers. Education Development

Center, lnc., 1970.

3‘ Grobman, Hulda. Evaluation Activities of Curriculum Projects. AERA Mono-

graph Series of Curriculum Evaluation, No.2. Chicago: Rand HcNally, 1968.

7 | .
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" curricalum package, then, ﬁg& perform somE'ér a%\ of‘tﬁe functions
1isted above. {t is:a matter of considerable intergﬁt.to try to exp]icafe
rules or'propositions for which ones,'when, where, how, etc.

If one is going to design a new curricu]uﬁ,‘he obviously has the
intention of producing something tha£ will have one or more pf'the'functions
suggested above. But between the design ihtention and its‘accompiishment‘
of one or more of’the'curricu1um functions are a number of lihking of enabling-

functions. E.g.,

Development-and testing

Ky -

Dissemination
&

1

2

3. Preparation and insta]]étion4 .

4. Implementation. o
5. Iaintenahce and support

6. Fvoonnider, bandicicaiiun oF ye-directiul

7. Ponitoring and ayaluationd '

Supposc.it is the designer's intention to producc a curriculum package that
will perform particular educatiénql functions for or with elementary gchoo] |
children (in the case of MACOS, for exampiea.td develop hypothesis forming
skills, to speak g]ibiy for the mdmeni.) The desién and‘deve]opment of

certain materials and prccedgres constitutes a transf&rmafion of that iﬁtentfun.
into a mechanism or apparatus for performing that specific educational:
function. Tests of thescurriculum are used {d determine whether,‘and

presumably under what conditions,the packagéldoes perform it.

k]
.

4 Preparation here includes orientation and training of teachers and others
prior to or at the start of the curriculum; installation includes purchasing,
schaduling, etc. Jointly they designate the activities necessary or undertaken
srithin a school or school system to put the new curriculum into effect.

S This should be a parallel function, not a serial or partially serial
one like the others. :
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One evaluation issue at this point. concerns the Tdentification of

intended fuﬁct{ons. their performance characﬂéristics; and the limiting

assumpt1ons concernxng the performance characteristics (e.g., what skills . s
. . 1 .

f . of teachers are assumed? what Linds of Qtudents? what organizatxonal
’ 4o

arrangements in $chools? etc.). A second eva}uation issue‘at this point

concems the design and deve1npmeﬁs method: or procedure. What did.¥t '&(
take to accomplxsh the transformations? What are the imp]mcatxons for

. .; further curr1cu1um proaec% funding decisions? Can designh and deve]opment

components be re]ated to costs in_a generalizable sense?® -

The clirriculum or mechan1sm intended to generate the des1gnated
functian is then disseminated, that is, brought to the attent1oglof -
prospective users. ‘In this trdn§e01m,1}0n the intended function may be
retainzd, modidied ;h IOJL, atd/or cidier 1UHLtl£‘a ang puLgnt:a] functions
added.  Somc nubber ur prospeclive users will auopL the new curriculum Q
over-a given period of time. - Processes :of . preparation, installation, and
eventua11y‘imp]eﬁéntation thus . commence; Evaluation issucs to that point
include: |

1. what are the operating ;haracteristics of different disseminat?on
mechanisms? are some more efficient than others? how? Qith what kinds. of .-
“ users? with respect to what kinds of functions? ' -

2. 1is there a relationship between different kinds of d1ssem1nat1on

———

_6 We are trying here to get at the problem of evaluating what kinds of
+ approaches, with what kinds of variations, yield what kinds of products
(curricutum packages, for example) under what conditions. We think this sort
of analysis is related.to further decision-making about the need for public
support of curriculum design and development.

]
L
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mechanisms and the further transformat1on of intended functions?7
The new gurriculum 15 adopted and implemented, tentatively or '
permonently At this stage there is the final set of transformations ‘
leadlng to resultant funct1ons ¢ Nlth respect to the runctwon dealing with
educatxon of childrea the evaluat1on jssues center around the tradxtiona]
ppup
prob1ems of meaSurxng effect1veness. or more specifica]ly, d1fferent1a1
effectiveness. That 1s'“who learns what, uhdér what conditions? ‘Are
there unexpected results? Are the designer s intended functions rea%xzed?

What support cond1t10ns turn out to be needed? What further modxfrcatioos‘

L
L]

LY

are ‘appropriate? And S0 on.
| This highly simplistic discussion is intended only to suggest
that:-
1. theru\are different eV£]Udtiou issues at different stages of
d LUt b L U u'cvc'nt.:pm:ui.' projeci s . '

2. ‘the issues are sepazdble with .respect to certain decision prob-
Tems for certain agencies; but data bearing on issues at one point may need
to be carried forward to apply at another poxnt, :

3. the trans formations that may occur are onTy partly predictable,
though eventua11y they are completely (potent1a11y) Pnowable.

We shall return to these themes. They are much broader than the concept of

summative'ev31uation. “This brief discussion of an overall process indicates
.. » : :

that in approaching our task we have tried to consider a broad spectrum of

cqngruences,.éontingencies, and decisions. .

y!-'

. ] —

7 The decxswon prob1ems here center around the development and support
of dissemination mechanisms. Is -there a rational basis for the allocation
of funds to different dissemination designs? ilhat are design parameters?
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" DESCRIPTION OF ESD's PROCEQURES

. : Our first steps were to make ourselves more familiar with the .
MACOS package and its history. We'éié thi¢ through consultation with !
members of the Innovation Team 4n the District of Columbia who had been

(// teachers, disseminators. and trawners for MACOS " through the revxew of the

curricu?um materials and documents about the’ program, and through dxscuss1on

" with the HMACOS eva]uatxon staff at Educatwon Development Center. We then

preparad questwnnnaxres to be answered ‘in 1nterv1ews wwsggfeg1ona1 centér

directoyrs and peop1e associated thh reg1ona1 centers'~ The QJuestionnaires
f.
T owere also to be used with schoo1 adm1n1strators, curriculum supervisors, and

teacmrs The basic inteanfions of the questwns were: te provide informtian -

P

about what observers Saw 8s the purposes, both actual and potent1a1 of.
MACOS, what metheds were being used to assess or eva!uate the program; what
was being dope to dxssemma\:e the program, install it, and support it;

and what seemed to be‘some of the cruc1a1 factors 1nvo]ved in each of these

\

activities.

"The Educational Stud1es Dzpartment Team v1sxted seven reg1ona]

‘centers, twenty-four school districts, and th1rty -six schoo?s within districts

School districts visited were sglected in discussion with center directors, -

and inal choice was based on interest and practicality. The schools in
no sense’ represent a sample, but it is perfectly clear to-the Team that

they covered a wide variety of environments and educational conditions.

- We were ab1e&¥o‘compuse a detaij&d compendium of responses to various questions,

’ ? and thus to jdeﬁtﬁfy pdtentially important variables, based either on direct

stateménts gleéned from the talks we had with many people, or on‘impressians

derived from the overall discussions. In.additfoqﬂ\ye have done an extensive

« :Tffk':%
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perusal.of tﬁe evaluation literature in general. and of literature

¢

" conéerned with social studies and educational change in partxcular.

In Appendix A there 1s a tab]e summarizing the number and characterwstxcs

of taachers interviewed, and numbers of locations visited.
f

-
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BRIEF SUMMARY OF INFORMATION GATHERED

The following is a condensed, selective summary of information and
impréssions gleaned from our field visits. It is not intended to be a
definitive or conclusive set of statements.

o 1. Environment in which curriculum is used or may be used

A. Target groups

Small cities--largest group studied--offer least amount of red
tape and hierarchy to deal with; key decision makers stand out.

Suburban &reas--usually can afford program, often their schools
already exposed to progressive or innovative materials and

pedagogies. .

Rural areas--often can't afford materials; often conservative;
hard to follow up. - _ )

Large metropolitan areas--most difficult to work with because of
bureaucracy, difficulty in pinpointing key decision makers.
Politice ofien conse dogizion mikiors to be relucinnt to mok
O Cullwdi LLHE L0 il PYroys G

K. Palitical climate runs the gamut from hard core conservalive Lo
liberal-progressive seeking all kinds of innovative curricula.
C. Financial resources

Sometimes materials provided through Speqié1 innovative funding
programs, or on an experimental, or pilot basis.

Cost a prpb]ém'to many small systems which simply find it prohib-

' itive. . c ’

Same cost prob]ém when an individual school wants the materials
but is not supported by the system. ’

* D. Educational climate {see remarks under Target groups)

Some systems more interested in innovative curricula than others;
. ) interest cuts across urban/rural classifications.

Qften reflects political climate.

Progressiveness of key decision makers influences educational
climate. - oo :

_II. Dissemination - T e _
A. No.one process. across regions or within regions.:
B. Differs from system to system, but the more bureaucratic and larger _

the system, the harder the dissemidation process, except where
- key decision makers seek out MACOS. '

Q - ) “

| | | - 13 | N




C. Financial resources. of system or school again play a large role.

D. political climate an infiuence; the'more conservative the community
the less receptive it may be to IMACOS. -

111. Support

A. No pattern across regions. Ranges from bui 1t-in support systiem
through summer institute training of social studies curriculum
consuitant for each system, to no support system at all.

B. In most cases support is given on an “as can" basis.

C. Problem for regional directors is the lack of funds and staff to .
adequately foliow up teachers. Regions quite large.

D. Many teachers feel more follow-up would be he]pful, even those who
have taught the program for as many as four years. New teachers
to the program need beginning skills. Older teachers to the

_ program nced revitalizing. : —

1V¥. Functions

Foo Tevert areurs ' )
vhilaren
post peenie, Trom teachers to regional directors, SCC ckills and
attitudes as the primary goals of the course for children.
Teachers especially often stressed attitudes toward self and
interest in learning as important outcomes.

Both teachers and regional directors agree content is important
mainly as a mechanism for instilling attitudes or skills.

Only program often cited as an existing social studies curric-
ulum that could do the same thing for children that MACOS does,-
was Taba. ~ Complaint about Taba was that it has method but no
pre-packaged materials.

Many teachers felt they could impart same attitudes and skills
through other materials or courscs. Others felt this ability
was a result of exposure to MACOS training. Courses most often
mentioned as possible vehicles were language arts, science,
reading. ' o

Teachers

Many administrators sec MACOS as a good teacher training

device, as do regional directors. See it as helping teachers
develop child-centered teaching skills. In many instances
teachers selected or volunteering for training have been, in
principals' or administrators' opinion, among the better teachers
in a school.

Teachers felt MACOS had affected their teaching style; made
them more open to children's inputs. Often younger teachers
felt they had been exposed to MACOS pedagogy in college methods

14 . o .



St

. Value of the course with different ethnic groups

course and that their teachin- style was less affecfed than
did teachers who had been teaching for longer periods of time.

Regional directors and administrators said MACOS spread of
effect was evidenced by teachers' chatige of role in classroom
(1ess teacher domination). Teachers expressed same sentiment
in different terms; "Am more open to students' questions®; “can
tolerate“‘ good noise'"; "encourage debate rather than seek 'right'
answers." - ‘

Often teachers would suggest that they try to tie MACOS in with
the total classroom, approaching other subjects with discovery
and student-centered metheds, or using MACOS topics as starting
points. - .

Some evidence of spread within a school; non-MACOS teachers
would notice what was happening in a MACOS class, would
express great interest in getting the course. Evidence of
this is scarce, however.

Qe

Very 1ittle was. found on this point; an isolated few white teachers
felt materials have different values for black children. Black
teachers felt materials had universal values. RAsked i1 it could

be possible thal dhey dden’ o lnow hoo white Leacnors woe the watoricls,
G nodd nolt ey vore Lreined dith wiite teachers, often had
middle class children to work with durina training institnte,

. Values of the- course across grade levels

Most teachers use materi~ls on 5th or 6th grade level and fcel it

is well suited to those levels. Those teachers using MACOS on 4th
orade level are split in their opinions. One group feels materials
are too saphisticated. for 4th graders. Others feel materials can be
used with 4th graders successfully but not in as deep a fashion as
with 5th and 6th. {One teacher said he would 1ike to use materials
with children in 4th grade, then again in 6th. Felt there would be
something new to gain at each level.)

Some teathers using program on junior high school level with success.
Feel it's a good introduction to anthropology. Also used as low as
2nd grade with success. One problem--where MACOS replaces traditional
6th grade social studies some teachers feel children are penalized
because they will be tested at the end of the year on traditional
social studies content for junior high placement. In a few ceses,
teachars tried to teach both MACOS and the regularly prescribed
curriculum, ,

\



.. Teacher Pre-service preparation

Regional directors have conducted some pre-service training sessions.
Either university classes or summer sessions, but evidence of their
value is scanty. No instances of pre-service teachers later becoming
MACOS c}assroom teachers evaluated that we know of.

. Institutional change

Mixed opinion on this from regional ditectors. Some feel institutional-
change is a legitimate function of the course. Others feel no major

~ change will come through only one course.

Those who feel that¥institutional change is a legitimate function
of the course see it affecting: ' .

school organization, e.g., team teaching S

evaluation procedures, e.g., doing away with report cards

classroom norms, e.g., establish different norm which will ultimately
establish other patterns of scligol behavior

teacher/principal roles,, e.g., some principals have become more
involved with students, teachers have developed new expertise
and have been used as resourges in other schools and systems.

4

One regional director felt the program could become a vehicle for
yprrard mobility for individuals, but that it moves thawm up and out of

. B S T e A T I T et
the Chatind raonut Lath Godliyiey ol ARSI B <

Teachers provided some evidence and snfarmation in the areas nf
institutional changs. A fow say they have abandoned A-F grading
system. Several say that group planning or teaming has resulted
from a need to cooperatively work out the schedules for films, etc.
In some areas teachers are selecting other social studies curricula
based on the adaptability to MACOS concepts and techniques.

In goals section, many teachers mention wanting to have or to develop
independent study, non-teacher directed {(new teacher role).

In curriculum selection, one administrator feels MACOS may be the
answer to bilingual, bi-cultural problems; feels MACOS is culture free.

Evaluation
A. Many teachers said they didn't use traditional "tests” to gvaluate

students' progress with MACOS. However, rarely had they given up
traditional grading for other courses as a result of MACOS. Often
teachers would express concern over the question of measuring
children's progress in any objective fashion; most felt evaluation
had to be subjective and based on the teacher's knowledge of her
children. No teachers could suggest any test that would adequately
measure effects or impact of MACOS.

. Administrators most often took the position that teachers' opinions

- .ubjective evaluations of the course' merit was their yardstick,
along with observations of children, rep -ts from specialists, parests,

and others, and their own judament of the .urriculum,

16
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C. In only one instance that we found was MACOS being compared in a Ce
systematic way with other innovative social studies curricula. - S

r 8 : ~ -
D. No evaluation being done regionally with the exception of ERIE. =

Lack of funds and staff seemed tobe the primary reasons.

E. When asked about evaluatiom for continued use of MACOS, adminis--
trators again were relying on teachers' opinions. -

" In the next section, illustrative comments and more detailed information

concerning certain issues are given. . -
“~

17 -12-
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FURTHER EXAMPLES AND TRENDS FROM INTERVIEWS

What do tedchers perceive as goals of MACOS? |

One of our interests waswhat teachers and others see as the gog]s of

the MACOS program. ;Ne would typically ask teachers what they saw as the
goals for their students and received, as 6ne might expect, a great variety
of’answers. Some teachers felt that the goals-are prxmar1ly cognitive;
learning to think, ta make generalizations, draw 1nferances, analyze, make
comparisons, etc. Others used these process terms; learning how to formulate
questions from data, how to verify:.to collect and ofganize data,. to observe,

Some referred to social skills, such as Tearnihg how to listen to others in

_groups , how tg participate and express thomselves in groups, how to tale

DGl e an diselies dlid. ol Leadliors ercsseg fecilings and attitudes as

Tiisi cun@érnsg espaciatly with thoiv sTow lewrners or poor readers.

Exerpts from some of the interviews may help illustrate whét we are
talking about. A sixth grade teacher respondsd, "Hy goals are té try to get
the students to look at themselves; build tolerance for people different from
themselves; to use 1nduct1ve reasoning; to teach them to compare d1fferent
things--man vs. n1ma1, for example. The process is more important than the
content."

A téacher of fourth and fifth grades: "Concepts. What makes man
human; the humanistic approach; have children deal with these higher order
cognitive gkills such'as‘diécussion, handling. data, generalizing, selection
of pertinent data. [To view] content s%mpfy as & supportive concept.”

A sixth grade teacher: " [The course should help students to] think
on their own without looking to teacher for direction’or reinforcement.

Chi]dren in not-so-structured classes are more used to group work than other
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children, with ability to take charge. Sécial relations is a super-goal."

A group of sixth grade teachers: [The goals are to]l"bring out the
the uniqueness of man; appreciation of self, the human race; attitudes.
Content is simp]y‘a means to an end. Students should think about self as
as a human being that does have a place in society; there\should be an
appreciation of values and beliefs. Get them to think, to reason as they
have never done before; devg]op understanding of behavio}. provide inter-
actiqnxg;.they can observe chénges in their own behavior."

A teacher of fifth and sixth grades: "The children learn to
make generalizations, draw inferen;es, develdp ability to participate in
groups, learn to feel, comfortable with quesfions for which there are no
right or wrono answers.” ’ ‘ .

Tuo Tecahors oF nun-geaded childreh agzd ten to thirteenl “ Learning
diccuscicn techiniquesy Lo differeniiate between fact and opinion; the course
arouses curiosity, induces follow-up to activities. They learn to deal
withlvalues; no right or wrong. Build up critical thinking, give children
opportunity to think; Tern to de%énd opinions. [Leafn about] huwman
relations; everyone has differences, similarities. Teaches openness, respect
for others." |

A teacher of fifth and sixth grades: "In reading‘and math we group
by ability; in ‘MACOS we don't have to. Slow.learners have discovered
they can think too. Most value for these children. No right or wrong answer;
every child has ideas. tost impbrtant goal is ab{lity to tﬁink on one's
own; to learn to listen; to respect, opinions, not to say just anything. The

course teaches children to think."

RO 1o SR,
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‘ Many téachers commented on the value that MACOS had for different
children. For example, they noted that there was something for everyone,
and everyone could contribute. They felt that the course was particularly ~
good for “noor readers" or “slow learners" in a number of ways. Because B
of the multi-media design of the course, children are not dependent on
~ reading as their main or only source of information. Youngsters having
difficulty with readlng and writing could contribute by offering their |
thoughts and op1n1ons. Many teachers fEIt children who had thought of them-
selves as unable to participate found that they could have “their day.in
court," as one teacher put ijt. “They-have their chance to shine."

‘What seemed very clear was that d1fferent teachers saw different
values in, or had different goals,for the course, In somz cases, they
beliovad that {ho priovities ey had fop e SEULTO WL directly auso
claicd with the related neods of ~the children they +a ught.  In uiher cases,
teachers did not feel there was a direct relationship but that the goals
'served the needs of most children everywhere. Some teachers expressed the
belief that the value of the course was that 1t enabled students to probe
subjects about whwch they were relatively c]osed -minded. Fpr example, one
teacher said she had found MACOS offered a way of opening up discussion of
the racialland poverty issues in the community; that is, she had found the
course served as a vehicle for talk about people from ethnic and socio-economic
groups other than those the’ children belonged to. She felt it was the only
opportunity younqsters had to hear about and discuss people outside their
own neighborhood and communvty

The course was reported to be a vehicle for opening up discussion
offvarious value issues otherwise difficult to deal with. One teacher
commented, "We're always talking about education as dealing with values, but
“'we never 'do' it." An elementary curriculum diector said she had sat .in

e ® ‘ . - 20 ' ‘__ ~15-
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“"as she put-it. o .. )

L]

Aﬁlasses where children had been discussing aggression and hostility in
themselves, feelings she had not thought about unt§1 she was over twenty.
Hlow are teachers evaluating the progress of students in the course?

One of the greaiest conce;ns teachers expressed was how to assess
progress. Those we talked with felt that grades were inappropriate. In
some instances the teachers had refused to give grades. One group, under
pressure to provide some kind of feedback to p§rents. took it upon them-
selves to have ;arent-teachér conferenceé.to'déscribe what the children
weré doing aﬁ% how progressira. Some teachers have ihstituted a system
of written reports to parents; others have Qévked oux'é satisfactory-
unsatisfactory form of evaluvation. Still others hove had to assign grades
al e schuuly ' dugisicnce; those we talked to veire not at all happy about
Buviily LU give grades, )

Teachers gave us a variéty of statements describing whaf?they used
to assess- progress. Some periodically used a brief vocabulary or knowledge
test of their own devising. In a few instances the teacher used the test
developed at EDC. Some teachers have followed EDC's suggestion for inter-
viewing children, or otherwise talking with them about their progress.
Many said they based their judgment on what they saw the child doing,
and on_the‘extent to which the child pérticipated. . The kinds of questions -
he rai;ed, his role in group discussions, the enthusiasm and interest he
evidenced wefe all ccnsﬁderéd. Many teachers we talked with felt that

tests of any kind were inappropriate or irrelevant. Somé used self-made

tests periodically as chécks on progress; here a few noted that they used

them mostly fo have something to show to s&hool or parents if need be.
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Evaluation poses a dilemma. for teachers. On the one hand,
they know when children are interested, enthusiastic, and act:ve]y lnvolved ..
and for many teachers this involvement in itself seemed to be a major |
accomplishment. On the othé} hand, the problem of how to communicate b

““progress disturbs some teachers. Furthermore, the way to improve their .
handling of the course or to improve the course for eertaxn children was .

unclear. One teacher commented that training for the course should lnclude ;_"\ .
* learning how to lead smal] group discussion. She saw her lack of training

in such discuésions a limiting factor when she first started MACOS. |

When pressed, teachers wo&]d describe cases in which they felt the
codrse had not been successful with certain'students.‘ One estimated that
of thirly studenis around twenty-Tive vould eventually becomn involved

in che course. Sone doescribed youngsiers wno ncvar‘rcal]y_became.‘ L

inieresied. We were told about a class which remained uninvolved so that '

the teacher finally abandoned the coﬁrse. In short, we obcained some

limited coroborating evidence of the ranges of preferences and reactions

of children which were described at length by Hanley, Whitla, and others

in theig_evaluation of MACOS.

What ‘do administrators, curriculum directors, and supervisors 1ogk foré
As with teachers, there are different points of view and different
expectations. ‘It is probably not unfair to say that many administrators
e see the course as a vehicle for changing teachers' attitudes and behavior
.in the classroom. This ‘is not at all to suggest that they aré not
_ concerned with values for children, tog. When asked what they wou]d 1ook
at in evaluating MACOS,imany administrators and curriculum directors

said they would be guided by reports from teachers, and by observations

“Q . g |
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they made of children:—~A.dilemma for administrators and others is that
they are dealing with a one-ye;r course. Problens of what to do after
MACOS, and how to restructure the whole e]éﬁentan& social studies curric-
ulum are of concern to various administratofs. No one we talked with had

any formal plans for evaluation. )
_ It ié worth‘noting that.some supervisory ang administrative per-
sonnel fe\t speci fically that one of the desirable features of the curric-

<ulum was that materials ?re there; In their opinion,.thére are many aids to

the teacher to help develop the pedagogical approach encouraged by the course;

also, one does not have to spend an inordinate amount of time assembling

addi tional materials. By the same token hoﬁever, som2 of the frequently

rocurring problens wentioned by teachers have becn lachk of films, Tilms not

Dring avaeibibils wien needed, lack o a projocior, Tute delivery of beoklets,
elc.
Can anyone teach IMACOS? | \

Most people we talked tdtthougﬁt proﬁag\y not, although the reasons
given varied considerably. one center director, for example, feéit that
sérict&y reality-ortented teachers, to use his terins, probably could not and
should not try to teach MACOS. By "peality-oriented" he meant having a need
to deal mainly wit@ facts aﬁd correct answers. The director also noted that
strictly rea1ity-orieqted children probably should not take MACOS.

As one way of approaching £he question of who could or should teach,
and who he should teach, we aSked‘a number of people how the course might
fail. The most common answer was. "if it is taught as a traditional course
bj 1ec£u}é,'with'emphasis on facts, andwith the teacher engaging in single
respopse questioés and answers." 1In connection with this question
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we hazard the quess, based on discussion with center directors and others,
that so far the majority of teachers who havé been teaching MACOS have been
a fairly select group, eithér handpicked by t@e'schboi system, or volunteers.

e also hazard the guess that- this question will become increasingly

important as the dissemination of the curriculum increases. We found one

-

case, for instance, in which the board of educatjon in a district adopted
MACOS for all fifth grade classes next year. A ‘princfpa\ in this district
was puzzied by a small é}oup of teachers who had made” it'clear that they
did not want to teach MACOS. ‘One reason they gave was that they had seen
last year‘slMACOS teacher spending”a consjdeﬁable amount of time borrowing

and'rﬁturning films, and otherwis¢ engaging in what seemed to be a good

~ deal of cxtra and unnecessary‘work. We are not trying to say that these

toathacs it l el venle to Leach BACLS e ad years at this point in
Lime ihey do not look forward to it. Even in groups that hage taughi{ MACOS,
there are teachers who are not entirely enthusiastic aﬁout‘it. We were
told of one who had not cared for the course at all, had Peen very dissat-
isfied with it, did'ngt like its orientation-and structure, and héd felt

v
A}

very negativéiy about it by the end of the year. We do nbt Know how the
teacher's class felt about it. ’

The general point is that behind the patent success and acceptance
of MACOS there are some real uncertainties relevant to adopting and imple-
menting it. There are few guidelines to fa]]vback‘oh in working through
the. implicit decisions. It is not just a question of whether teachers are

traditionalists or not; a number we talked-with openly and emphatically

declared themselves traditionalists previous to teaching MACOS, and now

“are entirely differently oriented. Some commented bluntly that MACOS had

shown them how poor their teachihg approach had been. In observing classes

of teachers who describe themselves as previously very traditionaly it seemed

|
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clear to-some that whatéver “traditiona]ﬂ,mEant before, it does not apply

1
-

now. It is not just .a question of simplistic claSsifitationg; much
depends, it appeared to us, on the training th@t a teacher receives in the
use of the course, both before and during presentation cf’it, aé weil as on
the teacher's needs and orientations. ~ '
COntext Consideratwons

MACOS i5 a one-year Brogram, and as such raises a number of
questions about how it fits into various school contexts, programmatically
and institutionally. With many of the people we interviewed, we tried to
.explore dimensions of the relation§hip between MACOS and the contexts in . 1
which it is being used; ue'asked teachers, for example, "Do you think the
abilities and attitudes that children déve?npdbith mnéos wi]l.éonf{hue
an e ;E?Td‘gu L Tiid woe ighee groaant .]htkﬁ vere diTierent rovjonses.,
CCid teauhury Teli pessimstic, thelr genoral sosition boiig ihai ii all
depends on what teachiers of higher grades do. They thought that if upper
grade teachers were traditional and approached social studies as a lecturé
course, then there wduld not Le enough carryaove} from MACOS. Some t;a;hers
. hoped that the children-would put pressure on subsequent teachers tq
continue with the kinds of instruction and learning that had been used with
MACOS. Teachers of chalﬂren who took the courSe last year are reported by
other teachers to be xmpressed by the ch11dren s immediate interest in
discussion and free contribution of opinions ‘and ideas. The MACOS children,
acco;ding tb these teaéhers, seemed more ready fo‘react positively "to new
subject matter 1n'sociai studies., . '
. MoSt teachers, however, who have taught MACOS before did not know
what had happened with respect to children in subsequeﬁt years, although
nearly everyonge expressed great interest in knowing the:outcome, and a need

..7‘
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for feedback. Lack of ‘feedback was particularly noticeable when MACOS

was taught at the sixth grade level.wiﬂzchlldren moving on to another

school for seventh grade. In departmentalized teaching 51tuat10ns it is

our impression that there may.nci be much cross-feed and féedback.

There wgré teachers who felt that MACOS burlds a good foundation and _

potentially deve]ops lasting attitudes. These teachers be]1eved there
would be carnj¥qver of effects almost regardless of what happened subse-
‘quently. ‘In une.casé, teachers and principal had worked on a fbliow-nn
program to MACOS to be.implemented in sixth grade. The follow-on was built

around further development of the five humanizing forces emphasized in

g
MACOS .

e also asked tecachers "Are there other subjects or curricula in o
this schrol at this rocds Toved Uiab ey develop the san2 or similar
knnwladnn - eld11c ) op q..':..d.u\.:ua b Wi idren as pMpoysye HMere again there

L

was a variety of answers that seemed to depend, among other things, on

the teaching:situation'and the schpb] organization. Generally, we(found

that where teachers saw some continuities they were with science, readin

and English 1anguagé arts, and occasionally mathematics, especially when
manipulative materials or enactive approaches are used. Where classrooms,
weré self-contained, teachers were very likely tb say that they were uging
more child centered approaches to teaching in various subject areas,

gpblying where and as they could technique; they ﬁttributed to MACOS. In
atféw schools we visited where there were highly. flexible arrangements such as
Peam teaching, and multi-aged , multi-graded organizatiohkqf children, )
- teachers were likely to see most of.the whole school program as consistent
with and supportive of MACOS instruction. Teachers in se1f-céntained

classrooms vere apt to regard themselves' as very different from the rest of

the school staff and program ("this is a very traditional, conventional

[
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school"), and to regard lTittle else as related to or consistent with .

MACOS.

Hmth respect to social studies faught e1ther prior to or concurrent
2iwith MACOS, the typica] response vas that MACOS was entzre]y different from
.the rest of the social studies program. Many teachers contrasted 1% o

steod§1§ with what they fegarded as traditional, uninspired social- studies
curricula: He encounteeed a fee cases in which other, new social stud}es' : .
projectelhed been fried ”euch as the Taba social studies curriculum, and ,
teachers seemed inclined to regard MREOS as similar but better in the
sense that contE1t and mater1a1 were ava11ab]e to support metnodo]ogy

We asked teechers whether they had found any aspects of the

MACOS tra1n1ng or currxcu1um had affected their teaching in other subaects
For @ w!}it mtalizod social studies teachors the cuestion ves not
applicable. For others, there had been a sptepd of effect as descxwhed
above, or clse it was too early to tell. A problem for adm1ewstrators

and curricu]um directors particularly arises over the neceséities of

‘ rescheduling social studies that would nerma]ly have been taught during
fifth grade, for example. This was not Just-a matter of subgect area re-
adjustment, sueh as rescheduling American History. In-some cases the .
question arose about vihere to pick up the teaching of such things as
library skills, graphing skills, and the 1ike that were viewed as integral
components of prior social studies programs. In this connection, one of
the regional center dxrectors noted that a key point one shouId remember
.in going before a. board of educat1on with a curriculum is "to th1nk through
and be prepared to diseuss the implications, and how it will affect the

rest of the program." : ‘ oW



Views and experxences of the regional center directors

We explored a number of aspects of disseminatxon, distribution, .
use, support, and evaluation of MACOS with regional ‘center directors.
We won't try to describe in detail all of what was-learned, but'cerfain
points are worth noting here. |

One question we were interested in was what standards of usage
or procedure had been requxred or encouraged By regional center directors
There are various aspects of this question, and responses varwed somawhat
from center to center. Here is a summary :

| "EDC requires f1ve teachers for each f11m,but the practlcaY{iy

of thé requirement depends on distribution and size of c]asses, and
commitment‘of the central administration. There is a need for the curric-
Gt i_\'u;'d..':n-‘.f‘..‘:' o Lo {;i:f-a'h};..\;or o Lo Giveotly cuncernud WiLH darisiuns
i ut:aumnuuun, L1 Aty anu qumwy Luniut.  The LU LU U

coordinator's Tauthority is needed, and should be estab]1shed ahead of time.'

"The amount of instruction time required is forty-five minutes
‘e

a day each week, or one hour four days a week. Haven't had othgr design

standards; the course itself demands certain arrangements.”

“Might be desiréb]e to require or ;;éourage standards of procedure, -
but whether that is practical depends on bureaucracy involved in the county,
and the number of teache}s who want to try MACOS. Unless the regional
director works with a school system where he can be selective, he takes

what he can get.” .

"je encourage a commitment from the district to use the MACOS
materials to implement the program. We encouraye a team, with at least
one administrator, to come from each school district to the summer institute.
<8
23~
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The team should be strong teachers with good leadershiﬁ potentia?‘and

good re]ationsh1p thh their peers. — ‘ N ; "

vl feel it's the JOb of the regional director to visit the schoel

" .

principals and administrators to help create the support necessary."

&

“We demand attendance of every teacher at a workshoplif she's“
teaching the course for the first time. Workshop models and for&at vary.
We encourage non-MACOS teachers to attend workshops for credit. There
should be entrance criteria for teachers to get into MACOS, but why

exclude resistant, traditional teachers?" &

' LS

- Qur observations Qithin and among regions did not lead to any

F AR E LT FRUPRCE B FRAR IS RCTRR rolasienaips bow .ux Sisvendnation or training
Ay ot 1 U oG . There were fndiuab o, huw@m", Lhai selection, iLraining,
and utilization proceres and standards are important, can have effects,
and could be further investigated.

Our general impression, based on this brief study, is that the MACOS
cu?ricuTum is an‘extfaordinary achievement on a number of counts , but that
knowlddge about its use is presently characterized by a large degree of
indeterminacy or uncertainty and only partial explication Qfoits educational
pvopertieéland effects.

Overall, MACOS appears to have tapped several major trends ‘or thrusts
faking p?éce in the social studies domain in particular, and in educational
philosophy in general. Within the social studies program at the elementary

. level, there is a growing thrustvfoward seeing social studies as 2 vehicle

for teaching inquiry skills pertinent to later effective citizenship. The

approach described by Massialas and Cox would appear to be an example of

¢
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tﬁis tﬁ?ﬁét.‘ There is also a sffoqg trend toward development of

emotional and imaginational growth and competence in the service of educa-

tional objectives, a position exemplified by Richard Jones.Z Underlying
other interests in soéia] studies is the concern with the_continued'impart~
ing of subject areé knijedge in a traditioga] seﬁse. Yet another.s;t of
trends seems to  concern a re]atibnshfp betweeg social studies and other
areas, such as science. ﬁere there is the position taken by Gagné3 that
process skillsgapp1icab1e in physi§a1 science are readil& generalizable to
other aréas of'science, inpluding gresumably the sécia1 sciences; however,' .
.Jones proposesvthe hypothesis tHaé there are essentia? diffefences in - the
focus of thé physical sciences and the sociéT sciences from the point of

View of the learner, with consequent di fferences in the nature of SuLLess

and failure in the two areas.

.~

T wmssialas. Byron 6., and Cox, Benjamin C. Inquiry in Social Studics.
New York: McGraw Hil1T, 1366.

2 Jones, Richard M. Fantasy and Feeling in Education. New York: New Yorf
University Press, 1968,

3 Gagné, Robert M. Psychological Issues in Science--A Process Approach.
In American Association for the Advancement of Science, Ihe Psychologica1
Bases of Science--A Process Approach. 1965, p. 1-8. T
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" SOME CRITICAL FEATURES OF THE MA S (CURRI CULUM

[y
~

These appear to be some of the crifiical features of MACOS that

-~ were expressed directly or indirect}y by varlous people'in the field.

1.

= 2- :

3.

c2

10,

1.
12.
13.
14.

15.

The absence of a textbook as the core material
The central role of films

The scope, depth, quality, and abp]icahi1ity of available
materials ' B

The pedagogical and educational orientations of the course
The training component of past dissemination activities

The conceptual structure of the curriculum; multiple disci-
plines, spiral curriculum desfgn
The multi-media design )
The autonomous, selfecontained package characteristic.
The implicit and explicit value orientations

The lack of explicit outcome criteria and evaluation
uncertainties

| o \
Lack of right-wrong answers; teachers no longer experts

Appeal to adult frame of reference and intellectual curiosity
Group orientation ‘

Lack of closure--divergence--and the problem of subsequent
continuity '

—

Focus o humanity, inter-cultural relationships, humanness
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SOME CON‘IDERRTIONS CDNCERNING FURTHER

: EVALUAJION OF-MACOS

After considerable thought, examinati'(a}i- of a number of aspects - '
of the present state of affairs with MACO&, and brief exploration of trends
and issues that seem to be taking shape in soc1al studies education in
the elemantary grades, we offer the following classxficat1on of possible
| courses of action for the National Science Foundation to consider.

®
1. What are the performance characteristics of MACOS? (i.e.,

how effective is it? what are its various outcomes?)

a. with students 4

b, with teachers
c. with schools.

2. What are the performance relationshins nf MACOS to other

curricula?

a. social studies | , 0
-b. science. '
c. other

-
-

3. ﬁﬁat are relationships of disseminatioﬁ, training, and support

_systems to MACOS performance?

4. What are the re]atibnships of MACOS to institutional change?

5. What are the implications of MACOS for other curricdﬂum

development projects or approaches?

¢

6. What are the relationships of di fferent evaluation strategies

to MACOS performance?

Each of these questions will be discussed separately.

Ny
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1. Performance characteristics
- There are seven major
refer to students as the target

are unspecified in the sense th

ey B L A T AR

of MACOS (how effective is it?)
goals stated for MACOS. 1 of these, six
group, one refers to teachers. The goals

at there are no criteria pravided for

" deciding whether goals are accomplished, approached, or misssﬂ'entirely.

Much. is left to the teacher to judge. The Strategies for Evaluation now

available shou]d alleviate some
frequently expressed by teacher
ques tionnaires (sssts)'that wer
Haﬁ1ey, et. al., as well as cla
guidelines for use of creative
for clasoyorm obenrvebions., 'Th
of goals, alihough i1 scems cle
attitudes are, generally, of p
It seems to us that th

point of view of performance ev

of the uncertainties and perplexitxes $O
s. The manual contains the short content
e used in the formative evaluation studies of
ssroom checklists, interview guidelines,
formats in assessing progress, and checklists
ero are, hooever, 1o docl amdtmﬂ' orities

ar enough that goals of methods and

aramount priority.

e crucial chafacteristic of MACOS from the

aluation is its duration of one year. It

is a backage that assumes no prior preparat{bn of pupils and does not neces-

sarily directly connect with su
skills and orientations that ch

Are presumably relatable to pri

bsequent curriculum subjects or units. The
i1dven are encouraged to develop in MACOS

or and subsequent skills and orientations.

We say presumably since it is by no eans clear to us that the procedures and

criteria wre specifiable for

skills in some ordinal fashion;

ining, evoking, and sdentifying inquiry

or in some generalizable fashion from one

subject area to another; or from one time period to another. As Cole and

€

L Education Development Center

Man ; A Course of Study Evaluation

Strategies. Cambridge, Mass., 1970, p. 12.

.
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Seferian put it, “éne man's inference is anothef man‘§ c]assification.“?
There"is a,r;eed - for careful : pre-course rohservatioh and measure-
ment, as well as for foTiow;up vell beyond the end of the tourse. The
_pre-course observation is more than a_matter of ére-testing for know}edge,
inté]iigence, reading achievement, etc. 1t 'should include e;ta?lighing
performancé trends'inusocial learning behavior, inquiry skills, and attitudes"
or interests of children prior to their taking MACOS. The follow-up assumes
especial importance under the condition in which childreﬂ transfer to another
school uponﬁéoﬁpletfon of the course, as happens frequently when it is given'
in the sixth grade. The presumpti;ns are 1).that the course'may have differ-
ent performance characteristics with respec£ to any or all of its avowed
goals with children of different pravious habits and expectations;3 and 2)

*»

that the course will have differential extended consequences according to the

different fates of children beyond the grade in which it is given.4

The time-span of the course {and its implications) is, in our opinion

the single invariant property of MACOS bearing on continying eva1uation.5

Cole, Henry P.and Seferian, Albert. Analysis of process curricula. In Andreas,
Burton G.,et.al., Research in Process Curricula. Fastern Regional Institute for
Education, Syracuse, New York. March, 1970.

3 The Hanley report consistently documented differences in performance be-
tween inner city and suburban children. 1t called attention to different en-
try characteristics of chiidren in these categories. These are gross categor-
jes. No analysis of variations within categories was made.

4 In each case, extended pre- and post-course observation would bear not only
on questions of di fferential performance characteristics, but also on questions:
of what schools might. do before and after the course to maximize its usefulness.

5 There are, to be sure, other invaria.t characteristics of the package. A
conspicuous one is the absence of a textbook and the centrality of films. The
availability of the films and other materials to teachers as needed may have
-consequences for morale and performance. Another invariant, as already noted,
is the us ace of specific objectives and goals.

oy
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There are other characteristics relating to continuing evaluation

that are not immutable or

invariant; Oneé, of central importance, is the

unfamiiiarity of many teachers with the content of the course, and to a

lesser extent, with the pe

the methods of inquiry are
course nor enduring. This

limitations of children.

of the structure of the di
jmportant characteristic i
is thet the qirowth qualiti
as straighiforvard as migh

teach each unit four to fi

~r

dagogical requivements and roles. The evidence

to date is that students‘are having difficulty mastering concepts, and that

“neither extendiﬁg beyond the boundaries of the
may be in part a conséquence of developmental

Until it can be shown, however, that teachers

"have mastered the course conceptually as well as pedagogically, the newness

L

scipline to teacher§ has to be considered an

n continuing evamation.6 The impTication here
es of teachers need to be eyamined. This is not
¢ appear. Departmentalized teachers in fact may

ve times as frequent1y;as self-contained classroom

teachers during the same calendar period. Most of the departmentalized

teachers we talked with fe

1t that each succeeding class during the day was

different per se and for the teacher. One or two said that they sometimes

felt like a tape recorder

situations of one form or

Iike se)f-contained teache
difference with team teach
is the opporiunity to ehga

and concepts through éxcha

-opinions.

at the end of the day. Teachers in team teaching
another may be more like departmentalized or more
rs.s dependiné on the arrangement. The potential
ers, however, in speed of mastery of the course,

ge in more continuous examination of its thrusts

nge of observations, ideas, information, and

E As Goodlad has noted,
gencralists. Goodlad, Joh
change. In Leeper, Rober
nsCD, NEA, 1966, pp. 1-14.

elementary” school teachers are typical]y.trained as
1. Direction and redirection for curriculum
R., ed. Curriculum Change: Directions and Process.

———
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Another variable characteristic of the course that has, ip our

fopinion, important implications for .continuing evaluatibn of performance

is its pedagogical and content 1inkage with othen.segﬁénts of the school
day from the point of view of students. It is nut unreasonable to
hypothesize that educatinnal s1tuations that reinforce behaviors attitudes,
and skills reinforced in MACOS should enhance at least the generalizable
behavioral and cuqnitzve outcomes of MACOS. Th1s continuity or discontin-
uity of opportunity, utilization, and reinforcement patterns is not
ﬁecessarily correlated with the organization of instruction (i.e., self-
contained; departmentalized; team teachwng, ete.).

| A third variable that seems espec1a11y 1mportant is the large
degree of internal flexibility of teaching artfangements and processes
inherent in the coursc. The course itself is highly structured with respect

to the sequencing of units. The options for proceeding, the pacing, the «
-w

" formation of groups of students, the opportunities for exploiting topics

-

and issues of interest that may arise, and so on, all are sources of
variability that potentially bear on perfofhanéé'of the course. It is this
flexibility obviously that makes it difficult fo think of MACOS as a treat-
ment. This characteristic, in our opinion, poses methodoTogical p{Fb1ems
for evaluation compared to which most others §eemypa19.

A final variable fis the focus on the group as the operating unit
of the course. This is the design consequence of Bruﬁer's concept of the
function of the recibrbca1]y operating group in learning. An implication

of this focﬁs is that, while *he individual student is the carrier of the

"results of education, the group may be the more appropriate uﬁit for

observing and evaluating some of the results of the course.

¢
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' The preceding points §uggest that further evaldat{én‘(of .
the extent to which the course achieves its, goa]s; given that they can
eJ'_A be dperationally defined), should take into account the prior context
f' ‘ of students' educatien, the concurrent context, the sqbsequent contexts, o
‘ the teachers'’ mastery of the course, and the internal organization and
conduct of the course, as well as the developmental 1evel and abilities of
students. Further evaluation should also use a variety of measures an&i
. observatwon procedures. .
| If it were possxble to shov re11abﬂe and operationally meaningful
differences in performance (effecfiveness) with respect to any or all of
_ the goals in relation to various opexat1ona1 conditions, on what decws1ons
would such information bear? Fssentially, continuing 9va1uatfnn would
Cuppart ¢ocis I.u‘s aL toced soneol doveds by providing bastline 1!0%(3)':3*‘:Ap'!023
about pe%fovmancc under various cenditions of input and implementation.
1t would also re]afe to some decisions abodt Further curriculum desig and

development.
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2. What are .the relationships of MACOS with other curricula in social 4']“*5%
studies, and in other subjects or disciplines? . v~“'f - ' ) «g
. . 0

In the precgéing discussion, the MACOS package was treated as a ©

- / . ti

device.a§/§ucw. The guestions arising from this CQQFFEELjFVQIVE what the
device does (or enables people to'dh), under vanyinﬁf;ondif}&hs,'and | TS
under varyingtime periods. A second point of view is a cbn;ideration

rﬁf MACOS .as a member of a class, as an exemplar of a set. As such, it

can bé amined for its class implications, and it can be exam;ﬁed~compara= :

tively’in relation to other members of its c!ass.7“

"Viewed from this perspective, MACOS has certain chérécteristics
that'sgem especial]§ important for fufther évaiuat?on: One is the focus on
mechanisms for survival§'or move broadly, on structurné;gnd functions vis
& vis G dienonos. A sceond, which is a corotlary of tie first, is the
tocus wuilh on socral and individual bLehavior and their felafionships to
motives and feelin;s. Two qthe§§ of particular significance are the
multi-media design (and the realistic, non-expository nature of the filns)
and the extensive array of materiél in support of confent and teaching
process {including lesson planning and preparation). A final characteristic
+ for comparative evaluation is the spiral design of the curriculum.

The implication of the focus on mechanisms for Survival }
is that the course has a basic value orientation, or at least a criterion
~ for making judgments; namely, survival. In this respect it is not Simply
descriptive; 1Therefore, if it were to be compared with other social studies

courses, for example, on whatever measures, it would be appropriate to

consider specifically the role of the underiying value orientation (or the

7 The various classes of which MACOS is a member include process curricula;
inter-disciplinary curricula; student-centered curricula; multi-media curricu-
la; social studies curricula, etc.
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) presence or absence of one). | ;§
x;/ The impIicg?ions of the focus on behavior are for the.motivatiﬁg | ‘g
)// efficacy of the course, as well as for educational outcomes. The multi- | : ;E

| media design, diveﬁse learning materials and spiral desién have implica- -

tions for measures of efficiency as well as effectiveness: It dis possible

that, other things equal, the mutti;mediafdesign has the effect of broadening

-

the range of student§ who achieve particuIar levels of vocabulary, concep- .
. tual mastery, intervest, etc. Similariy, the availabiiiiy of materials
may in fact have effects'not only on learning time for teachers, but also
- ' *

‘ 1 - .
_on general acceptance by teachers. q ,

These considerations’suggest possible directions or forms of '
comparativa ﬁva1UnL1qu Tn fdition to comnaricons of pcrfdrmance in
coenilive, ﬁffuntxvu‘ and lcnav*ordi domains Jlth students, and in similar

domains: foy teachers as teachers, it would also be appropr1ate to compare

e

\\‘ MACOS with other class exemplars im terms of scope of effectxvcness 1ns%a]1~
'E ation eff c1ency. and 1mp1ementatxon efficiency. Comparatxve evaluatxons
~would sup ort or reiate to adaption, dep1oyment and suppart dec1sions at\

A local and state. 1eve15. They would have greater bearing in the long run.

o however,/ on curricu]um design -and development decisions, we believe, and

possibly on decisions concerning teacher preparatibn and in-service training.

\

i
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' train1ng. and support?

3.° What is the relationship of MACOS' performance te disseminatioﬁ.

The cluster of Reg1ona1 Ceqters established for MACOS has been |

, eitremély important in the success of the curriculum to date. Nhile there

_ of the roles p]ayed by the Regional Centers, and of the implications of

P SO e e

has heen substant1a1 variataon in approach’ ameng regious (within the general

 Vimits of the model set up by EDC), there is ample evidence of the values

variations in roles. Yet there are few data readily avai]able bearing on

evaluation of roles and methods. Only one center has systemat1ca11y

-collected and anaiyzed information about the use of the course by teachers.

within its region. There has been wide varﬁation in recerg-keepihg among

centers, and no requirement and funding for basic data. recording related-

Lo paranziers of dissewination, training, and supporit.

Do dissemination, train1ng; and suppcrt affect'perfermance?

. Are there optimum approaches? In what ways do.they depend on characteris-

tics of the receiving and sustaining environments? In what ways do they

depend on the curriculum or materials? - -
Obviously, dissemination affects performance in a “trivial sense'A
no dissemination, no performance, Beyond that, there are a host of questions
about processes of dissemination, adobtionJ'and fupport that can eventually
Sé related to perfcrmance.8 The nead to train teachers tc use sthe course
seems self-evident. But how effect%#e are different training’mode1s and
methods, with whom? 'There ts evidence that some teachers who go to the
MACOS summer institutes to become teachers of teachers during the school

year maytnnt, in fact, follow through thh the expected semanars is

that because there is 1nadequate incehtave? Inadequate planning and prepara-

o

g Sce, for example, Car1son Pichard 0. Adoption of Educational Innovations.
Center for the Advanced Study of Educatwona] Administration, UHIVETJIty of
Oregon. Eugene, Oregcm. 1965. g 0
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tion? Hhat 1s the consequence for the perfermance of the curriculum with

»

teachers as well as with children? What are the‘'conséquences for perfbrm~
ance of d}fferent adoptxon processes or modes? So tar the course has heen

very successfu] 1arge1y with teachera who have vo]unteered to Tearn and

teach it. o, | E - .

N -
—— e 1 [

What constitutes support? One teacher with whom wetalked specwfi-
- cally recommanded that the regicna1 center should be much more active in

supplying information and literature about MACOS ut111zat1on. techniques -
and developments. The MACOS news]etter establisherl by ERIE for its reglona1
center is one.excellent form of such-support. In another casc, we.talked A
with a district director of social studies who was working with teachers
using MACOR nn~tﬁe problems of evaluating discussions by stuaznts over .
Line.  Inal 18 a fora of Suppurt for the course., One principal expressed
concern over Lhe lack of dublicity and teedback coﬁcerning the use of the
course nationally. Is a form of support néedcd here and would it affect
performance?c These examples are intended to conﬁgy a range of possibilities
beyond the obvious logistics and supply forms of‘éupport.i

Some of the characteristi;s of MACOS that may bé especially related,
or possibly sensitive, to dissemination, training and support strateéies and
methods include:

- a. the c]ash of the course thh established curricula and with va]ué

¢'

systems
b. the interplay between the highly organized structure of the

course and the reinforcement or encouragement of divergence
among children in its implementation ‘

c. the emphasis on and opportunities fow gngagement of emotion
and cognition in children toward educational goals

d. the shifting or multiple requirements of the roles of the teacher

Qo . ‘ _ 41
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e. the unpredictable interplay of needs. and expectations of children
with the orientations and requirements of the course B

#

Hould evaiuation of dissemination, training, and suég::t systems ¢

LT or-modelg‘be feaSible “at, ﬁhis time? Our opinion is that it wodld be,

Y

perhaps wz@h specjai arranqaments with the publisher, Curriculum Devéiopment

' Associatgs;\ If thp focus is on generalizable variabies and modeis, the
-value nf-sych s udy could be great in the Tong run.

Evaluation of various adopticn, training, and support pmgesses
and mpdels would rei%te directly to adoption and implementation decisions.
It wpuld also relate to decisions gbout the requirements of overall
deveiopment distribution, and support systéms in future curriculum produc-

tion efforts.
4. Relationships of MACOS to institutional change

The curriculum can aﬁd does have affects on schoo]s and communities.
In the case f MACOS these have covered a range of reactions, from highly
positive ("for the first time my youngster is talking at home about what
he's doing in school”) to highly negative (cancerns abcut evolution, sex

education, etc., occasionally emerge). Similarly, reactions of teachers,

_students, curriculum specialists and others have varied, as one might expect.

There is little evidence that we could detect of institutional
change related to MACOS. There was evidence of changes within school
buiidinés.- The course has led some teachers to challenge the grading system,
at least as applied to MACOS. Other examples of changes stimulated by the

course are further curricular changes for earlier and later grades; changes

in school-home or teacher-parent relations; changes in supply distribution

activities; changes in relationships among teachers; changes in views of

“teachers, administrators, parents, etc., of what an educational course is

: 42 ‘ .37
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{(where is the textbook? -why don't you have homework in a book?); and so
on. There are also potentially significant changes in the roles of the
teacher and the student. Indeed, this is one of the goals of the course.

But with the possible exception of this Jast point, these are modest changa&;f

_compared with the sweeping institutional changes and'refb?ns 50 urgently

and increasingly called for. For instance, the course may change the role

_ of the teacher in the classroom, but it will not Egg_se affect his status

and role in*the system. It will not affect the organization of educational
activities, though it conceivably could contribute to redef1n1t10ns of
educationa] goals. Nevertheless, on a local level some of the 1mpacts of
the curriculum may have ripple effects or synergistic effects over time.
One group at a regional center said it is-expecting too much of
one 1itllg social stludics covriculimn to ast thot H. have tuch dnstiialiong]
impact. They are BTmﬂ;t cortaiply right. Tt i ¢f intorost, howover, 0
individual schools, teachers, parents; and others to know more about the
possible secondary and tertiary effects of curricula. Evaluation focussing
on such impacts would provide information rglating £o decisions concerning
strategies of dissemination, adoption and support locally, and at higher

tevels {state, regional, and national)}.

5. Implications of MACOS for other curriculum development projects

The Man: A Course of Study curriculum can be examined from yet
another perspective. " One may explore the implications of the MACOS
project and its outcome for further curriculum design and development
efforts. An evaluation of the curriculum from that point of v1ew would
encompass a much broader set of data than even a comprehensxve appra1sa1

of the course per se.
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One knowledgeable director af instruction in a school district
we visited asked how realistic it 1s to expect teachers to develop courses
during the summer, considéring the time, talents, and resources that went ‘

- " into MACOS. Does this country need a curriculum design-and development

——-———-—smchine:y_nn_the.scale4_sax;@gfma space exploration program?
A _ Goodlad has called attention to the dirvection that curriculum

-rEform should take.? What kinds of funds and organizations are needed
to mové in the directions Goodlad has suggested? WQufg ;an analysis of the
NACOS project and curriculum yield information 1eading to important decisions
" about the 1nvestm°nt of resources and the creation of new alliances and _ ' :7
1nter~orqan1zat1ona1 arrangements? On a more mundane 18vel, there are |
+ imlications for curriculum design in tho conjunction of content and
teaciing roles wnd vePogs.  There are, obviously, implications in the
multi-media Torn of the course, in the inclusion of games, in the forus
and sequences of contrasts, in the comp]etenéés of matéria]s specifically
designed and developed around the conceptual structure of the course.
Evaluation of the projeét and the ‘eurriculum oricnted toward
this issue would bear to some extent on decisions irvolved in subsequent
design. It would bear most directly on decisions about the allocation and
organization of resources'for curriculum change in the social studies and

possibly other areas.

B Goodlad, John I., op. cit.
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'6. What are the relationships of alternative evaluation stratégies to MACOS

[

performance? "
The purpose of the present study was to suggest alternatives for

the National Science Foundation to consider with respect to further evalua-

tion of MACOS. Tt is appropriate, however, to consider ior & moment the —

subject of evaluation strategies as such. Let us shift the focus from tﬁe

question of what strategies are appropriate or feasible to the question of
the broperties of evaluation models and approaches Eggr§g; Let us consider
evaluation models as é subject for research and hemonstration, with MACOS
as the occasion or vehicle for the examination of dﬂfferent models.

There are several evaluation models currently receiving wide
att.«.:nt%m. While all cyvalvation presumahly hoe Lo do with decision-making,
di fferent models seem applicable to difierent levels of organization,
to have different operational implications, and to have different utilization
characteristics. Stake's transactional model, for example, appears to be
aimed at the immediate operational 1eve1-§the classroom. 10 There are strong
parallels between Stake's conception of evaluétion_and Jones' descriptions

of experimental lessons in the development of MACOS.n §£uff1ebeam's

10 Stake, Robert E. The Countenance of Educational Evaluation.

Teachers Collece Record, 68, April, 1967, 523-540. For two applications of
Stake's gencral model, see Chapter 6 by Roland F. Payette and Benjamin C.

Cox (New Dimensions in Evaluation of Social Studies Programs), and Chapter 7
by Irving Morrisett, W.W. Stevens, dr., and Celeste P. Woodley (A Model for
Analyzing Curriculum Materials and Classroom Transactions) in Dorothy McClure
Fraser, ed., Social Studies Curriculum Development: Prospects .and Problems.

. 39th Yearbook. Nationatl Council for the Social Studies, NEA, 1969.
N

Jones, Richard M. , op. cit.
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Cipp mode1'®  focuses on a broader operational sequence and seems 1o Tead

to ‘a wider range of decision-making levels. Provus' mode113 appears most
. . f’ .

| applicable to decision-making at the level of the school district. This is

not intended to be a comprehensive survey of evaluation models. % The

%——4———-ﬁpcintuis“that_thare_are a number of alternative models with varying focuses

and varying presumed operating characteristics. The MACOS curriculum, we
suggest, could provide a vehicle for gxercizing or examining several
alternative evaluation modé]s for the purpose of clarifying their utility
and operating characteristics. |
The curriculum is no 1on§;r in a de@elopmental stage; Funding

decisions concerning research and deve]opmeﬁt of that particular curriculum
are ovoy. Dut the implémentation, raintenance, and improvenent decision-

|

situations have really just begun. Furthermore,. MACOS is sufficiently

large and costly to Rave extensive educational and administrative conscquences.
{

TZ‘ Stufflebeam, Daniel L. Evaluation as Enlightenment for Decision-

Making. Columbus, Ohio: Evaluation Center, The Ohio State University, 1908.
See also: Stufflebeam, Daniel L. Toward A Science of Educational Evaluation.
Educational Technology, July 30, 1968, 5-12; and Guba, Egon G., and
Stufflebean, Daniel L., Evaluation: The Process of Stimulating, Aiding and
Abetting Insightful Action. Columbus, Ohio: Evaluation (Center, The COhio State
University, 1968. : :

13 Provus, Malcom. The Evaluation of Ongoing Programs in the Public School
System. In Tyler, Ralph W., ed., Educational Evaluation: Ncw Roles , New
Means. National Society for the Study -of Education. Chicago: University of
Chicago Press, 1969.

14

ros Jhers,-e.g., see Evaluation For Administrative Action. Journal

of Research and Development in Education, Vol. 3 (4), Summer, 1970, passim.

Also, Stake, Robert L. Ttesting Th the Evaluation of Curriculum Development.
Review of Educatii2§}LResearch, Vol. XXXVIII, No. 1, February, 1968. -
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Yet it is sufficiently delimited to be readily observable. It is presently

Being used in a wide range of enQirunments; there will in all likelihood

.. be greatly increased adoption of it in the next few years. ’ .

: ‘ '
The question posed here is;, in what ways do various evaluation
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models or strategies affect MACOS performance? Nhi1e_an appropriate measure'

of effectiveness of evaluation processes is their influence on decisions

{at whate%er level), these decisions will relate to the utilization and

effectiveness of the curriculum in one respect or another. Some evaluation
models , especially -those that are avowedly system ana]ytiéal]y orfented, base
their claims for utility in part on the pover of feedback loops. An important
question about such models is, whgt‘ére the operating characteristics of such
feedback locps?  Feuedback abounds.  There is need Fo explicate plamned or

présuned feedback Toops to improve the usefulness of educational evaluation,
!
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ALTERNATIVE STRATEGIES OR APPROACHES

| In_this final section we shall discuss specific apprqaches to
furthef evaluation of MACOS. We shall offer at least some analysis of -
—the—advantages and Iimitétions of each. . ‘ | .
 In the preceding section we discugsed Briefly six eva]uatieﬁ
jssues or categories of questions about MACOS. Here we_§hali be concerned
'with three majqr a}ternative approaches to further evalﬁaticn: |
1. absolute ev§1uationr-ega1uation of the performance characteris-
tics of the curriculum.
2. comparative evaluation of the curriculum
3. systemic evaluat%on-—cva]uation of the systems affected by
or related to the curriculum (this incorporates poiﬂts‘B—S‘in the preceding
section). |
| These are not mutually exclusive chéices. nece;sarily. Comparative
evaluation subsumes absolute evaluation (or.at least aspects
of absolute evaluation). Either absolute og comparative approaches could
include systemic evaluation. We ‘think there are advantages, however,

in considering them separately.

. 48 .
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. 'nbsoiute Evatuation of M&CGS

.-, MACOS was not designed according to a planned structure of spebific
behavioral objectives. It' seems characteristic of curricula designed to
facilitate open-ended teaching rather than goal-directed teaching.! It has
seven goals that can be operationaliied. There are 65 uniti. each capable
of being evaluatéd. There are test items that have been used in the forma- .
tive evaluation of the curriculum, and which can be used.to measure certain
goal achievements. The items are few in number, and it is not at all clear
haﬁ they sample the universes to which they belong. They are highly specific
‘to the content of the course. Norms are available for the Animals section,
‘but not for the Netsilik section. The questions for that section are
inténde;} to be dicgrostic i.ui)'lfj or the {rvacher, not 1:§Sxi:inglfh;¢vices.

The cv;Tudﬁcrs, duving ﬁACOS‘ydevelopﬁcqt, ol extensive use ofF Lerviewing
as a data gathering technique. They have provided teachers with construc- -
?ive guidelines for using the same methods themselves.

* Further appraisal of the cﬁrricélnm, using és a minimum the methods
and instruménts employed in the formati?e'evaluations, is obyiously
feasible, depending on the criteria of reliability and precision one setis.
Qur investigations have led us to suspect that ?urfher study designed to

“yeplicate Hanley's work will eventually show, perhaps more elaborately

and in more readily interpretable form, that Hanley's results, both pro

Su . _

1 Cf. Lee S. Shulman and Evan R. Keislar, eds. Learning by Discovery.
Chicago: Rand McNally, 1966. See especially the editors’ summarizing
comments about curriculum developuent, pgs. 186-190;
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and con, are substantiale reliable with respect to oﬁtcomes for studenés
.and some aspects of teaching style or technique and classroam management.
" More instruments and items could be deveioped to yield more

| explicit and manipulatable measures of MACOS goal-related behavxors. A

inese*cuufd-and—prebab%y—shaa}d %nelude-someAPerfnrmgnce tasks to be under-

taken by groups or classes of chi!dreﬁ, as well as measures of 1ndiv1duaIs.

Categories of possible outcomes of MACOS, even in a non-comparative }
evaluation, could and no doubt should be extended 1nsof§r as observati ’ .
s concerned Cronbach s suggested 1ist serves as a usefu1 starting pZtnt
for such an extension. 2 1t is not clear, however, that development of an
evaluation mouel based on arrays and h1erarchies of spec1f1c behavioral
'gaalﬁ and 0ozl criteria would be an undertaking vorth doing for HACOS The

elegant model developed for Science--A Process Approach3 appiied to a

curriculum with a theoretical base and content quite different from MACOS..
There of codrse must be criteria for categoriziﬁg observations, and,'1n
some cases, ordering degree or quality of complex behaviors such as hypothe-

sizing, generalizing, 1istening to others) and so on. There are instruments

2 cronbach, Lee J., The logic of experiments on discovery. Ch. 5 in
Shulman and Kelslar, op cit.

3 AAAS Commission on Science Education. Science~--A Process Approach:
An Evaluation Hodel and Its Application. Second Report AAAS Miscellaneous
Publication 68-4, 1968. HNote incidentally, the discussion of risks, -
uncertainties, and potent1a1 values of this evaluation approach. (p.34- 37)
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available that enable observers to rate the occurrence of particular forms

of bgyavi

behaﬂ1or

or, or the operations presumed to 1ntervene between stimulus and

Criteria for classifying and rating responses “can be’ applied to

intérvxews and to the interpretation of paper and pencil test items.

Measures
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hxerarchi;s of impact valug in the f0110w1ng sense

1. Acquis1t10n' rate of nccurrence and/or quality of particular
dimensions or kinds of knowledge, skills, or attitudes
(question posing, aata gathering, categorizing,attitudes,

orientations, conceptss models, etc.)

2. Latera] transfer or extension: amount and kind of application

of concepts, ideas, orientations, methods, behavior, attitudes
Lo concurns, situations,.or topics other than those of tho

coursc during ihe Chila's dnvelvencnt in Lha course

3. Ketention beyond involvemont in the course: recall of or savings

time “in.relearning vocabulary and information, .concepts,

methods, etc.

4. Llongitudinal transfer, extension, incorporation, or

elaboration: amount and kind of-application or continuity
of use of content, concepts, methods, behavior, orientations,
attitudes, etc. beyond involvement in the course

The stated MACOS goals refer only to the first level. The .

presumption, however, is that there will be other, more énduring payoffs

such as

fourth.

those implied in the second and third levels and explicated in the

In effect, chuisition,*extensioh, and application (broadly) of

knowledge, ski]js and/or attitudes, each conceived broadly aiso, may be

viewed as a rough scaling of effectiveness that applies, potentially,to

. any course. It also applies to the effects or jmpact of the course on

teachers.

Any evaluation study interested in the third and fourth levels

91
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of effect or 1ﬁpact‘withQrespeét either to teachers oy.;tudents nust be . '13“
) 1cngitudinal. 1t must extend at least a yeéar beyond the present;tinn of ’:
‘the course, and preferably sevéraI years.: ' ‘ ?

MACOS is intended to be a process-oriented curriculum. Like - = ;i

‘most other terms, process is ambiguous in that it has a number of simul-

Y

.'taneéus referents. Children may learn hyﬁothesis generating, eproring and
testing processes, a fam11y of behaviors referred to by various people
as inquiry methods, resuarch methodo]ogié§ etc. " The means by which children
learn or are taught such processes_ constitu*e another famin of behavicrs
that generQHIy include the teacher in one or more roles, functions, or
capacities. What contingencies or functional relationships { in Stake's
tered) exist between these twa families of proccssés is an empirical
matter that could be examined by various evaluative as we]l as research
studies. The nature of these relationships was, to be sure, one of the
central relationships of the conference on Learning by D1scovery.5

' If\eva1uat§on of the performance characteristics of MACOS as
such is to yield more informaticn than is a%ready available in the Hanley

report, it should-include consideration of at least the ?allowing:

General Design Requfrements

1. Repeated obsefvation over a period of at least three years of -
the same populations of students, teachers, schdols and school
systems. The need for follow-up with students is apparent

~ from the Hanfley report; the need for follew-up with- teachers,

A Stake, Robert E., op. cit.
5 Shulman and Keislar, op. cit.

<
22



“’e& % b : o
% &“ %’&'& ”‘ ﬂ&% \. ::?; ‘i\,&*-wa-v DA fg.“*f”'. “‘“"‘""W‘ 8w o T e T ok i
: . s ~‘m R ‘ *iﬁ ‘@xwﬂ, Rk W‘t\r&&#\ ;&e{; 2 Tk TR ol
- . S RTaueR Bt aaco s L W N

L . N
! 1"‘" LI ‘ » l R ¢ v ¢

-

CLd * " ‘ . . ' n . - N . Ty ,' N e ‘
AR scheols, and systems was appsrent from the 1nfema‘l %nformatien
SR 3 , gathered by this study. .= 1 . .. -

I D
v
-

2. Explicit- ettention to d1 fferent. prien parallel, and suhsequent
e — instmcﬁena‘l pragrans , erganizations of instruction and
e el ‘pedagogi cal orientatipns and sters to 'ich children studying e

© MACOS ware exposed.a PRy ‘ . ,/,,,-f"‘“ _ ;
< 3. Explxcit attentiqn to the. processes ef adoption bf fhe curric- t

ulum and the tra1n1hg and suppert-ef teachers. , BT AN

<

4, Documentatien of the variations in- §ee15 and expectetions of
teachers and school systems for the courses They vany, and-
“the explication of congruénces (again in stake's terms) of
L © expeetations | and ofitcomess or of goals and examination content'
/7 * (in Scriven's terms®) is an important output of an absolute
evaluation. There is a 1091ca1 dilemma here; in that specific
qoal criteria are not esiablished in oparational terms_ for
MACOS, other than those 1mp]1c1& in the content quustionnaire.
An appropriate strategy, under such a circumstance, would be to
-~ measure as many outcome variables as possib]e in order to examine
differentialﬁre1ationships of goal expectancxes and outcomes.

A Inclusion of a variety of outcome measures.! Theré.should be -
) . " measures of primary, ‘secondary, and tert1any effects (again in -
Scriven's terms) as implied in’ the preced1ng points. But there
should also, to the extent possible, be several forms of
‘measurement of the same variables, especially with respect to
performance of children. Methods shou1d include classroom
observation, paper end penc11 tests, rating scales, interviews,
and possib]y the use of standardized group, tasks or projects.
'Different methods will permit measurement of similar kinds of
behavmor and competency under different task conditions. The

-~ . St ’ ot

LA

o Scriven, Michael. The Methedology of Evaluation. In Perspectives of
. Curriculum Evaluation, AERA Mowograph Scries en curriculum Evaluation, No. 1,
» Thicago: -Rand Hdially, 1967. Examination content would here have to refer to
: content of interviews, paper and pencil tests, attitude scales and, other
Q methods of observing and measuring course goal-related achievements and .

~.behavior. : 53 . -
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conclusions: one may draw -about the acquisition o-f; Says

inquiry skills, however defined, from responses to a paper
. . - . . : 3,3
"~ and.pencil test may not be the same as those drawn from the Bl
.~ ‘ & . c
observation 6f the same groups ‘of children responding to a
N structurally- similar problem in an extended group problem o
" solving situation, or in an interview. T
) ’ \'y
. . - )
o
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. . , .
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Specific Desi gn. and Methodological Considerations

The preceding requirements delineated general setis of independent

\
and dependent variables, as well as general observation periods. It is

not our intention to suggest specific designs and methcdologies within.

the framework of absolute evaluation. It is appropriate, however, to note

some design ‘and methodological considerations for National Science

Faundation to include in choosing among subsequent

qf which absolute evaluation is one.

courses of action,

Se]ectxcn of schools, teachers and students for study.

c’

¢

We assume that the general question of interest in an absolute

_evaTuation is, what docs the course do with various kinds of students under

various tynce and conditionus of adoplion and application? There are

esseatially two kinds of comparisons of intercsis within subjects (students,

teachers) over time,and among treatments (differen

t organizations of instruc-

tion, types of teachwnq, types of schools, etc). It is unlikely in the

extreme that there can be random assignment of sch
to MACOS in anything cther than occasional }ocaT e
inasmuch as the curriculum is only just beginning
and adopted on a competitive basis nationally, any
school systems chosen for inclusion in a study at
calendar year) has an indeterminate relationship t
\ We suggest that an aﬁpropriate strategy i
current universe of using school systems, based on
from the Regional Centers, EDC, and CDA, listing a
.systems and schools meeting one or more conditions
variables of interest.” Then draw from this pool t

This could be done within a single region, as pres

ERIC probably 11tt1e practical loss of genera]ity other
PR A 7o provided by Enic 05

ools, teachers ovr students
xperiments. Furthermore,
to be disseminated

sample of schools and
time t (say, this
o all schools or systems.
s to try to define a
information available
s well as possible the

or levels of independent
o the extent possible.
ently constituted, with

than variations ‘in

. e
L e

-
P i .
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conditions and types of trafning for use of the caurse, and with consider-
able galn in access and reduction in cost. He hypotnesxze that tie main
loss would be in the face validity of resulls, based on the assumption
that there is apt to be more varuation within than between regions for
'nnst interesting variables related to the course. N

Another strateqy is simply to conétruct clusters of schools and

 classrooms meeting eligibility criteria on various conditional variables.

This is in effect the approach used by the EDC eva]uators.7

2. Size of the study

-~

There is no simple way of designating the appropriate size of
a study until one gets down to specific hypotheses and designs and

parorsicr estipatons, Thove are choices cwong units of analysiz.  For

some hypothcses schools may be the appropriate units. for others. .classrooms .
and for others, students. When absolute evaluations are considered, it

will be well to consider two additional factors in determining the size

of the study: |

a. follow-up with students in periods after their involvement
in MACOS may be very costly if attempt is made to trace
students associated with particular classrooms;

b. in a longitudinal study one can expect the attrition of

" teachers as well as students to be high; in some schools
attrition may run on the order of 15 percent a year for
teachers and two to three times that or more for students.

7 It was also, as far as we can te11, the method of the ERIE researchers
who are investigating process curr1cu1um installation problems. See

Andrulic, Michard S. Variables Affecting installation, In Andreas, Burton G.
et.al., Research Into Process Curricula. Fastern Regional Institute for Educa-
tion, Sykacuse, N.Y. Ifarch 1970.
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We suggeﬁt that 1f absolute evaluations take the form of in-depth ma]yses,
such as Fhose implicit in Joyce's forthcoming reporte. something on the
order of twenty to thirty teachers may be quzte sufficient. Otherwzse

we wou]d expect that. numbers of teachers up to an order of magnitude

greatar than that will be meeded. o

Implementation Mechanisms

"There are several mechanisms or vehzc]es for conducting a
longitudinal evaluation. Fach has its advantages and 11mitat30ns.
Mechanisms that National Scwence Foundation could consider 1nc1ude

1. providing a grant to an institution or agency (presumably
a university or university- -affiliated center or agency) to

conduct a specificd stludy

2. providing redundant or suppicmentary - grants to several such
agencics either to replicate specific studies or 1o conduct
complementary studies I

3. setting up a MACOS .evaluation project agency to conduct studies-
|

4. extending the capabilities of ope or more of the present
regional centers to include a research and evaluation function

5. collaborating with other agencies (United States Office of
Education; National Council of Social Studies,etc)to establish an
evaluation project center, system or commisgion.

We shall not undertake a detailed analysis of these alternatives, which
apply to other evaluation approaches to be discussed below. The following
remarks are intended simply to indicate some pros and cons of various

mechanisus.

8 Joyce, William Y. MACOS: A Report from the Inner City. Interim report
for Elementary Cducation Supplement, NCSS. (In press).

[l
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It is 1ikely that the most economic mechanism would be # 1or ;g_

§ 2. Either of these has the advantage. of providxng a centralxzed control :?

of the entire process of Spec1fic studies. They have potential limitations ?f

in availability of techn1ca1 people at irreqular par_gds durlng the academic ;-%

- year. In genera1 however, either option represents a minimum investment ' 5

" and would thus seem to be appropriate vehicles if NSF envisions further .- . ';J-.c{
evaluation as a terninal activity. If, howevcr, provwsxon of continuous

and useful feedback to participating or cooperat1ng schools is important = v

to NSF, this is potentially the least effective mechanism unless special
prdvisions are made. ’ ;
Option # 3 has the advantages of tﬁé first two, plus the advantage
of continuous concentration of resnurces and effort. It has the agdvantage
of providing a focal point for feedback, and for .the coord1nat10n of further
development work, especially with respect to methods of measurement and
instrumentation. Especia]]y if NSF sces the ultimate aim of further
evaluation as producing information for more curriculum development projects,
an argument can be mgde that this option, 05 the fifth, are the most
attractive mechanisms. The third option has the disadvantage, we think
(but do not know), of greater investment costs than the first or second
options. It also duplicates the canabilitices, or potential capabilities, of
already existing centers and agencies elsewhere. It could alsc 1acé objectivity.
The fourth option has a number of -advantages. The regional centers
have been the dissemiﬁation and training arms of the MACOS project. They have

access to schools and to university reséurces. In the case of the ERIE center,

“there has haen an active and impressive data gathering and fecdback operation,

even under the minimal funding available.
The disadvantage that comes most readily to mind is the essential

conflict of interest in co-locating a formal evaluation function

o8
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with a dissemination and traxning function. Regional centers are. after
all, in the business of dxsseminatwng~MACGS and training teachers. If.

the escentwaT aim of an abso]ute evaluation is to de]ineate the various

T achievements that the curr1cu1um can have under various conditions, as

\

Bruner has urgedg, then appending an evaluation functionto the centers seems
h appropriate. Otherwise, and with no imputations concerning the integrity
and objectivity of regional center staff;,the eva1uati0n function should be
kept separate from the operational functions, in our opinion.

A combinatioﬁ of options # 3 and # & could qonceivably counteract
the conflict of interest problem. rEven if oétian #4 were selected, it
would he necessary to have a coordinating aﬁd directing office or agency
to provide unifora specifications and to assure cowparahility of results.
The mod:1 here vould be somaliving Tike tond and Dykstra's Coéperative
Research Project in read1ng,10 though probably smaller in scale.

The fifth option has a number of obvious advantages, espec1a11y
if NSF sees itse1f moving mare broadly into. further curriculum development
in the social studies, or into projects with a potential for 1nst1tut10na1
change. There are already those who are calling for large-scale, federa11y
funded programs to migage research and development related to thinking

skills and processes comparable to the Right to Read program.n Goodlad

9 Bruner, Jerome S. ‘Some Elements of Discovery. Ch.VII in Shulman and
Keislar, op. cit., p. 113. '

10 Bond, Guy L., and Dykstra, Robert. Coordinating Center for First Grade
Reading Instruct1on Programs. Final Report, Project No.X- DD], Contrach No.
0E-5-10-264, Eeb., 1967. ERIC ED-013-714.

n Lundsteen, Sara W. Critical Listening and Thinking: A Recommended Goal
for Fu..i: noeearch. Journal of Research and Development in Education.
Vol.3 (1), Fall, 1969, 119-133.
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recently called for broader, more coordinated efforts in curriculum im-
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provement and reform. 12 Althéhgh this opiion is ﬁorg‘gefmane to comparative
or systemic evaluations than to absolute evaluations, it is not aTﬁogether
inappropriate for consideration here. Its disadvantages are easy tQ fmagine.
if not verify. They include cumbersomeness, problems. of inger—agedﬁy coordin~
ation, and; perhaps, from the NSF péint of view, abrogation_of competitive
- ihtergsts and advantages. | A

;_ " There are other cgnceivaple mechanisms, to be sure. We think 2

‘these are the principa) ones likely to be considered. |

L

Objectives and ydffs
. . e A : _ :
\ Stake ended his now classical paper on the countenance of educa-
tional evaluation with five quostions that oucht to be answered before ‘under-
tahiugau PO cvaluaiiv. 19 Four of {he Tive awply to consideration of
apsorute evailuation ot MACUS.
1. Is it to be primarily descriptive,‘judgmenta1 or both?
2. Is it "to emphasize the antecedent conditions, the transactions,
or the outcomes alone, Or a combination of these, or their
functional contingencies?"

3. 1Is it "to indicate the congruence between what is intended
and what occurs?" '

4. Is it #intended more to further the development of curricula
or to help choose among avai1§;]e curricula?”

! We have already suggested that absglute evaluation of MACOS would

seem to relate mainly to adoption and imp]em&gtation decisions by schools,
and to certain decisions concerning future curriculum design and

~development. Realistically, it would seem that the emphasis of an absolute

' 1z Goodlad, John I., op. cit.
| 13 gtake, Robert E. op. cit.

! 1 Stake's other question--is this to be a comparative evaluation?--
s answered in this discussion by definition.

60 | B



-

_evaluation of 2 curriicu'l'um that does not have specifid pgrformance standards
or objectibes should be descriptive. It shbuid probably emphasige antecedent
cogditfons and outcomes if it is to serve the purpose of contributing to
adoption decisions-?an urgent objective, given time lags-and other
" considerations. Othenvise, it should probably emphasize functional contin-
| gencies among the three. This wuulﬁ yie]d'informafion su#péfting both
course improvement strategies and decis1ons as well as, pnss1b1y and more.
nremotely. further curriculum design decisions. Indicat¥ons of congruences
between intentions (goals) and what occurs would seem to relate to decisions
qoncerning curriculum design, and to dissemination and installation methods
and pract1ces. '
It would appear that the payoffs for NST of one or another forin

of QQJ&‘ULU evaluation of | xHCUJ hings to an cxtent on how it views 1ts role
vis @ vis the curriculum, If it vants to assure that the currwcu)ym vhose
development it has spensored recegves maximum support and assurénce of
effective and continued use, then an absoiute evaluation apprdach is
probably the best vehicle. If it sees its role as spawning further curric-
ulum projects in.the éocia1 studies, then absolute evaThatian may or may
not be the most productive or appropriate for obtaining necessany information.
It may well nat bear on the decisions NSF wants to make. In either case,

‘ there will of necessity be ]onq Tead times. They _can be reduced to some
’_ extent by interim reports. In the case of the first role, hnwever, ‘there
must be special consideration\of the feedback loops and feedback formskahd

formats between study and users.

61
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‘Comparative Evaluations : - '\

“The concleeien seems .obligatory that cemperetive evaldaiion,
mediated or not, is the method of choice for evaluation problems.“ 19
-YHe started this study with the presumption that comparative evaluatien was
;the next logical and necessary step in eva1uatxon of NACOS Hantey S
formative eqaluations included compar1son_groups. Would not a useful
éurther appraisal involve extension of the comparisons made in ﬁanley's
~ studies? R | o ;j -
The penblem is, what are Teaningfui comparisons? The criterion

of meaningfulness'ougﬁt to be that‘the compeeison leads to or is germane

to decisions of general consequence. It is not clear in this instance . .
4wh3t such ceeisions wmight be. To adopt MACGS inclead of scie other‘sneiaT
studies curriculum? To launch another Targu—scale development project? .
To modify the MACOS curriculum? To use more multi-media curr1cu1a? To
develop wore inter-disciplinary curricula? To develop more task or goa]
oriented curr1cu1a7 Perhaps the real issue is methodo]ogica1 Can
‘meaningful cnmparxscns be made vithout act;ve1y manipulating some experi—
Jmenta] variables? Scr1ven 3 engaging discussion of practical control

group eva]uatfen uses examples in which the evaTuatcr hae the power to
'maniEu1ate some interesting independent variable. Hanley's comparisons
- were drawn from(taréets of opportunity, so to speak. Is it likely that the
use of selected in v1vo ‘contrasts can, ever be anythwng other than Suggest1ve?

This line of analysis quickly becomes an analog of the inquiry process

students are being taught. The d1fferences are the time scale, -

15 Scriven, ‘Michael, op. cit. Scriven's position is, baf:ca11y, that
evaluation eventually is the judgment of worth or merxt This poswtxon is
applicable to absolute evaluation, but it clearly gains in feasibility by
comparative evaluation,

62 .
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the presumed need ta make: practical decisions, and the mocgydmsparate o '-§§§
2Ly S R

relatwonships of those engaged in the process. . T?f;}ézwgﬂ ' S
~ The basic issue of comparat1ve eva1uat1on1n field settings is | 52

what. reallf 'is beang compared Han]ey. ct. al.. made comparisons of | - ;é

- attxtudes of chwldren in MACOS and non- HACOS social studies courses and of
interview responses of MACOS and a limifed.gumber of non-MALQS teachers.
Their other independent variable was type of school system. ‘They did not
attempt to compare social studies programs as such, né?fdid they attempt to
measure cognitive or behavioral outcome variables diéect]y. Their findings

of different reactions of children within MACOS treatment grovps suggest

. & . : . -

‘that there may well be pupil-progrem-pedagogy interactions of importance.
But the restricted range of oufcomé variables exploved across treatmont

Groups e g} difficult te eveluai2 an‘significandb of the findings
Within Lhe iACOS groups. s |
t Comparative evaluations are notoriously treachérous, especially if

they r?nnot emp]oy true experxnwntal control. Comparisons of intact groups -
observed n natura1 ettwngs are subject to a variety of interpretational
hazards when it comes'to making attributive statements. Unfortunately, how-
ever, complete or even constrained or restricted randomization of assigpments
is unfeasible on a large scale at this point-in time. (It might have been
feasible during the development stage of“MACOS.) We shall discuss explanasory |
experimental courses of action later, but in the prescnt context we do not |
believe true experimental comparétive‘evaluation is a feasible model. Never-
theless, MACOS has-~goals that are similar to the goals of other programs;

" or it seeks to stimulate sk?l]s, behavior, and attitudes, both in, teachers

and students, that may or could occur with other programs. Oaly comparative
evaluation will help identify and clarify similarities and differences. If

a comparative evaluation is to yield more in{ormation than is already avail-
able in Hanley's study and if it is not experimental, it should consider at

4
E

ek

16 These points mavre not at all .intended, to denigrate Han1ey S extraordwnarxly
thorough, informstive, and creative formative studies. o g
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. least the folloving:
. Genera) Desidn Requirements - T

.

! .

Most are similar to those for absolute evatuation..

T;M,. : 1. Should include repeated observations of théAsams student, |
- teacher, and school populations for at least three years. = This .
is especially impoftant with respect to MACOS teachers, who

- face the task of learning a new curricuium.

2. Should imclude a variety of prior, concurrent and subsequent
grganizations of instruction, educational orientations, and
demographic settings, both for-MACOS and non-MACOS groups.
This obviously could easily result in a huge number of compina—
tions of variables. If would probably be most appropriate to
select clusters of schools'and'prag%ams wttpin‘geographical1y
and demographically similar éreas. This would permit a.number
of specific Sub-c&mpariqons, in addition tq aogregate ones.

3. There“shouid be a variety of specifically selected comparison
social studies programs. That is, rather than MACOS yersus
hoén~MACOS, comparisons should be made, say, for fourth, fifth,
.or sixth grade students in program A, program B, program ¢, etc.
Comparison groups shoyld include the best or most innovative
social studies programs availabte. The risks of this are obvious,
and they serve to clarify the choices involved in comparative
evaluations. One could. test sevqraT curricula, including . 3
MACOS, under controlled and experimental conditions, using the
best and most motivated teachers possible. This would lead to
statements of high precision, but of uncertain application. Or
one can do what is'spggés%ed here: seek performance measures
for several conirasting curricula obtained under natufa]'conditions.
This will lead to statements of uncertain precision and greater
applicability. far example, it should lead to statements of the

& | following form: _ ¢ . )
f . . B

X percentaé& of MACOS children in the lower (midd]fﬁi

) ' upper) third of the class in inner city fifth gradss

showed evidence in interviews of using a variety of

)
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- sturces of information in gathering data pgrtaining

to certain questions compared with y percentage of .-~ ~ .

siuﬂlar*chi1ﬂren in ‘non-MACOS program A (B,C, etc.)

Such statements will not expTain anything; they wlll simply
depict what one may expect to find on the average “under various

.conditinns of utilization. One reason for suggesting that

observations be made in relation to the same schools and teachers-

to'the extent possible over a period of several years is to
obtain a measure of the stability of such statements over time.
Statements of the sort suggested above can bé amplified to in-

clude more conditions, or to refer to more specific sub-groups. -
-~ They would also apply fo follow-up observations with samples of ‘

children in subsequent years.

. There should be a variety of outcome measures across- programs.

There axe three basic problems here. One is that there should
b:_obscfﬁ;tions 052U s volalzd to cach of the seven DACOS
goals. w spcond is that nnt 211 séciaf ctudipe programe
necessarily share the same goals, or would accept the same
evidence or criteria of goal behavior. The third is that content
and concepts differ among programs. The measurement and instru-

t
“mentation problem is central and probably poses the major dilemma

and choice for continuing evaTuatxon of HA6957 whether absolute
or comparative. '

There should be no serious problem in compiling or cons tructing

generalized attitude scales and activities checklists for adminisﬁration to

students and teachers, regardless of program or. curriculum. Similarly,

there are sca1és that, observers, including teachers, can use to rate the

extent to wh1ch students demonstrate evidence of partxcular cagnit1ve s&i]Ts

pJ

£

_ prgsﬂmably reIatedgtn 1nqu1ny processes, inductive think1ng, and SO oOn.
" There are classroom interaction checklists or scales that are 1ndependent

,of course cantent inc]ud1ng those used in Hanley's studies. Sets of -

L

non- eontent specific items cou]d be used to obtain measures of performance,

_ ’/" ‘ 65
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. across programs. Some ¥tems or scales &Hll vany in their app]ication te - fﬁ

_different courses and classes: At least, the categorie§ af behaviors or
psychologica? functions presumab1y measured by different items may be pore
or less consistent with the categories of behav1ors or functions developed -

by this or that course. But surely the reason‘for making ‘comparisons s
to obtain some indication of what MACOS “children, “for gxamp1e, ‘are 11ke1y
‘to do in relation to what non-MACOS children do on the same meaédres.
“Interviews could be developed 4o ascertain whether children Wh; have .
had MACOS are more likely to give evidence of-having applied what they
Iéarned or maintained an interest.germane to the coursé outside the
classroom, than children in other social studies cou;;es There is, howevér,
no convincing way that we can see of directly compar1nu concept or knou]edge
attaireint, upgdlization, and yotonLion Foross courses wilaauic =h0f:nq qu1v—
alence of difficulty and/lor funct10n91\cquiv212ﬂé: cf’pftctic:. ) 53
This argdment does not apply ts such MACOS goals,‘héwever operation- '

alized, as encouraging "children to teflect upon their cwn experiences,” Or
to "...legitimize the search. u17 Here it wogld seem to be precisely whether
or not children i;ZNACOS are likely to give more ev1denc? of these (imp11ed)
behavio}s than children in other social studies courses that is of interest.
B} the same token, if there are generalized skills, attitudes, and behaviors
e Or processes that are stimulated and promoted in other social studies
projects, it would be reasonable to ask tq what'extent they occur in MACOS

children, intended or otherwise.

v Choice of measures and instruments, be they paper and pencil tests,

- e

;\\ W £ ~2'ion Development Center. Man: A Course of Study Evaluation
_,\ Strategies, op. cit., p. 12.
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abserver'ratings. iptérviéws with individuals or with gkoups. aSsignmant : 3%§§
of group projects, use 'of creativé’ formats, tranScnpts of class discussions . g"‘
or whatever. is important'on ‘two counts. One is technical the other cost. “ff

* oy

If there is the need for a var1ety of measures, and we be]ieve there is, |

substantial batteries to groups o h11dren and/or classes, or to administer
samples of 1items from differeaf sets. The latter is-fha better choice,
since with the possxble exception of certain follow-up observations of

children, we presume the comparative questions of 1nterest app?y to groups,

‘not 1nd3v1duals To our knowledge, hnwever, there are not sufficient item

pools aVawlable from uh1ch to draw for measures of app11Cab1e coqnitvve

o1 procons sl garnjﬁ Snvcrc1 o TUowerdd be nzenizany Lo onve 103
them, perhaps after the fashion 0f the Hatinnal fecpcemont Dueogron &

lafge and costly undertaking, or to patch together a battery of instruments
for application at di fferent po1nts during tha.year and thercafter. The_
battery would probably have to be 11m1ted 1n $cope to be at all attrac{fve to

participating schools, and to avoid extravagant administration. and pracess1ng

costs.
4

The choice, then, appaars to be between 1) a Targe scale instrument

development activity for measuring or observing development in children of a;‘

" cognitive (including imaginal), emotional and behavioral skills.and orienta- e

.
tions related to social studies, and 2) the use of a limited set of instruments
. . ' i . N ' -

of uncertain reliability . and adequacy. The first would perhaps be of maat.‘

value in the field of elementary social studies in the long run. It is-

difficult, however, to see how a large scale e%fort would be justified simply ,)

to permit, initially, comparative evaIuatian of MACOS. The latter is |

) . ‘ 67 ) | A/ . /, ' '.;
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.feq§w1$ ‘although it win surew yield the more equivecal results. N ‘: | m
As a final comment, it should be apparent that the preteding | ff
analysis @pp!ies primarxly to the measurement of effects.on children. | E;
Measure§~r?‘outpuﬁ5 with respect to tedbh\rs schooTs and communities seem p .Qé
lless prnblematic, although here too theoretical and*methodo1oglcal prcbIems . : ?
can easily becomf severe and costly -F~é
Speci fic D°siqn’heqy1rements Q ‘ ’ .ﬁﬁ

1. Se]ectxon of proérams or curricuTa. ' ] .
Given the kinds’ comparatxve stategents we have suggested, it _\\”

is desirable to difaw semples of each compar1son«prﬁgram from

known populations but there probab1y is not enough available
information to do that. It would probably be necessary to sampie -
amonq andtwithin «.chool dwattlrtf on qeonqraphic and domonrapﬁic
Daors,  Lyven tha, i Ll of cngaying v CONpL dation uﬂ
schools and teachars may be difficult., if not 1m009§1b1L An some
cases. This approach does not preclude inclusion of cross- subgect
yax1atlons in settings; €.4., HACOS and some other currucu]ﬂm B}

in conjunction with and not in conjunction with other process-
oriented curricula such as SC1ence--A Process Approach. It

would be more appropriate to study that sort of xnteractwon

separately, however, that is, in separate studies.

2. Size of the study

This will probably turn out to depend on the size of the N
differences one would 1ike to detect, and on the extent te

¢ " which it is deemed desirable and feasible to make observations
in classrooms or otherwise to collect data during a school year.
It is our opinion that detailed observations of processes or
transactions are neither feasible nor nccessary for the form of-
comparative evaluation discusscd here. We have assumed that the
relationships of primary interest are betweenm input and output.
Sample sizes also must be planned with attr1t1on in mind.
Attrition here, as with absolute evaiuta1an refers to pupils,
teachers, and programs.

¥
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Implementation Mechanisms

’ . There are no obvious differences in chowces from those discussed
ear]ief, with the following possible exceptions. If the study is to be

veny large {e.g., 1,000 tegchers),‘there may well be some advaﬁtage in
establishing a MACOS'ch1uaticn project agency or collaborating with other
agencies. This would also be true if it we}e decided to éursue_an extensive
instrument development course.

Objectives and Payoffs

_ Results of comparative eva}uations would seem to bear most directly
on adoption and continuation decisions at the school district and, conceiv-
ably, stéte levels They would also, 1ogfcé11y, beay more ditect1y on
decisimﬂﬁ cencorning Tulrem curriculum dé?icn and dovalepinnt.  Dependina on
the measuroé nade and gn the outcomes, it is possible that results would
have a bearing on decisions about ih-service training and support.

The payoffs for NSF would appear to be principé11y the fulfillment
of a complete development cycle and the development of further scientific
knowledge about process-oriented curricula iﬁ the social studies. Results
of a comparative avaluation may be useful for future decisions about

curriculum improvement projects. As noted eerlier, however, lead times will

“be long, even with annual reports of results.

Should NSF elect to undertake major development of instrumentation
or measurement in the social studies, the payoff could be an interesting
indirect forin of course improvement‘regardless of curriculum. It was our

observation, admittedly very 1imited, that the measurement and evaluation

.of students' progress in MACOS, at least, was a source of major uncertainty

or ambiguity to teachers, and to others, from one frame of reference. 1f

instruments and guidelines vere avaxlab]e they could be of use. This is not
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in the least to suggest that fine teachers are not fully capable of eval- | V3
uating their work with their students. They are, héwever, dealiﬂé with a
functions whith, despite the’ technology of behavioral objectives, are not
well understood or gxp]icated. They are dealing with ennrmoué]y complex - “ 
patterns of behavior."Possib1y aids in recognizing, c]assiﬁying, and

evaluating them would be quité welcome. 8

We have taken the position that a true experjmenfa] comparison on
a large scale is.not a feasible alternative. This in hé.way precludes the ji o
feasibility of one or more localized true experiments. We suggest, howe?eé,

that while the internal validity o; such experiments may be high, external

validity is apt to be very uncertain unYess.the local experiments are

repeated with a rence of scttingss and populations. In that cese, howover,

it is diviicuit to im;g{gy/ﬁiing able to implement conparison curricule
satistactoyily. HNevertheless, we do not wish td suggest that we consider

true experimental comparative evaluations impossible. True experimants

hold the greatest hope for yielding explanatory statements or hypotheses.

We shall return to suggestions for experimeniai research and evaluation

running parallel to a larger study following the next section (see Explan-

atory Studies, p.70-71).

4

18 The recently published booklet on evaluation techniques for MACOS
(Man: A Course of Study Evaluation Strategies) should be of great help to
many tecachers in this respect.
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Systemic Evaluations S
We have grouped under the heading of systemic evaluations studies
whose focus is one or moré of the various models, chamnels, mechanisms, e

procedures, arrangements, or’ organizational con§équenées of the dissemina-
tion, adoption, and support of MACOS. There is no shérp'ﬁodhdaty between
systemic evaluation, thus conceived, and curriculum e#a]uations, absolute
or comparative. Ultimate criterion measures of performance will, theoreti-
cally, be the same in all cases. Intermediate crigeria of effectiveness
and efficiency will differ, however. Consider the difference between the

following questions:

How effective is the curriculum in "developling] in youngsters

e e RN .‘,.,”.",,, PN ‘\\ls'.; ;l'.'
RE VISR S S RESA R rroinady,

ol A P *
(3}

Loiye 1s wiis ur Lhal _Lmining proygram in developifig
in teachers skill to promote the question-posing process in children?

. In the first case an answer could be obtained with no reference
to variations in training programs or models if care were taken to guard
against or minimize sampling biases. In the second case, an answer could
not be obtained without specifying measurcments of training programs.

There are an infinite variety of evaluative questions that can be
examined with reference to MACOS. Some or all in one way or another overlap
with or impinge on areas of investigation already well established in
different centers and universities. Our limited field observations left

us with the convicticn that three crucial functions in adoption and

implemantation of the course are selection, training, and quality control.

19 Educational Development Center, “Man: A Coursz of Study Evaluation

Strategies, op. cit., p. 12.
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Theée were wide variaticns'in all functions, ranginé'ffbm no formal pro-
cesses to elaborate and continuous activities. In some cases in which
there had been apparently ven& good training for very capable teachers,
the teachers nevertheless indicated specific tasks for which they felt
inadequately prepared. Examples of variaiiens in the other two functions
have been mentioned throughout this report. Our argument is that

1. the processes and arrangements by which thg_imp]ementation
of the MACOS curriculum comes about and is supported can be
the subject of evaluation; and,

2. the use of MACOS in different settings can have systemic
consequences that can be the subject of evaluation; and,

3. either or both subjects of evaluation may be as worthwhile

in Uhe Tone vea es seowtive eveluation ol tne 10alo
curricul .,

It is clear, as we have noted before, that systemic evaluations
are not independent of curriculum evaluations. Indeed, a truly compre-
hensive curriculum evaluation would include all the components and dimensions
of systemic cvaluation. It would also probably be impossible to do in
a form, time frame and budget that would provide widely useable results.

One of the basic problems in systemic evaluation, especially in
appraising training and support models,.is similar to the problem of
evaluation of MACOS: what arc appropriate criterion measures or dependent
variables? what are the parameters of different training and support models?
what are the interactions or differential sensitivities of methods and
teachers? Methodologically, systemic evaluations will perforce differ
depending on whether one focusses on input (dissemination, adoption,
installation, training, Support)‘or output {impacts or effects on teache;s,
schools, systems, communitics, colleges, state agencies, etc), or on both.

72
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It is worth'noting fhat,in a way, input,evalyation, in the above
sense, is £he task of idehtifying éonvefgences. Its aim is to establish
relationships that hold hope of maximizing successful use of the curricuiuﬁ.
Output systemic evaluation is the task of‘identifyingvdivergences—-the various
consequences of adoption and utilization of the curriculum. - Its aim is to
establish possibilities, anticipated or planned, and unanticipated.

‘There is no question about the feasibility of evaluating the
diffusion of MACOS, and its short term and long term systemic impacts.
Periodic surveys would be one vehiele for accomp1ishingNthis. There are
.many QUestions, however, about the feasibility of evaluating the effective;
ness of various training and support mechanisms and approaches. Such
cstudy Foeen ihn soun ot of T e ardlorin s Juniing Lo
effertjvenece of the courco with Stldeals. DuL'{L tas the acditional
difficuities of meaSurement or observation of adu]ts«—teachegs, teachers
of teachers, support personnel, supervisors; etc. And it:zfﬁi the further
problem of diversity of training and supporL programs (pot t1ally)_unlike
the curriculum which is a fixed and constant package by comparison I
must also take into account the resources and orientations of different
séhoo?s, systems, and communitics, as well as of the publisher, Curriculum

- Development Associates, unless National Science Foundation or some other
agency continues to support training programs through the regional centers.

As with evaluation of the curniculum, it would be necessary to-
measure a variety of dependent variables, and a variety of methods of
observation, including interviews, checklists, and classroom observatéon.
Evaluatlon of MACOS tra1n1ng models m%tes most sense, of course, only if

there continue to be traln1ng programs for the curriculum. If for

example, the regi5na1fCenters continued to provide training institutes, an

Q i
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. evaluation of the different models and approache§-emplqyed by the centers

could be made.20 \

" The.mechanisms or options for undertaking systemic evaluation are
é@st likely those discussed in connection with absolute evaluation. Since
cross-model study should employ the same measures,‘oy samﬁf%s of items from
the same pool of items (as with curriculum evaluation), and since there are
different theoretical oriéntaticns among ﬂua(wmﬂemeﬁterg of different
training models, it would be approp;iate to have the first phase of a
systemic eva}uétion_concerned with training start with'a design conference.
At.such a conference, trainers as well as measurement and evaluation speqiai-
ists, teachers, and supervisory personnel should have the task of identifying
the variables, poasuras, end eriteria that should te incind“d pr connidoered.

What is the payoff of systemic evaluation for NéF? As ever, iti
depends on the goals and roles that the Foundation sets for itself, If a
goal is course improvement in the social studies through further curriculum °
developﬁent projects, it.would seem that only output systemic evaluation
would be germane {evaluation of‘impagts and éffecté of tpe curriculum
on schools and, hopefully, teacher preparation institutidns). If a goal is.
course iéprovement through system improvement, then a broader systemit

evaluation is germane.

20 . It is possible to set up systemic evaluation projects that include
training evaluation. Thus, for several differcnt training programs, one could
set up several CMAS analysis projects in a number of school districts,
coupled with follow-up empirical evaluation. See Merrisatt, Irving, et.al.,
A Model for Analyzing Curriculum Materials and Classroom Transactions,

ch. 8 in Dorothy McClure Fraser, ed., Social Studies Curriculum Development:

Prospects and Problems. 39th Yearbook,, HCSS, 1969,

&
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Explanatory Studies: A Final Note o
There are many explanatory studies that can and should be done
with the MACOS €urriculum.. These .are the traditional Qrov%nce of experi-
mental research. It is likely that such studies will appear increasingly,
‘especially in the form of graduate dissertations. They will find their -
w§y uncertainly back into the public domain in annual reviews of research

‘(e.g., in the National! Council of Social Studies magazine Social Studies)

and become at least incorporated into professional and technical writings.

Since graduate dissertations are undoubtedly the most economic form of

& -

. potentially good research, it is strongly suggested that National Science

Foundation consider subsidizing some each year in specific evaluative
sunport of curviculum projocis-such oo FAROS, il 17 dous not alrcady do A
1N - '
Since @ nuwrher 01 GuasLiuis aboul IACUS and oluer curidicula are ansverable
*

only on ithe Lasis of well-controlled rescarch studies that need not be

[

national in scope%zsupport for a number of pertinent.resqprch'dissertations

could be a programmatic alternative of considerable merit. The utility

2

~ 4

2l Lest it be supposed that doctoral dissertations,for example, are unlikely
to contribute to theory, knowledge, and practice, one should note the
centrality of Griffin's graduate thesis in Metcalf's chapter, Research on
Teaching the Social Studies (in Gage, N.L., ed., Handbook of Research on
Teaching. Chicago: Rand lcHally, 1963, ch. 17); or gﬁe nunber of dissertation
references in the Review of Research in Social Studits, 1967; Vol.XXXII,

NO. 6, Oct. 1968, by Cox, C. Benjamin, et al.  Sixty-two of the eighty-three
references were to the Dissertation Abstracts. ~

22 The adequacy .of the experiment will always be contestable, especially

if it is small and significant differences do not emerge. This can be addressed
to somdé extent by asking the dissertation writer to note the size of the

di fferences he could expect to detect at some level of probability, given

the necessary parameters of his experiment. The issue with much individual
research is not what magnitude of differences should be detected, but what
magnitude can be detected with the resources available.

. -70-
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of this approach would be enhanced if NSF‘had or could assemble a pool 0f S
interesting hypotheses retated to MACOS specifically, or to social studies o
curriculum improvement generally, to use as a-quide in seeking and/or

A}

There are abviouﬁly other vehicles, for conducting research into

‘MACOS, and we do not mean to exclude ﬂonsxderat1qn of them. The essential p %

A BN}

point is that we have tried to make a, dxstxnétwon between further course

evaTuatvcn and expertmental regearch studies of many of the multitudesof -
thggretica1 problems and issues related to the course and its use. The
1) - .

distinction, of course, blurs and disappears as evaluative effqrt becomes

'mbre concerned with explaining velationships, differences, associations,

CEC._. ac well as deline: umc‘ then. “

)
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*SUMMARY AND CONCLUDING COMMENTS

. L e w

In the preceding séctions Qe have tried to de]inééte issués.and

| ,alternatives'for further evaluation of MACOS. The purpose has been to
suggest to the National Science Foundat1on some bases for choosing among

| alternatives. There are many choices, depending on one's eoncept of eval-

%

uation and oncme'spurposes in evaluating. We have analyzed alternatives
from the point of view of steps the HSF might take. Me do not suggest
all possibilities have been exhausted, even froT that’perspective. although
we think most major ones have been’cansidered. If Ehe problem were
" approgched from the point of view of a 1ncai school, a school systen, a
state agency or an indspendsnt rocearchor for eyample,othor alternalives
or rationales wight Lo appropricic. Ve have not.bhzen able to provide
a concise definition of trade-offs among allernatives, certainly not in a
quantftat‘ve sense. We have, however, at 1ei§t provided a start at depicting
what trade-offs may be. N /;f‘ |

The main decision criteria we_haye'suggested fog choos%ng among
alternative strategie§ have been: 1) the kinds of decisions to which
different sorts of eva1uation information seem to be related; and 2) the
goals and ré]es NSF may have or want to have. It has-been obvious that
neither criterion uniquely differentiates alternatives. The first criterion
especially does not differentiate alternatives, at least at the global
and uﬁspecified level at which we have considered it.

We have not considered costs as a criterion for chuosin§ éhong
alternative strategies. 1t is apparent that costs will depend mainly on
the size and &epth of study made within diff&(ént alternatives (absolute,

comparative and systemic evaluations), and on\the mechanism chosen for
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ipmlementation. They wiff aiéo depend on the extent t6.Which development
of new instrumentation is undertaken.

Our position has been that it will be possible to make meaningful
and -defensible evaluative statements using methods and instruments currently
available or reasonably easily developed. This is not at all the same as
saying there is no need for development of better instrumentation. There is
especially need for better instrumentation with respect to measuring higher
order cognitive structures and skills, such as hypothesis seeking and |
problem solving, or social learning, or affective orientSETUﬂs and skills.

A recent restatement of the need was made by Coffman:

"There is a,mountain of unfinished business in this avrea -
[iost doveloprnet] A7 v are Lo pievide sonethine wore than a
Glelomte s i 00 @ et it oo GO he oulpue suowe da Lo

through tests of Cugnitive.skills and subjecl watter knox-m:dge.“!l
Nonetheless, further evaluation of MACOS is possible without undertaking
a major instrument development effort.

Qur basic position is that there is no one m2asure of effective-
ness of MACOS. Each of the course’s goals can be given operational defini-
tions; or criteria fdr classifying and recording the occurrence of goal

ralated behavior can be developed. The goals may be the development of

© processes, as well as products. The goals may include the development or

enhancement of dispositions, orientations, or attitudes. They may refer
td children or to teachers. In any case one cah establish criteria for
identifying apprupriate behavior, and conditions for observing it.can be

set up--interviews, classroom projects, classroom ratings, paper and pencil

T Coffman, William E. Concepts of Achiovement -nd Proficiency. Pro- ke
ceedings of the 1969 Invitatioral Conference on Testing Problems. Educar
tional Testing Service. November 1, 1969, 3-11.
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