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Preface

In the thre: lecades since World War 11, the tield ot psychology has
grown to its presnt state of maturity as a unique and complex blend of
facts, perspectives, and practices. Nost of these have met with sufficient
public acceptance to make psychology currently the largest single disci-
plinary producer ot backielor's degrees. Not surprisingly, there has been a
parallel growth in psvchology at precollege levels, predominantly in the
high schools. The rapid growth of psychology at all educational levels is
associated with the relatively recent mass popularization of psvchology
and some notable practical achievements that have arisen trom that
subject matter. The plethoraof TV “experts,” Sunday-supplement exposi-
tions on various psvchological phenomena, self-help approaches to per-
sonal adjustment, bombaydment by the visual media in both dramatic
and documentary form with virtually every kind of psychologxcal
activitv—all of these have fueled both a mass awareness and mass de-
mand for more formal education in psychology, especially at the precol-
lege level. The success of the magazine Psyc hdlogy Today serves as an. |

excellent illustration of this unassailable fact.
' Educators at both the elementary and secondary levels have sensed
the growth of this demand and are trying to meet it with the vesources at
~ their disposal. Virtually all teachers, whatever their ultimate specialty,
" have had a course or two in psychology. With the growth of more open and
. direct methods of instruction, particularly at the secopdary level, and
with the growing demand for psvchological content, it is only natural that
many secondary teachers have begun explicitly to teach psychology while
continuing implicitly to use" it in their teaching.
, It is not surprising to find that efforts to teach psychology, particularly
at the secondary level, mirror the broad range of preconceptions and

approaches to the discipline that have for years characterized both teach-
. ing and practice at higher educational levels. Obyiously, a college-level
psychologist who attends a meeting of high schoci psychology teachers
will be very much at home with the debates that rage: humanism versus
behaviorism, science versus art, discipline orientation versus personal
adjustment, and so on. These debates, after all, have occupied psycholo-
gists for nearly 30 years. They reflect the situation that has always pre-
vailed when a science spawns a technology that must, for awhlle share
_ bed and board with the parent.

There are, however, some significant dlﬂ‘erences between a gather-
ing of college psychology professors and a gathering of high school
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vi Pretace .

teachers of psychology—an observation that bnng,s us to the purpose of
the present book. Whereas the college professor is a member of several
aiscipline-oriented professional societies, the secondary school teacher
‘has no such sources of professional identitv. By tracing the growth a‘fhd'.
documenting the breadth of-present-day psvchology at the secondary
school level, Kasschau and Wertheimer have taken an important step
toward establishing a separate identitv for high school psychelogy
teachers. Because these authors are both distinguished psvchologists in
their own right, their work will be doubly effective in this regard. It will
command the attention not only of those whose activities and aspirations
it so eloguently describes, but also of others who must recognize and act
upon the fact that psychology is taught in the high school and increasingly
so.

A second distinction between college professors and high school

~ teachers emerges from the practical, action-oriented approach of high

s¢hool psychology teachers. They are doers. not talkers. They are willing
. to discuss the academic merits of the humanistic or behavioristic ap-
proach and participate in workshops that contrast discipline-oriented
psvchology with the personal-adjustment meodel. But when it comes to
their own teaching, they are faced with having to find a working com-
promise between any such pair of polar opposites. Such a compromise, or
svnthesis, together with the thesis and antithesis from which it emerges,
has been'suggested by Kasschau and Wertheimer. Their synthesis, how-
ever, may also be taken as a testimonial to the new profession having'fully
arrived since. in suggesting it, these spokesmen for precpllege psychology
have made an invaluable contribution to the discipline as a whole.

For nearly twodecades. the American Psychological Association has
manifested awareness of and interest in the growth of psychology at the
precollege level. Its Committee on Precollege Psychology, a subsidiary of
the Education and Training Board, has. actively attempted to define and -
keep pace with the growth without putting the Association*on one’or
another side of the various issues (e.g., the place of psvchoiogy in the high
school curriculum, certification of teachers. reforms in preservice train-
ing. and the like). In areal sense. the present book is a compendium.of the
knowledge gained by the Committee on Precollege Psychology over many
years. In the context of the Association’s commitment to place psychology
squarely in the mainstream of the educational venture, this book is a
tribute to the fact that the Association has recognized and is beginning to,
meet its responsibility.

We must hasten tp point out, however, that this work is also repre-
sentative of the ERIC Clearinghouse for Social Studies/Social Science
Education (ERIC/ChESS). which seeks most effectively to collect and
disseminate information about research and practice in the social sci-
ences and social studies. In this, its second collaborative publication with
the American Psychological Associatipn, ERIC/ChESS is again dem-
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~onstrating its sensitivity to the need for a periodic summary and dis-
semination of activities that would otherwise remain unpublicized.
Through the efforts ot ERIC/ChESS. the likelihood of periodic reinven-
tion of the wheel is substantially reduced: thegbenefits of this service
- during a time of expleding knowledge can hard® be overestimated.
" There are a number of people whose Lommltmem and dedication on
~ behalf of this project merit special reco;,nmon The manuscript was
. thoroughly reviewed on two occasions by Ambrose Clegg of Kent State
““University, Raymond G. Hunt of Cornell University. and Richard Pitner. ’
Teacher Associate at the Social Science Education Consortium in 1973-
- 74, now at Kennedy High School. Cedar Rapids. Iowa. The late Robext S.
- Fox.director of ERIC/ChESS, initiated the project and superviSed i long
- the way. ably assisted by ERIC/ChESS editors Karen Wiley a) ris
Ahrens. Finally, the authors join me in acknowledging both th. ublic
and personal indebtedness of all those involved, not only with this volume,
-but with the entire precollege psychology enterprise. to James Russell
Nauam and Miirgo Johnsonof the Educational Affairs Office of the APA.

*  H.S. Pcnnybuckcl‘. Chairman
Commiittee on Precollege Psychology (1972 and 1973)
American Psychological Association
; .
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Psyvchology hasbeen tizughtin United States schools, especially at the -
secondary level, since at least the 1830s. The growth in both numberts of
_students and courses was modest yet steady through the first half of the

. 20th century but has been particularly rapid during the last decade. It is

~.now estimated that between one half and three quarters of a million

" students are enrolled in precollege psychology courses. Our attention in this

document is limited primarily to high school psychology courses since this

is where the increases in enrollment and the resultant increases in training
and curriculum development activities are most drgmatie?”

The focal issue concerns not whether to teach psychology at precol-
lege levels, but rather how best tb do so. Who represents the pximary -
audiehce forssuch courses — the collegebound student? The noncol-

- legebound? What are the appronriate objectives for.such a precollege
" cqurse — personal adjustment of the students? Communication of the
facts of psychology as adiscipline? The issues are many: the answers are

. few, and ffequently debated. -/

-Precollege psychology is an area of rapid growth in student interest
-and enrollment, an area of substantial change and rich dpportunity. The
issyes run deep. but interest is high, and the time has come for examining
the philorophical gssertions underlying teaching precollege psychology.

The teac hing of psychology in United States schools is growing today
at an accelerating pace. but it is by no meang something entirely new.

Psvchology. in some form or another. has been taught inmAmerican
schools for at least 140 vears. A quatterof acentury ago, perhapsone-high
schoobin 10 offered a course in psychology: in 1973 the figure was closerto
one in every four or five: and the proportion continues to grow each year.
There are now an estimated 10.000 people teaching psvchology in high
schools in the United States. ENen a decade ago there were almost 1350,
Q00 high school students enrclled in psychologv courses, at a time when |
there were only ébout 2.000 high school psychology teachers. This implies
that there may well be over half a million or more high school students
enrolld in psvchology courses tod:y. . . |

. A4 least four separate factors have influenced the growth of precollege
psvchology: educators; students, federal funding, and professional agen-

- :dies. A major determinant, of course. is educators, particularly the social

Studies specialists who are constantly trving to smake the schodl «ir-
riculum responsive both to the needs of the students and to the rapid
changes in the knowledge base of the social sciences. )

IToxt Provided by ERI



2 INTRODUCTION

. Aseécond muon force is the students themsel\ es. The students’ plea:.
for relevance in their school experiences have intensified ar both the
college and precollege levels, and they see psvchology as potentially very
usetul for coping with the real world. .

A third source of influence is the subtly changing deployment of
national 1esources such as government funding. via the National Sci-
ence Foundation. the United States Office of Education. the National
Institute of Education. and other agencies. to meet the shifting priorities
of modern times. Massive infusions of tederal funds have helped to
change the direction of curriculum planning and implementation.

Finally, though perhaps withless impagt, professional associations of
various kinds have advanced the spirit of the times. geiting educational -
practices to move in directions copsistent with their ideals. Among these
are societies of, educators such as the National Council -for the Social
Studies and the National Education Association: discipline-centered
societies such as the American Anthropolosucal Association. the Associa-
tion of American Geographers, the American Political Science Assoeia-
tion. the American Psychological Association. and the American Socio-
logical Association: and groups of edycators and discipline-oriented
people such as the Social Science Education Consortium, concerned with
dissemination of curriculum information and implementation of new
curriculum materials. or the now.defunct Consortium, of Professional
Associations for Studv of Special Teacher Improvement Programs.

These four determinants, and others that could be identified. operate
within a complex social and historical matrix that forms the environment
of the entire educational venture. In recent vears this matrix has included
such diverse features as accountability. cross-age and peer teaching,
simulation gaming. open schools, individualized instruction. vastly im-
praved audiovisual support technnlogy. behavioral objectives. the search
for alternatives to the lecture method. micro-teaching. inquiry training.
focus on the whole child” with a commitment to affective as well as
cognitive goals. Several of these tie in closely with the increase in
. psvchological instruction at educational levels before college: others run
counter to and tend to impede this'growth.

The present document examines the teachingaf psychology at levels
- below college. Many of the curriculum dev elopment efforts and most of
the enrollment increases in precollege psychology courses have been
focused at the secondary level. While our discussion includes efforts ag-
elementary and junior high school levels. it is limited primarily to high
s¢hool psve holm.g's ourses. We begin with a brief hisiory of the field and
then document the rapid growth of the endeavor in recent vears. Next.
some of the philosophical issues behind the teaching of psvchology at the
elementary. junior high, and high school levels are considered. The last
two sections are devoted to the primary areas in which these philosophical
issues have an impact: instructional approaches and teacher training. 4.




/ -
_ History of the Endeavor

. The history of the teaching and growth of precollege psychology in the
United States seems to fall into four eras. First, there was the 19th cen-
tury. marked by little distinct growth or development butcharacterized by
scattered activity. The early- 20th century (1900-1940) saw the develop-
ment of the discipline generally and its identification as a separate body of
knowledge. Also. there were a number of attempts to gather data both on
the nature of teaching efforts at precollege levels and the type of student
enrolling in psychblogy courses. From 1940 to 1960 increased efforts were
made at secondary school levels, including the publication of several
textbooks especially for high school students. In addition, efforts were
initiated during this period to .introduce psychological content at -the -
elementary and junior high levels. The period since 1960 has seen an
accelerated growth of student interest and professional activities in the

field. : /"\

THE NINETEENTH CENTURY  °©
Unearthed in a collection of some 70 psychology-related textbooks, all
~ published in the United States before 1890, were seven that were intended
foruse in secondary schools. though two of these were written for teachers
rather than pupils (Louttit, 1956). Among the earliest was Elements of
Mental Philosophy. a two-volume work by Thomas C. Upham originally
_* published in 1831 and abridged to a single volume in 1840: the first edition
was used in some secondary schools ( Roback, 1952), and the second was
expressly intended for academies and high schools. In 1840, Elizabeth
Ricard's text based on lectures at the Geneva Female Seminary-was
published (Louttit. 1956), and there is evidence that a high school course
in “mental philosophy” (which nowadays doubtlessly would have been
called psychology ) was ofticially on the books in 5t. Louis in 1857 ¢(Coffield
& Engle, 1960). In 1889 two texts clearly intended for secondary schools
were published. They were Elementary Psythology. or the First Princi-
ples of Mental and Moral Science for High. Normala nd Other Secondary
Schools and for Private Reading by Daniel Putnam and Rudimentary

Psychology for Schools and Colleges by G. M. Steele (Engle, 1967h).

£0M 1900 TO 1930 . X ' .

{\ccordiﬁg to Engle (1967b). psycholugy was offered in high s.chools in
Iowa (and probably other states as well) before and soon after the turn of

\ 3
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Cthe century asa e pu)h ssional” course for students who intended to teach
in the clementary grades after « ompletion of high school. A semester or
summer at a normal school was enough uSthn\( davs to obtain a teaching
license it a studenthad alveads hadthe pn“kum U psvchology course as
part of ha\ or hm hivh school traaning. “As carly as 1910 psychology
Was in the ¢ wrrigtlum of the Kansas C ity schools and . . . by 1973 it was
estimated th.n two thirds of the high schools in the state ot Kansas ottered

- psvchology™ cEngle, 196Th, p. 1691, A 1937 APA committee report indi-

- caded that “from. 19249 to 1934 there wos a steady incerease in the popular-
ity of ps\&hulnu courses in the high school currie ulum’; (qun‘i’(d i) Engle,
l‘)(-.h p. [()()

Earlyin the 19308 ps\( hology was lu()gnllvd by at least one author-

“Moore, 1932 as an appropriate topic :tiready Being taught as a unit in
juniorhigh school science. According to adoctoral dissertation at the time
= Bronson, 1932: Pechstein & Bronson. 193:3), about half of the state direc-
tors of secondary education sampled and a fittle more than h.g.f—ﬁl 100
principals of lueh «Chools with enrolliments ot 1.000 or more eithGr oﬂcge
ortavored oftering psvehaology as a subject at the senior high school level.
Favaring such ofterings also were 33°0 of 90 presidents o teachiers col-
leges and GO of heads of departments of secondary education in 62

“universities, A sur ey in 1933-31 by the U.S. Office of Education indi-

cated that psychology courses were then being oftfered in some se huols in

atdeast 15 states i Noland. 196640,

The second halt of the 1930 vielded two Iengthy veports (Stone &
Watson. 1936, 1937 on the teaching of psu holouy in secondary schools,
and there were o nnmlu -rof additional articles on th( teaching of psvehol-
ouv in the hich school and the grade school te.g., Fagle, 1939: Geisel.
FO3S: Harris, 1939: MeCall, 1936, 1937 Rld(“(. 1939; Salisbury, 1936:
Skauys, 1937 ) :

FROM 1930 TO 1960

Duriné the first halt of the 19405, Ralph Ojemann begien his work on
helping vouth learn about the causes of behavior eMeNiel, 19:44: Morean
& Ojemann, 1982 Further survevs, texts, and articles appeared. and an
increased iaterest became eviddit in hich school courses in mental
hverene e g Gesel 19400 19430, 1943b: Turney & Collins. 1940). The
tirst edinon ot T. L. Fngle's influential. discipline-oriented text. Psychol-
vgu: Its Privciples and A\pplications, was published in 1945, and by the
Litter half ot the 19406 Ralph Ojemann’s approach. empirically demon-
strating the eftectiveness of teaching about the science of behavior to
clementary puptls, was gathering turther momentum (()ivm;um. 1948.
1949 Ojemann. Nagent, & Corry, 19470

Developments in the carly 19305 indicated that the lv.uhlm.. of
psvehology i the high schools and mental health instruction in the

EKC
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HISTORY ~ 5

; elementary grades were coming of age (Elliatt, 1950-51; Hertzman, 1952;
Ojemann, 1953; Rosenthal, 1953). Roback (1952) published a historical
article on psychology teaching in secondary schools, and Bunch (1954,
1935) prepared two lengthy reports for the APA. Engle (1950) wrote a
review of 13 texts expressly intended for the high school level and under-
took a series of surveys concerning the extent of the precollege endeavor,

-the preparation of high school psychology teachers, and the attitudes of .
‘teachers and students toward the high school psychology-course (1951,
1952a, 1952b, 1952¢, 1955).-One survey at a California state teachers

. college revealed that almost 10/ of students enrolied in a sophomore-
- level general psychology course had had a psychology course in high
school (Burnett, 1952).

During the later 1950s, the growth that had marked the preceding
years increased ever more rapidly and major concern began to be ex-
pressed about standards for teachers of high school psychology (Coffield,
1959; Crouter, 1956). There was a growing flurry of papers on high school
psychology in general, and instruction that was partly mental health
related and partly discipline oriented was working its way down into the
middle grades, with an elementary psychology course taught at the
eighth-grade level in this country (Patti, 1956). A fifth-grade program for
personal development was described and evaluated by Solvertz and Lund
in 1956; and in 1959 Ralph Ojemann published a book on his program for
education in human behavior in the primary grades.

THF 1960s

pubhshed by Coffield and Engle in 1960. In the same year, ‘Engle pub- _
lished two-papers (1960a, 1960b) on the preparation of high school

- psychology teachers, and Snellgrove (1962 )put together a mimeographed
manual for high school psychology teachers on the construction and use of
inexpensive psvchological apparatus. During 1964 and 1965, under the
. auspices cf APA’s Division on the Teaching of Psychology. a mimeo-
graphed list of over 1,700 names and addresses of known high school
psychology teachers was compiled. as were a dittoed list of sume 40
- psychology films. a recommended list of readings appropriate for the high
school student, a catalog of companies that sold psychological ap-
paratus. and a 16-page. pa:tly annotated bibliography for high school
psychology teachers and students. These materials were available free to
any high school teacher of psychology.

Other avenues for the promotion and improvement of psychology in
secondary schools were also explored. such as the encouragement of
psychological entries in high school science fairs (Coffield. Engle,
McNeely. & Milton, 1960) and the inclusion of psychology in a traveling

1
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science teacher program for high schools (Ratner, 1961). That the Ameri-
can Psychological Association was anxious to cooperate with high school
psvchology teachers was made clear in 1963, when its Division on the
Teaching of Psvchology invited high school teachers of psychology to
become aftiliates. to receive its newsletter, and.to participate in psychol- .
ogy conventions,

State surveys of high school psychology teaching continued in the '60s
(e.gz.. Anderson, 1963: McNeely, 1967: Noland, 1966t .. Stanley and Ab-
rams « 1963) explored the question of' the certification of psychology ma-
jors to teach in the high school. with a survey tinding that the western
states were more likely to hire such applicants than were other partsof the
country. The mental health theme continued to be emphasized in high
school psychology teaching (e.g., Belenky, 1966; Hollister, '966) and was
also flourishing at the elementary level (Burnes, 1966; Gea w2z, 1966: Roen,
1966; Sigel & Waters. 1966). Other eftorts at the elementary and junior
hich levels include? those of Lippitt et al. (1963), who prepared the .
rationale tor swwhat was soon to be their major curriculum project to teach
behavioral science at the upper elementary and lower middle school
levels, and Sheldon Roen (1963). whodefended teaching of the behavioral
sciences at the lower elementary grades. Klugh. Deterline. and Hender-
son ( 1960) described the teaching of SKinner's descriptive behaviorism in
the titth grade.

In 1967, Fngle published a paper on the objectives tor and the kinds of
Ssubjectmatter stressed in high school. oftering quantitative evidence that
high school teachers of psvehology favored a personal-adjustment over a
discipline orientation in psvchology courses. A new note in the 1960s was
the influence of far-reaching reforms in social science curricula, s major
social science curriculum projects in geography and other fields reached
fruition. A represeiftative document that chavacterizes the new social
science curricula is Concepts and Stracture in the New Social Science
Curricula tMorrissett, 1967).

A true landmark in the tenching of precollege psychology was the ap-
pearance in 1967 of an entire issue of the Journal of School Psychology
devoted to this topic. The guest editor, Jack I Bardon, gained the coopera-
tion of mostof the major figures in the area at the time as well as of several
less well-known ones. Appropriately enough. the issue opened with an
optimistic vet objective paper (Fngle, 1967h) on the past. present, and
possible future of the teaching of psvchology at the secondary level. An
article by Noland (1967) summarized the results of a survey of school
psvehologists and counselors. It was indicated that (a) over 90/¢ of the
respondents favored the teaching of psvcehology at the high school level;
(bythe greatmajority preterred a practical.” personal-adjustiment course
or i combination of scientific and practical content. but 93’/ rejected an
exclusively scientific treatment of psvchology: and (¢) alimost three quar-

)
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ters favored mandatory state certification of hlgh school psychology
teachers. "

‘Other papers in the issue covered topics as diverse as the notable
increase in offerings of psvchology as a separate course of instruction and
recommendations on the preparation of elementary and high school
~ teachers of psychology. Also included were papers covering elementary

_instruction in the causes of behavior and discussions of various ways in
which psychology could be included in the curriculum. Concluding the
issue was a valuable set of book reviews and a particularly useful bibliog-
raphy of relevant literature on precollege psvchology compiled by Noland
and Bardon (1967).

RECENT TRENDS

Among the mors mt'luenndl events since 1967 has been the apppar-
ance of the semipopular monthly magazine, Psychology Toduay. which
began in the spring of 1967. Many teachers of psychology have found this
magazine, with its readable style, superb illustrations, and focus on
“human” psvchologyv. an interesting source for classroom materials. In
1972 the same publisher issued the second edition of a large, profusely
illustrated introductory survey textbook. entitled Psychology Today: An
Introduction. and an accompanving set of readings. This material has
been used at the high school level as well as in colleges, which were its
primary target audience. :

Material for hehavioral science teaching in grades three through
seven was published by Science Research-Associates in 1969 (Lippitt,
Fox. & Schaible). This matevial was the product of a major curriculum
development effortof the '60s. Focused primarily on social psychology.
_and based on the philosophy of an inquiry approach, the material is a fully
developed package of innovative instructional units that use a modified
- laboratory strategyv and involve students in g..athcrmg. organizing. and
“using data concerning human behavior,

CAlso in 1969, Introduction to the Behavioral Sciences: An Inquiry
-~ Approuch (Sandberg, 1969) appeared. 1t was the tfinal segment of the Holt
Social Studies Curriculum. which is intended for use at the senior high
school level. Iis titledescribes the content of the textbook well. Beginning,
like the Science Research Associates’ matervials, with a unit on the nature
of behavioral science and the conduct of inquiry, it takes up several
substantive areas of interest to the high school student, such as adoles-
cence. the seavch for identity, and race and prejudice.

Also during 1969, the fifth edition of Engle's highly successful text
(Engle. 1945) was published. with the coauthorship of Snellgrove. It was
accompanied by a teacher’'s manual and a record of activities and experi-

ments touse with the text. A sixth edition of the work (Engle & Snellgrove.,
-"1974) is now available.

| EKC
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A number ot other materials.expressly designed for high schools have,
been published. A low-key, descriptive. nonpolemical, and traditionally
oriented introductory text with a historical slant is out in a second edition
(Branca. 1968). Gordon ( 1972)has prepared a text slanted toward clinical

psw bqﬂu;,\ to the relative neglect of scientitic, experimental parts of the

ficlavith a strong focus on-topics of interest to high.school students. In
tsthlrd edition is the Sorenson, Malm, and Foxehand(lgﬂ’ttext whichis
at the humanistic extreme of the polarity we shall develop lateran this
duc ument. Didactic in approach. and with no effort to presem either an
ov cu iew of contemporarv.psvchiology or the relevance of research results
to léul life problems. it presents wisdom and advice about personality, -
mterpel sonal relations. and mental hvgiene. The text of another cur-
riculum package intended primarily for the high school psvchology course
was published in 1971 (Wertheimer, Bjorkman. Lu.adberg. & Magnusson,
1971). Its focus is an evidential appro—ch to the study of behavior, com-
bined with references to the applicability of a few broad psvchologlcal
principles to evervday life. Although brief, it contains many recom-
mended exercises, activities, experiments. and suggested further av-
ehues of inquiry, and attempts to provide a represemdm eoverview of the

discipline.

Since 1967, the AmericanPsyc hological Association has also entered
the tield of high school psycholag..y in a significant way. The APA partici-
pated in an interdisciplinary behgvioral science conference in 1967 in
Williamsburg, Virginia. tuided by the National Science Foundation. An
outcome of this conference was a recommendation that a curriculum for
the teaching of.behavioral science ig general should be developed for the
upper middle school and or lower high school grades and that courses in
the separate behavioval sciences (including anthropology. psychology:
and sociology: should be developed for the upper high school grades. A
growing number of svmposia and programs on precollege psychology
have been scheduled in recent vears at-national, regional, and state

psvchological association conventions.

In December 1969, with funds from the U.S. Office of Education, APA
brought together a group of its ex-presidents who prepared a statement on
“Psvehology in the Educational Venture.” It supported substantial in-
volvement of APA and individual psychologists in the improvement of
precollege instruction in psyvchology. In 1969, retiring ARA président
George A, Miller provided further impetus by devoting his presidential
address to the theme of “giving psvcehology awayv™ to those who can use it
to improve their own lives, that is. as a means of promoting human
welfare.

Farlvin 1970, additional funds were obtained from the U.S. Office of
FEducation for an APA-sponsored five-week program on the teaching of
psychology in the secondary school. at Oberlin College. In the months
immediately preceding the program at Oberlin College. a Clegringhouse
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on Precollege Psychology and Behavioral Science was established by
APA. lIts first task was to gather support materials for the summer pro-
“gram, but a more long-range dissemination function was intended and
subsequently realized. A landmark resource book for high school psychol- -
ogy teachers resulted from this conference (Bare et al., 1970); it is now
available in a second edition (APA, 1973). '
In late 1970, APA’s Division on the Teaching of Psychology charged
Raymond G. Hunt.with the job of drafting a coordinated plan for develop-
“ment of precollege psychology that would bring together under one cen-
tralized administration a number of existing projects and some to be
newly generated. Early in 1971, Hunt, Davol, and Schoeppe collected the
—contributions of-alarge number of people and fashioned **A Proposal for .
Precollege Psvchology and Behavioral Science™ (1972), a document that
played a significant role in subsequent deliberations concerning the APA
high school psychology curriculum development project.

Also in 1971. the United States Office of Education provided support
for the development of two prototypic curriculum modules for the high
school. one on reinforcement (Markman, 1973) and the other on race
‘relations (Kasschau, 1974a). The development of these modules was seen

" by APA as part of the process of moving toward a massive curriculum
development effort at the high school leve]. In the summer of 1972, John .
K. Bare of Carleton College was appointed director of a proposed second- "
ary school curriculuin development project in human behavior: and in
February 1973 a'proposal for the project was submitted over his signature
to the National Science Foundation (NSF). The Human Behaviur-Cur-
riculum Project (HBCP) was approved by NSF and began operation in
January 1974. Under the guidance of a 15-member Steering Committee
composed of educators experienced in curriculum development and
promineént psychologists, including four former presidents of APA, HBCP
is encouraging the development of 30 teaching modules, each sufficient’
for two weeks or so of classroom activities. Typically, a module is to be.

~ developed by a design team including a college-level psychologist, two

- high school teachers, and two high school students. The modules are to be
extensively field tested in the project, which is expected to take five years
for completion. .- -

On other fronts, recent years have also seen the appearance of more
periodic and separate publications concerned with the teaching of
psychology. The newsletter of APA’s Division (2) on the Teaching of -

- Psychology began publishing a number of articles on the teaching of
-psychology in the schools in 1964. Periodically, a newsletter for high

" school teachers, has been issued monthly during the academic year since
January 1971 by the APA Clearinghouse. In 1971 appeared the first issues
of a commercially published serni-annual journal, People Watching, de-
voted primarily to the teaching of behavioral science in the elementary
grades. but touching on high school behavioral science as well. The first

Py
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tissueof still another commercially published journal intended to serve
high school and community college teachers of psychology, sociology, and
anthropology. The Behacioral and Social Science Teacher, appeared in. -
Cearly 1974 S :

A major reporton undergraduate education, providing the findings of
a large-scale APA-sponsored project funded by NSF, has recently been™ -
published (Kulik. 1973). Many of the philosophical issues and questions of
the how, why. when, and where of.the teaching of psvchology at the

- college leveldiscussed in this book are also clearly relevant to precollege
psychology. Accordingly, the conterits of this volume are likely to be as
interesting to psychology teachersin the schools asto psychology teachers
in the colleges and vniversities. -

Recently, the ERIC Clearinghouse for Social Studies/Social Science
Education. with the cosponsorshipof APA. commissioned two documents
directly relevant to precollege psvehology. The intent was to provide a -
package of items that would be usetul to the field. The first is a booklet
(Bare, 1971) designed to help the teacher who has just been handed the
assignment of'instituting a new psvchology course. The second. the pres-
ent document. is intended to provide the history and background of the
teaching of psvcholouy in the schools, to present the philosophical issues
associated with such instruction. and todiscuss recent trends in the field.

In sum. it is clear that various national institutions have finally rec-
ognized the existence of psvchology teaching at the precollege level and
are beginning to do something that will help in this endeavor.

SOME RECENTSURVEY RESULTS , ’

Let us end this brief history by discussing a tew recent findings from
survevs that attest tg the growth of the teaching of psychology; especiafly
in the secondary .s('lg()()ls. raise some problems. ahd characterize what is >
going on. . _

- In 1951 only nine states certitied high school psychology teachers, but.
by 1964, 26 states did so (Thornton & Colver. 1967). and now 37 states do
(Johnson. 1973b). Typical high school teachers of psychology have had.
over the years. only some eight or nine credit hours of ¢ourses in psychol- -
ogy departments (Abrams & Stanley, 1967: Engle. 1952¢). Stahl and .
Casteelt1973) summarize the results of other surveys as follows:

Studics of secondary school psvchology courses during the past two decades have
tended to substantiate each other. The following list briefly summarizes the important
characteristics and facts relative to the status of precollege psychology. N

1 Student enrollment and numbers of schools offering the course are rapidly increas-
ing. . . B .

Students and teachers see the course s being valuable.

Fhereas afperceived] need tor psychology courses in the curriculum.
Cotrses are ver popular amone students.

Courses are ottered in all fifty states,

b o
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6. Courses are most often one semester in length.

7. Courses are offered as an elective more often than as a required subject.
8. Courses are more likely to be oftered in schools with over 300 students.
9. Courses are most trequently opened o juniors and seniors.,

10 Girds are ore hikely to take the course than bovs.

11. Whites are more likely to envoll in the course than blacks.

12, The courseas oftered most often in urban school settings.

13, Personad adjusunent and mental hugiene are the twe most often stated objectives
of the course. I :
14, Courses are ustilly assigned sociad studies credit,

13 Teachers are predominantly certitied in social studies. .
16. Teachers develop and use a gréat deal of materials such as populir magazaaes to
supplement their courses, - :

17. The T. L. Engle and Louis Suellgrove textbook, Pyyolpology: 1es Principles and
Applications, is the most popular text ased.

18. Psvehology is not required in any state tor graduation. J

10, More sc hools would ofter the course if property trained teachers were available.
(pp. 27 28

Q

Some further statistics attest to the growth of psychology in the -~

schools. In-1930 there were an estimated 1,080 public high schools offer-
ing a course in psychology (Engie, 1951); by 1960 the number had grown
to 2.362 (Wright, 1963). and by 1970. to 5.779 (Gertler & Barker, 1972).
Surveys by the National SciencerTeachers Association identified 5,645
high school psvchology teachers in the fall of 1969: 6,689 in 1971: and
7.472 in 1973: taking account of nonrespondents in these surveys (24‘¢,

. 22/, . and 22’ . respectively), these.figures can be adjusted to approxi-

mately 7.400. 8.800. ind 9.600. It thevefore seems reasonable to estimate
that there well may he considerably more than 10,000 high school psy-

~ chology teachers in 1974.

Data from recent state surveys are typical of the many studies that
have been undertaken. John Hampton (1973) reported that question-
naires were sent to 478 schools in Oklahoma: 209 (43'7) returned them,
vielding 112 high schools identified as currently having a psychology
program. , v

The larger the school. the more likely it is chat it will have a psychology program. as
1007 - ofthe s hoals with more than 1.000 students. 76+ of the schools with between 400 and
1,000 students. and 3. - of the schools with less than 400 students have such courses,

Morcover . .. most schools - 87 1 have only one teacher involved in tedching psychol-
ouy. I general these teachers focused on psyehology asan approach tolite (83 ) as opposed
to psvehology s . science 117770 Most teachers of psvchology had some undergraduate
education in psve hology - more than 907, s however, less than halfof them had any graduate
preparation in psycholowy, - Hampton, 1973, p. 5 .

Thornton and Williams (1971) summarize some slightly older data
from Flosida. as follows: i '

Presently enrolled an tigh school psychology courses in Florida are 400 tenth-grade
students - representme ' of 172 of the total numberot students enrolled in the tenth grade in
Florid.:. 1.800 clesenth-urade students: representing 112+ of the total number of students
enrolled in the elesenth grade n Floridao. and 14.000 twelfth-grade students ¢ representing
15+ of the total number of students enrolled in the twelfth grade in Florida). (p. 1040)
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- the growth df two other “New Social Studies” in Florida's Fich schools with that of the
growth ot psvcholowv. . . Presently enrolled in hieh school soctolosy courses in Florida e

208 tenth-urade students cepresenung ty ot 11 of the total pumber of students enrolled in

the tenth wrade m Flond 1,000 eleventh arade studenits - representing ool 1 of the total

number of students enrolied in the eleventh grade 1in Florid:o and 10,000 twelfth-grade

students - representing 1270 of the total number of students etrolled in the twelftharade in
_ Florida schools . cp- 10400

As for a separate course in political science, it is not offered in the tenth
¢rade in Florida. and orily 350 (one third of 1’7 ) eleventh graders and 306
(one third of 1’.) twelfth graders were enrolled in such a course_at the
time. . _

Ot course. it must be recognized that these figur~s were obtained just .
betore major new curriculum packages became available in sociology and
political science: the picture may be different now. Making such cross-
discipline comparisons is difficult, especially given the likelihbod of diffe-
rentdefinitions of what constitutes a“psychology’” and *'sociology" course
in different states. However, Gertler and Barker(1972). summarizing the
results of a national survey and comparing enrollment by disciplines in
1960-61 and 1970-71, report that enrollment in sociology-jumped fpom
2.5to 4.3'7 of the total national enrollment while enrollment in psy§hol-
ogy jumped from 1.2t0 2.8/, indicating a faster rate of growth in psychol- .
ogy enrollments over the decade. The relative popularity of precollege -
psychology has been documented in a-variety of other states including _°

« South Carolina. where statewide enrollment figures have shown psychol-
ogy to be the most popularelective social studies course offered at the high
school level in 1971, 1972, and 1973 (Kasschau & Michael, 1973).

“Thornton and Williams (1971) end their article with the following
comments, the last two sentences of which still stand in spite of our
qualifications: .

Obviously. these “New Social Studies” offerings have not proven to be nearly as
popular and pervasive as high school psvchology. . . Itis imperative that we have profes-
sionadly trained teachers in psvehology if students’are to achieve maximum benefifs from
this area of the high school curriculum. Psvehology is too important a ficld of study to be
taught by unqualificd and uncertitied teachers. (p. 1040)

In the context of the figures just cited, the question raised by many
about why psychology should even be included-in precollege curricula is. -~
rendered functionally moot. The more appropriate concern should be how
best to offer the course. It is this latter concern that serves as our focal
point.
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. Accompanying the ‘growth in pgychology course enrollments in high
schools (and in colleges) has been a debate concerming course content nd
the most eftective techniques to be used i in communicating that content.

1t is a debate baséd in the discipline itself! refiec tmg aclash between two
fundamentally different philosophies. - .-

What should be the goal of precollege psychology. courses" The dis-

agreement over goals is reflected in the following: -
What and how to teach psvehology brought the group into sharp disagreement. Two oppos

P i

g sides were mimedrately established. One proposed that a) all textbooks on the high

s hoaol level be elimmated and b) that we eéncourage open dialogue in the effort to ge: at self
knowle dul as well as at the personal and social problems of each student. The other side

propow.d that we transmit a hud\ of scientific knowledee. ( Merrifield & Schoeppe. 1969, p. -

39

In general. however. there ¢ xists relative consistency of views that high school courses
should be personal-social adjustment orie nted ratht_r th.m prese nted as an empirical sci-
ence. tNoland. 1967, pp. 119: 18D

An understanding of soc 1al procestes gained by using analytical tools correctly will develop
children’s problem-solving ability, a quality which is a necessary prerequisite of good citi-

senshipan a tree society. . .. We have taken the approach of using the individual structures

of the disciplines as a h.ms for the sacial science curriculum from grade one thmugh grade
twelve. (Senesh. pp 126, 127, quoted in Morrissett & Stevens, 1971)

Such disagreement is healthy, but an understanding of the central
issue is critical to any decision about curriculum. teaching methods, and
course goals. Providing a balanced overview of psychology as a scientific
discipline. helping students see the relevance of psychological knowledge
to their own lives and assisting students in articulating theirown feelings
and patterns’of social interaction-are all'potentially legitimate goals and,
awhile somewhat interrelated. also clearly dlstmct trom eachother.

THE CONTEXT ) ‘ .

Let us bc:,m by conc entratmg on the nature of the student population
atissue. Recently, the ®mmissionerof High Education in South Carolina
(J. A. Morris. persnnal(ommumcauon. November 1972) developed some
interesting statistics concerning the various points at which students exit
from the syvstem of public education. Talkmg specifically about South
Carolina. but using statistics that are presumably generalizable, he noted
that of 100 students entering the first grade only 50 remain to graduate
from high school. Qf those who graduate, approximately one third (16 or

13
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s0) 2o on to sopme torm of advanced education, but of that number only

. . . . . A .
- about half choose a coilege or university education. In other words, eight

of every 100 voungsters entering elementary school reach a college or
universita. Although the absolute mmmbers may well vary from state to
state, there are at least two points to be noted.

First. constantly improving educational technigues (new curricula,
audiovisual technology. ete.), the increasing emphasis that our society
places on the high school diplomat. and the many changes being wrought
by busing and desegregation have introduced within the system of public
cducation what Klingelhoter (1972 calls ~“The New Student.” This stu-
dent is sometimes.condescendingly described as disadvantaged. cultar-
ally ditterent. or high risk. but is typitied by blacks. Indians, Puerto
Ricans. Mexican-Americans, and the like. In other words. the diversity
and complexity of the consumers of public education are increasing. It
can be arcued that as student diversityv-inereases. the means of medting
students” needs should likewise increasingly diversity.

Second. the complexity and diversity of students’ goals make it neces-
sary to ask how psychology is to meet these and society’s too. The number
of potential goals is great indeed: a good job, knowledge of the discipline.,
an improved life, good citizenship, self-understanding, “how to win
tricnds and influence people.” and so on. But trom a practical point of
view. students in psvehology courses in elementary and  sec ondary
schools can be divided into two categories: those who will and those who

“will not ultimately goon tocollege. T here is i substantial issue here as to

.

RIC

whether those who are dikely to have additional exposure to formal in-

struction in psvchology at a later time in their lite should be treated anv
difterently in o precollege psvehology course than those who are not
cKasschau, 1974h .

Undergraduate institutions. too, have lu en grappling for some time
with the problems of how to deal with student demands. and numerous
solutions to the problems have been developed. These include advanced
placement examinations and challenge svstems. courses for majors and
nonmajors, and approaches to introditctory psyehology almost as broad as
the number of institutions themselves.

Caaduaate schoo! oventatgons are often considered mappropriate i the undereroduate
curncudum e psscaolosy and mdeed o cormoulom exdlasioely onented toward graduoate
work would not meetthe necds ot most students i pavcholauy courses - Kalik, 197 3 p 202,
Smilrly. exclosive orientation ot high school psvchology courses o
college-preparatory students would clearly not meet the needs of many
students enrolled

The diversity of student goals and t'muv educational opportunities
and the diversity of options available in higher education justity the
position that psvehology courses in the high sehool should proceed inde-
pendently of college-level demands. A substantial majority of precollege
psvehology students will have no turther formai exposure to psvchology.

Q

Aruitoxt provided by Eic:



4

“ERIC

- ~

PHILOSOPHY 15

.

-
.

This fact argues ‘or a conceéntration on more pragmatic aspects of the
discipline. emphasizing its applications—and the liniits qfsuch applica-
tions. But even so general a goal as this would appear somewhat over
simplified and not totally self-evident. 1t is also not immediately obvious -
what kind of course design would achieve this objective. '

With these several perspectives inmind (student diversity, the variety
of needs. the probability that many high school psychology courses are
likely to be the last institutionalized contact between the discipline and

" the student), let us consider possible goals for precollege psychology
courses. -

GOALS

Walker and MeKeachie (19670, in a useful book concerning the issues
and techniques of " teaching the college-level introductory course in
psychology. discuss a series of goals that apply equally well to the precol-

v lege level. They mention (p. 13) the following goals: communicate ele-

mentary concepts: communicate facts: introduce the student to the full
range of subject matter: integrate course material: communicate badsic
attitudes of the discipline: commuéi«;;ltc the intvinsic interest of the sub-
ject matter: present the newest developments in the field: } vovide indi-
vidual guidance and monitoring: develop selected intellectual sKills; pro-
vide a suitable identification model for the student.

A high school teacher with a slightly ditterent. more directly pray-
matic. interest desires that her students:
know the bady of psvchological khowledge, recognize the namesof those who have contrib-
uted toat, be sheptic al. demand evidence for the statements about behavior, find flaws in

QuCh stitements, be aw are of the tentativeness of scientitic findings, and be able 10 read
cntically articles about psachology. Maller, 1972, p. 8.3

Such ideas are consistent with one set of goals for the high school
psvchology course, the discipline-centered. “natural science™ approach.
Hower er. school psychologists, tor ¢xample. tend to support another
set of goals for such a course—goals n;m'c concerned with persopal ad-
justment and development. At least 3G+ ot a sample of these profession-
als endarsed cach of the following ¢ Noland. 1967, p. 180) as appropriate
objectives tor such acourse: io should result in Better knowledge. under-
standing, and acceptance of selt on the part of the student: (b) the limita-
tions as well as the sound uses of psychology in the resolution of personal-
social problems should be stressed: (¢) problems ot personal adjustment
Should be stressed so that vhe pupil will better understand himselt, now and
in the tuture: () should emphasize family relationships and adjustment:
1 should provide assistance in handling emerging problems of boy-girl
relationships: (7 should emph:isize the values and limitations of emo-
__tional experiences: (¢) should present sound psychological materials and
principles but with major emphasis on those topics which are most practi-

“
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“caland enjoyvable: ch) should cimphasize personality and characier tormu-

tion: (i) should help prepave students for tuture single or manried roles; i)

should be of practicil v.alue to the school dropout: and (k> amajor objec-
tive should be provision for sound educational and eccupational planning
and guidance, ' : ‘

There is. clearly, a tundamental ditftevence—indeed. almost an in-
compatibility —between these two sets of goals. For some educators. the
primary aim is to convey the facts and methods of the discipline:. tor
others, the discipline in service of the self. both internally and socially,
should be the tocus. Some preter “process.” and others. “content.” This
basic disagreement makes it impossible to specity a single universally,
acceptable set of goals tor precollege psvehalogy instruction. Yet the !
teacher cannot .y oid coming to urips with this question: upon the rysolu- -
tion of it depend not only the broad outlines of the course but also the
detiails of dav-to.day class assignments and interactions. As Walkeriand
MoReachie (1967 put it “What is veally important is that the instrud-tor
formulate aset ot goals orobjectives he wishes tomeet” op. 111, Aftersuch
objectives have bheen speyitied. and only alter they have beeh specified,
does it make sense to begin to design the course.

ISSULS : ’
[

y

The 1973 Kasschau and Michael suryey of high school psychology
teachers i South Carolina included a guestion regarding the “slant™ or
emphasis of the local psychology cours.. Of the 84 teachers identifving a
single slant. 427, indicated they taught their fourse as a “behavioral
science,” 27 indicated “personal adjustment.” 18, indicated “social
science,” and the remaining 137, had a variety of not clgarly identifiable
orientations. Another 29 teachers dor a total of 113 of 226 potential re-
spondents: indicated more than one slant or emphasis for their course.
Interestingly. 967 of all respondents indicated that psvchology is con-
tained withim the social science or social studies department of their
school. and the remaining 4« represented teashers of only one psycHology -
course whose primary depargment was not in sciences atall. Not a single
teacher indicated he or she veported to a physical or natural science
deparunent.

«w The sodal science nataral science issue that college-level pPsy-
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chologists debate is. then, apparently not a source of contention in the
high school. Many explanations suggest themsels es, but prime among
them is that teachers who are asked to teach psvehology courses in high
school usually hay e only minmmal backgrounds in psvchology. Further. in
all likelihood. the psychology courses that they have taken hav e not em-
phasized the natural science aspects of the field. Laboratory equipment is
nGt widely avatlable for high school psychology Courses,
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At the level of “who reports to what d®gartment;” the social
-science-natural science issue may seem to be easily resolved. But not so
on a more philosophical level. The issue is tirmly drawn in the first quota-
tion in this section, selected from the report of a 1969 “Psvchology for
Youth Conference tor High School Teachers of Psychology.” At one-point
during the rwo-day conference the participants were subdivided into three
small discussion groups. Group A reported: .

A discussion ot teaching methods produced a definitely skewed distribution: most
tavared a nondirective. humanistic. experiential approach, but a preference was also ex-
pressed for a hehavioristic adinistration with the teacher implementing the Skinnerian
madel by shapig the reactions of class membgers. (Merriticld & Schoeppe, 1969, p. 37

Group B reported: Te
The- most important discussion, and that which teok a gteat deal of the time of the
group. was regarding the content of the course. A dichotomy arises between: T
A academie tpe course conteat. including a structured course, lecture type aps"-~
proat b using a texthook,-and
b 4 dyvnanue interpersonal, experience type course. designed to help the student
adjust. underst.aadd and cope with the environment —~whatever that may encompass.
Phere was disagreement as to whether some basic principles should be taught, and how they
Hould be taught ‘.\h-rrgt'i«-l«l & S haeppe. 1969, p. 37

Group C reported: ..

Whaat .ud how to $9ch paveholowy brought the group into sharp disagreement. Twb )
oppostug sides were lm%i.m-h established. One proposed that a)all texthooks on the high
«chaol level be @liminatedl and b thiat we encourage open dialogue in the effort to get at self

L. skuowledee. as well astaf the personal sind social problems of cach student. The other side
proposed that we transmit a bods of scientitic knowledie. ( Merrificld & Schoeppe, 1969, p.
39

-~

In a very real sense all other issues are merely variations on this
theme. cogently summarized by Bare (1971): ’

Shall whatis t;lsluht be knowledee of selfor knowledge ot others, principles or applica-

‘tions to personal and social problems, precision or significance, hard or soft? Viewing the
«assue s knowledue of self or knowledue of others. one sees a problem unique to psychology: -

the subject matter s both objective and subjective, and the explanations for phenomena
munt be satisfving ot only scientifically but experientially. Psychology has been trying to

- bridge these poles since aits inception. The study of consciousness wits the study of me with

the hope of understanding you: the studv of behavior is the study of vou with the hope of

understanding me - pp S and 6 .

The issue is an omnipresent one in both the history of psychology and
in many contemporary meetings of teachers and researchers of things
psvchological. It is a debate that has many features and will doubtless
never be fully resolved to everyvone's satisfaction. In addition to being a
debate between fundamentally different outlooks, between two alterna-
tive approaches to the discipline of psychology, between search and re-
search, it is"ajso a confrontation on two levels. It is on the one hand a
debate of theorists, matching a Skinner or a Bruner against a Kohlberg or
a Maslow. and on the other hand. an arguinent ampng practitioners,
matching “personal adjusters™ against the "guardians”ol’the_ discipline.™
) Q . - :
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It is theory at the abstract level and teaching technique at the pragmatic
level. With these points in mind, let us address the issue by considering
two major approaches that have been taken to teaching psychology at the
precollege level—a personal-dev elopment orientation and a focus on the
teaching of psychology as an academic discipline. Following discussion of
these two approaches, the authors will propose a synthesis combining
some of the best features of the more common views of the two.

PERSONAL DEVELOPMENT

Ifwe hace adiscussion, how ' .
willwe know when we get the
right ansuwer? -—-Anonymous

Why. A justification for the experiential, personal-development ap-
praich to psvchalogy education is presented by Combs (1967) in a paper
entitled “Humanizing Education: The Person in the Process.” Combs
expresses the view that Americamdeducators have become too enamored
of the power of information, too enamored of facts. not enough concerned
with students’ abilities to use those tfacts to enhance their own lives, and
not enough Foncerned with the students’ feelings rather than their intel-
lects. The student in the traditional school may get the impression that
details are what is important; such an impression is apt to be fostered by

- multiple-choice or fill-in-the-blank examinations. Tests tend to be geared
io whai sttidents do not know, probing for ever more specific facts, de-
signed to produce a normal curve of grades. Combs decries the emphasis

«on machine-like memorization, writing that

= Oneotthe thinus we Americ af have learned w dobetter than anvone else in the world
=18 to ste the goad lite by letting the machines do what they do so well. thus setting us free to
" moveinourown uniquedirections. In time we shalllearnhow to use our new hardw areand |
beheve the machines will then increase our humanism. Meanwhile. we ought not to com-
pete with the computers or muake computers out of students. What is needed is to strc? the

qudities that make us unigue, our humanity. (1967, p. 2) \ Y

Combs is expressing a more widely sharéd concern that educamm is
aimed too much at fostering cognitive development and is neglecting,
ignoring, or sacrificing affective development. The concern is sometimes

phrased as “leaving the person out of the process. " What the proponents of
such arguments would like to substitute by way of specific goals is typi-
cally somewhat vague and therefo.¢ hard to dev ‘elop since emphasis on
process rather than ¢ontent tends to be viewed as an end in itself. How-
ever, justifications for such aims usually cite one or more of the following
kinds of goals: _

1. “Toteach growing children about their development in the context
of their environment™” (Roen, 1967, p. 205). Specifically. elementary
school children should be taught basic social interpersonal skills, which
are at least as useful as language and math. :

[Kc o
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2. To direct education toward the examination and understanding of
growth experiences. Children, as they mature through adolescence into
adulthoud. are experiencing physical, emotional, and social changes ata
rate not clearly refated to their emerging ability to understand those

_changes. Educdation is the vehicle tor diminishing the gap between ex-

perienced change and the ability o undevstand it. B

1 To teach the-social skills necessary to vetain and perform a job. As
students leave high school. whether by socially sanctioned graduation or
by early withdrawal, many are taced with the prospect of assuming re-
“sponsibility for supporting themselves. Fducation conceriing the com-
plex deman,” s of the adult world, especially in the realm of interpersonal
relations. should properly be the tocus of psychology.

1 To facilitate the understanding of personal experiences and needs
and develop a more serious appreciation of how to promote eftective
interpersonal interactions., -

Collectively these goals provide justification for a person-oriented,
experiential psvehological education that emphasizes mental hvgiene,
personal grow th, and self-understanding. In essence. the primary focusof
this kind of education is the internal. subjective feelings and experiences
of the student. The technique may vary. butto use Bare's( 197 1) language,
it is essentially the study of me in an attempt to understand me (and
mavhe vou . )

Theory and technique. What are the theoretical underpinnings of this
approach? The theories to be reviewed here, and in parallel discussions
tollowing. have in common a more or less specific applicability to the
developing human from birth to adulthood. Anv educator might read .
these discussions and feel comfortable that his or her students are being
desceribed. To that extent there is nothing in whait follows that is of unique
interesg toteachers ot psvehology . Yet, when couched in terms of students’
personal adjustment and hopes of improving it. these discussions take on
special significance tor teachers of psvchology who endorse personal ad-

«justinent as the appropriate focus for precollege psychology. The theories
vicld a rationale tor providing students with specific types of experiences
depending on their developmental state and degree of wisdom.

It should be noted here, in anticipation of an issae equally applicable
to this as to subsequent discussions on theory and techniquees, that it is

\w::ul that conscious theoretical considerations underlie many of the
appruaches to teaching psychology discussed in this document. Certainly
such thories do not undergird any one approach to the exclusion of
‘alternate approaches nor are they offered solely as support of the approach
being discussed. Itis perhaps betterto view the theories discussed in these
Sections as i "‘g!LLS'LQLILF&iCLCn_CLnuL.mamdau'T_- e e =

———afriwraahaspects of the personal-adjustment form of psychological
educatién can be tracedbacktathe writings of Freud and even earlier, the
primary: theoretical positions supporting such effortsare-drawn-from-for-.——.
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mulations of the past 30 vears. Among the theories that have been cited in
"support of this approach are ones that concern themselves with cognitive,
moral, and social development. ' '

Jean Piaget's theory of cognitive development has been a dominant
factor for several decades. Piaget's is a theory that postulates that people
progress through four uniquely identifiable stages in cognitive ability as
they mature into adulthood (Inhelder & Piaget, 1958; Piaget, 1952).

‘ - Because Piaget's is a stage theory tied to the highly variable and
interwoven processes of development, it emphasizes sequence, not the
a\bsolute time. of occurrence. The main thesis is that the developmental
processes and the abilities that accompany them occur in some specifi-
able order. However. there is tentative evidence (e.g.. Bryant & Trabasso,
1971) that Piagetian theorists may be in error with regard both to the age
at which and even the order in which cognitive events occur. Whatever
the eventual fate of this theory. it alerts curriculum developers to the need -
for specific training procedures—procedures that take student cognitive
capabilities into account to achieve intended effects. “
~ Lawrence Kohlberg's (1969) is also a theory of stages. but of stagesin
moral or ethical development rather than general cognitive processes.
While the stages are not so tightly linked to specific chronological ageasin
Piaget’s case. the assumption is that development of moral perspective
proceeds through’as many as six stages during the course of a person’s life
(although some of the latter stages may never be achieved by a mature
adult). '

Another significant approach is Erik Erikson's (1950) psychosocial
theory of development. which closely parallels the first four of *he five
stages in personality development postulated by Freud, Frikson, how-
ever. modifies Freud's theory by expanding the final phase of develop-

. ment into four additional stages covering puberty and adol¢scence, young
adulthood. adulthood, and maturity. Each of these stage_s/i's accompanied
by a crisis. but as each crisis is adequately handled, the personality ac-
quires another fundamental characteristic. For the ad:}escent the crisis
is identity versus role confusion: resolution of that crisi Vas the individual
moves into young adulthood determines whether an adequate identity
willdevelop. ' '

' Abraham Maslow and Carl Rogers are two other humanistically

. oriented theorists whose views have received widespread recent attens
tion. Both analyze and advocate the idea of self-actualization. the mak-
ing actual of human potentials and possibilities for authentic selfhood, for
productive. creative endeavor. and for effective. sincere, positive human
interaction—potentials and possibilities that all too few people manage to

. realize. While neither Maslow's nor Rogers’ theories have as yet been
stated unequivocally enough to lead to concrete educational practices,
many people have been inspired by their writings to strive for educational
goals consistent with the maximum realization of human potential. Such

_ ’
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_high ideals are at least implicit in the thinking of those who advocate
humanistic goals for precollege psychology. '

From the abstraction of theory to the pragmatics of education is a
rather substantial step. Let us consider specifically the high school senior,
the student most likely to be enrolled in a psychology course at the second-

" arv level. The lessons drawn here may generalize in process, but perhaps
less so in content, to elementary or junior high school students. According
to Piaget, a 16-year-old is capable of abstract consideration of the present

" and the future and of beliefs and values without egocentricity, a capacity

“that his or her preadolescent sibling does not have. In Kohlberg's (1969) -
system, this 16-vear-old is fully capable of functioning and reasoning in
terms of society’s needs rather than solely his or herown needs. According
to Erikson. this same 16-vear-old is facing the crisis of identity formation:
and for Maslow and Rogers, self-actualization is the major objective of
wsweet sixteen.” From an educator's perspective this stage must, then, be
viewed as one potentiglly very rich in opportunity.

The approach to psychological education espoused by Mosher and
Sprinthall (1970) is formulated in terms of this opportunity. It is an at-
tempt to take advantage of 1 critical developmental stage to provide

" personally meaningtul experiences in the affective as well as the purely -
cognitive domain, with the expectation of fostering optimal personal de-
velopment (cf. Sprinthall, 1971). Combs (1967) has noted that
Psyvehologically, emation is understood as an indicator of personal involvement. Things
which have no personal meaning arottse no emation. Things I care about I get emotional
about. . . Emotion is aguestion of personal involvement, an indicatorof the degree to which
ideas are likelvto attect behavior. op. 1) ' ' e >
Related to this. Sprinthall (1971 commentson the effective utilization of
emotions in educational processes:

As Jones : 1968 carrectly noted. uncontrollable feelings and emotions can ohstruct learning,.
© But Jones s not advocating uncontrolled emotion as persanal (psvchologicab education: he
1s stggesting veiny pointedly thatchildren learn ahout theiremotions inorderto control them.
Instead of answering the expression of enativa in school with silence, thus teaching the
child to keep Sungs to lnmsell, Jones comments that emotion and teeling have a legitimate
place in schoal particularly because A child cannot . . . learn to share and use what he has
not learned to control.”
Frenit we can aceept the idea that emotion has a place in school. the essential educational
problem femams-tis L difficulto specify aftective personal objectives. (p. 375)

+ The way in which this kind of theory is converted into actual educa-
tional curriculum is detailed in Mosher and Sprinthall's (1971) descrip-
tion of their well-developed high school psychology program. (See pp.
13-27 of their work for a fuller description.)

Other contributions® that illustrate various approaches to psycho-
logical education with an emphasis on th¢ improvement of mental health
are the works of Roen and of Long in the elementary school and of Belenky

¢ in the high school. For a number of years, Roen has been advocating the
teaching of behavioral sciences in elementary grades. He cites a number
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of benefits accruing from such efforts: most central of which is a broad

social benetit: .

From the pomtor v obmental healthand socral well-being, faith thatknow ledge will have

s o rew ands compels the assumption that avenies ot pontary prevention can be opened

i the chissroon settine Oncthe level of secondary preventon., it can be argued that

cogmtive attention to problems expernenced by childeen can itlaence their resolution.
1867, p 2046

Far bevond advocating, Loing (1971, 1971-72) has been lmplement-
ing a behavioral science curriculum at‘the elementary level for several
vears. getting children tsobserve each other and themselves, to talk freely
and openly about their feelings, and to engage inexperiments and simula-
tion games that provide themy \\xth afldttional perspectives on human
behavior and interpersonal mtt-muloﬂ Long is convinced that the in-
sights and positive self-regard thit presumably result from such experi-
ences can serve as a useful agent for primary prevention ot mental dis-
turbance and tor the enhancement of mental health.

Mosher and Sprinthall. Reen. and Long provide reasoned support for
the introduction of mental health and selt-awareness concepts into public
‘education at hoth the clementary and the secondary level. Belenky (1966)
further advocates such an approach. He argues that secondarv school
counselors who deal with students” personal problems are self-limited in
thatrole: theirtechniques are entively verbal. and they refuse to recognize
the ettect they do have on their students. Belenky goeson to suggest that
such counselors could increase their ettectiveness if thev would acknowl-
cdue theirimpact and more openly be willing to teach psvehology courses.

The proposal is not a new one. Jersild and Heltant (1933 advocated a
concept similar i impact, it not specitic details, more than a decade
carlier. and more recently Pietrofesa (1968, 1969 and Rappaport and
SSarensen 1971 have oftered similar arguments. All of these profession-,
als want to use psychology in precollege curricula to facilitate personal
adjustment and inmprove mental health.

The ucl\maus say. Advocacy of teaching ps\(hulug\ to encourage
students” personal development is strong, but so tar this approach is only
minitnally supported by data. Sprinthall (1971 has noted the difticulty of’
specifving attective personal objectives, and with that is inhenited the
problem of mpartial assessment. Nevertheless, supporfers include
teachers, students.and a broader group of professionals. Teachers en-
dorse “psycholosical education™ tor several reasons: a0 it offers i vehicle
tor tcaching the principles of psvchology while sunultam-ousl\ fostering
the personal development of students: b it decréases the perceived gap
between the abstiactions of an academic diseipline and the real-life prob-
lemis of mataring - pre-adolescents: and o) it typically encourages stu-
dent involvement in role plaving, in discussion. and in counseling situa-
tions with fellow students, all tocused on their personal development,
and, in so doing, it is seeminglyv quite eftective in maintaining student
interestin the subject.
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Students favor teaching psychology to. fosteTPersonal adjust-
ment/development for similar reasons: (@ it address@=topics of im-*
mediate relevance to students. ranging «from maturation-velated prob-
lems to communication with peers and parent-child velations, all set in a
context of the students’ evolving personal d(-wlupnu-m‘; ¢hyitis interest-
ing and offers students the opportunity to view their peers in typically
more relaxed. intformal settings than are usually found in'a school class-
roomi: and (¢ it often creates opportunities tor students to engage in peer
and cross-age teaching. the latter being an activity of special interest. In
sum. from thé students’ perspective. “psvehological education”™ addresses
4 topic of direct and personal concern. trequently oftering a variety of
teaching exercises that are highly effective in mgintaining interest.

The broader group of protessionals who advocate this approach to the

“teaching of psvehology, although difticult to identifv. includes school

psychologists, guidance counselors. and some clinicallv oriented psy-
chologists. Protessionally. this group benefits in a variety of wavs from
“psvchological education.” It ofters a means for detecting some of the
students experiencing personal adjustiment and or developmental prob-
lems who should be referred to a school or clinical psvehologist tor more
dormalized counseling and-or therapy. The technique increases student
appreciation tor the services ottered by clinical and school psychologists
thiough the school’s administrative tacilities. In addition: trom the per-
spective of preventive therapy, teaching psvehology in this manner en-
deavors to ofter the benetit of tacilitatfng personal development. '

A lengthy statementendorsing the use of “psvehological-education™
wits shaped under the guest editorship of Ivey and Alschuler in the May
1973 issllt*;)i'tht‘ Personneland Guidance Jodrnal. Grovping articles into,
sections addressing conceptual models. techniques. programmatic ap-
proaches, dnd social applications more or less tangentially related. the
issue focuses on the role of the counselor in “psychological education™:
however. broader philosophical and educational issues are also ad-

“dressed.

E

The erities eeply. The crities of tiwe personai-desciopment, mental-
health-oriented approach to psvehological education raise a number of’
jssues. manv of which. parddoxically. help to explain its current popular-
itv. Ross € 1972) offers a particularly cogent analvsis by conjecturing that,
it asked to.characterize contemporary psychology, a randomly selected
member of the general public would likely say that it isconcemed primar-
ilv with the mind. miental illiess, Freud. and ESP. among other things.
Secondary schoolstudents as well aseachers with little or no backeround
in psychology may well hold the same beliets. Two circumstances support
the maintenance of those be liefs by teachers. according to Ross, First. the
hizgh school psychology teacher is isolated from the subject-matter
specialists in colleges and universities. Second. it is a vare teacher who
teaches only psychology. and even more rare is the one who has a col-
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league teaching psyvohology m the same school. Thus, unlike the ¢ ollege
course taueht by i trained professional to large, N mdardized. impersonal
Classes, the psychology course of the isolated loc Al high schdol teacher is
tvpicaliv a small, nonstandardized. personal class i w hich student opin-
ion. as mentioned earlier, carvies markedly greater nnpact. The vesult
may be a superticidl concern toy “rele ance " and personal adjustment
with little or no support tor a‘dise ipline-oriented, Iot alone a discipline-
based. psvehology course

. The primary dangers the critic » see coming trowm more humanistic,
imtormal approaches to the discipline are the use of social science jargon
and loose tormulations without doing justice to the rigor of the discipline.
Thev stress that adequate, successtul use ot individual growth-oriented
psvehological edacation looks easy but reguires even harder work in prep-
aration and use than a mgre solidly discipline-based course.

Critics also point to the problems of potential voleconflict between the
schoui psyehologist and the school teacher of psycholvgy. Witliams (1972)
specifically encourages suchrole conflict. He suggests that anv teacheror
st hool statt member could act as a consultant, that is, one who “tries to

“help the consultee utilize his own resources to deal eftectively with what-
ever probloms confront him™ (p. 161, Belenky (1966). too. leans in this

“direction. He reconmmiends that school counselors actively attempt to otter
“psvehology conrses as aomeans for changing behavior and increasing the
selt-understmdme of students. Ceidics argue that a very fine line is being
“dravwn or blurred - here between the roles and responsibilities of a
teacher and those of a school psychologist.

Another poimnt raised by critics was represented in a previously cited
study - Noland. 1967, of the appropriate content objectives for a high
school psychology course. In that study. less than three in 10 school
psyChologists and counselors tn Ohio would endorse designing the conrse
prinily tor the collegebound student or presenting a picture of scientitic:
psvchology mmach the same wat that chemistry ands biology, among
others, are proesented. Moreover, when asked to rank-order guidance '
counselors, school psvchologists, science teachers. and social studies
teachers rewiordme the one carvently best prepared to geach psvchology,
the school psychologists and counselors aimost completely ignored the
Latter two wreups and chose the school psyehologist by a twe-to-one mar-

~gi over the sidance counselor Phe siane group did endorse more uni-

- versity traaning by departinent ot psvehology tacalty for prospective

. psveholouy teachers, but 957 rejected the offenng of an exclusively sci-

entitic psvcholozy conrse Crtics of the “personal development™ focus

Can aarzue that stndents 1 siich courses are being done a disservice

becanse they e heine tiusht misconceptions of what psvchology is
“really’ abouat

I substane e, the Latter tw o psstes aboye relate to the APPropriateness.
of school psyvchologists and guidance connselors as teachers ot psychol-
Q
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ogyv. Concern is being expressed about their apparently rather strongly
~antiscientitic” bias and about the dangers of mixing professional guid-
ance and counseling problems with the teaching of psychology in the
s hools. These are. in a sense, criticisms based on defense of the discip-
linarian approach rather than specitic opposition to the goa)s of personal
;fdjustm(-nt and mental health. T

Still another criticism directed toward “psvchological education™
concerns the very inadequate data regarding the validity and stability of
the presumed éducational goals achieved by this technique. Sprinthall
11971). for one. has anticipated this criticism by noting the difficulty of
specityving attective: personal educational objectives. With that difficulty
comes the problem, and hence the concern, regarding impartial assess-
ment. In addition to the difticulty of demonstrating that the experiential
torms of teaching do indeed lead to the desired outcomes, there is also,
finally., the nageing worry that such techniques, especially in the hands of
teachers who are not thoroughly trained in orthopsychiatry, clinical -
-psychology, or psychiatry. may actually produce more psychologicalharm
than benefit to the students. .

PSYCHOLOGY AS A DISCIPLINE =

Ay subject cuan be taaght
effecticely in some intellectually
honest form toany child at any

stage of decelopment.
-J.S. Bruner

Why. At the opposite pole from the mental-health/psvchological
srowth perspective is the aim of teaching psychology as a legitimate
seientitic discipline in its own right. Essentially areturn to the discipline
itselt. it is tvpificd by McKeachie (1962). McKeachie acknowledges that
psvehalogy contains some knowledge that could tacilitate personal de-
velopment and self-understanding (i.e.. enhance subjective happiness.
productivity, and social effectiveness): nevertheless, he mukes clear his
teeling that adjustment pey se should not be a major goal of psychalogical
Tinstraction.

Variations on this basic sentiment are the touchstone of those who
advocate the teaching of psychology in terms of its basic principles. con-
- cepts. dnd terms, rather than the application of psychology in the interests
of personal adjustment and self-understanding. Among the common
themes underlving advocacy of the disciplinary approach to education arg
the following

1. Sclt-understanding is an admirable goal. bui the most eftective
route to its achievementis through initial understanding of the discipline
_in terms ot which investigation of selt can be conducted. The cardinal
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principles of psvchology are few enough. and the complexity of self'is great
enough, that a rationally organized. disciplinary approach is the more
fruittul means to achieve self-understanding.
- 2. Oursis. at hearts a know ledge-based. rational socie tv. \lmom er,
therate of'increase inthe generation of knowledge is itself'i mueaxm;. Itis
best to start with knowledge itselt, not subjective individual experience.
and use that knowledge as the basis for teaching How to process and apply
knowledge. 1t has been noted.
We e trammme chnldren tor anaee which we don't even toresee. We are waving the children
Knowledee that we s them touse mthe 238t centan . A hundred vears aso the idea that
~ ovur chaldren are o genieraton ahead was a plantude. Todav it is a drama. No longer can
p.rents understand thew chiddren when they come home tfrom modern mathematics or
maodern scence chisses The stage where parents will not understand theiv childven when
they tadk about the nature of soctety will soon be reached. (Senesh, 1973

The teatiires of present society most likely to be present in future souety
are the basic organizing principles of our disciplines. The ftacts will
change and are too numerous to be learned. but the underlving assump-
tions, the methods, the basic theorems and laws organizing the tacts of a
discipline are much more stable (cf. Kuhn, 1970).

3. Psvchology is still a relatively voung discipline. It is (oncerned
with the study of human cand animal) behavior: vet its organizing princi-
ples are few, and its explanatory laws are limited in scope. It is impossible
to justity an examination of the detailed. complex processes of self directly
with any hope of other than shallow. superticial explanation. Further-
more, direct ruminations about selt. unaided by the body of psychological
knowledge that does exist. are unlikely to be very fruitful.

4. Ultimately. the progress of a science is based on the research of its
artisans. its scientists. With few exceptions. the major revisions of scien-
tific theorv and the signal discoveries are generated in a laboratory-based
environment rather than in the armchair or the relatively uninformed
discussion group.

These are some of the phllosbphual statements behind the dlsu-
plinarians” argument for teaching psychology in terms of the principles,
methods, and generalities of the science. rather than the vagaries of the
self. Atleast two other sources of support can be cited for this approach to
cducation in psvchology. based at least partly on the considerations just
listed. but alRo representing “the spint of the times.”

First. as was mentioned earlier. George Miller (1969) in his presiden-
tial adidress to the American Psyvchological Association at the close of the
O0s, presented a tar-ranging perspective that listed some of the ills in
contemporary society. noted the broad range of phenomena that .
psvehologists are currently investigating. and lamented the “play-it-
Close-to-the-chest™ attitude of many psvehelogists—the unwillingness to
maintain contact with the society that supports so many of theirinvestiga-
tions. Miller asserted that the noblest effort of psvchologists in the current
cra of social turmoil would be to give psvchology-awaw™ that is, to
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ge and translate it into such a form that it could be used by society. .
Naf -an advocacy of abandoning research ®Aliller’s was rather a plea for
« cotiumutnicating the findings of research to the general public. For precol-
leggeourses in psvchology. this pled@implies the presentation of the prin-
cipl%s’ of psvcholouy and their caretul. considered application to evervday,
protilems. '
Second. T. L. Engle. unquestionably the dean of high school psvchol-
ogy. cites as dgne of the prime justifications for teaching psvehology inthe -
secondary schools the increased appreciation for ““the wavs in which the
general methods of science can be applied to prablems of behavior™ (1969,
p-i). Combined with the recent address of Miller. Engle’s position repre-
sents a finm source of continuing support for education in psvchology trom
the disciplinary perspective. And few would deny that the discipline of
psvchology does haveé a great deal to offer to the understanding of be- . . -
havior. In terms of the analysis oftered by Bare (1971), this represents the :
study of vou (collectivelyy in the interest of understanding vou (and me).
Theory and technique, Basically, the disciplinarians argue that psy-
chology has matared sufficiently to be taught in its own right to people
who want to find out about it. There is no more need for a theoretical
justific ation for teaching psvchology than there is a need for a theoretical
justification for teachini astronomy. or physics, or biology. The modern
. citizen should be as well inforimed about psychology as about other areas
of human knowledge. Unfortunately. the distinction between the per-
-~ sonal-adjustment educators and the disciplinarians—or more broadly the
7 distinetion between those advocating education for knowledge of self and
those advocating'education for knowledge of others—represents a split
¢ between universitv-level psvchologists and those involved in precollege
ducation. We have had occasion to raise this point before. It is well
illustrated by the results of a survey reported by Engle (1967 ). who asked
257 hizh school teachers of psvchology, “What is the basic orieitation for
vour course in i)sy(-hulugyi considered to e part of the Science cur-
riculum, considered to he part of the Social Studies curriculum?” Of 130
high school teachersresponding, only 140117 indicated the course was
considered part of the science curriculum. while 109 (84/7) indicated
social studies, and. seven. 3 ) indicated it was part of the general cur-
riculum. By contrast. of 40 psychologists in higher education polled. 18 of
the 31 Yepling (387 believed the course should be part of the science
curriculum, 12139, 1 indicated social studies, and only one (3/¢) would
offerit as a general credit course.

Similarlyv. when asked to rank order seven objectives for the high
‘school psvehology course, these two groups of people responded as indi-
cated in Table 1. The greatest ditference of opinion involves the objective
of dgveloping an understanding of and appreciation for the uniqueness of -
the individual student and the application of psychological principles to

"the solution of personal problems. This was the first priority objective of
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the high school teachers, but only the fourth prioritv objective of the -
psvchologists. On the other hand, the objective of developing an apprecia--
tion for psychology as a tield of scientific knowled ge—including dev elop-

_ m;, a fundamental techmeal vocabulary and familiarity ‘with basic re-

search methods and stimulating curiosity  concerning  problems of -

behuviorwwus ranked tirst by the psvchologists. The teachers. despite
considerable disagreement about the precise rank. nevertheless. tvpically
ranked it muchlower. . - ..

TABLE 1 Mean Ranks Given Seven Course™Objectives by 13Q High
School Teachers and by 31 Psvchologists

et - STTAL Tt o ITSLITTILTT T

—_— . ' : Hizh schoul 1
. ____teachers Psvchologists ™
Objective . ( sb N SD

Personal problems . 240 146 419 1.74
Scientific knowledge 339 213 2353 1.85
Social relationships : ' 350 1.71 4.54- 1.38"
Philosophy ot life _ 364 180 438 1.67
Learning-study - 4,10 ~1.60- 3.70 1.39
Family living 473 149 500 1.58
Vo( .ltlundl ’ 6.20 1.25 380 1.53

\uto I.nlu ‘n lmm T. L l- nule. Objectives tor subject matter stressed in high school
coursesip psvehologs . Amenean Pogchiodogest . 196722, p. 163,

In a very real sense, then, the disagreement between the “personal
growth™ educators and the disciplinarians mav be a split between
college-level and precollege educators. Doubtless these differences in
priorities reflect adolescent personal-adjustment problems niore likelv to -

-« be asignificant partof a high school psychology student's lite than that of
a college age psychology student. They also may reflect the more exten-
sive graduate training of college-level educatars who have a greater per-
sonal and professional investment in‘the discipline of psychology per se.
As previouslv mentioned. Ross (1972) suggests that psvchologists at the
college level consistently advocate education based in the facts and tind-
ings of their discipline. the communication of scientific knowledge and
procedure: mostvhigh school teachers simply do not hate this fund of
information and skills upon which to draw. _

For psu*imlng,lsts psvchology is the studv of human tand animal)
hehavior with the ultimate goal of predicting and controling behavior
—control not in anegative sense but in a positive one of promoting human
weltare. Among the most stable of psvychology's “laws™ are those concern-
ing (a) reintorcement: an organism will tend to repeat responses that
produce a pleasing state of atfairs: (h) frequency: to remember some-

thing. repeat it often: (¢) novelty: new cxperiences. it’ thev are not too

a
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difterent from what we are used to, are most positively evaluated (Zajonc,
1970): and td) “grandmother's law™': a high-frequency event may be used
~as a reinforcer for a low-frequency event (Premack, 1965). Many similar
generalizations could be used as illustrations, and many of them could
actually be used by the énterprising teacher in enhancang the eftective-
ness of the teaching process itself. That is, laws of behavior can be applied
. inthe classroom process in teaching psychology and other subjects. Some
of these principles are currently being applied to the teaching of psychol- .
ogv. as well as other subjects, in the fuu of behavior modification (e.g.,
Sarason. Glaser. & Fargo, 19725, precision teaching (e.g.. Johnston &
Pennvpacker, 1971, contract teaching (e... Johnston, 1972: Poppen &
Thomson. 1971, and the setting of behavioral objectives (e.g.. Mager,
1962, _ ' '
Let us consider several discipline-based orientations to high school
psvchology. One is provided in a curriculum guide developed by the
Montgomery Coanty ¢ Marvland) Public Schools (1971). Quoting directly -
from that report’
/ One man (’I\(Illulllhl three hasic purposes in statenuents justitving high schootl courses in
v holowy
' 1 load the student i academic and vocational chowee often by textbook coverage of
the subiedt or by fantliarization with the pnduring ideas and problems of psvehology. ¢.g..
throueh hinks wath hterature studies, -
2 fo teach the student .about thie nnesteative approach to behavioral observation,
tormubatnn of hypotheses, setune up experimental simaions, gathgring and anahzang
s b To tundetze che studiist with psyvchotogieal principles in a baman relations or
mental health context. e e emphasison peer relatiotis. marriage, parenthood., ete. tp. 1#1)
Mekeachie € 1962) offers a second illustration of the discipline-based
approach. At the cognitive level, he ‘advocates an attempt to develop
- curiosity in students regarding the behavior of people. an attempt to
develop student curiosity about and appreciation for the use of scientific

. methodology in the investigation of human behavior, and presentation of -
the social sciences in a manner that will be both stimulating and appeal-
ing to students with the potential to contribeite to the social sciences. He
avoids suggesting investigation of the “unconscious™ behavior of the stu-
dent or his or her tellow students.

Finallv. although claiming a generadist's interest in  teaching
psvchology at precollege levels, Bare (1971) sounded a cautionary ncte:
No prese aption wall be éttered here and perhaps one should be activelv avoided. tor society
Heeds both the princples. evenat thes are difticult tocomé by, and the solutions, even if thev
are temporan One caution mav be in order: psvchology demands that hvpotheses be
« onfirmed. and some of nLan's most ingentots guesses i science have failed this test and
have had to be discarded p 6

Haviyg professed neutrality, Bare then lists 10 topics that “might have
some: appeal to the high school student™: the split brain, sensory
psychophvsiology. animal behavior. behavior modification. sociallearn-
ing and imitation. love. Piaget, sleep and dreaming, signal detection. and
Q ¢
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selt-control. Clearly this is still. atheart. a discipline-orienied psychoiogist
. speaking. '
The advocates say.  In support ot the discipline- h.nsod appr 0.1(11 advo-
cates cite the benefits brought to many areas of practice in real life by
_ application of principles and methodsdeveloped in the discipline. Particu-
“larly, they point out the usetulness of such applications in teaching. The,
effectiveness of using the principles of psvchology in teaching is sup-
peorted in innumerable wavs. For instance the value of reinforcement in
encouraging children to learn and tetain a set of information or proce-
dures has been too frequently documented to require substantiation here.. .
The use of performance contracting. in which the tehcher and student
specity that work will be required to achieve cach of several grades rang-
ing from A to Incomplete or F. has been repeatedly demonstrated to vield
hetter performance in a variety of learning environments than less well-
structured, and thereby more ambiguous, environments (e.g.«. Johnston.
1972). With the use of contract teaching. differences in student interests
and motivations can be accommodated without adversely affecting the
“amount of material learned. - :
Advocates also argue that there is substantial benefit to a future
¥ citizenry informed about the actual nature and methods of psychology and
thereby abje to apply psychological principies to the solution of individual
and societal problems. Not oniy can these principles be fruittully applied
to problem-solving in such practical tields as teaching. but also. such
preparation may make students less gullible to the claims of astrologers,
advertisers. and quacks. among others. ..
Finally. advocates argue that the single most valuable piece of infor-
mation a student can learn is that behavior is lawful and therefore gener-
ally predictable. This is best taught throu;..h the discipline-oriented ap-
‘proach. . -
The cerities rcply. Mosher un'd Sprinthall'( 1970) embarked on their
deliberate psychological education at least partly becafise of student dis-
enchantineat with the concepts traditionally presented and discussed in
high school psvchology courses. Cole (1960) found in a survey that college
students typically telt that their high school psychology courses had not
prepared them for college study of psychology as well as chemistry or
= phyuics courses i Ligh school had prepared themn . ior turther study of
these fields in colleze. Klingelhofer (19720 p, 101 decries the “highly ver-
bal. highly conceptual. abstract.’and traditional™ nature of introdugtory
level psychology asgitisty pically oftered. To the extent it has focused on
the discipline. psvehology has not apparently. been very well received by
the students. . .
On a ditterent theme, (mnhs (1967) statcs ’ . ' /

The pmhh m ot legrning, mode ‘™ pswcholowsts tell us, Al ol es o aspects., ()m
the prpvision of Tiew anforme.stion Or experience: thi- o¥heT has to do with lh;, mdlu,Qlt.l
personal discovens of the meaning of siformanon FOR H1M. | he pm\mtm of information
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can be controlled by an outsider with or without the cooperation ofthe learner. ltcanevenbe
‘done. when necessany, by mechanical means which do not requice a person at Al The
discorvery of meaning. however. is a quite ditferent matter. This only takes place in people
andd Cannat occur wathaut the mvolvenent of persons i the process. Thisis the human side
oficarning. Now. education has done very well wurh the fiestof these dimensions. In facg, we
are almost dxclusively preoceupied with it Whenever we think about what to do about
teaching and hearmng, we usually conclude that what is needed is more information. So we
woon torever adding things, more subjects. . . . more science. Thislistis practically endless.
Yet thedropout with whom w e are all cpneerned is not the prodtigtof asystem which failed to

- provide im antormation. ©he dropout was told. The trouble is. he never discovered whatit |

all meant. Our falures are dmost never failures of information. Rather, they are human
problems. breakdowns of peérsopal meaning. «p. 1)

[}
The essence of Combs’ t;inaI objection is that knowledge without under-
standing is essentially knowledge without skill. Regardless of the number
of tacts. without involvement of the individual, all is lost.

ASYNTHESIS -
Qurresponsibility is less to ¢
assume the role ofevpertsandtry *

to apply psychology onrselees
thun to gice it away to the people B

14

cwiro really need it. —G AL Miller . \

Why. By now some moderate discomfor}"m'iay have been generated by
‘our raising and dismissing issues with amurmured “voila!" and a wave of
the pen-filled hand. It must be confessed we have sumewhat deliberately
engendered and-nourished this discomfert, Our efforts have been as de-
liberate as the oft-quoted statement of Bruner (1960. p. 31):*Any subject
can be taught eftectively in some intellectually honest form to any child at
any stage of development™: and as deliberate as the plea of Combs to

_involve the person in the process of educatjon. . N

Support for either of the two preceding approachies all too often seenis
to come in the form of extreme statements offered with, an intendsity
sometimes appearing iv border on religious fervor. Deliberate and ex-
weme statements mav 4vin battles. but they lose wars. They give the

tace psychologists, curriculum deveivpers. and teachers alike. It seems
reasonable_that an appropriate solution is cooperation and comigio-
mise—a svnthesis of the best of both approaches.

Lét us return to a theme developed earlier concerning the goals of
precollege instruction in psychology. We-asserted that our system of pub-
lic education is endowed with students of great variety. in terms of beth
past training and future needs. As one progresses from kindergarten
through grade 12, the variety increases. Simultaneously. ongoing social
processes increase the diversity of students within each grade. In short,
the variety is substantial, and different students have different needs.
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The rlots (both town and gown) of the middle and late ‘60s, generated
- at least partly by the insensitivity of public education to this diversity of
students. have given way to a move reflective student body at both the
college and precollege levels. “Give it to me now™ has vielded to a genera-
tion of much more socially conscious and sophisticated students. Indeed:
the war issue and the “communication gap” said to exist between the
people and their government can be interpreted to have combined to yield
a student body moresintrospective, yvet genérally more sensitive to tellow
human beings. Changing life stvles reflected in.new sexual mores, new
dress habits, and the drug culture and ineditative cults as well as evidence
of decreasing federal funds tor vast social-support projects have added to
the changing fucus of the current student. -

Klingelhofer (19725, as noted previously, has discussed the changing
nature of students and the factors responsible for those changes, describ-

v ing somd innovations at the college level brought about at least partly in
response to these changes in students. Kulik (1973) notes a marked in-
crease in the number ot undergraduate intreductory psychology courses
that involve students in social service projects off campus. The social
service is sometimes previded in the name of relevance, but more basi-
cdlly it is a reflection of why psvchology is currently so popular among
undergraduates and such a growing discipline at the high school level.
Simply pui. the “third force ™ alternative and the return to nature express a
“student concern tor tellow humans and-an interost in using psvchology to
solve some of the perceived ills of society.

Thus. we find a house divided. We find psychology as a discipline
ottering data and techniques based omthe lawtulness of behavior, yet the
high-school age stude pts in a position to bemefit from these principles are
themselves at a poidt in sheir own liv Q)hen»tommn for personal ad-

~justment and social adequacy are uppermost. In response to the apparent
disparity between the richness of tlie discipline and the immediacy of
student necd for assistance in personal adjustment, teachers have tradi-
tionally adopted one of the two strategies discussed above in presenting
psychougy to precollege tespeciallv’high school) students. Unlike-these
two teaching strategies. a synthesis of the best attributes of both techni-

"~ ques is not widely used as a teaching strategy. However. itis not without
precedent. Its elements have existed and evolved over many vears and
represent a compromise in the best sense. The orientation is essentially
the study of vou and me by ime and vou with the broad goal of understand-
ing us all a litde better.

Theory undtechnique. The justification for this approach is basically
a combination of the theories cited in support of the personal-adjustment
and the discipline-based approaches. The recommendation is to take the
best trom both and apply it to the task at hand. Avila and Purkey (1972)
suggest that self-¢cnhancement and reinforcement—the improvement of
the self-concept and behavior maodification—are close!” related and may

N
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. sometimes eaen be the same thing. So justitication tor the present ap-

proach resides in the previoushy discussed rationales: the goal is enhanc-
g both knowledge of the discipline and ay understanding of selt. and the
two are seen as loselv related. o '
I .recent paper. Fox, Grraaldt, Lippitt and Johnson c 197 2y deseloped
aconcise tramew ork for meannetul social science education. They would
“tnvolve the social psychologist and the curriculum developer in the crea-
tion of a series of projects and concepts of hmmediate interest and long-
ranee use to the elementary school student. Their argument goes as
follows. '

Perhiaps most inportant Yo onn avibvses of the Feanng stttation. to which the curricubam
mitst telate) s the isste of redes ance o the keaner Canderstanding and relating to w here
lenters are ad how thes can become mvolved s g hallenge tor socio-psschological
amdvsis Dinking bearners to theu curmculum e gomnentis o core prohlem. fu working on
s hadiense we ooe nsed the tollowang soc-psvchological generalizations © o :

1 dest o beceanme s olved the learnet must seecoties tiohs of the learning task to his
own here and now Lite SYARTIEN ’ X

2 et et the S b Tearmng or idibition of dearnine comes from the peer
QPCHp, wWath its resiis o vpe ctationss tabnos, and statis onterl, ) .

=4 thod controntatnn ot 4 o rete problem didemnaos the most ol g start-up for

most leaaning seqaecies, -

bt saccess i leamne eflorts depends onacguisition ot repertoire of problem:
solving tools and ~kitls
S 00 dhnd redd e g requaires tiat we focus onthe ks soathnn the learner between®
Counny contormaton the valaes and attitades relevant o that mtormanon. aad skiils of
asenne urtaniation. aand o ticdizing the vadues throneh plans comminents., and skilled

s e oS

ten S

Lins Fast point cinpliasizes one tpe of intenhisaplinarn mtearaton which we believe s a
Coreaspect ot o curri nlum ad s ase by earpers Too oftenin analvsis there isaserious
Lk of bt together the analvie o cansad process understandmas of a problem, the
valiie ot palicy ssper ts and the o ton maphcanons and a0 ton-taking aspects Ihagnosis,
cvaluation planumg. and wcbon mast be part of meanmaetul prablem-salving or inguiry
process The concepua tools and methods ot sacial psae helows wive us a tranework tor this
niterdiscphioay mtegr dion of the learnife ek the content reseurces of the disaiplines,
cid the pssecholozsioad weanld of the oarners p b '

11 other words, the student should be dicectly involved in the learning
process both m terms of the starting pomt of the lesson and its subsequent
content Ultnately, the voal is development of a repertoire of skills and
practice i applving the skitls to action-oriented situations. thereby in-
¢ revistniz the lhehthood of transter to veal lite.

A ditferent orientation has been adopted by Ross 1972). Aware of the
tendency for high school psycholoey courses tobecome primarilyinvolved
with personal adjustiment problems. Ross designed a course that com-
hines the prinaples of scientific psvehology with student interests. The

. basic prinaple nnderbving the course is that coneept tormation is facili-

tated by involvig a student with a concept in sey cral different stimulus

situations. as advocated by Gagne 19700, The learning-set experiments of

Harlow : 1919 provide the paradicm. In essence. Ross presents a variety
1
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of materials that contain sjmilar underlyving psychological conéepts and
deal with problems directly relevant to student concerns. Through the
exposure to numerous such problems students can arranyge a large
amount of information in terms of the tewer, move generally me .lmm,iul
underlving concepts.

The Instructor's Resource Bool:, for the text Psvchology: A Brief In-
troduction (W ertheimer, Bjorkman, Lundberg, & Magnusson. 1971). out-
lines the goals and objectives of a high school psychology course in terms
of applving a tew well-chosen principles of the scientific discipline to the
development of self-knowledge and competence in dcaim;.. : with the envi-
ronment. Specifically. it is stated that

Introductory conrses in psvehology have a wide varien of aims Ditterent teachers, in
ditferent settings and wuth ditferent groups of students. have different objectives. The
onentation behind this book s that the purpose of instruction in psvehology is to (1) provide
the student with basic prinaples of human behavior and experience, based on empirical
facts. - 20 show how psvehalogyv, as an empineal human science, can be applied in a wide
vanien of soctal sitnations. and L3, provide an objective and dilferentiated perspective on -
human beings as individuals and as sociad creatures. .

Lhe Kev termsan thas particnbar formualation of course objectives are empirical and
olyectin e Psvehology is anvmpimcal scienee. w hich implies thatit should be presented as a
sclrnce even in the tlest miradactory conrse.

) Occasionallv, inappropnate demands are placed on the tield of psvehology. By some,
psvchalogyas seen as related o the “art of Iiving, " involving advice and suggestions on
solving perconal problems oron sizing up and suceractng with one’s fellow human beings.

Much of the matenal mav actaally contribute to selt-know leduze.” However, self-
knowledee does notmean the facile repention of the Latest theories--itmeans the acquisition -
ot mtornuition about principles of human behavior hased an scientific methods of observa-
ton Werthemier & Holmsoom, 1972, pp. 1-2

Bluck White America tKasschau, 1974, a two-week teaching mod-
ule on race relations: dlustrates still another approach faithful to the
discipline. vet focusingon atopic of immediate concern to today's student,
The philosophy behind the module encourages the teacher to address the
“relevant” controversial issues that are of interest to students, but todo so
in a manner that protects diversity of opinion, examining evidence and
opinions critically rather than using them to support previously held
conceptions or to denv alternative views. The teacher is supplled with a

varicty ot concepts and several times as much material as i¥ needed to
- teach the module’s basic lessons in the two weeks for which it is intended.
The teaching strategy is that ot'()pcn investigation:

operinthat T dbopies canbe covered, 12 the issue at hiind i not resolved, but considered
at 1S preserd point of development jand] -3 no approach insesrigation is ignored. [1tis|
twestrgqateo e anthat 1 stadent inguirs s enconraged, 120 g vanety ot technigues tor
scrutimy and enticsm are developed, and 3 issll( s are notresohved, but discussed. (p. 2)

The module is interdisciplinary in drawing examples from the prov-
inces of both psyvchology and sociology, It involves exercises that deal
directly with the student milieu, vet it includes suggestions and siippost
materials for the teachier todevelop the unit around a variety of themes as

.
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determined by local needs and concerns. The BluckiWhite Americad mod-
ule shares a number of assumptions with the recently initiated "APA
Human Behavior Curriculum Project:, '

1. The psvchologieal study of behavior should be the point of depar-
ture tor the teaching matevials. ‘ )

" 2. The materials should permit the full consideration of intexdiscipli-
narv aveas since psvchology readily interfaces with sociology (e.g.. as in
Black White America). biology (e.g.. animal behavior), political science
(e.u.. aggression), and economics (e.g.. monetary games? as well as with
other fields. _ .

3. Mostbroadly. the modules should place students inan experiential

 and conceptual framiework thedt illustrates human interactions and speci-

ticallv a cause-and-eftect analysis of behavior. . :

The philosophies undevlying the projects above (from Lippitt. Fox, &
Schaible [ 19691 to Wertheimer and from Ross to the proposed modules of
APA)Y have within them varied, but consistent, attempts to use the prin-
ciples of psvchology more effectively to communicate the discipline to the
student in terms of dav-to-day concerns and problems. In a nutshell, the
underlving phitosophy behind all of them. and the synthesis as advocated
here. is that “human behavior can be systematically observed. that it
exhibits enough regularity to make possible the derivation of general
‘statements. and that principles of human behavior can be discovered by
empirical means that are quite diffevent from mere opinion based on
private experience” (Bare. 1973, p.’ 8). Furthermore. this position main-
tains that such an approach is likely to be of greatest value to psvchology
students. at any educational level, for their academic. personal, and so-
cial development. '

The advocates say. Among the primary virtues of this synthesis ig its.
inherent flexibility. Although the principles of psychology are (relatively)
fivm and invariant. starting from them in the development of curriculum
philosophy. content. and method places little it any restraint on the in-
novative educator. The assumption is that vegardless of the psvchological
phenomenon discussed. it can ultimately be explained by a variant of the
most basic assertion of scientific psvchology: behavior is tawful.

There is something in the compromise approach for everyone. This
statement- of advocacy really has two themes buried within it. First,
psvehology itself offers principles for how to teach psvcehology. Second,
such an approach can be addressed to a wide varviety of topics. whether
teacher or student generated. ’

The erities reply: Critics would point to two major Jangers in the
attempt to.wed cognitive content and skills to the attective aspect of .
education. First they would claim that there is an inherent incompatibil-
ity between the twoapproaches. The cognitive domain is considered to be
public and capable of measurement. whereas: :

Q
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One's behiets, attitudes, vadues, and personalitn characteristic s are more likely to be
reRarded as private matters - thas public-prin ate status of cognitive s, atfeetive behas iors is
deeply roated in the Judaeo Chrstian eehizion and is avalue highly Cherished inthe demeo-
cratic traditons of the Western World - Krathwohl, Blomn, & Masia, 1964, p. 18)

Commenting on this distinction, Sprinthall (197 1) notes,

It we catattect people at a value level waithoat reackbing them privately then we may
have o kind ot “santorized” curnicalum that waill accomplish the broad objectives of
attec tive personal edacation wathout h.nmg the process become personal, emotional or
private - p iTH -

In essence. critics would say that even the I)u:st academic content
t¢aching is dooraed to remain entirely cognitive, having at best a *coat:
tail™ eftect on the affective domain. The two approaches may be inhe-
refitly incompatible.

The other danger revolves around the corcern of some that society
mav-inappropriately sanction the formulation of a “*national curriculum."
This was well expressed in a roundtable discussion at a conference on

“Social Science in the Schools: A Scarch for Rationale.”

I view of the tact that learnmg has to be relevant to the stadent and . . . that
learing s soinething one does, ultinately won't curriculum have to be planned for indi-
vidual students. or perhaps tor imdividual groups o stadents? 1t this s the case, curricular
development wall bave to be done by thy schools rathier than on a national level. =,

When vou see how excellent matenals are used by people who are not prepared to use
then. L honve the teching that vou have to conventrate on getting people to do something tor
themselves . .

. Whats necded s to ke teachers much more selt-cducated and selt-des eloping. s
not enouzh o have good matenals and goud curnicalas - Morrissett & Stevens, 1971, p. 1200

Twoissues are riised. The tirst expresses the fear that national cur-
riculunt mav be inappropriate because of the individualized nasure of
learning: this would be a convincing criticisim of a single monolithic
disciplin wian approach to any sets of facts, psvchological or otherwise.
The second issue concerns both the nature of curriculum materials and
the preparation of teachers to utilize those materials most eftectiv cly Itis
these topics that torm the substance of the next two sections of this
document
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Aruitoxt provided by Eic:



L

Psycho‘lon Curriculuni_ Materials

-

In the decade that gcnemted the BlOlOg,l(‘dl Sciences Curriculum
Study. the Physical Scjence Study Committee, Sociological Resources for
the Social Studies. and other curriculum projects, psychology failed to
follow suit. Before the APA's Human Behavior Curriculum Project was
launched. there were within psychology only a few small, locally based
curriculum development projects. There were, however, some major na-
tional curriculum development projects in other disciplines that incorpo-
rated content from psychology. All three approaches discussed in the
preceding section are represented in these previously develcped materi-
als. In this section we have singled out three sets of psychology cur-
riculum materials for examination, each representing one of the three
approaches: perspnal development, discipline-oriented, and synthesis.
The sampling is. of course, meant to be illustrative, not exhaustive. In
each case, a description of the curriculum materials and/or teaching
process is followed by a brief discussion of the evaluations that have been
reported regarding the materials.

PERSONAL DEVELOPMENT

Although still in the formative stages, the curriculum project that has
had the greatest impact as a representative of personal development is
undoubtedly the “deliberate .psychological education™ approach of
Mosher and Sprinthall (1971). They have developed five separate courses
that collectively attempt to focus on personal growth and developmentin
adolescents and voung adults. Their goal is *'to make personal develop-
ment the primary. not the secondary, objective of a regular school cur-
riculum™ (p. 13). The courses they have developed include (a) a seminar
and practicum in peer counseling for high school students: (b) a course in
educational psvchology that gives high school seniors the opportunity to
teach elementary school children under a variety of supervisory situa-
tions: (¢) a participatory course in improvisational drama, which "atfords
the individual the opportunity to experience intellectually, physically, and
intuitivelv in order that he explore himself and others in the living, im-
mediate situation” (p. 49): (d) a seminar and practicum in child develop-
ment. in which students participate in evening seminars tied todaily work
in a nursery school: and (e) a course involving the arts and communica-
tion.
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‘Inorder to illustrate what Mosher and Sprinthall have tried g accom-
plish. let us consider the procedures involved in the peer counseling
course. The semester is broken down into three phases of instruction. In
the tirst phasce. students are asked to introduce and tell about themselves
atlength, to relate some recent experiences that have been quite vivid tor
them, and to vrepare <ome role-plav counseling situations sutticiently
removed from thetr own lives to permit independent assessment and
criticism ot the counseling techniques they are developing, The emphasis
here is on carefully supervised practice in role-plaving fictional counsel-
ing situations. o !

During the second phase o! the course, a noticeable shift in foeus
begins to occur. According to Mosher and Sprinthall (1971). instead of.
developing a role-play “character,” students begin to present aspects of
their own lives in the practice counseling sessions, Each student, during
his aor her turn -as therapist, Jis soon tound to be “counseling” fellow
students on the real-lite problems of the latter, although the latter is
supposed to be role-plaving aself-generated “character.” During the latter

portion of the secand pliase, Mosher and Sprinthall place increasing em-

phasis on helping others with less emphasis on self-analvsis except as it
tacilitates development of skill as a counselor,

Mosher and Sprinthall € 197 1) continue the dual focus of each student-
both on selt and “helping™ others as the students enter the third phase of
the course. Thedesignersare interested imdetermining students’ ability to
translate theirunderstanding of counseling s a form of communication
into actual practice. In the tinal phase: occupving the latter half of the
course, the students begin counseling sophomores and juniors who had
been identified by the regulan high school counselors,

Lhe Last phase of the course thus was taken ap with continued group supers ision of the tapes

of actual counscling {he students demonstrated both i the counselme aselt and in the
disc ussion of the counselimg n the saupervisian sessions signithicant abalite to haten and

respetdd opo 2

"~ Because the program has developed in the natural school setting,
problems of evaluation have been rather complex and hindered by the
luck of wideiv available and established tests to measure “psvehological
growth™ in adolescents. Mosher and Sprinthall had available the class in
counseling v 23 and a regular high school class in psychology
23, Studenis had been randomly assigned to each from the entire,
group of students signing up tor courses in psvchology. Both groups were
given the Kohlberg Moral Judgment Scale cone halt of it on entering the
class, the other halt on completion) and the Loevinger Sentence Comple-
tion Form. a test of ego development. Two other measures were also
obtained: i unobtrusive and clinical measures, including class atten-
dance and student comments, and b for the stodents in the counseling
class. a direct assessment of their counseling skills based on the work of
Carkhuff and Berenson (1967). (Despite the use of ‘this latter.measure,

Q
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Mosher a:{d Sprinthall do note that their primary interest was in personal

development of the students in the counseling class rather than the com-

munication of a training method itseld) 7

The results are consistent in difection, but mixed in significance.
Before and after comparisons on the Kohlberg scale vielded a nonsignifi-
cant increase in the maturitv of judgments tor all members of the counsel-
ine class. Similar comparisons of data from the Loevinger form indicated
a substantial and significant improvement in developmental level. By
contrast. the psvchology control class vielded no significant improvement
orchange on the pretest posttest comparisons of either the Kohlberg scale
or the Loevinger form. Regarding counseling skills, results generated
" from the Carkhutt Counselor Rating Scales, although based on only par-
tial data analysis. indicated significant improvementin overall counselor
effectiveness. Finally. and as-might be expected. results of interviews
with participants viclded very positive statements from students asked to
evaluate the counseling course.

In substance. then, although evaluation of the eftects of “deliberate
psvchological education™ is difficult. preliminary evidence seems to indi-
¢ate that the approach does have impact ontht"students involved inmit. A
replication effort is underway in the Minneapolis, Minnesota. schools.
PSYCHOLOGY AS A DISCIPLINE

Unlike the courses in “deliberate psvehological education.” whichare
aimed at high school seniors. the = Man: A Course of Study™ (see Hanley.
Whitla. Moo. & Walter. 1970 materials are aimed at the upper elémentary
(priinarily tifth and sixthy grades. The course also has a very difterent set
of goals: '

1 To vutate and develop i voungsters a process of question-posing (the inquiry
e thed

2 Totea harescardh methodolows where Childrencantook tor information toaswer

¥ questions they have rased and use the framesork des cloped inthe cetnse . and applyitto
HesS Laleds
' 3 Lo help vounusters develop the ability to use a varicty of first-hand sources as
evidence fronn which to develop hyvpotheses and draw conclusions.
v To conduc tlassroom discussion i which vounusters leam to listen to others as
well as to express thewr own views,
5 Tolewtmnze the searc s that 1s to wive sanction and support to openended discus-
ions where defitine answers to nLimy questions are not tound.
6 loctouraze chuldren to reflect on their own expericnees
=~ Tocreate a new role tor the teacher, in which he becomes aresource rather than an
anthorey  Honley etal 1970, p 5 -

Although the course draws. from several disciplines. including
psvehology. anthropology, and sociology. it serves as a good example of
the discipline-centered approach in that it utilizes kev concepts trom the
disciplines as principal organizers.

“Man: A Coyrse of Study” (MACOS) examines several basic ques-
tions about the nature of man and the forces that shape humanity: What is

’.\.
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human about human beings? How did they get that way? How can they be
m.de more-so? The materials begin with studies of the beha ior patterns

~of anitmals such as sadlmon, hereing gulls, and baboons, and then moves

into an extended examination of the lite of the Netsilib Fskimos, -

phasized concepts include lite evele, adaptation of organisms, learning,
and augression, with particular attention given to group organization and

communication and language. Controver<al issues such as reproduction

and Killing are also considered.

A vemendous variety of materials are provided tor student use: films,
records, games and simulations, and booklets containing field notes,
poems! stories, songs, construction exercises, observation projects, and
data in various tormats. The variety of materials is intended to toster
development of observational and analvtical skills. The nine teaching
manuals suggest many ditterent strategies and techniques tor tocusing
the materials, Lorge and small group discussion trequently tollows indi-

idual rescarch tasks and individual and eroup projects call upon stu-

dents to test their gencralizations, A training program torteachers. con-
sisting of readmesT tapes, and films, has been designed to give teachers a
decper understanding of the teaching approach emploved in MACOS.
Just as the course represents adeparture trom traditional elementary
s hool social studies efforts, the evaluation program developed to test the
ctiectiveness of MACOS is alsoacdeparture from tradition. It was telt that
the course as aw hole “lost an essential quality ™ when ey aluated lesson by
lesson. As aresalt, a series of questions were formulated to address such
issuesas G whether the course helps the students to learn to understand
themselves and others in ways thev were incapable of prior to the course,
thw hether students are increasingly able to use this new knowledge in
and out of the chassroom: t¢) whether the course is especially effective
with particalar ty pes of students, and finallv, . d) whether teachers styles
of teaching tend te change during the course. '
hree basic evalnatve technigues were used:

The mterview method, with semistructured, open-ended. leading
guestions. was used primarily to sissess studentopinion ot the course. This
sameprocedure turned ont to beavaluable means of assessing the eftects
of the teacher taaning senumar and the teachers evaluation of the course,

2. Classrocim environment checklists were adso developed to get stu-
dents” responsesyo the totlowing tvpe of question:
It | had todescnbe stadving the Netsbh Fskmmo Tawonld use the swards eagh. confusing at
tines, moahes me thinh, fun, hoad, ot cery papoctant, bhonnyg etc Hanles, 1970, p 21

A Tests were used, to judge the amount of information absorbed by
children, althoueh this particular assessment device was minimized in
the evaluation. Written pre- and posttests at the beginning and end of the
two sections of MACOS served primarily as measues of group achieve-
ment. providing a standard for comparing how children hom sp('(lh(
settings and grade levels dealt with the materials.

ERIC
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some 2.000 students were tested m the tormative evaluation of the
prograun. Unfortunately, although the reader is assured that extensive
statistical analyvses were pertoimed, most of the evaluation results re-
ported in the 19707publication speak more in terms of the general suc-
cesses and tatlures of MACOS than of specific numerical estimates of
changes or lack of changes. However, a number of trends do seem well
justified by the report. _ : i
1t seems that the greatest canount of intormational learning occurred
in the first section of the couv- e, __Inn thit progress toward more general
goals. such as exchange of views with fetlow students and a willingness to
explore the total environment, moved at aslower pace, tending to improve
as the course continued. The intormation-test results indicated that in
both sections,of the ¢ourse the students made signiticant gains in learn-
ing. Literestingly. testing devices specifically attempting to analyze the
etfect of the games il{di('.‘ltt‘d “that studving past games and planning for
tuture ones improved the learning of most ot the kinds of’ knowledge
.. tested” cHandes e all 19700 p. 240, ‘
' Comparig the " Mai: A Course of Studyv’” classes with similar control
o classes revealad signiticant difterences in the teaching style employed
and the contentof the twoditterent classes. The MACOS classes tended to
devote mere equal amounts of student time to reading texts, watching
tihins, question-and-answer sessions, guided discussion, and writing,. By
‘contrast. control groups tended to be much Tess pupil centered and rely
more on the didactic mode of teaching. The evaluators conclude that the
ey idence supports the claim that " Man: A Course of Study™ had succeeded
ON Its ow D tetrts. )

THE SYNTHESIS

Lhe ssuthesis oftered s a compromise, it will be recalled, aims to
cnhance both knowledee of the discipline and an understanding of selt by
presenting psvehology in the context of substantive problems that are of
vital concern to the precollege student. The American Psvchological
s iation's Human Bela ior Curviculum Project (HBCP) has recently

Cimtiated development of approximately 30 two-week teaching modules
that. in auercgate. nught be such a secondary-level course. Itis intended
that sich modules offer high schaool students an introduction to the study
of behavior emphasizing practical examples of psychology in the
student’ s world. As itdevelops. HBC P has within itsufficient tlexibility so
that teachers withyvervdifterent basic training would be able todraw from-
the project support materials for their pacticular modes of teaching—both
process and coment. ¢

IHustrative of these units is the prototypic BlackWhite America
module developed by Kasschau (19740, This module illustrates one

+ method of using the principles of the discipline to facilitate the siudy of

Q
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behavior and improve understanding. Black Wihiite America is a process-

oriented module on majority-minority group relations. It uses a variety of

teaching materials and techniques and involves the student in a variety of .
activities. Specific behavioral objectiv es are stated at the outset of each

lesson and applied-in the interest of tostering better relations between the

riaces, based on increased comprehension of social processes.

he teacher who uses the - Oanet waill be presented wath o table having 10 columns, cach

withoneweightrows ofactimates, Fach columnrepresents ene dav. and to teach a two-week

damton mmonty groups the teddhers simply selec s one activity trom eacch columm, progress:

m trom et to richt. Fhus procedure ofters 108,863 wavs of presentimg some verv basic

points . We start wath a pre-ammt measure of “where the student's at” regarding prejudice

apd toleration of members of other races he next couple of davs are spent in activitios.
desiuned todemonstrate to students that thes do hay e prejadices. Ioincludes some activ ities

to sensitize the students to vanous means by which disermination is perpetuated.

Sull i an mtormanon-gathenng sparit. the lesson progresses to activities whercin the
students are imndavdually gathermg imformation which is collected. analvzed. and discussed
m class to reach some additional conclusions. For exianple. each stadent wight he asked to
callec € amd compare the prices of certain speaitied tood 1items from stores in ghetto and
mitddle-clhiss newhborhoods. There are also anmnber of games, classwide experiments. and
role-plaving situaions snggested  Phe latter stages o the lesson involve wroup activities
ortented tew ard sununartzmg the mtormation presioush gathe red and experienced, analye-
et understandmg it and thereby understandimg w hat pn_uuhu and discrimmation are
and how this attects blacks, The final dave s mvolyve administration of post-unit measares
cither then orseveral weeks lata . and .dso some sageestions are made to the students for
wass i w hich to extend the wimt into pracnce. such as organizmg “People’s Fair™ for thewr
higk sc hool or getung anvolved as a0 big brother or a big sister to a ghetto chald.

Underlving the development ot bath units has been the explicit assaumpuon that the
principles ot the dicaaphine should be related w the eversday world dhat will be taced by
non collegebound students p 12

The initial evaluations of the Black White America module were of a
for nmm ¢ nature, including only classes that were exposed to the module.
Remaining to be analyzed are the more informative comparisons of

CBlack-White America classes with comparable control classes. However.
with that limitation in mind. the initial formative evaluations. involving
over 1.200 students, did reveal some nm-rvstlm. trends and changes in
student opinions.

For evaluating the module, three types of tools were developed: First,
pre- and postmeasurements were made in 407, of the pilot classes using
“ara modified version of Rotter's Internal External Control Test ( Rotter,
1966), ch) Bogardus' Social DistanceScale, and (¢ a simplified method for
developing a sociometric analysis of the class. The module would be
Judged successtul if the students tended to become more internally con-
trolled on the Rotter I'E testand less discriminatory in their choices on the
Bogardus scale. A similar conclusion would be supported by sociogram
data if students showed less consistency in selection of specitic class
leaders and a lesser tendency to create isolates G.e., students who are not
selected for work projects by any other students). These trends were
consistently present in the pilot classes where pre/postimeasures were
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- used. In studying the medule, students also tended to show a greater
preference for working as part of a smilk group or with the whole class
than was the. cast in studving other materials. Similarly. the students
manitested a slight but significant tendency to prefer to work more with-
out the teacher's help during the study of this unit. .

o Second. a six-page questionnaire was used to identify those activities
in which students felt they learned the most. those that they enjoved the
most. and those on which they worked the hardest. Itr addition. student

- pereeptions of changes in their own behavior as a result of the module -
were measured. Studnt ratings were highest for those activities in which
studentinput plaved the most significant role inlesson cgntent. There was

« a positive correlation between the positiveness of student rating of each
activity and their rating of the degree of student input to that activity.

Conversely. theré was a negative correlation between the positiveness of

.student gvaluation of an activity and the degree of teacher input to that
activity. Interestingly . listening to others’ opinions was also rated as an
activity in which students learned most during their study of Bluck/White
America. Teachers. generally quite ehcouraged by the ratings, indicated
that they reflected idereasing desive for student’'independence, not nega-
tive evaluation of teacher input per se. _

Third. a written questionnaire, and in seme cases direct telephone
interviews, solicited teachers’” comments concerning the eftects of the
urniit on their students as well as the ease of teaching the unit. Verbal
comments from the teachers were extremely positive in support of the
project. its goals, and techniques. As might be suspected because of the
pilot nature of the initial development effort. there were occasional nega-
tive comments, usually generated from misunderstanding of the purposes
of an activity. or philosophical questions about what a specific exercise
was intended to convey. Again, overall teachcor »valuation of the unit was
quite high and very supportive of continued development efforts of a
similar nature. .

-

COMMENT - ‘ o
Having presented three illustrative curriculum projects, each in-
tended to demonstrate the application of a particular teaching technique

- and philosophy in the communication of specific content and/or process
knowledge. two comments are in order. First. the current state of evalua-
tion of curriculum development projects is not encouraging. Over and
above the inconsistency generated by the widely disparate philosophical '

" launching points for each project. there is widespread lack of regard for

- establishing appropriate control groups. using previously standardized -

_tests, and consistently reporting the results of these evaluations. The
offect of this state of affairs is to lend vet greater value to efforts such as
‘the Social Science Education Consortium’s Duta Bouk and the periodic

. ’ i ?
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spe( ial reviews in Social Edue utuw ‘both, descnbed in Agpendl\ Al pp
533-37). These ctlorts représent the only widely cire ulated. currently avail-
able attempts to apply cansistent schemes of critical evaluation to'a large
number of*social studies curriculum projects: Their value attests to the
need for greater etforts, especially on thepart of curriculum dev elopers.

Second, a consistent but questionable teature of various evaluative
schemes is the “personal testimony” gathered trome participating
teachers. which almosg always vields a positive eviiluation of the project
involved. Although it undoubtedly soothes the ego of the curriculum de-
veloper. its value to an independent reader is questionable, Moreover, it
raises the very real possibility of an interpersonal "Hawthome™ effect,
thatis, “Theyvre interested in me and my students, so I like what they're
doing.” If such is the case. the existence of this bias Iends‘\ét further
support to the need tor (.m.-tul evaluative techniques for precollege
-psvehology. -

L4
A S

SOURCES OF INFORMATION REGARDING PSYCHOLOGY-RELATED

'CURRICULUM-MATERIALS

In-social and behavioral sciences there is a variety of curriculum
materials already in existence. Prior 1o the recently initiated Human
Behavior Curriculym Project-however. there was no national curriculuin
development project with psvchology as its subject matter targeted at
secondary school students. As a resudt, curriculum materials focusing on.
psychology have been and arz scattered tar and wide. More often than not.
psyvchology and psvchology-related materials are part of curricula focusea
on other subjects or other disciplines. Psvchology is jncluded only as
support for the central concerns and techniques of those other disciplines.

Because of the disparate nature and location of psychology-related
curriculum materials it was impractical to mount a comprehensive re-
view of those materials in the present document. However. in the last
seyeral years a significant number of information sources have evolved

that summuarize oprayicw-curncula or suggest other sources toassist in the
teaching of prec ()“( -ue psvchology. These suryvey and eritical review sources
are listed with annotation in Appendix A of this document.

Q
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We have reviewed the history and the recent rapld growth of psychology in
United States schools. We have examined the two primary philpsophical

L appreac hes to the process and content of precollege psyc hology courses,

e

con(ludmg. with some suggestions synthesizing the best of each of these
‘into a.compromise strategy for teaching psychology Having developcd
and documented the value of the synthesis, we have suggested two major
aregs in w hich this approach can and shéuld have an impact: the de-

v elupment of curriculum packages to support the teaching of psychology -

and-the training and certification of present and future teachers of
psvchology. The latter is the subject of this last section of our discussion.
SURVEY RESULTS

Q@

" A recurrent theme of the literature on teacher preparation for high |

school psvehology instruction is that the typical teacher is inadequately
trained in the field. A survey by Engle (1952c¢) reveaied that the average
number of scmester hours in psychology of high. school psychology
teachers was 18.5. However, this total included courses in educational

psychology and others not directly concentrating upon the subject matter

of psvchology as such. but requu'ed for high school certification in any
field. Engle (1953; later warned that unless organized psychology took

responsibility for the preparation of adequately tramed high school
.psvchology teachers. some other group was likely to do s -

In 1939 Coftield suggested a set of standards for tea( hers of high
schoo] psvchology ihat clearly were far higher than the majority could (or
would wish to) meetat the time. Inthatsame year Engle(1960a)surveyed
100 members of the APA Division on the Traching of Psychology to de-
terminé their views op the preparation of teachers for high school
psvchalogy. Almost half of them thought psyc hology should be taught asa
science. 2977 as a social study, and 237 as either one—a pattern that is in
sharp contrast with the preference for a “personal growth" orientation
among precollege psychology teachers. Table 2 presents the responses of
Engles sample to a question about which courses should be required and
which would be desirable in the preparation of the high school psychology
teacher. Once again, the pattern of what at least half of the psychologists
considered desirable far exceeded the teachers’ actual preparation, a fact
which led Engle to question whether many high school ‘veachers of
psvchology could be induced to secure that amount of training.

.

Q

5B



36 TRAINING AND CERTIFICATION

TABLE 2 Percentage of Psychologists Recommending Specific Psychol-
ogy Courses as Minimoam and Desn‘ablc Preparation for High School
Teachers of Psve hology -

\.L'gursé' , Minimuny  Desirable
General introductory * - ' 96 97
Experimental T ) L s . 80 .89
Tests and measures ' ' 68 78
Statistics _ : : , 63 76
Personal adjustment - : - 28 58
Adolescence - T 57 \&7
Social ' o R 48 72
Personality . 48 70
Child = . 44 >

- Educational . _ 40 54
- . Learning . 39 . 69
Abnormal ' 37 53
Historv of psuhulm,v 32 35

Note. Taken from F. l.. !-Znulc-. Preparation for teaching psychology in high school.
Amercan Pygchologist, 19600, 15, p. 354

Abrams and Stanley (1967) indicated that only about half of the states
certified teaching majors in psvchology. Fewer than one college in 100
offered a course in methods for teaching psychologyv. and the opportunities
for pfactice teaching in psychology were meager indeed. They com-

- mented that
although only i ymall minority of the institutions presently otter an undergraduate teaching
magor in psve hology, the Lurge megority of respondents seemed to indicate a willingness to be
influenced by jthe commitfee’s) findings both by their requeses for summaries . .. and by
thewr comments that thev are especially anxious to see the results. (p. 168) .

Basically, the situation of high school psyehology is very ssmilar to that of any cconomi-
callv underdeveloped body needing resources to bring about development which can be
obtained only after devclopiment has begun. X take-oft” is required. op. 169

They also wrote:

‘Lhere s an abunaant supply of students who want to be prepared and of institutions
that want to prepare them. but this is generally as far as it goes.,

_ There is along wav to go before high-quality high school teachers of psvehology will be
utrned out in Jarge quantities. “Retreading” of already certitied eachers dgriug summer

< sessions mav be needed o augment the baccalaurcate-level wrickle until ithecomes more of a
torrent tp 169, . )

The findings of Schumacher (1971) in Ohio seem to typify the out-
come of more recent surveys. As a follow-up to an earlier study of changes .
in Ohio high school psychology. between 1966 and 1971 Schumacher
surveved the approximately 300 Ohio high schools listed by the State
Department of Education as teaching psvchology. Returned were 212
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replies” Schumacher comments on the rather poor preparation of high
school psvchology teachers in Ohio. noting that _ A
approximately 737« of the teachers currently teaching psychology have had less than 20 ’
wnw\tm:‘_.\ of psvchology instraction. When the mmnnber of teachers with less than 30
hours of psychology s considered. the tigure clunbs to approximately 907 . Apparently most
high school psvchology instructors in Ohio are teaching courses for which they have had
minimal dircect training. Most psvchology teachers ade trained in-social science. Approxi-
mately 80°. of all the surveved teachers had major certitication in social science, withother

_areas tEnulish, phvsical education and physicad sciences tar behind. (1971, p. 6

Schumacher also noted that such data further strengthened the con-
clusnon he had drawn from his earlier survey:

Mostteachers of psvehology have been trained to teach other content fields and are cither
asked or volunteer to teach courses in psvehology even though they may Lack the relev ant
training. «p. >

A brighi note was that some 63/ of the high schools mdlcated their
willingness to accept student teachers of psychology, making it clear that
a critical feature of preservice training for potential high school teachers
in-Ohio was available at least in terms of written expression of interest.
Also encouraging was that over half of the schools reported that their
psvchology teachers would be interested in attending a summer institute
in psychology. Fully 90 of the 212 responding schools indicated that they
would presently consider hiring a person to teach psychology “if that
person were well trained in the field. " Most respondents indicated that the
teaching of psychology would only be part time. but over 25 expressed an

-interest in hiring a full-time psvchology instructor.

The present situation is summarized well in two succinct paragraphs

- by Bare (1973):

Our linited data tAnderson 1963: Engle 1967 Kremer 1967: McFudden and Pasewark
1970: Parrott and Setz 1970; Schumacher 1971 indicate thaet the preponderance of high
school psvehology teachers have come to psychology de noacean. most often with majors
and sev erial vears' teachimgexperience in social sciencessocial stadies but frequently inother
fields entivelv. Recent state and regional survevs (Gnagey 1971 Goodale 1970; Hunt. Boedin,
Patti and Rookev 1969: MceFadden and Pasewark 1970: and Parrott and Setz 1970), though -
more encouraging than carlier ones, still indicate that the tvpical high school psvchology
teacher did yot 2 yjor in psvehology as an underg aduate. Of several studies that report on
teacher preparation. the highest mean figures are 13.8 undergraduate semester hours, and
19.8 graditate semester hours tParrott and Scts 19700, e

Even such encouraging statistics must be cited with. reservation sine ¢ other studies
sugydest that hours cited inchide those areas of p\uhnl'ou equired of most teachers for
professional educanon dor example. general psychology. educational psychology. child
psvehology and adolescent psvchology): teacher preparation in experimental psychology
appuears to be quite limited cof. Gnagey 1971 Goodale 1970 Kremer 19670 (p. D

IMPLICATIONS OF THE THREE TEACHING PHILOSOPHIES FOR
TENCHER PREPARATION

7

Quite aside from the quantity of preservice training in psychology.

_there is the issue of the focus of that training. Clearl¥ whether courses in

experimental psychology. physiological psychology. statistics and re-
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search methodology. sensation and pcrcep‘non learning, and the like—or
in personality, personal development. clinical psychology. mental
hygiene, psychopathology—are considered appropriate depends upon the
goals chosen by a school tor its psychology offerings. If. as appears still to |
be true in-many schools. a primary goal of the high school psychology
course is perspnal growth, self-understanding. emotional openness, and
effective lnterpersondl relations, theen. at first sight, courses in the first
listed set of areas above might not really be appropriate. Instead. a selec-
tion from the second set might be considered desirable. and possibly an
‘exposure to other areas such as sensitivity training, psvchiatric social
work. and orthopsychiatry (cf. Long, 1971). If. on the other hand, the
purpose is to present a balanced view of psychology as an academic
discipline. then courses of the kind suggested in the first group above
could be considered essential.
The synthesis goal is to present subject matter both in an evndentlal _
context and in a manner that demonstrates the personal relevance of the
.principles to the student's own life. This goal would be more likely to be
accomplished by a combination including (a) a firm grounding in the-
fundamentals of psychology as an empirical behavioral science, thatis. in
courses of the tirst kind. preferably with extensive laboratory.experiences;
(b) some exposure to courses of the second tvpe, as long as there is con-
stant concern for the e¢vidence behind each assertion made about
rgrowth,” “development,” “openness.” “mental health.” etc.; and (c)
eXposure to appropriate courses in education (cf. Mosher, 1971) that wjll
help the student teacher relate the principles of general psychology ito
students’ evervday experiences, _
Actually. it seems that unless the goal is specified as only “‘personal .
growth.” "mental health.” and the like. courses of the second kind above
would not really be appropriate at all in the training of teachers of psychol-
ogy in the schools. Indeed. one can make the case that a firm grounding in
the fundamental scientific bases of psychology is essential for any psy-
chology teacher. Preparation only in the “'soft” social science or humanis-
tic approach. through some offerings in sensitivity training, mental
hygiene, and getting along productively and pleasantly with one's fellow
human beings—which runs the risk of having the flavor of absclutism, of
religion, of having all the answers—would appear to be a mistake. A
teacher who his only this orientation would be doing a disservice to the
-students since such an approach is a distortionof the held misrepresents
. psvchology methodologically. epistemologicallv. and in terms of content;
and could even result in psychological distress on the part of some stu-
‘dents. It has often been argued that it is unwise for anyone without the
requisite training in psvchiatry or clinical psychology to engage in the
practice of psychiatry or clinical psyvchology.
At firstsight a set of “humanistically” oriented courses might appear
appropriatc for teachers of courses with the “personal-growth™ goal, “'sol-
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_idly scientific” courses for those with the “discipline-oriented™ goal, and

some of both for those with a combined goal. However, further thought
sugiests strongly that «ll training for precollege psychology teachers
must retain the methodological integrity of psvchology as an empirically

“based discipline, the toundations of which are not personal opinions, sub-

jective feelings, individual experience, or “revealed truth,” but rather the

. dispassionate. objective, measurement-oriented. quantitative. approach
‘that also characterizes other scientific disciplines. To be sure. some of the

content focus of courses for preparing teachers of psychology and be-
havioral science in the schools can appropriately be phenomena considered
in such aveas as motivation. personality, and socia) psychology. but it is
essential that an e idential approach be maintained at all times.

This observation would appear to be appropriate whether the training -

is preservice or inservice. Knowlgdge of the "hard core” facts. principles,
and methods of psychology is, of coursé. the sine qua non of the psychol-
ogy teacher. otherwise he or she does not have the knowledge that should
be imparted to students in a psychology course. Thorough grounding in
the subject miitter is ideally attained in the preservice years and then
maintained during the teacher’s career by periodic or continuous inser-
vice updating. Since psychological research is currently making very
rapid strides. and since the frontiers of knowledge about basic and applied
problems in: psvchology rapidly are being rolled back. the teacher who
desires to remain reasonably up to date must expect to be engaged in
constant study of the field. Ideally, time should be provided for enrollment
in psvchology courses at the university level, or at least for supervised
intensive reading in the field. during the teacher’s entire career. A less
satisfactory alternative would be summer inservice workshops or insti-
tutes. at least every five vears or so, and preferably every two or three.

IMPLICATIONS FOR TEACHER PREPARATION FROM AVAILABLE
CURRICULUM MATERILALS .

Many of the newer curriculum materials for teaching psychology in

- the schools require substantial preservice or inservice teacher prepara-

tion: some of them. such as “Man: A Course of Study” (Hanley et al.,
1970, demand rather extensive work. Fox, Girault, Lippitt, and Schaible
(1967) analvze at some length the problems involved, as seen from the
perspective of both curriculum developers and prospective teachers.

A first training step; of course, is to acquaint teachers with what is
available—a core purpose of much preservice and inservice training. The
ERIC Clearinghouse on Social Studies/Social Science Education. and the
Resource and Demonstration Center of the Social Science Education
Consortium (SSEC) both serve as depositories for such materials and as
disseminators ot information about them. Courses on the methodology of
teaching psychology can greatly profit from detailed study of the SSEC

ERIC
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(1971) Data Book and the APA's (1973) The Psychology Teacher's Re-
source Book: First Course. Anyof these alternatives can also be used'with
protit by thepsvchology teacher at the middle school and even the elemen-

_ tary school and college levels.

. Preservice training can do the job of letting prospective teachers
know what is available and how to use it. but inservice training is impor-
tant for keeping teachers up to date on new materials as they become
available. The recent past has seen a major eftort to provide better cur-
riculum materials for social science and behavioral science teaching, and
there is every indication that this effort is likelv to continue, and possibly
even intensifyv, in the near future. The implication is clear; continuing
inservice preparation of the psvchology teacher is essential, to keep the
teacher abreast of new materials in the field. to maintain awareness of
new teaching procedures, and to help teachers use the new materials and
procedures etfectively. '

SOME MODEL TRAINING CURRICULY i

There are not many programs with a direct. explicit ‘focus on the
preservice training of teachers of psvchology. but let us glance briefly at a
few exemplary models of the kinds of programs that have been proposed or
actually implemented. hoth preservice and inservice. to provide an im-
pression of what is being. or could be. done.

Several years ago. an interdisciplinary group of professors from the
College of Education and from various behavioral and social science
departments at llinois State University met frequently todevelop a model
program for preservice elementary teacher education in social science
(Aubertine. 1972). Intended to prepare socia! science specialists to teach
at the fourth to sixth grade level. the program is a fine instance of'genuing
cooperation among and integration of the efforts of social scientists and
educationists. The program consumes most of the four undergraduate
vears. It is based on a set of assumptions such as the viability of the
specialist teacher concept at the upper elementary grades, the desirability
of an interdisciplinary thrust, a performance-based structure. indi-
vidualized instruction. and a community-based orientation. Courses and
experience in learning how to teach and in learning appropriate subject
matter in the social science disciplines are closely integrated throughout
the four vears, inthree partly overlapping phases. Phase I, = Foundational
Experiences.” provides background in social science content and
methodology. educational philosophy and practice. and child growth and
development. Phase [l “Integrating Experiences.” concentrates on
seminars and applied experiences that broaden perspective over the con-
tent of the social sciences and that vield the opportunity for independent
study and group projects focusing simultaneously on social science sub-
Ject matter and how to teach it. Phase 11, *Culminating Experiences.”
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requires student teaching, development of a “'teaching kit,” and seminars
- on pedagogy. community. and teaching of social science in general.

Long (1972) has developed a very difterent inservice program in-
tended to introduce elementary teachers to a personal growth curriculum
in psvchology based on experiential and inductive models of learning.

" Long tried out the assumptions that unselected sixth-grade teachers could
e learn. and use comfortably. the methods and materials of her curriculum
even if thev had not had extensive prior training in psychology. She was
interested indetermining whether sixth-grade students could learn some-
thing about the content and methods of psychology as’well as increase
their “‘genera! psyvehological comfort,” motivation, and performance in
the general school curriculum and enhance their self-images. The train-
ing program. which involves acquainting the teachers with certain class-
room demonstrations and games, helping teachers help students to make
relatively dispassionate observations and to draw generalizations from
theirobservations. and observing the teacher at work, apparently resulted
in positive gains. . . .

The caurv-overimto general teaching method and viewpoint scemed marked and salu-
tarv. Doubts that ouly .« psschologist could handle the concepts and materials seemed
unsupported. Al teachers managed these quite well after varving lengths of time. .. . The.
teachers m this study repeatedty indicated that their view of their role, of knowledge. and of
the cluldren cl].mut-d remarkahbly

. Changes i the Children's expressed depth of self insight, skills at abstract analysis of
et toral dat.and view ofcansality all seem promising and in some casey very significant.
p. 18 _ :

An intensive preservice program for training secondary behavioral
science teachers has been instituted at the State University of New York
at Plattsburgh (Perkins & Pasti. 1970). The goal of the program is to
enhance the effectiveness of the students in the program by making them
consumers and disseminators of the information gathered by researchers.
The students are intensively involved in research and teaching through-
out most of the five-vear program. The research training includes be-
havioral science content and methodology and educational researcii; the
teaching experience includes lecture and laboratory scitings in both sec-
ondary school and college. Procedures during the training are explicitly

. intended for subsequent use in the classroom. Surmamer workshops, an
“integral part of the program. bring in experienced teachers and provide for
interchange of new procedures between these visitors and the studentsin
training. Continuous formative evaluation, including development and
use of a structured checklist of skills that characterize the successful
secondary behavioral science teacher. is an integral part of the program,
which vields a baccalaureate after four vears and a master's degree as
well as New York state certification after the fifth.

A variant of this thorough five-vear approach is to provide an inten-
sive one-vear graduate program leading to a master's degree. For students
with a substantial background in psychology but no teaching experience,

*
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methods of instruction and meeting ccmm ation requirements are
Jstressed. For students who are already.certified, psvchological content is
- stressed. Such a program has been instituted at New York University by
Aileen Schoeppe. Students of both backgrounds take substantial gradu-
ate-level work in psyechology find share student-teaching experiences. The
requirciments of mastery include the following courses: educational psy-
chology. survey ot developmental psvchology. measurement and evalua-
tion. theories of personality, social psychology, experimental psychology,
abnormal psvchology. and teaching of precollege psychology.

Inservice and continuing education tor high school psychology
teachers has included ta) briet workshops and symposia held incenjunc-
tion with national, state. or regional psychological association meetings;
(b one- or two-day workshops arranged especially for local high school
psvchology teachers: (¢) one-day training sessions conducted by city and .
countyv school svstems: (d) one- or two-week short courses; and (e) more
substantial simmer institutes of the kind that:the U.S. Otfice of Educa-
tion and the National Science Foundation have supportcd lasting as long
as eight to 10 weeks, The focus of these “retreading” endeavors has been
to present some of the latest developments in various research fields.
acquaint the participants with new curriculum projects or materials,
and‘or provide further information on advances in the pedagogical as-
pects of teaching certain facts, principles, and methods in psychology.
Considering the relative isolation of the typical high school psyvchology
teacher. it is o the teacher’s advantage to participate in as many work-
shops and institutes as possible. This provides the opportunity to share
experiences and discuss mutual problems with colleagues and to be
brought up to date on re u:m developments in the field. both substantive

,and-pedagogical.

Some viable and promising suggestions have been made for the im-
provement of hoth preservice and inservice preparation of psvchology
teachers iii the schools. While a handful o. sound teacher preparation
programs exist or are in the planning stage. it is still the case that—as
Abrams and Stanlev (1967) put it—the production of adequately trained
psvchology teachers tor the nation’s schools constitutes barely a trickle.

- This fact was recently reconfirmed by Hunt (19730,

CERTIFICATION OF PSYCHOLOGY TEACHERS

A survev of state departments of education by Johnson (197:3b) re-
vealed the following information about certification requirements for
high school psvchology teachers:

1. Six states and the District of Columbia had no legal provision tor
teaching psvehology. However, one of the states, Tennessee. instituted
certification in psvchology beginning in Spring 1974,

[Kc
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2. Eight states allowed persons with social studies certification to
teach psychology. No further requirements were stated.

3. Six states provided tor the teaching of psychology by persons with
social studies certification who also had specitic pr(.-p;n‘utiu'n in psvchol-

Cogy ranging from six semester hours to a major. One additional statg,
Georgia. had a unique provision for certification in behavioral sciences,

s granted to persons with specified preparation in psvchology, sociology.,
and anthropology. ' . , '

4. Twentyv-ninestates had sedmarate provision for certification in psy-
chology. Requirements ranged from 12 to 34 semester hours, with several
states simply specityving a major with no numberof hours indicated (John-
son. 1973,

The specitic requirements for each state and the District of Columbia -
have been assembled in tabular-form by Johnson (1973a).

) The degree of specificity of the requirements varies enormously from
one state to another. and some of the nation’s Targest states (e.g.. New
York)do not have specitic certification requirements in psvchology at all.
Perhaps the relative novelty and the rapid growth of psychology in the
high schools has contributed to the” absence of uniformity in the

~standards-—indeed. to the absence of any standards—in a number of
states. Undoubtedly. the establishment of strong vet realistic standards
tor the certitication of high school psychology teachers could do much to
help upgrade instruction in our schools. If comparable standards were to
prevail in all or most of the states. reciprocity would be a more feasible
goal. which in turn could greatly simplify the problems of state certifica-
tion ofticials and agencies. Clearly. a national effort to develop guidelines
for training and certitication is called for. In view of the current concern
with accountability. and in view of the empirical orientation of contem-
porary psyvchology. it would appear appropriate to suguest that such
guidelines be evidentially based. That is. teachers of psychology. and,

training programs for teachers of psychology, should be evaluated not on
the basis solely of the number of semester hours in this course or that, or
the philusophical slant of academic experiences. butratheron the basisof’.
demonstrable effectiveness. What can the teacher do? What do the
teachers students actuallv learn? A competency-based sy stem of teacher
tainie and certitication would seem to be particularly appropriate now.

The temptation to list aset of competencies for high school psvchology
teachers must be resisted here primarily tor two reasons. First. as previ-
ously noted. the philosophy of psychology that one espouses plays a very

_direct role in determining the competencies one is likely to deem most
appropriate. Therefore. the specification of competencies is a task for
which « wide variety of input should be sought and in which premature
closure should be avoided.

Second. decisions on training and certification are made primarily at
the local and state levels by legislators of varving degrees of knowledge or

-RIC
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concern. Thus, although cooperation with national agencies is to be en-
couraged, the voices of decision should strongly represent local and state
constituents who must abide by whatever decision is rendered.

IN SUMMARY

So there you have it—a discipline with a relatively short history which
has recently experienced rapid growth at precollege levels. The demand
- has outstripped our ability to provide fully qualified teachers, but the
teachers nonetheless find themselves engaged in fundamental argu-
- ments regarding content and technique similar to those that have oc-

cupied college-level educators for many years. The main point of the
argumerit is whether personal development or substantive knowledge of
psychology as a discipline should be the primary goal. It is suggested here
that the argument perhaps should notbe resolved in an either-or manner.
While not presuming to resolve the argument, a synthesis has been
developed that draws on some of the strengths of the two existing
*philosophies. We have presented a few samples of curriculum materials
currently available and sources of information on other such materials
and provided an analysis of teacher training programs (of which there are
remarkably few) and current certification requirements.
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Appendix A

SOURCES OF INFORMATION REGARDING PSYCHOLOGY-RELATED
CURRICULUM MATERIALS

The following sources, with sorie overlap, conitain ijﬁ'mmuti(m about currently availa-
ble curriculum materials for teaching psychology to secandary school students. The annota-
tions accompanving eac h mu_r'u- indicate whether that source includes critical reviews or
tocuses on how-ta-do-1t information, ’

American Psyohologi Al Association. The psychology teacher's vesoicrce book: First
contise 2nded. Woshimeton, D.C: Author, 19730 v

Oriented specitic ally to the high school teacher of psychology and behavioral science,
this book is the siagle most comprehensive available source of helptul hints, book review's,
lists of eqaipment and ather teaching resources, and lists of publishing and manufacturing
arganizatiohs. Yielding to vers few biases, the information included is so comprehensive as
to altow the philosophical and teaching preferences of the individual teacher and-or school
district to be maore than adequatels reflected. The comprehensiveness of this source is well
docunienteld sumply by annotating its table of contents:

“Reviews of itroductary Textbooks?: The reviews cover about 50 currently available
textbooks deflecting a wade range of emphases, content, and reading levels. The single major
prohlem with this sed tion 1s that cach review is the product of only one reviewer and as such
mav reflect some brases.

“Review s of Books of Readines™: Included here is a lengthy list of readings books that
mightsupplement prunary teaching texts. Reviewers were asked toaddress their comments
generally to the number ot wl(-ctmnz reading level, level of sophistication required of the
~high sehool « student, interest value to such students, and unusual features.

“Reviews of Laborators Manuals™: This section includes a topical listing of about 20
mamials For example. 4 group of manuals emphasizing operant conditioning is listed:
another hist mdicates those that demand extensive statistics for successtul use. and so on.

*Peve hologic al Penodicals for the High School™: Provided here is arelatively complete
hist of periodicals with psschological cantent that might be appropriate for the precollege
level - those published by the American Psvehological Association and also those published
By other asson ations and tirms. Marked for specitic attention are 13 periodicals judeed most
suit.ble tor the high sChool audience. Subsceriptiot costs and a general categorization of the
journals and thewr content are aftered.

“Novels, Case Studies. Biographies. and Other Popular Books™: This section is an

Cannotated ibhozraphy of nontechmeal. paperback hooks broadly related to psvcehology.

Fhe books are arranged in topical categories.

“Audios sl Matertals” Included mothis section is abroad-ranging. list of selected
tilms as wgll as videotape, shde,and audiotape series I'he list is partially annotated and
tollowed by the addresses of sources and distnbutors.

“Reterenee Matertals™ Fhis secion sugeests currentls availabie books and articles
that .« high sc hool instruc tor might use to supplement the usual sources of information. The

Q

RIC

Aruitoxt provided by Eic:



«

S APPENDIN A ) .

hooks are oreanized according to l};mr ciphases on topies such as “language™ and “drugs
and behavior.” . )

“Equipment. Annals, and Supplies™; Included here s aosubstantal hist of manutac-
turers ot pssvchological cquipment as well as thie tvpes of equipment thes produee. Also
mc hded are hists of dealers i ammals and aninmal supphies as sl as a suggested list of
hooks .and pamphlets concernmg equipment. ammals, and annnal care.

“Addresses of National Organizatons': Detaded here is a wide range of nationad
organizations that will supply imtormation on various subjects of iuterest to high school
psvchology students Such intoris.ation runges from sources of consuitation en personal
problens to sources of tormal training opportumties and the avalability of funds for
teachers -

“Some Wavs of Tncreasmg Student Involvement™ This sictton povides teaching
< hines, imchudimg annnber of alternative or supplementan suggestions for modification of
standard lectures. It .nl;mh.s(-us.ws problems of eviduatian and measurenwnt and describes

a few classroom demonstrations and actvities.

“Some Wass of Oreanzing Instruction”: The Last section presents three more exten.
sty cexauplesof the nanner in which a psvchology course could be organized. The emphasis
Is ob releyvance” and on encouraging teachers to organize instraction at the course. rather
thau topic, level.

CAppendin” Addresses are given for adl publishers whose books are cited in the main

*heudv ot the Resotroe Book ’

Socal Saence Bducatnon Cansortiuan Secaad studoes curercaddum matevals. Data hook.
Boulder. Colo . Author, 1971,

Fhe Data Book s oo usetul mnovation i curnculum analvsis and evaluation. The
maternads described i the Data Book are of four tvpes: projedt materials, textbdoks, games
and simulations, and supplementany materials - Soon to be added s a section on teacher
resource matertds  The Date Buok was tiest published m 1971, Two supplements per vear
heep it up to date by modifving descriptions of natertals already included and describing
new nnatertads as they are developed. The philosophy behind the hook s clearly expressed in
the latrodud non

Our objective as 1o provide andalvses of caracalum matertals which will allow
admmisteators, carncubum coordituators. college methads teachers, and elemeutary
cnd secotdary school teachers o select matertals wluch are appropriate to thewr stu-
dents, school and communty on the hoasis of grade level, disciphae, underlving
philosophy, coals, strategies, structures, content mnosativeness, and merit.

Iicluded i the review of cach setof maternalsisan overview of its sificant teatures.,
ddeso ription of the tormat, mtornation regardg requred teachiing tme, a description of
the studem and teacher charadteristios necessary tor successtul use, an explanation of the
taaonabe cnd general obiesives, a description of content, an explanation of the primary
tedachime procedures, and evaluative data, connents and sugeestions for use.

Socnal Scrence Fducation Consortnom and Natonal Counal tor the Soctad Studies Fs alua,
ton ob carviculinm projects, proerans and wateriads Socwl Fdacaton 197286, T12-793.

‘
~

Lhis specral assite o Soccal Fdocation apdates au carher materials review ettoet by
“Sanders and Lanck, m 1970 Lhe issue opens with a description of aossstematie process for
se-fec ting Currec ulum materals for use i specihic school situations. Thas is tollowed by an
intenduction to and oversiew of the currtcubim matersals.anals zed i the issue. Phe balk ot
the teport consists of reviews ot 26 socral studies carviculum project guaterials, ranging trom
o "
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psvchology to cconomics to American history. Each review is cast in the same tormat,
covering (n order: product characteristics, rationale and objectives. content, methodology.
conditions tor implementation, and evaluation. Nextisa general article on the selection and
evaaluation of new socral studies materiads: of particular vilue in this article are three forms

_for teacher evaluaton of new materiils betore and after classroom trvout and a student
questionnare tor evaluation ot maternils. The Last article of the series contains i very
extensive and briethv annotated list of available supplementary teaching materials ranging
from threedimensional objects, print packages. slides. and sound materials o combined
sound-and-stght matertads, books, and g.anes and simulations. Although there is no guaran-
“tee that Sectal Eduacation will continue to update this valuable series. itis worth keepingan
eve on the journal as . source ot current information.

Woods, P 1 Ed - Seurce hook on the teaching of psgchology. Rouanoke, Va.: Scholars™
Press. 1973

Thisextensive publication developed trom the Course Qutlines Projectot the American
Povehologtcal Assoctation’s Diviston on the Teaching of Psvehology. a project that spanned
more than 10 vears Published in looseleat torm like the Social Science Fducation Consor-
tum’s Duta Book  the Sawrce Book is intended for the teacher ot undergraduate andior high
school psveholouy Tt andudes approximately 40 course outlines and hibliographies for
teaching i 14 of the tradiional areas of psychology and some topical areas of current
interestind luding behavionmaodificanoen, community mental health, professional problems,
psvehology and politics. and womankind. Also like: the Data Book the Source Book will be
updated with annual supplements.

O
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-BIBLIOGRAPIHY OF BIBLIC YGRAPHIES .

_ Ot the tollowing bibliveraphies, some were one-time-only ettares, but others, as noted.
. 4are periodically revised and updated. There is substant:l oy erlap in the bibliographies. but
most have some unique references to offer. ) : )

APA Clearinghouse on Precollese Psvehology and Behavioral Science. Inventory Jof
Clewrmghouse holdings of the literatare on high school psychology|. Unguhlishvd bib-
liography, 197 3. The inventory lists approximateldy 200 articles and publications that are
on deposat i the APA Clearin-house. Many atems that appear on the inventory alvo
appear in three separate bibliographies available from the Clearinghouse. Al three
carrv the mam title “Teaching of Psychology in_the Secondary Scheol” and are sub-
titled, - respectively, “Stadies and Survevs: 1964-1973" (curvently 3 1, references),
“Teacher Preparation and Certification™ teurrently 12 reterences). aid “Course De-
scriptions, Ciirriculum Guides. and Instructional Units” teurrently 47 references).
Whereas the inventory does not indicate where fugitive items may be obtained. the three
separate bibliographies do. Both the inventory and the three bibliographies are periodi-
cally updated. :

Nolond, R., & Bardon, J. 1. Supplamentary bibliography on teaching psychology and the
hehavigral sciences in the schools. Jowrnal of Schoul Psycheloay, 1967, 8, 237-360.
Noland and Bardon's is arather comprehensive bibliography that includes a namber of
the historical papers preceding the special 1967 issue of the Journal 3f School Payc hol-
uqy. of which itis a part. The word “supplementary” in the title means that the bibliog-
raphy does not duplicate any of the references already cited by authors of articles in the
special issue. Both this item ad the Schoeppe bibliography encompass elementary
school behavioral science as well as high school psvehulogy.

Partin, R. L. Teaching high school psychology: A bibliography, Unpublished bibliouraphy,
1973, t Available on reguest from the author, Ottawa Hills Hith School. 2332 Evergreen
Road. Toledo, Ohio 4.6 15.) This hibliouraphy contains 107 references concerning all
aspectsof gh school psychology ranging from teacher training to scie nee fair projects.

Sviweppe, A Teaching psvehology and the behavioral sciences in the schools: 1966-1970.
Juurnal of School Pyyehology. 1971, 9, 303-309. This bibliography supplements the
Noland and Bardon one., covering the 1966 1970 period. 1t also notes some pre- 196G
articles not covered by Noland and Bardon.
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