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THE SOCIAL STUDIES IN ALBERTA -- 1975

A REPORT OF AN ASSESSMENT

FOREWORD

In January, 1974, we submitted to the Department of Education a report

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

report of a preliminary study and a plan for a follow-up, in-depth evaluation of

the status of the "new" Social Studies program in Alberta.

That plan, along with some guidelines provided by the Department of

Education Social Studies Evaluation Committee, became the terms of reference of

the inquiry reported in this document.

The terms of reference mandated that the study be: (1) descriptive

to describe the nature of operating programs; (2) comparative -- to verify the

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

normative -- to determine the appropriateness of the program in terms of the

Goals of Basic Education; (4) exploratory -- to determine the factors related to

successes and failures; and (5) interpretive -- to generate recommendations as

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

this mandate.

To provide for ease of reading and/or selective reading,the report is

presented as a Summary Report and five Appendices covering our major activities.

The report is presented to the Department of Education in the hope that

it may assist in determining future policies and actions.

4
L. W. DOWNEY
August, 1975
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A SUMMARY REPORT

Our study of the new Social Studies program in Alberta involved five

malor activities: (1) a review of the background of the new program and the

development of a conceptual system to guide us in its assessment; (2) critiques

of the Master Plan of the new program -- the publications of the Department of

Education which set forth the philosophy, tho orientation, the content and the

strategies of the new program; (3) a questionnclire survey of teachers, students,

and parents -- to provide attitudinal and descriptive information; (4) an analysis

of a sample of locally-developed programs; and (5) a series of interviews, obser-

vations and site visits.

The specific, detailed findings of those five activities are presented

in Appendices A to E, respectively.

Our object here,.in this summary report, is to present the outcomes of

the total project. To do this, we synthesize the findings of all five activities

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

our recommendations.

But first, let us examine the questions to which we sought answers.
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The e(htte; aa, laH. A) whieh wa- initially developed to

give guidance to la y a Ii 1 , , ral urder of questi_ons: questions

about the thre. domains , rI the asse:.:sment -- instruction, implementation, and

forma t ive ,r..-a Lua : i oil ; ; , I, I

liJerer of iniLiating the new Social

'tudiel how tho Ma:ter was dey ;op._d, how it was translatea into programs,

and how I. ci. io operational in tile classroom; and questions about the products

or out -- how appropriate tLe Master Plan was and how effective in spawning

programs, how appropriate and onieetiye locally-developed programs were (are) , and

how desirabIe the final o1.utiorIO proved to he in terno of student learning.

ecause of limited resources, how,.2ver, it was decided that not all issues

could be given the 5nnc 5h-depth treatment. Instead, priority was given to the in-

structional domain rather than the implementation and formative evaluation domains,

and to products rather than to processes.

fer- , atm, ma 1 or q t 5 OH s bechme :

How appropriate and effective was the original Master Plan -- partieu-

larly the Plan for Instruction?

(d) Does it embody a philosophy appropriate to the expressed goals

of general education in Alberta? Are its basic orientations

sound?

(b) It', it consistent both iniernally and with current knowledge or

theories of learners and learning? Of teachers and teaching?

af innovation and change?

(e) Has the plan been effectively communicated to the field? Is

it understood by teachers? Is it accepted by teachers? Does

:,erve to guide them properly in program development?

2. How ayn)priaJ: ahd effective were (are) the programs that have been

developed at the local level?

(a) Do they reflect the philosophy and the orientations of the

htn? If Tio, why not?

(b) How and by whom are such plans developed? Do they incorporate

stu(Mnt, parent and community interests, as intended?

9



situation?

(c) Is the process of program development given appropriate time,

resources, and support services?

(d) Are formative evaluation techniques incorporated into the

proces:: oF development?

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

3. How erf.,etive and appropriate is the typical school/classroom

(a) What is the current status of installation of the new program?

To what extent does the typical classroom situation reflect a

fidelity with the Master Plan?

(b) What constraints still stand in the way of more complete and

more effective installation of the new program?

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

terms of learner outcomes?

3.

Some of these questions, of course, are difficult, perhaps impossible, to

answer precisely and unequivocally at this time. For the evidence on some issues

is very difficult to uncover; on others, it is not yet all in. Hence, we have for-

mulated our conclusions and judgments in varying degrees of certainty. Where we

consider the evidence to be compelling, our conclusions and judgments are unequivocal-

Where the evidence is less compelling, our conclusions are more tentative and our

judgments less precise.

II. SUMMARY OF CONCLUSIONS AND SUPPORTING EVIDENCE

Our conclusions are presented here in the form of raTher broad generaliza-

tions, synthesized from the specific findings reported in the various appendices.

Supporting evidence is presented in the form of illustrative data.

A. CONCLUSIONS REGARDING THE MASTER PLAN

In our analysis of the Master Plan (see Appendix A) we cklsidered five

variables: (1) the appropriateness of its orientation and its fidelity with the

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

10



awareness of trid tlamiLidritv wit:h the MdsLer Plan; (4) i :3 acceptability to tea-

(-2,1 r; , dna ; and (t)) its perceived utility to teachers.

/Ippyr7v',11fwo:: cf Ovi,:ntation and Fidelity with the Goals of Education.

Th- four mdjor documents of the Dopartment of Education (Experiences in Decision

Mdking, Mesponding, to (Ildnge, dnd the Llementary and Secondary Programs of Studies)

eich empnd-;i.e socill ds the important consideration in program develop-

ment.

n, orientation is expressed as follows: "By actively confronting value

. .
[students] will deal not only with what is but also with what ought to

he an1 will have the opportunity o make this world a more desirable place in which

to live". Wo consider this orientation to be most appropriate and forward-looking.

This orientation is .significantly different from the academic disciplines

orientation of thelsixties, which was typified in Bruner's Process of Education.

Indeed, it should be noted that the conceptualization created by the architects of

Alberta's new program antedates Bruner's call, in 1971, for a moratoriUm "on matters

that have to do with the structure of history, the structure of physics, the nature

of mathematical consistency, and deal with it rather in the context of the problems

that face 11:-".

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

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

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

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

futures is consistent w4.th the orientation recommended in A Choice of Futures:

Report of the Commission on Educational Planning.

Our summary conclusions regarding the orientation of the Master Plan are

expressed 17y Chamberlin (Appendix B.1). The Plan is:
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most defensible lac it thrust toward involving students in the
examination not only of 'what is' but ilso al 'what: ought to bo';

for insisting th,it .tudents confron t. real problems that involve
r'onflicting values; An0 for ashing that processes and content be
selected to develop an understanding of significant social problems.

('). 3)

Levol of ..1-0,:pr!al.. Conotwir. Though, as we have noted, the Master

Plan is thoroughly commendable For its orientation, it has some serious internal

inconsistencies which continue to bedevil teachers.

Far example, though the guides prescribe that the valuing process end

with students acting on their decisions, the retention of traditional topics such

as "the historic roots of man" and "comparisons of Alberta with remote regions of

the world" is in no way conducive to action.

Also, though heavy emphasis is placed upon the seven steps,of the Raths

model of valuing, none of the sample units illustrates how this model should serve

as the basis of instruction.

There appears to be a further inconsistency in the "knowledge" section

of the program in that it emphasizes the importance of interdisciplinary concepts

while at the same time advocating unidisciplinary studies.

A fourth perceived inconsistency is in the area of knowledge building.

Though teachers are cautioned against asking students to engage in valuing without

adequate bases of knowledge, the sample units seem to suggest that students be re-

quired to begin predicting consequences before there is any substantial mastery of

knowledge.

Finally, though the Master Plan clearly recognizes the importance of

"allowing each student to enhance his own personal meaning of humaness", what is

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

1 2



6.

3. 7::ccher :,:oareness and Familiarity. Though most teachers seem aware of

the major thrustn of the new program, and though most are aware of the existence

of a Mast r Plan, most are not thoroughly familiar with the substance of the major

documer ts. though over 90% of the respondents to our questionnaire

claimed be aware of Responding to Change and/or Experiences in Decision Making,

it became evident in our interviews that they differ widely in their knowledge of

ucum,-,r, it was further evident from our document analyses that, though

most rarher- ',ogram developers were familiar with the major thrusts of the Master

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

tended to escape them.

In general, we concluded that a great many teachers do not have the deep

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

4. Acceptability of the Master Plan. There appears to be reasonable support

for most of the orientations of the program among teachers, parents, and students.

Cur example, 61% of the students, 55% of the parents, and 714 of the

teachers support the program for its focus upon the examination of societal goals.

SimLlarly, u(? uf the students, 79% of the parents, and 90% of the teachers support

the Program for iTs emphasis upon consequences of human behavior. Over 90% of the

studentn, of: thc: parents, and 81% of the teachers support the program for its

concern with controversial issues. And 53% of the students, 76% of the parents,

and B2 of the teachers approved the idea that society's policies and leaders be

chai,LevIged /,n the classroom.

It iouli be nored, however, that despite the general support given to

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

the new program for its general emphasis on values.

1 3



7.

5. Teacher Perceptions of Utility. Tea.,lhers varied widely in their per-

ceptions as to the real utility of the major documents. Although most teachers

responding to our qu. *ionnaire claimed familiarity with the major documents

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

neither strongly negative nor strongly enthusiastic as to their usefulness, ease

of understanding, organization, clarity and pedagogical value. (Appendix C.)

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

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

ness.

From nur interviews we learned that most teachers are appreciative of

the content of the handbooks -- but for a variety of reasons. Some perceive them

to be useful in providing the general orientation toward valuing and inquiry; others

perceive their usefulness to be in the content direction they provide; still others

value the guidance the handbooks provide for lesson pZanning.

Some evidence of lack of utility (or perhaps, comprehension) of the

Master Plan was found in our document analysis. For example, although the Plan

suggests that concepts be developed by ruZes, teacher-developed units indicate that

concept development is predominantly by example and by topic.

In summary, we concZude that, aZthough the Master PZan is highly commend,

able and highly acceptable in its major orientations, its internal inconsistencies

and a Zack of teacher awareness of its subtZe intents have rendered it far Zess

useful than it ought to have been. Indeed, we conclude that the Master PZan is

stiZZ, five years after its creation, far more an idea in the minds of its creators

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

1 4



8.

B. CONCLUSIONS P,EGARDING PROGRAM DEVELOPMENT

In our andlyses of the processes and products of program development,

we examined sx mdjor indicators of quality: (1) fidelity with the Master Plan

the matters of value concepts, the Designative-Appraisive-Prescriptive

(.A.P.) orie.utation and the treatment of skills; (2) adequacy of time and re-

sources; (13) !evel of support; (4) adequacy of formative evaluation techniques;

(5) diff.epenee among regions; and (5) adequacy of Canadian content.

Yielity with the Master Plan. Although the units focusing on value

issues tend to be isolated portions of instructional programs, such value concepts

as are dealt with appear to have a high level of fidelity with the value concepts

recommended in the Master Plan documents. Specifically, in 92% of the units ana-

lyzed, the value concepts incorporated into the programs matched those specified

in the Master Plan. However, the evidence also suggests that value concepts tend

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

rule.

The so-called D.A.P. orientation of the Social Studies program prescribes

that an APprolDriate balance be struck between the designative, the appraisive and'

the prescriptive modes. In the designative mode, emphasis is on what is, what was,

or what he and the major stress is upon the traditional academic disciplines;

in the appraisive mode, emphasis is on what should be and the major stress is upon

issues or problems having interdisciplinary bases; and in the prescriptive mode,

emphasis i upon ,,hat should be done and the major stress is upon the formulation

of appropriate courses of personal action. In our analyses of programs, we found

the major emphasis (80'3) to be on the designative, a very minor emphasis (20%) on

the apprEaisive, and no orientation whatsoever toward the prescriptive.



9.

The skills incorporated into teacher-developed programs also reflect

a high degree (100%) of fidelity with the Master Plan. But the skills which are

emphasized are typically lower-order skills recall, map reading, etc., to the

exclusion of essential valuing skills of comparison, of dialogue, of understanding

and appreciation, and of compromise.

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

of teachers, students and community in the proceE'ses of local program development.

Yet the time and resources allowed for teachers to engage in this activity are

generally minimal.

A full 92% of the teachers polled indicated that they needed time for

program development; only 22% indicated that thei were given such necessary time.

Over 75% of the teachers agreed with -the proposition that students should

be in': ..- 1 in program development; but just ovr, 40% viewed this as a possibility

-- because of time constraints.

The plight of the Elementary teacher in the matter of program development

appears to be a special case. The Elementary teacher is a generalist; she/he teaches

many, if not all, subjects; hence, the burden of program development in the Social

Studies appears to be particularly onerous at this level.

3. Level of Support. Teachers, in general, are not at all enthusiastic about

the kinds of encouragement and assistance they received (or now receive) in the task

of program development.

Most (73%) view other teachers as their best source of assistance. Some

(44%) consider supervisors and consultants to be helpful. Few (36%) think their

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

helpful.

1 6



10.

In retrospect, most teachers rank the Department of Education as being

most helpful e them in implementing the new program, the local school board as

being c) con,1 mos help, the teachers' association as being third, and the uni-

versities -=.ourth.

nally, though teachers believe that the Department of Education's

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

largelv lost through their efforts to be, at once, both assistants and%evaluators.

Evaluation. Until now, no real formative evaluation of the

program has taken place. The evaluation materials produced during the pilot-

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

now appear ,o have been "lost"). Individual teachers who are attempting either to

conduct formative evaluations of their own programs or more summative evaluations

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

norms ought to be. Hence, the norm has become either traditionaZ evaZuation of

traditional. oontent or no evaluation at aZZ.

5. Regional Differences. A very wide discrepancy appears to exist between

the quantity and quality of materials available to students and teachers in urban

areas and those available in rural areas. In most urban areas, the materials for

program development are fairly adequate; in most rural areas the materials are

quite inadequate.

Similarly, consultative and support services appear to be quite adequate

in urban areas, bur quite inadequate in rural areas.

Not surprisingly, therefore, the level of program implementation (as re-

vealed in teacher-developed programs) varies markedly from region to region.

1 7
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6. Canadian Content. In the prescribed program, there are provisions for

Canadian content. However, these provisions are unevenly distributed. While

most of the Elementary program (grades 1-5) and the Senior High program (Social

Studies 10, 20 and 30) do specify topics and themes which deal in Canadian content,

the content at both the grade C and the Junior High School levels is completely

devoid of Canadian materials.

Fully 82% of the teachers polled, 79% of the parents, and 65% of the stu-

dents believe that the Canadian contenof the Social Studies should be increased

and perhaps, by inference, more evenly distributed across the grades.

It should also be noted, however, that most parents, students and teachers

would deplore an emphasis on "Canadiana" which would become chauvinistic or nation-

alistic. Instead, they would favor an emphasis which would make Canada the base,

the starting-point for the consideration of all issues -- be they world-wide or

Canada-specific.

In summary, we concZude that there has been considerable sZippage in

the translation of the Master PZan into programs. Concepts are still developed

in traditional ways -- largely by topic and in unidisciplinary ways, not by ruZe;

the emphasis is still upon the "designative", at the expense of the "appraisive"

and the "prescriptive"; and lower-level skills of inquiry still take precedence

over the higher level skiZZs of value inquiry. We further conclude that some of

the reasons for this slippage are: Zack of time for program development, Zack of

resources, Zack of consultative services, and Zack of teacher competence in pro-

gram development.

1 8



C. CONCLUSIONS REGARDING THE SCHOOL/CLASSROOM SITUATION

In our attempt to assess the appropriateness and effectiveness of the

real classroom situation, we asked three questions: (1) How fully and faithfully

do various teaching-learning situations reflect the philosophy and intents of the

Master Plan? (2) How effective is the new program in terms of its impact upon

student learning? Are desired outcomes, in fact, being achieved in the classroom?

(3) What constraints have stood (or still stand)in the way of effective implemen-

tation of the program in the schools of the Province.

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

us to arrive at summary conclusions.

Z. Fidelity of the Classroom Situation with the Master Plan. As a measure

of fidelity with the Master Plan, we selected five indicators: (1) the valuing

and inquiry orientation; (2) the D.A.P. orientation; (3) the use of "unstructured

time"; (4) the level of student involvement in planning; and (5) the scope of

teaching-learning activities.

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

appear to believe that the valuing orientation, controversial issues, challenges

to society, and active involvement in society shouZd.be the hallmark of Social

Studies education, fewer than 50% report that corresponding activities do, in fact,

take place in their classrooms; hence, it would appear that the discrepancy between

what most teachers perceive to be the ideal and what they perceive to be as the

real is very large indeed.

Also, it must he noted that many teachers reject the valuing orientation

(32); even more reject the non-textbook approach and the rotion of open student

inquiry (40%). Not surprisingly, the lecture, note-taking, and testing for the

recall of facts remain the dominant activities in such classrooms.

1 9
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13.

In a very small proportion of the classrooms (fewer than 20%), have the

valuing and inquiry orientations become the pervasive orientations they were in-

tended to become. In these few situations, highly committed and imaginative

teachers have succeeded in preserving the integrity of the program and adapting

it to their students' needs and interests -- with the result that truly exciting

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

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

dealing with v lue issues, appropriate emphases would be 6iven to the processes

of des:I.gnation, appraisal and prescription. We have found that the designative

aspects of the process are dominant, almost to the exclusion of the other two, in

a large majority (over 80%) of real classroom situations; that the appraisive as-

pects of the process receive attention in only about 20% of the situations; and

that the prescriptive aspects receive attention in very few, if any.

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

"unstructured time" portion of the program appears to be somewhat conflicting.

About 75% of the teachers indicate that students should be involved in deciding

what to do with the unstructured time -- but less than 50% claim that students are

so involved. Also, though 65% believe that records should be kept of the problems

studied by students, only 40% claim to keep such records.

A full 25% of the students, however, claim not even to know about the

one-third unstructured time -- and many of those who do know about it refer to it

as a "myth". They allege that they are only minimally involved in planning the

use of this time, 'and claim that their inputs to the planning process are used only

if they coincide with the teacher's interests and intents.

2 0



14.

Level of Student Invoivemcnt in Planning; Th,,,,c7i1 about 85% of teachers

believe that students should be involved in selecting issues for analysis, only

50% do, in fact, claim to involve students in this activity. Only 35% of the

students, however, believe that they are so involved.

Similarly, while 74% of the teachers believe that ample opportunities

are provided "for the exploration of student feelings", only 45% of the students

agree. And while 71% of the teachers claim that "behavior is examined from many

points of view", only 49% of the students think so.

In summary, there appear to be two fairly large discrepancies here:

one, of the order of 35%, between the extent to which teachers believe students

should be involved in planning and the extent to which teachers believe students

are involved; and the other, of approximately 25%, between what teachers perceive

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

The Repertoire of Activities. The new Social Studies program virtually

mandates that teachers and students engage in-a wide variety of teacher-learner

activities -- independent inquiry, group discussion, role playing, simulation,

community analysis, and so on, depending upon the substance and the object of the

learning experience.

We have found that, in what might be called "traditional classrooms",

the lecture and note-taking are still standard fare. In classrooms in which the

newer orientations have been adopted, the individual student research report has

become the major activity to the virtual exclusion of all other strategies.

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

pervades the Social Studies classrooms of the Province.

in light of all of the foregoing indicators, we conclude: that the new

program is operative at some minimal level of fidelity with the Master PZan in
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a:t7. and ciasspooms; it is operative at about 50% level

747

ghep ietit iet,, no

mu.:t ae ,not.,1.1e)(h

and that it is operative at a considorably

, Level of fidelity in but a few classrooms.

F?".nal (?uality. At the outst.t, we

do not have the kind of data (before and after measures

of b,:havior) which woulA ;11):!_n u to make unequivocal statements about

imeaee of -he new program.

hit lala we have a - in tae form of student opinions and parent opinions.

e'ree ttle. tmi intervreted with great caution for the reason noted at sev-

ri1L uoLn te :a rel'ort namely, tJlat the new program has been implemented at

iariuus Tevele ef authenticity and, hence, that,different students may be reporting

antly different programs. However, the following seem noteworthy.

:::!pacts of the Program on Students. Students' views differed, as one

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

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

0ver half (5n) believe that Social Studies classes do, in fact, help them to

arr.Tve at eplutions to social problems; that, similarly, just over half (51%) be-

lieve that elle Social Studies do, in fact, help them to reassess their attitudes,

helefs and values; hut that only 37% believe that they are provided with "real"

eprortunities to act out ther value choices and learn the consequences; and that

still fewer (13%) believe that experiences in Social Studies do cause them to change

their behavior in daily life.

Pc;ccptu&I Difficulties. Earlier in this report, we noted a very wide

discrepancy between teachers' percentions of what ought to be and what is in Social

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

mitted by teachers. But there are also some significant discrepancies between
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teachers' and students' views of Lthat is. For example, while 746 of the teachers

reported that in their classrooms ample opportunities are provided for the

"exploration of students Laelings", only 45% of our student respondents agreed.

Similarly, while 7n ef the teachers claimed that "behavior is examined from many

points of vie.'7", only 4';)% .f the students agreed.

Such discrepancies seem to suggest that, even though teachers intend to

provide certain opportunities and experiences fer students, students often do not

realize (or believe) such experiences are being provided.

LF:vilarlv, many, 7..any ';tudents beli-ve that they are not allowed suffi-

cient involvement in program planniny llven the se-called one-third unstructured

time they allege, is almost totally planne:1 by teachers. As a result, students

claim to be unaware of the objectives of many activities and, hence, to profit less

than they ought to.

Finally, the students we interviewed tended to corroborate our judgments

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

plementation and effectiveness varies from classroom to classroom. One student

had developed a formula which he expressed somewhat as follows: "In any three

years, the Junior High or the Senior High years, a student is likely to get one

year of boring lectures, note-taking, memorization, and tests; one year of point-

less, unguided student projects; and one year of really exciting experiences -- with

the teacher playing an important role but allowing the student to participate fully.

That one year makes it all worthwhile."

Other students agreed with this general diagnosis. And they concluded

simply: It ai: on the teacher.

In sumary, it ri?ust he recognjzeri that the evidence on the impacts of the

new pro,....:eam on studiento is very sketchy. ClearZy, however, most studants do not

beZ.ieve prram is havinc a MajOP 1:Tpaet.
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11.

in tune with mary of their teachers about the major orientations, strategies,

and intended outcomes of the program.

3. Encouragements and Constraints. Why has the program not been more

evenly installed in the classrooms throughout the Province. What constraints

have stood, or still stand, in the way of effective implementation?

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

(1) a tendency to dichotomize the various positions in the philosophical and

pedagogical belief structure underlying the Social Studies; (2) the availability

or non-availability of resources; (3) the presence or non-presence of encourage-

ment, support and consultative assistance; (4) the demands of the program develop-

ment task; and (5) basic teacher qualification.

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

mize positions and beliefs as great as it is in the Social Studies. Many teachers

believe that one engages either in valuing or in the acquisition of knowledge --

but not both; either in interdisciplinary studies or in rigorous inquiry -- but not

both; either in discovery-oriented activities or in learning -- but not both; and

so on. The dichotomies are endless. As a result, many teachers believe they must

be willing to sacrifice the socially and personally maturing experiences of valuing,

critical analyses, and social activism, if they are to provide a "solid" education.

Conversely, other teachers believe they must be willing to sacrifice skills and

knowledge, if they are to allow students to engage in inquiry, in valuing, and in

what they perceive as "random" student activities.

.
Too few teachers (and students) are able to "get everything together"

into a legitimate and consistent pattern of Social Studies education. Too many

tend to incline too far in one direction or the other -- toward free and open student

inquiry, without the appropriate knowledge and skills or toward the mastery of facts,
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without experience in inquiry, in valuing, or in critical analysis and involve-

ment. No doubt this tendency to disagree on the basic belief structure of the

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

Resources. Though some schools are now developing or acquiring fairly

rich resources in the Social Studies, most teachers are still mindful of the early

days of the program when appropriate resources simply were not available. Indeed,

in some schools materials are still either inappropriate or in very short supply.

Not surprisingly, many teachers and students believe that a return to

a standard, prescribed textbook is the only solution to the problem.

Clearly, the new program is very dependent for its success upon a variety

of learning materials of many forms. Unless such materials are available, the pro-

gram will flounder as it has. This unevenness in resources appears to us to be

another major factor in the pattern of program implementation.

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

ment and assistance they have received has been minimal and varied. Though most

teachers (over 60%) considered the Department of Education to be most helpful in

orienting them to the new program, and though many teachers (over 55%) from the

large urban centres reported that district-wide services were and are provided, in

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

encouragement.

Over 50% of the teachers did not view their principals or teacher organi-

zation as helpful or encouraging.

Again, it seems clear that patterns of assistance and encouragement in-

fluenced patterns of implementation. In larger situations, where teachers could

turn to each other and/or to district services, implementation tended to proceed.

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

they know best the teaching of traditional Social Studies.

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

that they were providec with time for planning and program development. This,

coupled with the scarcity of resources noted above, no doubt still impedes pro-

gram implementation.

Teacher Qualifications. Approximately 50% of our teacher respondents

reported that they held univers!ty degrees in history, geography or the social

sciences. This is not surprising since slightly over half (52%) of our respon-

dents were Elementary teachers and might well be expected to have majored in

language arts, early childhood education, or whatever. [However, 1W .eported

majors in English or physical education.]

The point is this: there are many teachers struggling with the new

program who, for whatever reason, are basically unprepared to deal with it.

[We interviewed some High School Social Studies teachers, for example, who had

majored in fields unrelated to thc Social Studies and found them to be quite un-

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

as inquiry, valuing, critical analyses, and so on are little more than slogans;

when attempts are made to implement empty slogans, the results are as often mis-

educative as they are educative.]

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

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

of the new program.

2 6



20.

Parental Knowledge and Involvement. The architects of the new Social

Studies program anticipated active involvement in planning by parents and the

community. This involvement simply has not developed. Indeed, very few parents

are even knowledgeable about the program. If any are involved in planning, we

were not made aware of them. Very likely, this lack of community knowledge, in-

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

the momentum anticipated.

IV. SUMMARY JUDGMENTS

Some of the foregoing findings and conclusions were formulated upon

fairly concise and quantifiable data. Others, however, were synthesized from

observations and impressionistic evidence.

The task nDw is to move from these various sets of data and indicators

to our final set of judgments or evaluations. These are summarized in the Profile

on the next page.

It will be seen that attainments vary markedly, in our judgment, among

the various dimensions of the Profile. For example, we have judged the Master

Plan to be excellent in its orientations and fidelity with the goals of education,

but somewhat lacking in its utility. Similarly, the programs were judged to be

reasonably faithful to the Master Plan in the expressed value concepts and skills,

but much less faithful in the treatment of values and skills.



A PROrILE: THE STATUS OF THE SOCIAL STUDIES 1975

L The Master PZan

1. Fidelity with Goals of Education

2. Appropriateness of Orientation
3. Level of Internal Consistency
4. Level of Teacher Awareness
5. Level of Teacher Familiarity
6. Acceptability: to teachers

to students
to parents

7. Perceived Utility to Teachers

3. Program Development

1. Fidelity with Naster Plan

(a) in value concqpts
(b) in concept treatment
(c) in D.A.P. orientation
(d) in skills

2. Adequacy of Time
3. Adequacy of Support

(a) from the Department
(b) from the District
(c) from the University
(d) from Associations

4. Level of Formative Evaluation

5. Extent of Regional Equality
6. Adequacy of Canadian Content

C. The School/Classroom Situation

1. Fidelity with the Master Plan

(a) in the valuing orientation
(b) in the D.A.P. orientation
(c) in the use of unstructured

time
(d) in level of student

involvement
(e) in scope of activities

2. Impacts Upon Learners
(a) in problem solving
(b) in reassessing beliefs
(c) in deciding behavior
(d) in forming life styles

3. Level of perceptual agreement
between teacher and student

4. Adequacy of resources
5. Level of support encouragement
6. Adequacy of planning time
7. Level of teacher qualifications
8. Level of parental involvement

Low

21.

Hig)

-OP
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Clearly, th.L is a mixed report card. In the very complicated pro-

cesses of innovation -- of cadrifying the grand idea, of communicating that

idea to practitioners, of transling it into programs, and of installing these

programs in classrooms -- there has been a great deal of "slippage".

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

difficult to identify:

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

new program.

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

iii. Many teachers, because of their inadequate or obsolete preparation

and/or mis-placement, simply are -riot able to cope effectively with

the demands of the new progran.

iv. A wide-spread failure of schools to involve their communities in

the planning and implementation of the program has effectively

excluded the community as a source of encouragement and impetus.

v. Finally, the fact that teachers have declined to "take students into

their confidence" (or to put it another way, have not "effectively

recruited students" to the orientations, the objectives and the

strategies of the new program) has resulted in dysfunctional gaps

between teachers' and students' perceptions as to what the new

program is or should he all about.

RECOMMENDATIONS

We were asked to take stock of a particular program innovation at a

particular point in time in its evolution. We were asked to judge that innovation

-- on the basis of its appropriat, -less, the extent of its implementation, and its

effectiveness. And we were asked to recommend on its future.
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In general we have judged the Master Plan of the program to be appro-

priate -- but in need of refinement. We have judged the implementation of the

program to have been difficult, slow and spotty -- and, hence, in need of further

impetus. And we have judged the effectiveness of the program to be not only

spotty, corresponding to the uneven pattern of implementation, but also consider-

ably short of expectations even in situations where the program has been reason-

ably well installed.

These judgments may appear harsh. They may be interpreted by some

readers as good and sufficient reasons (if they are indeed valid) to call for a

retreat from the nEw program. We would disagree. The history of innovation is

replete with "mixed report cards" -- uneven patterns of acceptance, uneven patterns

of implementation, and uneven patterns of effectiveness.

Yet we are convinced that, after a five-year trial period, the program,

as it operates in some situations, has demonstrated that it has an exciting poten-

tial. How is this potential to be realized?

A. RECOMMENDATIONS RE. THE MASTER PLAN

We have judged the Master Plan to be appropriate in its broad goals and

its general orientation. We have further concluded that it has the potential to

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

That the new Social Studies program be continued -- with certain

refinements, to be noted later.

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

rather serious internal inconsistencies and is further weakened through lack of
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teacher familiarity, understanding and acceptance. We recommend:

#2 . That the Department of Education undertake a reassessment of
the Mater Plan and a thoroughgoing revision of the major documents
in which the Master Plan is articulated. As a minimum, the revised

documents should:

1. c1arify and expand the specific orientations and illustrate
how these may be subsumed in the various themes and topics;.

ii. clarify provisions for student (and/or community) inputs to
the'goals and content both of the general program and of

the "unstructured time";

iii. distribute Canadian content more evenly across the grades;

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

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

24.

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

ly prove to be an onerous and difficult task. For attitudes toward the Master Plan

a_'e mixed; philosophies are entrenched; and experiences have been varied. Hence,

as a matter of strategy, we suggest:

#3. That all relevant groups (Department of Education, Local School

Authorities, the Teachers' Association, Faculties of Education,
Students, Parents, and Citizens) be invited to participate in the

reassessment and revision of the Master Plan; and

That some appropriate instrument such as an ad hoc Task Force

he created for the conduct of the task.

B. RECOMMENDATIONS RE. PROGRAM DEVELOPMENT

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

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

local level, little was done to ensure that such would be the case. As a result,
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the activity 'has been spotty anr. mixed quality. We believe the activity

should now be given a new impetus and a new turn toward quality. Hence, we

recommend:

That the Department of Education create (or cause to be created)

new instruments or agencies for the promotion and refinement of pro-

gram development;

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

That these agencies assume six major functions:

i. to design model programs,
ii. to serve as demonstration centres,

iii. to train consultants and programers,
iv. to develop prototype materials,
V. to give leadership in formative evaluations,

vi. to serve as a clearing-house/communication centre; and

That care be taken that these agencies remain "service oriented"

(i.e. provide incentives, expertise, support, etc.) and not develop

into a new level of bureaucracy.

C. RECOMMENDATIONS RE. THE SCHOOL/CLASSROOM SITUATION

We have noted that many teachers, when confronted with the new program,

tended to react in one of two ways: either by remaining unchanged -- and continuing

to function as the directors of learning, the transmitters of knowledge, and the

evaluators of student progress; or by changing completely and moving from direc-

tors to observers, from participants to spectators, from the foreground to the back-

ground of the learning situation.

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

song: "Where have all the teachers gone?"]

We believe that the undirected student report is not a particularly ap-

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

we recommend: q()



26.

That teachers and consultants be encouraged to strive to achieve
a broader repertoire and a better balance of both teacher and student

acLivities in the classroom;

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

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

D. MISCELLANEOUS SUGGESTIONS

1. As indicated, there appears to be a rather wide-spread belief among

students, teachers and parents (along with such agencies as The Committee for an

Independent Canada) that Canadian content ought to be increased in the Social

Studies and distributed more evenly across the grades.

We do not quarrel with that belief; it is surely reasonable to hold

that Canadian citizens should have some grasp of the historical, geographical,

cultural and social bases of their homeland.

But we have noted that in some circles (both within and outside the

classroom) this renewed emphasis upon Canadiana has taken on a highly national-

istic, chauvinistic quality. Also there is a new demand for a kind of encyclo-

pedic knowledge of Canada's history and geography. These turns are completely

incompatible with the expressed goals of education and with the fundamental

orientations of the Social Studies program. Hence, we suggest:
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That teachen; and program-developers exercise appropriate cau-

tion as they move toward increased Canadiana in the curriculum.

That Canadian content be used, appropriately, as the vehicle

.for many inquiries, as the starting point for others, and as the

reference point for Others; but

That tue desire for more Canadian content not be allowed to be-

come the excuse for subverting some of the other important goals of

the program.

2. We have observed that patterns of student invavement in Social Studies

planning are mixed. In some cases, students are in no way involved; in others,

they are involved quite superficially; and in still others, they are allowed to

"take over" certain portions of the program, turn it in the direction of their

current whims and interests, and deal with it as they see fit.

We believe that no one of these patterns is entirely appropriate. Stu-

dents should not he excluded from planning. But neither should they be included

in superficial or patronizing manner. Nor should they be allowed to plan and

conduct their activities without teacher guidance. Instead, students should be-

come partners in the planning process and one of the goals of the endeavor should

be to make them become skillful and committed through the experience. Specifically,

we suggest:

#7. That deliberate attempts be made to familiarize students with

the aims, the orientations and the methodologies of the Social

Studies program;

That students be deeply involved in the processes of clarifying

goals, of planning activities, and of assessing progress; and

That, through these and other means, a commonality of perception

be sought between student and teacher.
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3. The new program is toured as one in which the student develops an in-

terest and a skill "in making the world a better place in which to live". Yet,

we have tOund that, in very few instances is there any real or meaningful contact

between the Social Studies classroom and the "world out there". Parents and com-

munity groups are totally uninformed about the Social Studies program; they are

in no way involved in planning it; and they make little or no contribution to its

impieMentation. de suggest:

118. That some kind of communication device(s) he initiated, either

at the Provincial or local level -- or both -- to inform the public

of the purposes, orientations, and strategies of the program;

That deliberate attempts be made to involve parents and society

in planning; and

That community resources be used maximally in Social Studies

education.

4. Finally, we have noted a wide variation in the competencies that various

teachers bring to the task of implementing the new program. Some are steeped in

the traditions of the past and have difficulty either accepting the new orienta-

tions and/or implementing them effectively. Others are generalists (or trained

in another subject field) and have difficulty coping with the materials and the

modes of the Social Studies.

We think the rather wide-spread belief that "anyone can teach Social

Studies" is totally wrong and does nothing but damage to the program -- not to

mention the students involved. Hence, we suggest:
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Thal ;';choot :orhorities exercise caution in their hiring and

deploying pract.iee'; to ensure that teachers are qualified for

the tashs

That enli,*Lened programs of in-service education be initiated

cooperativel. by Local Authorities, the Association, the Universities

and the Department to engage practicing teachers in self-development

through: short courses, involvement in projects or program develop-

ment, vir.tation programs, and so on; and

That special consultative and information services he provided

tor non-specialists particularly Elementary teachers.

9

A CONCLUDING THOUGHT

Throughout this inquiry, one very troublesome issue has returned to

us over and over again. This is the matter of teacher selection.

It now appears abundantly clear to us that no depth of scholarship,

no t,.flhnical excellence, no classroom expertise will serve the needs of the new

Social Studies program unless the personality and the disposition of the teacher

are supportive of its intents.

About one-third of our teachers reject the inquiry and valuing orien-

tations, and less than onc-fifth actively promote them. Effective programs of

teacher education may do much to change these ratios. It is clear, however, that

many candidates for teacher education enter professional programs with attitudes

and philosophies and convictions (variously derived from the home, the church,

or the community) which are partly or wholly antagonistic to student prerogatives

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

ingrained that no amount of study (disciplinary or interdisciplinary) and no amount
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of liberalizing experience (professional or other) will dispose them towards other

than establishment kinds of thinking nd acting in the classroom.

Is this not a kind of sabotage?

We now require from all teacher-education candidates indications of aca-

demic potential comparable to that for other kinds of professional education.

Should we not also require from them (especially those who, like Social Studies

teachers, will be dealing in areas of social alternatives) indications of intellec-

tual flexibility and openness -- together with the disposition to encourage these

characterstics in others?

Given the fact of our pluralistic society and a Social Studies program

that purports to accommodate a plurality of positions and values, is it reasonable

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

cannot tolerate pluralism?
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Xo.'- of fly, material in this Appendix has been extracted from our

preliminary report, ?ocial. Studios in Alberta: Prospects for Evaluation,

whi( wa, iihmit-tod in January, l974.
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AiTIM)T:': A

I d number ol forces be;'an /o ett,. in Atli, rta

I r:Ithor drwttic revisions of the Social l;tudion programs then in

the end or the decade, new program:: had Poen developed foi, dll

-rdt... Hementary and l'lecondary schools.

rcral to the program changes were a number of aumptions and

1-aith: (1) that l'Iltudies ought to include much more than

td:tHtial disciplines of history and geography and, indeed, ought to

s; ..titfh.nt e major conceptual frames and mod, thought ail

t:e .:.ciences; (2) tha1 rote memory and the simple ma.;!--7 .ct.s -ught

to more inluirv-oriented experiences; 0) that the processes

valuiny e!wht to be a eentral aspect of all learning experiences in the social

i,.marL; rextboohs and other hinds of obsolescing materials ought to

mure teacher-prepared ldarning materials to keep the ,-0!,)i..,r,,ry

f the .11blecl alive and up-to-date; and (5) that students and parents

.:)11,h 17c, have a -ood '1,11 to say about the selection of materials.

Thee and other assumptions and articles of taith, held by the early

of Ih(, proi-ratti!:, have not gone unchallenged. 'Indeed, analysts of

H program, and ti-Rs teachers who attempted to implement the new

cont-itwe to raise trouhlesomr. questions:
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I. THF: STUDY

)1.,1-c.t. of our study was to descril,e the new Alberta

the .voropriatene::s and ofTectIvenes., of

, wht-tht-tr and how the program:1 ought to be modi.-

' :,- ', .'.1.1! ur,.

! y tir 01,1 jective.S were :
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to de;3 cp-ic the actual operations or tile nes !,ow

they were implemented, tli teac ru;,Hes :

how studenrs are evaluated, how arc . v 4L-R, tt!

and :,.laterials developed;

TT. to 47,-...,pirif oF "T.:ew" prT,ims

to chytermine the eteht which "whal- "

L11. to ;.:-oragi! the att'udes ot teachers, pare'; ehd 1--wrJr1

the new prop.rams;

V. to compare the operational oblectivos Studie pro-

i,.,rams with the approved tT.0a of 1"-,asic 5-lucat-ion in Alberta";

v. to judiy2 the effectiveness of the programs in achieving their

aims;

to identif3 factors which have contributed

failures of the programs; and

1

vii . to reCor.17r,end changes.

II. THE ROLES AHD COALS OF EV:LUATTON
2

the successes and

Following Scrivon's admonition, we tended to regard the purpose of

thi!: evaluation in t1,10 ways: (1.) in terms of the goals of ovaluation, and (2)

in terms of the roles of evaluation.

Viewed in terms of goals, the purpose of any evaluation is to assemble

appraisive information about rlir worth of an object -- in our case, the new

Social f::tudies.

put viewed in terms of roles, the purpose of a program evaluation is

to provide decision-makers with appraisive data to inform their task of judging

alternatives and making choices.

1. ,Ajectivos are quoted from the Memorandum of Agreement of September 4,

1574, which the terms of reference of the study.

11,1cli of this background, conceptual material was first presented in Downey

Research Associates, Social Studies in Alberta: Prospects for Evaluation, a

preliminary report to the Department of Education in January, 1074.
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Scriven points to the potential. confusion between the goals a.nd roles

evaluation in the following terms:

Failare to se the) rather obvious distinction between the

.les ar.d goal. of evaluation ... is one of the factors that

naa led lo the dilution of the process of evaluation to the

point where it can no longer serve as a basis for answering

the question:: which are its goal.3

'aINLION :4' DIALUATION: VERIFICATION, VALIDATION AND VARIANCE

It Las been suggested in the Alberta Department of Education's publica-

Evalua7ioa Guidelines, that "evaluation activities are an attempt to deter-

:ow well educational objectives are achieved". This activity we refer to

aa z:),czton; in it, objectives are the principal guidelines for evaluation.

While verification is a necessary dimension of any evaluation activity,

ir IS 5(:), in our vie, a sufficient one. What is .lacking, when procedures of

verification alone are used, is any attempt to assess the worthwhileness of the

gcas and objectives of the educational program under consideration. It is such

of Hie worthwhileness of these goals and objectives we refer to as

:,(-2-2tion. Only when the two procedures are used to complement each other can

coml)I hensive and adequate evaluation result. By employing both verification-

and validation we can attack the two evaluation questions which Stake points out

can logically be aked about any educational program: (1) Does it achieve what

maker intends? (2) is what it is intended to achieve worth something?
5

r: HrJVen, "The ML-todo:logy of Evaluation". In P.A. Taylor and D.M. Cowley,

H 1rigs in Curriculum Fval'iation, Dubuque, Iowa: Wm. C. Brown Co. Publishers,

IT/2, pp. 28-30.

C. Rhodes and C. Lomas, Evaluation Guidelines, Department of Education,

Alberta, 1972, n. I.

Daniels, LePoi P., The Justification of Curricula. A paper presented at the

AERA Annual Meeting. New York City, 1971.
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While the Processes of verification and validation may be quite

different purpose, the '? are similar in procedure. niplV stet- , an oblect

ot:,.,au1 is seleel d, a criterion is adopted, and a comparison is mado in

order r o ascertain the extent to which tbe object or ev3lUation liar, met the

eniterion. F'.)r purposes el both verificatlon end validation, the objects of

evaluati n will be the rame; eriteria for evaluation, however, wiT1 differ.

When the process is one of verification, the criteria will be internal to the

riim and will ::onsie.t of the intents of the program designers. When the

proee,e is one of validation, the criterion or criteria will be external to the

program and will :Q independent of the intents of the designers. Indeed it may

be the intents of the designers which are being appraised.

Analytic descriptions of both the object of evaluation and of the

evaluation criterion aro important and essential aspects of any evaluative under-

taking, as is the making of,the comparison, i.e., ascertaining the extent to

whieh the object fulfills the criterion. Since we assume that there can never be

a perfect congruency between object and criterion, it is in the attributing of

meaning to the nature of the so-called discrepancy, that we regard as being the

most. criti al aspect of any evaluative undertaking. Too long, we feel, it has

been assumed that a lack of perfect congruence has been regarded negatively by

evaluators and decision makers, with the result that the term "discrepancy" has

acquired negative connotations which were largely unintended when it was intro-

duced to the literature of educational evaluation. It is to avoid such connota-

tions, and to avoid conceptual difficulties in our discourse that we introduce a

further term, variance. The notion which we wish to convey through this term is,

as before., a lack of congruence, but one which may result from either losses or

additions (side-effects or unintended effects) which may be either negative or

positive, or a combination of the two.
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:]mmar; (-,;;r approach to the eva3uat5on revolved around

validdtioh, and variance.

OF EVALUATION:
ENTATION, PVA:,UATION

Gur early proLlev lhe development of this plan of evalua-

! i
identii5cation of the object or the "what" of the evalua-

!!!le!: wer sought from afnumber oF sources: discussions with teachers,

cF document:-;, di!lcuions with :;epartmental officials and advisory

' dnd ,o ofl .

ti,re domains:

ideas, so generated, tended to Fit rather neatly into one of

Instruction the way the programs operate in the classrooms

of the Province;

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

iii. Formative Evaluation the way in which the programs were
monitored and improved during the initiation stages.

Then 1-1 each of these domains, it became possible to conceive of the

set r)f ac ivities or processes which, in turn, produced various outcomes or

troducts: from master-planning to a master plan, from program-development to

!Tific programs, and from transactional activities to terminal outcomes, pro-

ducts or data.

The three domains along with the various processes and products --

are summarized in the conceptual framework on the next page. This conceptual

th(:, cuetions which were to become the substance of our

luii
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7. METHODS OF INQUIRY

We emHoyed fiv evaluative techniques and staged our activities

fiv- -orrespendinf,,, phases:

ivi

was an analysis and assessment of .thc.: Master Plans them-

u:;ing the Tracitional techniques of documentary analysis. This

.;ielded specific data for certain aspects of the study, and also

ideas and intrument items for phase tido.

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

rent:. This survey produced much of our attitudinal data and eiso

1 .Ieseriptive materials.

ihx3, ihree was an in-depth analysis of teacher-developed programs --

.erm:ne the extent to which Those follow or fail o follow the principle:,

nclicie:-; and the guidelines of the Master Plan and the extent to which they

Haare with the approved "Principles of General Education".

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

Pi- ot 1,chool'; throughout the Province, for the purposes of interviewing teachers,

stud'rt:a::d parents, of examining resources and materials, and of observing

i a'oo-c: in op,-.ration.

The fifth and final phase of the study was one of synthesis and judg-

ment. During this period The research team attempted to "put together" all of

the !-inding, to identify and correct inconsistencies, and To arrive at warranted

(./nclusions, judgments, and recommendations.

It will be noted that some of our activities were planned to give the

udy breadth and comprehensiveness; others were planned to give it depth and

intenf;iveness. Also, it will be noted that there was considerable redundancy in

our ofFerts -- For we wished to use each successive activity as a verification

and eplanation of what had been found in earlier activities.
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THE SOCIAL STUDIES IN ALBEPTI.
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APPENDIX P,

CRETIQUES OF THE MASTER PLAN

A CRITIQUE OF THE 1971 ALBERTA ELEMENTARY SOCIAL STUDIES CURRICULUM

L. Is the program consistent with social reality' 44.

2. Is the program consistent with the broad stated goals
for the Elementary School-'' 45.

. Are the goals valid and comprehensive?

4. 1.:3 the program well organi.sed to provide sequential
development of the goals' 52.

Is the prcn,ram consistent with the characteristics of
53.

I: the program consistent with characteristics of teachers? 55.

7. Ts the program internally consistent' 57.

Conclusion 61.

Peferences. 63.

2. AN ANALYSIS OF THE 1971 SECONDARY SOCIAL STUDIES CURRICULUM

Purpo-e 66.

Program Intentionality:. Man 68.
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Implications 84.
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The critique of Experiences in Decision Making was prepared by C.

Chamberlin; the analysis of Responding to Change by T. Aoki and W. Werner.

'Though each is referenced o the particular document under review,

both critiques are generally applicable to the two programs.
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APLENDIX h.

43.

A CRFTIQUE OF THE
1071 AfaLkTA ELEMENTARY SOCIAL STUDIES CURRICULUM

(Cearles Chamberlin)

If I had my c:lolce now, in terms of a curriculum project for the

:eventies, it would be to find a means whereby we could bring society

ek to its sense of values and priorities in life. I believe I

wnuld ,luite satisfied to declare, if not a moratorium, then some-

thirw of a dempha;:is on matters that have to do with the structure
of hHtory, the structure of physics, the nature of mathematical

istcncy, and deal with it rather in the context of the problems

that face us. We might better concern ourselves with how those
problems can be solved, not just by practical action, but by putting

.-nowiedge, wherever we find it and in whatever form we find it, to

work in these massive tasks.1
Jerome Bruner, 1971

Th,> curriculum exists only in the experiences of children; it does

not exint in textbooks, in the course of study, or in the plans and

intentions of teachers.2
William Ragan, 1966

in asseflsincT the validity of the 1971 Alberta Elementary Social Studies

curriculum, Bruner and Ragan provide bases for examining its main strengths and

irc main weaknesses. it is at its best in being consistent with the social reali-

ties Bruner is concerned with in his 1971 statement. Its most serious weaknesses

abTj}ear to be in making the transition from a written course of study to actual

experiences for children. This paper poses seven questions about the 1971 program,

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

of tho program .'r,:plained in Experiences in Decision Making, the 1971 Alberta Elemen-

tar:.7 Social Stuies Handboo.K.
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Is t17:,2 pro,jram Pealit.V?

ave emplia:jze

for tne pr,)ram lo tic r,)ered in Soc ia] reality. In l'W3, Dewey was pointing to

an

he fundamcntal factc,r7 in the ed.tcati.ie poeccs heing., the nature of the ,-hHd

3
ILtr. 1 of. the !:ociety TH which he lives". Fifty years later, Smith,

Stanley, n Shore:: c i r:: rig nide a,,reement "that curriculum principles and

4
proceduren should he grounded in social reality". Pruner's 1b71 plea is repeated

:.)v many today whc note the effect': rapid technological change has had on our so-

ciety, the lag ot social adjustments, and the need for a school program which is

designed to help prepare children to understand social reality, with all its prob-

lems, alue conflicts, and potential satisfactions.

Ragan states that:

We live in the midst of vast technological revolutions which render
obsolete the structure and operations of manv of our social institu-
tions and raise the need for the applicat .e.uman intelligence

to the solution of problems of living as ne;-1- 1,,fore . . . Pupils

must be taught to think for themselves and to develop solutions to
problems rather than merely to memorize answers . . .5

A similar concern is reflected in the views of a number of prominent

Social Studies educators. Nichols and Ochoa have stated:

A safe prediction for the children who are or will be enfolled in the
elementary schools of this decade is that their adulthood will be
characterized by increasingly eomplex social issues. Some of these

issues'are to he extensions of current-and historic conflicts;
other issues Lave yet to be identified. The problems inherent in
continuing technological development, expanding urbanization, increas-
ing population, and growing environmental pollution can be safely pre-
dicted for the year 2000. Tf educators are genuinely concerned with
developing a generation of socially competent adults who can skillfully
address such problems, elementary social studies textbooks need to be
organized around these pervasive social issues.b

Goldmark (108), addressing herself to the objectives of education,

has voiced similar sentiments:

5 1
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. . . The children we are educating at present will be living in a

tociety whir_h will L, different from the society we know to-
Education for today's world may be of little consequence for

evalsficn of alternative ducation theories and
i.a.o.,ramt- must H ,tlade ip the context of what will he needed in a

seHe:y.7

.

Making is mcet defen,',1hle for its thrust to-

7 :n tLe -xamination not only of "what is" but also of "what

owh, "; InH-tin 'hat "stients ftenfroni real pro loins that involve

c. values"; irJ for that the processes and content be selected to

1r; 1.1ridE:5:3 t i:t,niHcant social problems. The growing concern for

abilit I vie within tl..e physical environment without depleting and

livaLility, and the obsolescence of "the structure and opera-

tin.tt of many Gf c,t1r, !;ocial institution" are both reflected in Experiences in

ecision -!.aking. IN for students to examine "their personal relationship

to the T.ocial. arid phwtical environment" and to examine value issues related to such

topics as "peer relationships, family matters, work, polities, religion, money,

recreatir,n, morality, culture, and other problem areas . . ."9, the curriculum does

.eem to place social reality in the forefront of important considerations in design-

ing the program.

r) 1:3 the program consistel7t with the broad stated goals for the Elementary Schools

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

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

for determining rhe extent to which the 1971 Elementary Social Studies curriculum

seems to work toward the important goals these documents state.

in 1979, the curriculum branch of the Alberta Department of Education

isued a Statement of the Purposes of Elementary Education. It expressed concern

that "The present program of our educational system is not accommodating a changing

society, nor is it shaping the direction of change for that society. The program
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appears unconcerned with major problems of pollution, poverty, population and

prejudice". From this concern grows the statement of major purpos , beginning:

The aim of elementary education is to provide opportunitie: for the

development of LelF-actualizad individuals who improve and enjoy

the social and physical environment.10

Thi,J is _followed by statements of two specific purpos(s: "Developing a value

system by which to live" and "DeveIoping intellectual, emotional, and physical

behaviors with which to function mon-illy in the social and physical environment.11

The Elementary Social Studies program is consistent with both the stated

major and specific goals: in attending to "what ought to ba" concerning the social

and physical environment, and in its conviction that "Human values should be the

major focus of attention in the new Social Studies" .12 Experiences in Decision

Making indicates the agreement its broad goals have with those of the curriculum

branch.

In 1972, the Commission on Educational Planning under Walter Worth

issued its report, in which it stated broad goals for education growing out of

an analysis of Future projections about Alberta's society, one a "second-phase

industrial society", and the other a "person-centered society". Worth stated that

realizing a vision of a new society depended on a transformation of values, and

that a choice between alternative sets of values must be made; therefore "Our

future system of education must be designed to help Albertans make the choice".13

Four broad goals are then stated.

The first is individualization, or increased independence, gained

through more autonomy being given in self-selection of the content of learning;

acquisition of knowledge of alternatives open to him; and knowledge of criteria

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

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

students can practice responsible decision-making by planning together learning

5 3



experience- which are Signified:at and relevant to their lives".14

Th econcl brood goal Worth .;tates ic preservation of morality through

ack.nowledgihi, 'eedom to diesent and to devise new standards of

'7!)! ent with the emphasis in Experiences in Decision

ng en values en,l (lueetions of what ought to be.

Werth'. rd pe1 seems closely related. It is anticipation, or de-

eoeception of what a person wishes to be like at various points in the

t 1,ere, 17:crya-iny; hi copd,:i'v to influence the pattern of future events and

ntrol

47.

eelerating ehange. Again, the emphasis on desirable futures in Experiences

Lon Making is eleerly in agreement with this end.

Motivaion, or being excited about continuing learning, and having the

and strategies essential to doing so, is Worth's fourth goal. This goal is

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

:ecision Making.

A third statement of broad goals for the schools is found in the 1935....

d b'tc a Department of Education publicatiOn, Goals of Basic Education.15 Though

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

in each of the subject curricula of the Elementary Schools if there is to be con-

sitency in programs. Experiences in Decision Making appears to have aims parallel-

ing at least three of those dozen. The first of the 1975 Goals is good citizenship,

knowing civic rights and responsibilities, forms of government, and cultural heritage.

Experiences in Decision Making's focus on social issues seems likely to promote such

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

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

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

whet ought to be seamS peculiarly appropriate to this goal. The last of the twelve

1975 Goals is development of basic knowledge competencies, including understanding

and skill in the soc ial sciences. As will be noted later, Experiences in Decision

5 4



Making does not seek knowledge from separate :;ocial science disciplines, but

.attempt nder:: and rtc -)f broad cencets e from

several fields. The brood goair herc-, 1-em to he suffi-::ently similar as to he

compatible, however.

The analysis of these three document provides o positive an2r;wer no

the .1u the Lrogram ,:onsistent with -the broad ;:tated goals for mu

Flement.ary Schools?" How valid they oppeav to be in liht of.other crieri

to be exomined in next section.

3. Are tjz,,J La valid (md errprchunsive?

The goals, staz:ed for Experiences in Decision Making are in three

categoriec: values and valuing, skills ond processes, and concepts and generali-

7,,Jtions.

The section on values indicates that each student is to "determin,:- how

he will interpret and apply" the following values: The Dignity of Man, Freedm,

dutice, Empathy, and Loyalty.]
6 Others who have examined a core of

values from which students may develop their own interpretations and applications

have come up with similar sets. Price 17 i ncluded all but justice in hi F. list, for

example. To state such a lit would seem to reflect an assumption of commonality

within our culture new and in the future which may he difficult to defend. iN.s more

and more subgroups emerge from within (pciety due to differences in background and

areas of concern, and as more subgroups oc,,me from outside preent society due to

immigration and change, such an assumpt ion oE common a I. ty may be questionable.

Particillarl:!, if decisions about "what ought to be" are to he made on the basis

of knowledge of alternatives to "what s", a broadening of the value base would :::eem

needed. The examination of other cultures may result in the need o consider such

other values as beauty, serenity, and harmony with the physical environment. The
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;.r.s :on to Se u.:ed : a valaisg yrocess is an adaptation of Raths': Choosing

,heos (;') Considering all I-nowu consequences

each ati7e. ( CL',,osisg free]v from among alternatives. Prizing

) hap;.v ,:itt! the Affirming the choice, willingly and in

: c. Actisr (- ) Acting upon thn choice.. (7) Repeating the

T 1 c_ t I. is ()me t. ern ; I.

The approacn OjL. LI .
Involve students in examining social

, ilding, knowlege of consequences of alternatives, choosing freely from

ivul, affirming tL., choice and acting consistently on ir.

Tee nroces:. has :everal otlissions too important to ignore. If it is

ro 1-eoul-7 in oTu,:icnt:. hein clear 01 how to interpret and apply the values listed,

seem to need some component to help children conceptualize the

which their choices are made, as Gcldmark
18 has included in her model.

,:li-oJing," with "identifying values and assumptions of the alternatives"

ts tnat students examine the reasons they use to support their choice for

va1s answering, the question, "If you give all of these reasons for

vrsu-0 rhrdce, .,,hat is it that is most important to you?"
19

A sconC omission frsr. in adapted version of Raths' process is provi-

sion fey systatic examination of evidence upon which "known consequences" are

Irog,ram depends upon the examination of value issues, it is

11;e17 tc. ressll in students examining statements containing emotional appeals

m1xe-: with some fact, some overgeneralization, some invalid logic, and some ques-

7inna:;le analegi.cs. Many models for examining issues include some component calling

20 21 22 .

for ear . in evidencing, and 1,Dgic. Starr , renton , and Glaser ; include evaluat-

as a part of their processes, and Dimond
23

and Marcham
24

include selecting

relevant facts as part of theirs, for example.
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Part of the difficulty in using the adaptation of Paths would appear

to be that it was originally written as a definition of what a value is, not as

a systemal:ic process to use in woy-. ing through a problem to a decision abou it.

A more valid prooess could probably have resul:ted from combining element!: from

Simon's problem-solving method, mentioned elsewhere in Experience:, in Docit2ion

Making, with elements from (klidmark's and Paths writing::.

The sncond category of goals in Experiences in Decision Making is

sH.Ils and processes. Mese are arranged under the Raths heading -- choosing,

prizirr: sld a,:ting. While being happy with a choice may fit as part of a defini-

tion of value, as F<aths intended, it is of dubious value as a skill objective.

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

skills common to language arts programs (as locating and summarizing information),

there are also included a number of skills more specific to Social Studies, as

interviewing, surveying, observing, hypothesizing, testing hypotheses, and plan-

ning strategies suited to actions.

Perhaps the most significant change in the skills goals of the 1964

Elementary Social Studies - Enterprise curriculum and those of the 1971 guide are

the addition in 1971 of skills relating to valuing and acting, and less emphasis

on critical thinking. In lg64, there was concern that "eviS. nce must be relevant

and must not deal with side issues", and that analysis of evidence be stressed so

that ". . .
cliches, stereotypes and assumptions are challenged".

25 There was

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

they need to bn able to reject, or accept with reservation, much of the propaganda

presented for.their consumption".
26 If these kinds of skills were important to

deal with the topical units planned then, they would seem to be in need of still

greater emphasis in thn 1971 program with its value issue units.

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

points out the need for such skills to accompany a valuing emphasis:
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It shoulA also be the role of the school to inquire into the sore

spots of the society and to provide the kind of value-education
fres th,- learner to make his own value choices and to choose

among altrnat ive,;. If This end is to be achiovod, the learners
with sun!' intellectual skills an critical doubt,

,he a!,!lity read 111(i listen skeptically, and the ability to

recoy,ni aJumption that are not explicitly stated but that

underlie particular value positions.27

Lc---i then, that i.he decrease in L=kills related to

in a 1(Y7L progyam is inappropriate to other w:;pects of the curriculum.

, I rd cc tegory of objectives in Experiences in Decision Making is

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

;n ier,ee-, in Decision Making Jrre selected to integrate knowledge from

science-;. Environment, causality, and interdependence are each broken

into four suh-cncet,ts. These fifteen ideas are to develop an understanding

of major concept of t'te program -- interaction. No rationale is offered for

selection of these sixteen concepts rather !han others, and there is no apparent

rea,:on for using, them rather than some of the ones included in Taba's list, such as:

di f ference tradit ion, and values
28 or Price's list, such as sovereignty, indus-

rrialisation-urbaniation, !,ecularization, comparative advantage, morality and

choice, scarcity input and output, saving, market economy, and institution.
29

Nor

it clear why interaction rather than, say, system was chosen as the major concept

to organi:7.e all others, nor why system was felt to be a sub-concept of environment

rather than the other way around.

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

ind tn warrant further zhought.

The seeond 1,2.t of question 3 concerns the comprehensiveness of the goals.

Though the Experiences In Decision Making goals appear to be consistent with the

posh '-s;m L Alhera, are there others which may need to be considered as

.3(-)

Perma:1 gests thal it is more appropriate than ever o emphasize the de-

velopment of process oriented persons, and identifies eight processes we need to

5 8



help children ma:-;t-:,r. She notes that ,,everal Of the are already receiving

52.

mUch t-1 '

on 1,.),/ i r. Lb., Alberta Sod Stud i currieul ri

is her (Ii:1,Inction l.:etween -valuing and ,!ecision -making. T'se Calary !..ct;oed

Hoacd '2'ddies program is designed arounl B(WM hroces!--;es, indicat:hg

that at lea,:t one mJjor Alberta ,.,,ehool system viewn the Provincial concept (r gt,als

an too narrow.

Taba
31 designed a Social Studien curr:culum which had, in addi-ion to

values, slills, knowledge, a fourth category of objectiven: thinkin;7..

on consideraMe recarch hy herself and othern, she concluded "that thint.:Ing

learned, ' it in learned developmentally, and that thinking skills can be taught

30
systemaleally . 'The designed into her program objectives and inductive trate-

'::,:Q chosen to increa.;e student ability to conceptualize, compare, generalise, de-

chains of cals;e-and-effect relationships, and apply generalizations to novel

problemn. The goal here is (7-, improve children's ability to do the abstract thinking

involved, es distinct from enderstanding a knowledge product (concept or generaliza-

tion).

Cron these two examples, it would appear that the oblective:-: cf the

Alberta program may be narrower than would be desirable, and may not incltrle some

important arean

4. pro,impi cr,(:cm-1..7;ed torrwriob cien,-.7opm,2n of ti?c?

af the program commitment to teachers and students planning

learning esperience, very little specification of ordering the objectives to achiew

cumulative learninT;, to brovide readiness at one level For more complex learning at

later levels, cr to provide for review and practice oF either leaxning has been built

into Experiences in Decision Making. Very broad sugge_;tions are provided fix ;rade

level topics, and it is suggested that concepts be treated in greater generality,

5 9



53.

a: tractness, and complexity thrsag!.: succeeding grades, but these leave so much

lan[ -eaehers and Oiildren, that it wouldn't appear to

:"..agge:ta

e advan

tr) ,:xperiences in Decision Making completely gives up

eim tor areful sequencing in order to provide freedom for

bLarn:ts, I an level. epportunities to use data from one grade Level

,isou in later grade, an is done in the Taba curriculum, the

lirriculum, and oihero, are lost. At lhe same time, the likelihood of

mastered t one level being systematically retaught at a later level is

,.171 the itind of disadvantageous overlap also probable with this lack of

1 5 o senencing-

T:ve' in one area where some minimal sequencing is done, namely grade

fc , tne rationale is difficult to understand. The movement from self to

tomily, .; neighborhood, to communities, to province, to nation, from kindergarten

5 gradis five seems to foll. w Hanna's expanding environment theme. But at grade six

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

apparent 1,enefit.

Question 4 would seem to yield the most clearcut of answers: no, the

.reram is not well organized to provide sequential development of the goals.

the proriram consistent with the characteristics of children?

When de:,i ning a program for young, rapidly developing children, it is

of ol.vious imortance to gear it carefully to their abilities, interests, and experi-

ences.

Much research has been done to provide educators with this kind of under-

standing, and needs to be considered in relation to the nature of the 1971 Alberta

'tudies curri 1 vu. ntellectual development has received extensive study,

and the conclusions of Piaget seem crucial to match up to the intellectual demands.

6 0
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of Experiences in Decision Making. Ragan summarizes Piager s description of the

child in early school years as follows:

The young child is frequently illogleal because he makes judgments
in terms ot his perceptions, of how things look to him. The amount
of liquid in the tall, thin container looks as if it were more, and
the visual image is so overpowering that the child doesn't think
straight about the problem. To think logically about the problem,
the child must give up arriving at conclusions on the basis of
sensory data alone. Rather, he must shuffle the data about in his
mind, performing operations upon what he perceives. But up to
about seven years of age, the child is in what Piaget calls the
"preoperational stage" where he judges in terms of whatever Factor
of variable stands out.33

Many children in kindergarten and grades one and two are likely to be

at the preoperational stage in their thinking. This would seem to make it very

difficult for them to consider a range of consequences resulting from a range of

alternatives when making decisions about value issues. Rather, they would seem

more likely to select one consequence and ignore others, even if they were aware

of them, when making a choice. The kinds of mental operations needed to use the

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

the level reached by many children in the lower grades.

Another approach to considering the suitability of the curriculum for

.1.

the child has been taken by students of child development such as Havighurst
31

,

who have produced generalized sets of developmental tasks for varying stages of

growth. In examining those which Havighurst has outlined for middle childhood, or

that period covering Elementary School, it is strikingly apparent that many of the

tasks concern self perception and interaction with peers. Havighurst's third de-

velopmental task for middle childhood is learning to get along with age mates, and

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

35
are laboratories for working through this task". It would be possible to develop

many of the concepts of the Alberta curriculum, such as goal, norm, power, conflict,

and cooperation, as well as provide for choices among values such as loyalty, equal-

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

6 1



tasl-s of: ,:hildren at this :;tage, therehy capitaliti-ing on their concern foo these

'tds H prohle Yet', only at kindergarten are problems related to self and

(Med. The tsibiiity or qtiliping existing motivation through captur-

e..

.eachahle moment:" would sugges a reexamination of- the topics ehopen in

nr)y T !,T;1' of children in the Elementary I.;ehools.

t7 tee t m71, ,I:11 (-ha Pa tr: t.; o f (.'creizonl?

(11 'cussing cond itions affecting curriculum adoption:J, Thomas and

t 1,o tulate two of which apply to thin question:

'(:)prulate The more effort, emotional tension, and money

required of. people who must implement the curriculum change, the

les2 the change is to be effected:3h

Postuiit The curriculum becomes revised in name only if clas-

room teachers are not prepared with the skills and materials they

need to carry out the specific steps of the new methodology and if

no evaluation is made of their progress.37

The conviction expressed in the preface to Experiences in Decision

'
that each classroom teacher and her students shnuld "practice responsible

Cho

Py planning together learning experiences . . ."
38 meant that a

deal of "time, effort, emotional tension, and money" were required of tea-

to transiate the guidelines broadly stated in Experiences in Decision Making

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

of the change': in goals, ability to plan suitable learning activities, unit or-

i:anization to provide decision-making, location of appropriate resources, lessons

forusing on previously unexplored emotional and value-laden areas, evaluation of

i.ve goals very dit'ficult to assess through traditional procedures, a need to

trarctiate the program to parents, and a multitude of other tasks. Not surprisingly,

manv teachers wo,,e 'tlow to implement a program making such demands, perhaps more so

L,,tairle they wen- ttiven no additional time to prepare, and, unlike secondary tea-

chers, were usually generalists also preparing activities in reading, spelling,

6 2



mathematics art 1(2 1.000e , phys 1(.0 I 0(10(.211 10,, hi ii th and anguatte LPL,.

An early sled,/ IY (!). )wther found 11101 of .317 Elementary tetchett:: slirveved,

were not. fuel I lit ` WI t ii v 10-1. 01'0 (.(1 t ti program, 222.. l./01-1.? Familiar V/ -it II it

'ebt..,1.t.1 not. implement *trig I t 7", WC.1-4! i01111 hG 10M, parts II the currieul n

prae , reported th(1`,' were ty implement ing the program. 'Fear 11,,tr

i.tomments Lt1(.. pr(V,rumn provide aipport ir thct first: Thomas and Brubaer pott-tul ito

Can't anything he done to ease the burden of preparation? I.emember we

have other lessons to present beside Social Utudies.

I find that t has taken me two months to prepare one unit thoroughly,
and even then I'm having to make modifications as I'm teachini: the unit .

prronal. feeling is that the majority of Elementary teachers ar-, not

equipped to tao on the responsil,ility of developing a total unit and
in all Fairness I do not Olink they can afford the many hours required

to produce one.

Understanding what is being asked of teachers, and putting it into
practice are two different things. I feel I understand the aim of
the course Fairly well but: transferring that into something t.mgible
and useful in Grade 3 is quite another matter.4O

The difficulties faced by these teachers was recognized by several

school systems who realized fhat just as differences among children exist, so do

differences among teaciter and that means that while some teachers will be able to

bring the time, energy, expertise, knowledge of resources, and understanding of the

program to bear on the task of designing units for their own unique group of learners,

many other teachers will not be so able. These school systems' response was to

generate resource units which translated the Provincial curriculum into a _Local in-

terpretation of it frequently lacking the focus on interdisciplinary concepts,

decision-making process, and "what ought to be". Given these difficulties, It be-

comes questionable whether the loss of focus in translation and the loss of learning

due to the earlier noted lack of careful sequencing are worth the emphasis on indi-

vidual teacher responsibility for planning a responsihility too demanding for

many teachers to accept.

Alternatives to the Alberta approach are evident when examining other

6 3
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57,

; 1 .. ('I, 11;' I ,1)((: I. I (!crI t'f ,citi.-11,0111(Mt. .rnr

ro I , rid 11(., ;.;1.1 i tat)] f or.

ate! nn ftled ft moworLs for unitt; For teacher!, to

IHr, ly develop his own uni!.! Item

C.;

; d 1.)y individual teachers from brct.ud

i !! i r! i.(nce aS inany different intenpret.,,It orx,

. But the 2 ItTinari can :;!: ijicic t pc1

wit., as rreat internal consistency as po-,sible.

ant vItuin are rhe main emphasis of the program, and it would

ant to spo .1-fv grade level topics through which these goals could be

flementarv children. The curriculum guide specifies that

va1;_fing p foce7; end with students acting on their decisions, yet it has chilAren

, t un, f ve Ind 1,, dealiw with topics so far removed from : ocial settings

.. :.1,y c tn,ir ifluence d:-.', to effectively assure no action being taken. Com-

i n f I t I, rt ,I ' r% r q e aran ,e U.S.S.R., Australia and Argentina in grade

--),:1-, al:c ,' th .
'her r,cion-, of Canada in grade five, and particularly combining

t

in ,-J.11 pacfe and time in the grade six topics, Historic Roots of Man, con-

ire for acting on decisions.

The difficulty in completing this last stage of the valuing process is

nicate,1 bv the f:illure of t e sample units to provide for any acting. The grade

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

can do Liitic tc-, act on their decisions. The grade five unit on Vancouver asks

"Should Tran portation Poutes Displace People?" and concludes with a simulation game

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

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

6 4



i:uiiit 11 ity of trylm,., to provide I or :et ion when dealing with the flistorie

i,-.eot of. "Ian topic: Thid the Aztecs Deserve to he Conquered?"

The NCIS !;oeial .;tudies flurrieulum Calidelines agreed with the import-

dnoe of providing for student:1 acting '41 decisions, hut stiff:stud that the local

community he the proper arena: "Extensive invoivement by students of all agus in

41
the activitic'J of their community is, then, essential- . The easier access to

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

more realistic.

in his presidential address to HMS, John Jarolimek pointed even closer

to home: "Perhaps the most important arena for social participation lies within

the institution of the school itself".
42 Since this is an institution more easily

influenced than the broader society, if school policies support the Social Studies

program emphasis on acting, it would seem reasonable to have Elementary School

children start here, rather than on groups remote in time and space and less likely

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

Banks also suggests that the school is a suitable topic of study if

acting is to be included in the process:

Since the school is a social institution with problems which mirror

those of the larger society, students can be provided much practice
in shaping public policy by working to eliminate problems in their
classroom, school, or school system. They might start by studying

and analyzing the problems within their classroom.43

In summary, there appears to be a contradiction between the emphasis on

acting on decisions and the remote topics selected for grades four, five, and six,

and a need to consider the school and community as topics providing more realistic

opportunities to carry through the acting phase of the valuing process.

A second contradiction confronting teachers trying to implement the

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

on the valuing process in early pages and the lack of stich process in the sample

6 5



ml ts. In the preface of Experieeces in Decision Making, it is stated, "The

44
valuini neocess ,,heuld be rile maior activity of social studies students".

(emphi: ic icbdo(1 ) Yo' '41t- searehon in vain for sample units in which students

!hrOl.101 0110 tO ;;WVON ii out in Chapter One OF Experiences

in Dectision TQa,::11(,1 are let1 lo eonclude that the emphasis on this

is impertant d.1 stated earlier, or perhaps not easily planned

Hto units.

felated to this conflict between statements in early chapters of the

curriculum ruide and the :temple units, the opener is assigned the task of initiat-

g the valuing process by enabling "the teacher and students (to) identify one

45
or more value issues to he investigated". Yet most of the sample units do not

have openers which will enah le children to identify a value issue and begin the

va]eim- process unless answering such questions as "Why is the supermarket

having a grand opening?" are considered to identify value issues.

A fourth contradiction in the valuing component of the program is begun

CO livry emphasis p: .(1 on developing students' ability to use a valuing pro-

, as attested to by .! designing of the whole skills program around the pro-

and stating ". . . the new Social Studies is concerned primarily with develop-

46
ing cLrita ability tO process values- . If students are to be able to use this

, now provision should be made to help them conceptualize the whole proch-

rether then isolated component skills within the whole. Yet, no provision withih

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

done. if students are to be helped to become autonomous decision-makers and value-

iroeessors, ,uich process conceptualizing would seem an important part of the program.

The knowledge segment of the program is not free from internal contradic-

flans either. Jrie which confronts teachers is confusion over whether knowledge goals

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

00



!iu(!h a way as to he iNdi i!ininiHhnble separile cwitie " , or whether knowledc,!

t 1
thi! H; I nr. roli.

oH....r !', 1-! V, Cy I ' .r 11; :, dc!..irab 1111y ot in! h,

..", ion '.', .;0,1 1,1 '1;IVo lIdOnt-,., Liiiyuip *LH s

and/or ahliv 1H" :Ind later "Anthropological ai,a1T,is

!'t " )111 ;Id (1.7.Ve I- of /ua1

tc-islc From the discirlines numed.

r,;imilarly, On ire ai..ked of

lc:: '4 n.:-:lude conk!: e , r Orill Hat theori.E.is, and !.;trui. , yet

!i-:ere is no indiyntion in the !,!ection on knowledge ollectives in chapter two that

anything ,.!her than concepts and generallations are to be developed. The type....

hrsader idean Bloom identifies "a body of principles and generalizati!..,n!: which

are interrelated to Form a theory or structure' are omitted. Apparently these

,saegori-'s cf knowledge, introduced in one section, are not taken seriously in a

later section,

i'llowledge building itself. hecccies another contradiction. 3e prefacr

points out that while there is to be less emphasis on covering knowleU;e from

history, geography and the social sciencer:, "This is nat to say that such knowledge

is unimportant. '-:;tudents cannot 'value in a va,-iuum', without knowledge of alterna-

tives and consequences. Nor will 'the pooling of mutual. ignorance' prov, for very

long to be si,i7nificant and relevant". Yet, an examination of sample units indi-

cates that frequently there is so little data intake and knowledge building that

"1:noling mutual i,rnerance" must the basis For conceptualining and for predicting

(!sequenccs. For exampl,, in the second grade sample unit, the only data sources

used are ads, ,Tocory lists, and three short readings. (2oncep1ual goals include

system, interdependence, and cooperation, and students are to predict consequences

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

for himself, and Bob phoning in sick so be can go swimming. The paucity of data
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l'!t

I

(

ui .ind fit)wl(H}t.i. 11:;tt HI, 1,r,

0.)n'rny to !iv.

: unit!: proyil

}(tvtluqtrd.

h.rnd I 7, nr:nrc. «.:1,;

, th..

-vwvION

-1:tv

Iuot (urricula must be lust:if:L:11)1e ir

Ana the mairi strength of the 1071 Alberta

CI I1i.rn, with the rapidly changing world,

11.

. to give direction to those changes in deciding

"what ouLt Thi :onrrt, with values and social issues helps to make the

Nisreur wHh many of the goals stated for the Elementary Schools

d-2vyloi:,u in this Province. A comparison of the valuing, skills,

7:0wle5 .(7tt c goals and rationales developed by others calls their

vii: 1, :ht(. And C iSo lea:is to concern for thoir comprehensiveness. It

zas not-(2d thar a desire to leave the specific development of the program to individual

Ly

r uderlt resulled in no learning benefits from careful sequencing

learning, comparison, readiness, and review. Examination of

. chiLlrr,n indicated that the stage of intellectual &velopment

ilildren in early school years would appear to make the

v,:luinr. Process unmanageably complex; while Havighurst's

rmeht during 1 he middle childhood r,tage would indicate

rhar the topir chon,en I gnorc Ihe concerns of the child, and the opportunity to take

advantage of tly, "toechable moment". Crowther's research anu the production of
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resource units by several school_ systems were noted as indicators that the ex-

pectation that Elementary teachers have the time, expertl, resources, and desire

to develop their uwn unit_., from scratch may be unrealistic, and place an unmanage-

ablo load on teachers. Finally, several internal inconsitencien were noted which

would seem to cause teachers difficult:y in understandin and in implementiny, the

program with the children in their classroonr.

As Ragan's quote pointed out in the introduction, the only curriculum

which matter:, is that exists in the experiences of children. For the reasons

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

periences.
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APPENDIX B.2

AN ANALYSIS OF THE
1971 SECONDARY SOCIAL STUDIES CURRIO:MUM

(T. :.,ki and W. Werner)

The Alberta Social Studies orogram .)a(.: conceived in the late Z060's

uumng a period characterized by extensive curriculum reform. In the area of

Social Studies reform, the Alberta Department of Education was, without doubt,

at the forefront. From among the several curriculum refbrm modeZs then avail-

able, this Department, almost aZone in Canada, chose to select "value issues"

as the venue fbr emphasizing the processes of valuing and inquiry.

This action by the Alberta Curriculum Branch was undoubtedly a positive

thrust toloard

Almost a decade has passed since the initial step in the innovation

izas taken -- i.e. the revision of Social Studies 30. The possibility that the

Curriculum Branch may soon move into a second phase of development seems a rea-

sonable one. Thus it seems timely that a critical examination of the program now

be made to serve as an input, ifand when the Master PZan of the program, as

articulated in Responding to Change, is reexamined and revised.

PURPOSE

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

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

- recognition Of the importance of perspective. This can be seen in

advocacy for -;rudents to cl arify different viewpoints of individuals and groups

towards social issues:

irice choices among alternatives depend on the values that are held by

the chooser, Social Studies programs should provide for the exploration

of value conflicts in our society and of the consequences of actions

that follow from different value positions.

(Responding to Change, 1974:2)

:11,le: inc. this concern for points of view is a premise that students live in a

eharaet,-H- d by increasing pluralism in perspectives. (Responding to Change,

Purl.her, in planning and implementing the program, teachers are given a

ecifIc guideline on pluralism:

f)oes the program provide free and open inquiry into value issues by

the students and does the teacher respect the students' right to hold

points of view that differ from his own?

(Responding to Change, 1974:53)

lmpl:cit is n assumption that teachers and students should be identifying perspec-

': ,111,1 the consequences of these perspectives for value issues.

The approach used in this analysis is the phenomenological method which

allows a systematic examination of underlying perspectives (the foundational pre-

:..;uppositiohs, interests, and approaches) that shape our views and structure our

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

for-rnted everyday experience. Such .pirthstioning must probe the foundational

. . that is, going to the roots, to the ground presuppositions that

shape and guide human life and that this searching for foundations
re!oands that we bring with us none of the usual operative baggage, the

epistemological, methodological, metaphysical concepts we typically

use in the course of our daily lives, theoretical or practical.

(Zaner, 1973:28)

flven the,1'.1 the program supports critical analysis of various viewpoints

by students, perspectives appear to be taken for granted. Indeed, questions may
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be raised about particular reality-views which underly the program and which are

impose(i u n teachers and students.

PROAM INTENTINALITY: MAN

r.as pe- ued program developers for cydyind

interpret ior rea7litv. Ccr ti'a t. 1iny Oi the persi.ectiv- -Is a view of man

world.

Ail edu-tional p-Pacti:,..e implies a theoretical stance on the educator's

parq. This stance ih turn implies sometimes more, sometimes less

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

otherwise.
(Freire, 1970b:205-206)

Implied wi hin the Alberta Social Studies program and the practices it prescribes

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

When the perspective concerning man is examined, it becomes evident

that the major orien.ation of the Alberta program is technological. (Freire,

1970a). Within this technological framework, problems are defined in terms that

allow for solutions through the application of technique designed to produce pre-

dictable ends by standardized means under specified conditions. (Smith and Meux,

1968:101-102) Primary.objectives toward which technique is directed are: controZ

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

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

means; and efficiency in attaining outcomes. Under this .instrumental logic, know-

ledge is judged for its capacity to increase control, certainty, and efficiency in

problem-solving. Generally, the empirical-analytic knowledge of the sciences is

called upon to provide rules and strategies, conditional predictions, and skills.

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

tainment. Within a technological framework skills are emphasized because they
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";-n- in a Positlr..n to (-)lve problems" ":!.he-mas,

rl-ors -o

: orien`ation, called by Habormas purposive-rational,

.
or rational choice or their conjunction.

governed 17 technical rules based on empirical
Ln ,:ae they imply sonditional predictions about

pnc.cal or social. These predictions can prove

cr n, conduct of rational choice is governeS hv

:

;-Towle(K. They imply deductionn from

1:orence rJ Yale iyst,,,:ms) and decision ;te-
irraro

the:.;(2

itnLr corrctly or incorrectly deouced. Purposive-

ii d,::Fined goals undey -iven conditions. But

wlk trunntal action organlses means ti. L are appropri;:lte or in-

s,propriar according to criteria of an effective control of realjty,
Ian d,:;:nd only cn the correct evaluation of po.-sale

whic t-rom calulation supplemented by values and

Tr: .

(Habermas, 1972:354)

PEFfPECTIVE ON MAN: BASES

71,e 0:-Ilm=try perspecTi of any program is that directed toward the stu-

social world; this viewpoint is implemented in (1) the intended out-

contenT and (3) activities for teachers and students. In

words, wnat w each and how we teach it reflects our conception of what man

-hould be. Basic to any program is its perspective on man through

th nnman worll is interpreted and made meaningful.

B,,rause the bases that underly perspectives define differing man-world

r':lationsnips, our choice of interests, presuppositions, and approaches in develop-

a program hc.L-, conced.uences for how we view the student and for how he will view

y!lwr

Three :,a-,es of a perspective are significant for identifying in programs

a re,Itv-view oF man. Those are realit:;-gaiding interests, approaches and pre-

celection decisions concerning instrumental content, intended outcomes

and to,Icher/student activities are made in terms of these bases.
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Reality Guiding Interests

Basic interests inherent in the techniques suggested by the Alberta

program are those of control oE student reality-constructi.ng, certainty of pre-

scribed outcomes, and efficiency of goal achievement. Knowledge is to have

,chnical applicability in terms of these interests when applied to problem-

solving (Pespnding to Change 74),

In Responding to Change we.find the following:

eme of the major concepts needed in studying human behavior are
outlined below. These concepts should be used by c,tudents in de-
veloping generalizations and theories which seek TO explain people's
values.
INTERACTION is a key concept in the understanding of social problems.
History, geography and the social sciences describe in part man's
interaction with his social and physical environment.
ENVIRONMENT is, itself, an important concept which can be.defined in
terms of Time, Space, Culture and Systems. Man's interaction with

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

(Responding to Change, l974:8)

In terms of our analytical framework, we can interpret the above as

follows: the program developers who framed the above cast intellectually their

own reality definitions and projects upon teachers and students, who in turn are

to impose these definitions upon the social world.

That this control over teachers and students is to be extended over the

public school career of the student is evident in the following:

Major concepts listed are to be introduced early in the child's
schooling, at a simple level and through experiences appropriate.
lo his stage of maturation. In succeeding years, the concepts are
to be treated with increasing depth and through different content
material. Skills and values, as integral parts of the conceptual
framework, are to be treated in the same spiral fashion.

(Responding to Change, 1_974:13)

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

major concepts are to be used in the defining of problems, and solutions are to be
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soughr: within the nre-del:ined ma-ycLx. oi concepts (Kuhn, 1970).

foussed ON the method utilized rather than on the situation

,,,ntnol IL; deemed successful if method is properly applied.

Associated witti int:ellectual and technical control is an interest in

e.?-tHintv. rainty of o'stcomes in controlling student reality-constructing

t.he t2L ,:ugested t-echniquef:. (referred to in the program as stra-

,
.heeklists, c-citeria, formats, tables, modes, steps, designs,

; prop, r seuencing (Responding to Change, 1974:3), organizing

1,i7LI:c;), and structuring (Responding to Change, 1974:13)

cd.
and hy the ex.plicit detailing of proper methods for

rs:tivion, planning, skill and concept development, and for be-

naviorAi The methods and knowledge of Social Studies are designed to:

.
esuip .tudents to cope with a world of uncertainty now and perhaps

of lest- certainty in the future. In other words, teachers must develop

a eoncern in students that is future-oriented, using the wisdom of the

:tocial ience disciplines as analogues and tools in trying to come Lo

grips with triiese uncertainties. Strategies of inquiry combine the

!Three components of the Social Studies iu Alberta knowledge, skills

and vaLeing To aid the student in dealing with these uncertainties.

(Responding to Change, 1974:95)

The intere2t in technical control and certainty also implies an interest

in ei'fici-ncy. Throug,hout the Alberta program the efficient achievement of goals

recives emphis. Teacher planning is directed towards making student "learning"

e!.-fieient; a ... this efficiency increases, so does control and certainty (Responding

to Ch=tnge, 1C74:2, 13, 74, cir)).

Interets in man and his world, therefore, evidenced within the program

are suggesUve of echnica2 control, certainty, and efficiency. These interests

arc el711)edded witin ti' approaches suggested in the Alberta Social Studies program

ing ,:r1,1 the social world.
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Approache:-:

72.

0entere.1 ...r,Thn of: f.-or-Itrol.,

The hancitoo!.' ,levotes much Lo mean::: deemed approprial,- to solving

proble- clud -(7.-T.Ii:11 world are defined within

1±at allow for oulw:.L:n by technlyie. When a TH-tudent approaches -L!

in wh: ctn ha abplied, his orientaYlop t.-!ward

world

. . . epitomHed in duestion he is always asking, "WhRt's
probleM:" Aml a pralem . . . is something that can be plainly stated,

4(-) hold of, ai c! e looks at the world as if he were
Euclidean geometry, going from rroblem to problem -- either dealing
with those that present themselves or., often, looking for new ones to
apply his method to . . . For such a mentality the problem corresbonds
to a group of ahstractions from concrete ohjects and occasions. The

prosaic man picks out these .Facts and thinks he has the entity itself;

(Morgan, 1970:90)

A technical approach is essentially that of control. The relationshin

oF su':)jec to oblect is one ol domination. In attempts to master and 1:o improve

the world, one controls people and objects in accordance with Li oh-i: itea at hand.

Pre-defined reality structures, particularly in the form of mehro, are transmitted

by the program ro control teacher iIrn.iap and reality views, by teachers to control

student experience, and consequently by students to control the social world. At

each level a of domination is encouraged in the interests of control, certain-

ty, and efficiency.

In the proffari LIR:1.e is a tendency to view social change as that whicb

caue.! :aot 1 oms rather than as the an-going, praxis of men who construct their social

world over time (Pepondin to Change, 1T14:2). "Responding "o change" is considered

within th,, AlLerta program 'o a an application of the techniquc and empirical-

analytic knowledge of social science in order that students may:
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. cci, with a world of uncertainty now and perhaps of less certain-
.. H, ear:hern nc. develop a c(7,ticern in

:nrs. :.nture-oriented, using the wisdom of the social science
in trying !.o come to grips with thece

r :".' .

:.,

ponding 5 f..hange, ic-;71tHF.J)

,.! L''

celtain::y and stahility within Inc

. oDen (Re.spond.i

Htere. ahd choices riesponding Lc) Chnne, iT74:

,,-,,;nstrucIing (Responding to t!henge,

Th world a more des.L.c....1Die

. is program states ti:at

73.

c.'1:7,er,L. who demonstrate perst-:::al, social,

:h which t:iey :onstantly examine individual cc

: c c 1. H scr, , ea.:hers are to "cooperate with the home, the

) ,

age:.Ti, s. in helping students find how to live and what to

- H714H), ,re to help students "reeoncile c and

1,--74:14), are to design experience: `-nat

,anaH -empered with a world view (Responding to Change,

- value issuen in terms of "physical and psychological well-

:o (.1,1f,ge 1.-.74H05 and are remiT'Aed in the program that in

7J-1 ino account prevailing community attitudes in the selec-
n If a teacher perceives a need, he may want to investi-

g-ite pr.)hlem, hut should use discretion in the choice of mater-
:Th:, t! development of content. He should not upset the com-
mnniy

(Responding to Change, 1)74:46)

Wi-hin the:e cx,nsr,:intn, the ntudent is to examine the meaning of human dignity,

freedom, euality, justi.,!, empathy, and loyalty (Responding to Change, 1974:6). In

other words, he is lo interpret justice in terms of the present political and social
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status-quo of his community. IL appears that social criticism, conflict, and

dissent are encouraged only minimally within he program.

Presuppoitions

One can readily :::upport he program's recognition tilat man is central

in Social Studies. it is made explicit in lte rogram's inilial theme: "What

is Man?" (Reponding to Change, n74:21). However, the range of possible answers

restrirted 17 the program's interests and approaches directed towards the stu-

dent and the social world. The program tends to standarize man by its various

taxonomie uld other schemes that abstract and objectify man .

lich a view of man tends to disregard him as a conscious being who in-

tentionally relates to his world in a multitude of ways, who constructs social

realities in an ongoing praxis, and who intersubjectively imposes meaning upon

his world. The value issues suggested in the program are loaded with human mean-

ing -- indeed, they are issues because of different human intentionalities. But

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

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

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

that disregard in general human consciousness, problems are apt to be defined and

solved abstractly within a framework of control, certainty, and efficiency. Simi-

larly, teacher; are to understand stlidents primarily not so much in terms of the

creativity, uniqueness, relevancy structures, and histories that characterize them,

but in terms of assessed needs, demonstrable behavior, and various taxonomies. Re-

ferring to the nature of the learner, the program views the student by means of

cognitive, affective, and skill categories, objectives and methods. Human experi-

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

towards manipulating each of these parts terms of efficiency.
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One needs to consider that by reducing intentionality to behavior, to

Taxonomiea and to rteds, there is a danger of viewing'man and his relationship

wi! wor]d nrohtem-olving that can be executed without too

NUDdr1 !ri(1 without a questioning of the appropriateness

(1

r.rogram nIcoi-,nl'Ae the importance of allowing such student

.arL)nal m,::anim; nd understanding of humannes!,::

values are personal things and their development is
a H,raonal and lifelong process. Process is emphasized, for in a
rpidly changing world each person develops habits of examining his

a-apirations and attitudes if he is to find the most intern-
;.ent reiationship between his life and the surrounding world. It has

beet, d that the primary goal of education is to create and maintain
a human- :c.)ciety. The new curriculum allows students to explore ways
and means of enhaving the humanness of humanity.

: '
(Responding to Change, 1974:64)

75.

what is uniquely human is standardized and reduced to the level of physical

,enomena by :7even criteria in the interests of control, certainty, and efficiency:

To he significant the value issue must meet Raths' seven criteria of
wha is werJ! clarifying . . . and also have a sense of immediacy and
,ignancv.

(Responding to Change, 1974:65)

-rea'rd, values beoome natural phenomena (Lewis, 1965:74). Further, students are

aondiTionea t judL7c value in terms of a scheme. Values are to be understood with-

in ,a0 name epiatemological framework as are objects of the world. What becomes

imporrant technique:

The process by which a student arrives at his values is more important
than the value position he obtains . . . The primary purpose of the

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

(Responding to Change, 1974:64).

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

ciMil by ing primarily on processes rather than on values, the question of

norms tends to he bypassed. In other words, the perspective of the new program
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on man is not rendered problematic when the actions of teachers and students re-

ain -hnie (Nabrma, 1 77:7rY3).

Whd n_ty rnsuJ 57 this stanee is the possible deempha:is cf h,tman

qualitie ahd caraeteristics of the human condition suc:: as awe, mys-terv, cc.n-

flict, abiguiT

197L:8-9).

uncertainty, meaning, purpose and personal biography. (At,a

PT:FERECTIVE SCHEMES OF REFERENCE

Social real:t is ordered and interpreted in the program by various

schemes that place tings in reference to one another. For the student thc pro-

gram supplies major concepts and key questions through which he is to make sense

cut of th , social world (Responding to Change, 1974:21-45); similarly, for the

teacuer, the program provides explicit schemes for interpreting the st,m.etrnt and

his acts. It in these Sc hemu:_, that the intrests, approaches, and presuppoi-

tions dicusse in the previous section are operationalized within the p ogram.

Three diff',r,-,n1 types of ordering and interpretive schemes (interest-

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

within the program.

Interests-at-hand

interets-at-hand refer to the immediate goals and plans outlined in the

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

dents are to demir:,trate clear-cut and hierarchical behaviors: seven steps of a

"valuirig proces' five steps for "internalising a value complex", six steps.for

"the solving of some intellcctual task", and six steps for "dealing with social

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

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

tainty, and efficiency.
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these s

r4-1L7 d genel-di ii

of Ie.:ruing obpor:unitiec in '

Lining opportunirie
hs. All learnin::, ol-

obje,:r:ves outlined
from ri.e stnuctured

'oblem of rurrent -I.

!

to 1(374:8)

ievement't irr. to be evalual:. in

o Change. l974: l5-1( ,, 52-1

t-0 taxonemies, lists, models, charts,

i
ty provide not only points of

,

eree:, '1,11

1.e cldcsified J_n-td interpreted but also rulon

ilanning for students. These standarized ntockn-

ns which educational reality

77.

withh nci when applied by teachers to students, also

dementrcited his valuing, knowledge, and skill's behavior,

11'! -d wthfs varis schemes of reference, ansessed in reference

L:uior level or rtai,,,e of competence, and have appropriate technique

Cr1 ir tO of outcome is dependent upon the degree of efficiency

:.-tnd of ol afforded bv t:he various stocks-of-knowledge:

urieniation seems to lead to a basic interest in gaining cer-

t:li 'y the interroh among human beings and attempting to control
tne sm-ong sefute of the term) the environment to guarantee this

The entHe orientat.ion seeks to eliminate the ambiguity

In!,er1;1-2-y hat: maps human action a personal statement, thus also
lv d,-eronnaJ::ting human interaction.

(Apple, 1q74:22)
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Logic-in-use

Logic-in-use refers primarily to those principles used to direct proce-

dure ia ordering and interpreting the world. Within the Alberta program the on-

going logic provided to teachers and ntudents for guiding their reality-constructing

is that of clear-cut boundaries, classifications, process-product concerns, depen-

dency upon one, and analysis. This may illustrate, as Apple suggests,

. , that in general educators have appropriated the recon.:tructed logic

of science rather than the logic-in-use of scientific investiga5on.

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

guarantee certainty in results has been fundamentally inaccurate. It

represents a picture.drawn from techological models of thought.

(Responding to Change, 1974:15)

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

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

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

(Responding to Change, 1974:11, 46), selection of content that illustrates concepts

"in concrete, simple, and specific forms" (Responding to Change, 1974:21), hierarch-

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

objectives stated clearly and precisely (Responding to Change, 1974:15, 48, 51, 54),

"carefu1 structuring of tl.e order or sequence of learning experience" (Responding

to Change, 1974:3, 8-9, 13, 15, 52-53, 75), structuring of knowledge facts, con-

cepts, and generalizations (Responding to Change, 1974:2, 8, 13-14, 90-95), a variety

of discrete procedural steps, and many other instances of clear definition. The

program in effect asks teachers and students to experience and understand reality

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

is reduced to statements of facts, concepts, generalizations, processes, and organi-

zational sequenres within the program. There is also a possibility, therefore, that

reality is reduced to a standardized category, a predefined explanation, and a pre-

dictable case.
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What could be serious is the possibility that students and teachers

n upon one perspective for apprehending reality. In

wonds, the progrom could come encapsulated within its own perspective.

For example, in stating that students should be learning how to value and inquire,

tLe plogrnm presents one clear-cut view of inquiry and of valuing:

It must It- emphasized that sincc there is no truly universal set of

values, and since present values are undergoing change, the only vali

ppoductive activity for teachers is the teaching of the value-

fllarification skills.
(Responding to Change, 1974: 64; emphases added)

/c such, program's ordering and interpreting of reality has become absolute;

stress upon "the problom-solving :cientific method" and "the process of valuing"

emphasizos ono way of apprehending reality (Responding to Change, 1974:64,69).

Ywth monopolarization, ar-,.ues Maruyama, "cr' 's the individual to formulate a clear,

coherent and systematically simplified ine. the universe" (Maruyama, 1966:134).

Accommodation for alternative pel.sl.ectives cc man seem:,: to be called for in the

program.

Of the vEn7tious logics that characterize the Albert-. program, analysis

and clarification are prinr.irv. The languege of value clarification suggests a

"medical model" in which student needs are to be diagnosed, assessed, and proper

remedies applied. Mechanical metaphors of systems analysis and manaFement imply a

factory input-output model cc schooljnot; similar7y, the language r p1annin7

characterizes student o.cts in term.'z of ttrminal behaviors, various ,r-Dt7ess coi_erns,

and efficiency. lists of pfovded concepts encourage students to approach the human

world in terms of needs, prebils, causes and effects, and so on, rather than in

t:orms of human intents, meanings, actu, and viewpoinTs (Responding to Change, 1T74y

217./15, (13-q5). Tnis anatwti ai control -f fellowmen makes Social Studies,

in the wo4,dsOf Lowis, like a Aissectin, room In which "we cut up dead men" (1965:61).

Broad typifications appliod in the program to groups of people replace uniqueness

ond het,:tropnoity ith a senso of anonymity in which humans are dealt with
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various classes o. ohiects, e.g., "yre-indir,trial",

1ms erred

12-(;rmuid:rm tracious referred 1-G

"Westrflu,

T florige , -1711: 1 ) . This analytic .,-..ontrul lmplicatione ior

andin of man; having made man an object of technical control

hy our .mnd meths t.he ol;lee tends to be "stripped of its qualitative

i.rcperties and reduced to T]atri'v" (Lewis, l9F)5:8?).

PEF.f,PFCTIVE ON MAN: CONTEXT

There is a c:ntext within the Alberta program that maintains a particular

ooint-of-view on man. This context includes reality coordinates for defining man

and for prescribing :-.-tudent experience.

Reality Coordinates

Of the multiple realities within which Social St. .es programs are de-

veloped, the Alberta programrs cont.ext is basically that of tochaclogy . Reality

definitions within the program have been influenced by three houndarY heliefs de-

signed lo orien teachers to Social Studies and to guide their acts of reality-

constructing with students:

Throe Factors have an impact on 1.he instructional program wherever the

education ol youth has been instituionalized in some type of formal

schools. These factors include: the nature of society, the nature of

the learner, and the nature of the related disciplines. The change in

society, the expansion of -. ocial. science:, and increaser' knowledge

aNDut t:he learner have inf., .ed our priorities and emphasis in the

instructional program to be uttered. it is in the. unity of these thrLo

-- the child, the society, and organized knowledge that future excel-

lence in the schools will be found.

(Responding to Change, l'..)74:2; emphasis added)

This view of "the child, the society, .mnd organied knowledge" is unified

by technologically orientated interests, approaches, and presuppositions. The

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

8 7



F. He...H..

Lot!i; hf"? "nature" of' knowledge is defined in

LiOn t-o 1,01 12 soc:ety and the

,tin..traefed :And impr).:(1 upon students, within the

,
aefinpd within a problems framework:

:;oeiey is yentinually (1-langin.. Futurists tell us that the

;,rohaLl Aape of Lo!;.,..:(3.,i's world will include the following:
innovat.ion will continue to develop at an accelerat-

i::g rate, bringing with it change; population trends will continue

e resu3ting in intensified problems of urban living; the

iflosi highly developed economies will move beyond the industrial
pot-indu.;:tri:.il level (emphasis on services rather than

indusl:ry), re Lrng a con;:inuing education for the periodic

1,-rairi_;,20-. for career; -nd leisure; and governmental institutions

4 I] c nae to eyand their functions. t'Is society changes, so will

proPlem:; chang. The c7merging society presents alternatives from

whion choices can be made. Decisions will have to be made regarding

eenflicts among nations; the increasing gap between the affluent and

:.he poor; the effective participation in the decision-making process;

p-fqJt:ection of human rights; and the enhancement of the human

ondition.

81.

(Responding to Change, l974:2)

program's t:c!(;hnolozical stance vis a vis human situat.ions cc-mels

ic,fine world in terms of clear-cut problems ord tr 1.13v

r:_ovidod 1-echniquer: seek possible solutions (Responding to rh.a7--

This probLem-:,olving activity orienl.ates '51(J s the world in 1,-tr:.s of pre-

defined key and concepts and by rean:- urr methods and skills.

,;:Auir1L,, H. framing a va]: i.. sue on ::tandard of living, i.e., "To

should ::,an use human and natural resources to improve his standard of

1ivin7", program developers .Jve s':ressed a technological approach to the "problem".

mignt be considered is the inclusionof approaces that permit questioning of

presubosions and values underlying the issue or the vsning of standard of living

le variou groupn (Respending to Change, 1974:28). In tne program, in seeking

"possible :;olutions to the problem", students al, guided by questions concerned with

pfficiency, improvement, consumption, and management. Concepts provided channel

8 8



82.

-cierts toward treating, st,ndard oF living a problem to be sojved pritrrily

rop,.r t n q , 1 Fit,i ns , and con,

approach m;iv be overjy

ual analysit., This

cure. questions related to differing

anrnrotaY. uris of the pre.hLem, sci ideologi in which inequalities are

le iso by various group:., and tal h-For-raned assumptions related to the

worth ot contiuued growth and improvement.

(2) .,,:ond, knowledge is defined within a single epistemological framework:

The social sciences are changing rapidly aS the "i.nowledge revolution"

ieeeleralcs. The acceleration of social science research has increased

the quality of available data (specific information, organizational

structures and rn,11(yir; of inquiry) from which choices must be made.

(Responding to Change, 1974:2)

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

As the social sciences are transformed, their emerging scope and empha-

sis must be reflected in the social studies on a continuing or evolving

hasis.
The program should he organized around corcepts and generalizations

from all the social sciences, and the trad.itional dominance of chrono-

logical history should he ended.

(Pcsponding tc Change, 1974:3)

Social sciences are deemed necessary for providing technically applicable knowledge

in the form of "specific information, organizational structus-. -cd methods of in-

1.ry" for defining and solving social problems (Habermas, 1972354, 361). Because

this epistemological orientation towards social problems is to be "scientific"

rather than hermeneutical or political, control.of problems and certainty of out-

comes is assured on the basis of research methodology and quantity of info.,mation

provided by the empirical-analytic sciences. Therefore, the framework of concepts,

key questions, and methods provided as a perceptual screen for approaching the world

places students and teachers in a relation of control vis a vis the prescribed

issues. In other words, knowledge is viewed as that which has technical applicability

through its application to social problem-solving. What needs to be considered are

8 9



ther modes of knowing related to liow individuals and groups give meaning to

-:s .1tuitins, ho 7:'.ev define their reality and acts, and how they in-

4erpre, prohlems and poL.,::iLif'

C.)

learnIn

.-T-udent iz (1.efin:l. within coordinates of psychological

.tudenlis readin.:s for learning, is now seen to be closely related

the individual acground of experience, :is well as being

v hi, maTurational stage. Instead cf waiting for the learner

eve reedinezs of his own, the school may possibly assist hv

:elberatel providing experiences to develop a background for under-

!riding topis or problems that are introdlIced .

diferences in learning should be recognized by educators .

grourjng is suspected of generating self-fulfilling pro-

of faluro for stLfl,nts labelled as "slow", and creates expec-

tiotv:. :hat inhibit effective development of the potenial stl-Hnnt7

to "standarn" groupz. Some students gain insight e,sly

through in:epondent study, while others seem to make progress more

rapi,lly wherl T:nov have muc interaction with others. Some profit from

rather hizIlly structured learning situations; others do well when per-

cr ;-,ven r(:HuircJ,, 1-o develop much of the structure for them-

organizecl structure is efficient. Specific facts

Peortie me,hgful when their re1 t-..ionship to concepts and generaliza-

-H:: hs.lorstood. Conclusion: and generalizations developed from

ztudiad in an organized context are retained longer and, if for-

are more easil7 reconstructed. Transfer of learning is likely

t- be enhancen.
(Rez,,nding to Change, 1974:2)

"Te sat,:Te of tne Loarn,,r" within the language framework of "needs",

"hehavior", "readiness for learning", "stages", "individual differences", "efficiency",

Trilnzfr of Learshg","level:. of student ability", and so on, the program both ob-

' student-a in ord,:r that they may be acted upon in various ways and trans-

-hem .sther's :Trom a "Thou' to an "It" (Responding to Change, 1974:

, ). aro proect by a variety of techniques, sequences, and organiza-

7,innai structnr,-,!:;, presumably gleaned from certain social sciences. His objectifi-

on c,m7)1,1 y heing processed through behavior! objectives and standard-

:Ithough there is supporL for student involvement in-

prorram nevelopes languap: of planning is that of control:

9 0



.1 17 ic wi-t; Hirt iehhc

7. ,

drid irn , 7 itt: 1 ..hrvey L. uernt,, ,

.! 1 .: ' !tt,tilm.nt. r 'II theme. and i c)t;

,t !trlenty' rent and

:

Jt.--t. (211,1r 7; i.,;(1,

. trnit,thene,t.

t. H :It-he-pel the unit
i nary d :

C.,:if":7 '

in.-. t I1t : ii II.c ;",1

.
,

, o aanie, ; ar'ided)

Th ii, met to tol-i .::! trameweT4 hty,,,tich wnieh "the tt:tt:r of the learne?" e:,t,:;Lilithed

and niii 1. a "7:e.,ipH.ht of poiLle technical contrcl" , 1t72 :

361). W-hrit crtti.letred in an ex-ttension of the framework to acrtommodate

r. teach:nil act. ,het ?,nide student::: and tho:tc acr::: that

help t;t-uder-:'t- ri-tlerfttdnd their relevi,,tt; and perspectives.

T 1.0N`,2

-Live bates, sc,:nert of reference, and contet.:t- evident within the

Alberta protTam pest dn orientation in which man tends to be vi.ewc!,:i as an object

procesed by hriLTIQ in t interet2 of control, certainty, and efficiency.

dn instrument for reality definintT7, within 'he clasrooms, the Alberta prop-,ram will

tend to r e in feres t hd t cons t I tu f ed it . Thitt; perspec Live , therefore ,. has

rertain

:ttan't; to treat himself ds he will means that some meh have the

powr "to male oi.her men what the'. ;ilease" (1,ewi:7, 1T)65:72). That progms are an

applic.ation of power To d.,,fine rnality for teachers and for students is often recoF,-

nised, but wit:_u ci nY;jected are ,iuestionn implied by such control: Control by

whom? Control for what. purpose? Control within what normative boundary conditions.?

Control based upon what imae ml men? Because these guide our actions, what need:-

9



85.

'. 11; L. sid :iai we adopt. What might

;1 reeimelogical metaphor:: u,-::.2:j

moct fundmeutal

. ii hnie:..11" (lq73:1;12). If such 11 :he

'/ 71. ,1 :or lipproachin,i: r.,;:t: and

;. -Lni-,erciiL OC.'"); 7 .1'

; and ,:nli:::72t--ions of' fa' li.aa --

.POITPCVN.; bn't Zdji7e ihe ;:?..1'

:.?:. 't,(71. / ;: fi,o;.-l000rk in Social

. J or d(arf:loping programs and for interLin;".:.

; .-1:.7`); lq7i; an Ianen, 1974). Ratiler than a

ne:ds, in the words o Morgan, to

r- , : ,i:-embrac ing , living unity of different

:hax anc: f the many facets of the human being" ( l970 :xv).

Lit";ei up,:,n an image of what the person is. In view of -this

. i.Yetopment, any future revision of the Alberta Social Studies

/
:..;,rion::, rat-ion to extending itself to allow a lterna-

iy. tuong isi.ch the existing perspective will be one. Such a revi-

I a Hlfiliment of plui'alism which, in essence, the existing

u.iti ::upportzi.

9 2
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Hq.

AEPENDlX C

JIHtILY (iF TEACHERS, STUDENT;; AND PARENTS

ientiatt- survetyt was hut one of the lour major research acti-

v i t I h N di i.e;r,!.;t:w1,1 iiroiecr. In general, the object: in using

titeinaire te-hniqe wis to y,ive scope and breadth to the project.

M:4- 'tically, the purpose. of the survey wore: first, to learn the

tp!tts end Hi Its ot teacht-tr , student and pilronts with rPspect to a

i-,talen; and second, te obtain certain kinds of desel

r:on ab:t the operation of the 4)cia1 Studies program.

METHODS n REPORTING TECHNIQUES

itive informa-

Detailed inn of tie techniques of sampling, instrumentation,

di-;tribution nd collection, and analy:,es arP provided in Addendum #1 to this

appendix.

Total numbers of respondents were: 737 teachers, 925 students, and

301, parents.

In our analyses we proceeded as follows: first, simple frequency dis-

tributions were run of the responses to all questions; second, in cases where

there appeared to be a good deal of variance, frequencies were cross-tablated

against respondent-eharacteristic data; and finally, chi-square tests of signi-

fican:e were run on the differences.

We shall rerort our findings question by question. In the case of open-

ended iuostions, the report will take the form of a discussion of the most common

responses. In all other cases, frequencies will he reported as percentages

9 6



and di f Fer-nce:- amen _ . r r

go.

oi- :;iiroup!; wiLl repor!-l

w!len tLev aro :-:ati.::ticallv nifieant beyond the .05 -

: )ze(J:.777.(2/1;2p,-.., asked thro oen-,?nde,1

(l) Aat, in :ioZir Z'-, am: Ma;10P 'laths of

/ / I ;tudics Li'0:7PUr;? (:!) What aP.! I 7 Jo major meaknsscsi

(;) W;.1a(. :u.)u h(),A! prcvra,i?

1. mo::t frc,luenlv cited 1,y ":eacher:_; wen': (I)

the freedom and ftjt. W ! it allows student-teacher planning; (2) the

Inter-dirn ;:aturc /Me conf-.ent which permits it to be integrated wit

the content of othcr subject areas; (3) the emphases upon valuing, decision-

making and critical fjii.nkInu; ari(i. (4) the well-formulated scope and sequence

of the program.

2. The weaknes:;e (:ited were: (1) lack of appropriate resources; (2)

too much emphasis on the affective domain and the valuing process which lead

to methodological problems and a resulting nebulousness in the program; (3)

lack of history and geography -- especially Canadicn; (4) the unreaZistic

aspects of local teacher program development -- in terms of time and resources;

and (5) the Zack of appropriate textbooks and teacher guides.

3. Pecommendations For im:,rovment included: (I) more and better re-

source materials; (:.) morc Canod:an materials; (3) more in-service activities;

(4) more time, money, and consultation for program development -- particularly

in mral '7reas; and (5) more comprehensive and more structured program guides.

9 7



91.

Seetion I I, :J.: oononted respond'ents with a number of asser- !

"omht t;:," aL9ut the Social Studies, and asked
o agree op di,s(tgro. i questions are stated verbatim

LzfroJ v.!spi)n;: w?re(ntages.

In a

( ;)

(I,)

(e)

!Ioei:11 ui i ec program,

Inwirn; w!,at happened

6.5

f.P(ntly Agrce 16]

eurrent happeninv

Agree
Stroncily Agree 41

reeLinF, relationships

emphases should be placed on:

to people in the past

Undecided 51
- 7

No response 2..1

Disagree
-8Z Strongly Disagree

in societies and cultures

Undecided 21

No response

-96
Disagree
Strongly Disagree

between actions and consequences

ZZ

1

1

0_

-12

-

Undecided 77

No response 11 - 8

48]-90
AUPCO
Str()Holli &Tree 42

Disagree 11
- 2

StrongZy Disagree Z

(d) D,,ciding about des/red conditions for man and society

}-

Undecided Ze

No response Z

Agre,!

.1;trongly A,:..,rec 27_

Disagree 81
-74 Strongly Disagree ZI

(e) t1aJng decifliom: about courses of action people should take

Undecided Z71
-20

No response 31

Agree Disagree/1;

Stronuly Aures 2.3 -66 StrongZy Disagree Z2J -Z4.

9 8



5. Tho Alberta Social !.,tudies program should provide a !-;et OE 7,o,?.iety's value

thal must be taught.

i

_
Undecided 16

-20
No response 4

Agre(! 21
-27

SI.:mwrgly agree tiJ

Disagree
Strongly disagree 22]

'12.

LTI,ugh tIE 15 question generated differences among respondents, the::e ,l1ffer-
.-nnes are attributable to the various interpretations placed on tbe nuestion.
This we gleaned from wrIlten comments.]

local Program develement, the Departmert of Education curri-:ailim
should Le used as the lasH of proEram development.

Undecided 201
No response 3]-23

el;rr(.?e
hu

StrOnOiV aOrep-

Disagree l4
-17

Strongly disagree 1

7. Translating the provincial curriculum into units of study should be the re-
sponsiftility of teachers at the local level.

Undecided 131

No response 2
-15

8. Value

(a)

(b)

Agree 43]

Strongly. agree 2,1

issues discused

Parents

Agme 61
.

Strongly agree ll]

The teacher

-q7

in the classroom.'should

Undecided 111-16
No response 5

-72

Disagree 721j-Z8
Strongly disagree C

reflect concerns of:

Disagree 0

Strongly disagree 3
-l2

(c)

Agree
581-68

Strongly agree ZOJ

The student

Agree 571
Strongly agree .33.190

Undecided
No response

Undecided
No response

9]
6

5]
2

-15

Disagree
Strongly disagree

- 7

Disagree
Strongly disagree

4

2

'LI-_

-Z7

3
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r.43.

ri)

)

;r 8

2:3ree

1-C7

Pol?(ILZ/ agrg!,2 61.

J

(irLJei.:.!Y.J(2d 76

No moponse 7 -'"

Un

]

dceided 7:)
- Ol

No rcopow7e IP,

Disagree 9 1-il
Strongly disagree 2_

Disagree 171
-26

Strongly disagree 9

reucen omong re,,-on:;e, on this item are attributable to type of
.;chool i.e. Public or uparate. Whereas only 37.8% of the public
-chool teanhern agreed, 7.. 2.r, of the !.;eparate school teachers agree.

(Sig. level -- 00])]

A cial fl,tuc!ie:; te:,.tbook should he prescribed by the Department for each

grade.

Undecided 14]
- 18

No response 4

k:Ik?C Disagree 24 -49
Strongly agree 78 Strongly disagree Z8

renc:.: on thiu item are attributable to amount of experience -- but
1 ruriou,-; way. The mere the experience, the more they agree. Only

20 of the teachers with less than 6 years experience agree; but 51% of
the teachers with more than 15 years experience agree. (Sig. level -- .03).
Also, more t'!an 609 of Calgary teachers disagree compared to about 35% of
Jll otherr. level .0002)]

10. The outline of content prescribed by the Department of Education is broad
,nouiu: re allow teachers to plan activities of their choice.

Undecided 3

No response 3

]
-6

Strongly agree 29
60]-89 Strongly disagree Z

Disagree 4 c4:;ree

11. The Social Studies program should be interdisciplinary rather than hased on
separate disciplines.

Undecided 13
-18

No response 5]

Agree Disagree 6]
-8-74

Strongly agree 25] Strongly disagree 2
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Undecided 191
-23

No response 4

Strongly agree Gj Strongly disagree 8
132-

12. Hepartmental Social Final examinations nhould he mandatory FC)r:

1;WICr"1:dt.'11
No P.SponS.'

4-A g reo 1

Strongly auPci,: 18

Ihiffecences among responses on th1s item relate to teaehing level. Only

27 of the elementary teachers !;trongiv disagree, lat a full 60,-, of the

sc:condary teachers strongly disagree. (ig. levet -- .0001)1

(h) trade 12 :.ttudents

Undeeidc:d 1
-25

No response 13

-19 -4
Strongly agrec

0

Disagree 161

Stronglp disagree i9r--

LAs in the case oF 12.a, difforences of opinion on 1his item related to
lrvel oE instruction. Senior secondary teachers disagreed at a 44.21,

level with departmental examinations, while junior high tcachers disagr(od

at only a 34.7', level, and elementary teachers disagreed at only about. a

2'1';, level. (Sir. level -- .0001)]

13. Canadian conten1 in the Social Studies programs should be increased.

Undecided
No response 2]

Agree 28 Disagree
- 9

Strongly agree . 541-82 Strongly disagree Z

In Section III of the questionnaire, we presented a further s.:?t
of assertions about what ought to be and asked our respondents to

,2nswer in ft,o ways: first, in terms of whether or not they agree;
and second, in terms of whether or not the situation prevailed in

their con cZassroom.

14. A. The major emphasis of the Social Studies program should be its value

orientation.

Aaree 391
1-45

Disagree 24
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7t1. ;)F 111,. program

va.1.1c

r('47 1,;

I 1:!p L;pCt. or ,luclion (114.A), respon-

:;,:he()1 with .,-;,.parat(, teacher,, au,eeinr

t
1-v-1, r.,.1mpad t,) 0:.12., lovl for pullic school teachers,

the major omphasi;l. (M.R. .00)

'he "what in" a:q..0,t (11:.!7-) repondentn differed by level of in-

-- 1,9.3'. agre,me;it al the grade 10-1',' Q.'M al the

level, at: .r:o, 11-L level, and 151.0 al- the K-3 level, that the

ori-W-ation in (q-fc.t. (Sig. -- .07)]

95.

fl'udHn progyam nhould provide For th,, exploration of L:tudent

Undecided
r

- 8
No esponse Z

*me,- 661 Disagree
- 6-86

:;trougy agre 20 Strongly disagree Z

In claroom Ole Social Studies program does provide for the explora-
t z) f;Ludeni Fling;.;

room.

No response 8

/1

Gt:

81_

Off:en

Seldom 181
-Z8

Never Oj

The ocial rudies should deal with controversial issues in the class-
_

Undecided Z2
] -14No response 2

*mei: i).
Strongly agrcc

1-81
Disagree
Strongly disagree 2]-

I do cleat w:th -7ontroverial issues in my classroom.

No response -

A zrdcz.7,; Seldom 331
.-36

,,).1t,-rz 50 Never 3.1

th numhyr oF years of training, the more teachers claimed to
deal with nontroverial islue:-;; the range was from 6q.2% for those with

'hAn :1.2 for thoe with only 1 year. (Sig. -- .002)

A , , ';OC la] L7. , and geography majors (in that order) claimed
.tIc deal more in controversial issues than did other majors. (Sig. .0001)
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((!ont inu..(1)

And I Iv. the level nI. ItI;truct: the reaf.11e-1,n; de,11

with is:.ue:-.; the wJu; rrom Fer senior t.c.whern,

ror lunftlr f.,,r ementary , . For ; .

I-v-1

H -.hoe P. udv huuh-in i or from nary; u.e. el v;ew.

r!. PI

11;!

y'r,;:r"))1:;1"-:

DI,,agree

3tpow,.77.if
),

1!1 r," :10 ntudy human Pehrivior from many of vew.

1.

J9.

A.

the

B.

school

A.

A/W(17/4 11]

of.t.on tO -(-

Toacherl :;hould have
t.'cTular cino(-)71- day.

/1r:roe 7,2

Strongly agrc:.

I do have time to
day.

Always :Tv?
Often 10

Society should expect

flo Pc:Ton4(,' - 10

Seldom 18]
-i9

Never

time to Plan their Social Studies program during

Undecided 4

No response

Disagree J y

StrongZy disagree

plan my Social Studies program during the regular

No response -

SeZdom 451
Never 33]-78

to have its policies and leaders challenged in
Social Studies classes.

Undecided 101-i3
No response 3j

Agree 541
-82

Disagree
- 5

Strongly agree 28 Strongly disagree 2

B. In my classroom the policies and leaders of society are challenged.

No response - 12

Always 5138
Often 33
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SeZdom 05]
-50

Never 15j



tHnced)

. ii "w1;a1 npecl of rhi5 varied according to

. a- linivor:;ity major, and level al- instruction. The longer
hopiot? education, the more the policies and leaderc of

wer. ehatiengcd in tho classroom. (idg. level .0001). The

rhe Pvc I e ins!ruetHit, the greater the extent of the challenge.
(Hy,. ' .(mul). And history, georaphyl and soeial,sciene majors

hit ordtr) claimed that soc[ety's policies and leaders were challenged
1..1-::room more than did other majors. (Sig. level .0001)]

T1: the ;'.ludiE..s program the dominance of history should he ended.

Undeoided 171
-23

No response 6

*MCC 21p6 Disagree
o

37]

Strngly agere Strongly disagree 14 -"

ITea('hers with 4-5 years of training dir,agreed with this statement at a
level. But the disagreement increased both with less training, to

',3.3ri dr the 1-year level, and with more training, to 50% at the 7-year
1, v-l. (Sig. -- 114) /\1.2o, 57°,, of the history and English majors dis-
afTe,d -- compared to 16) of the geography and social science majors.
(H,4. level -- .05)]

B. In my classroom the dominance of 7listory in the Social Studies program

has ended.

No response 24

/11loayi; 31
of-n 29

SeZdom 32]
-44

Never 12

I While 'YI.Fe, of teachers of ,.).adcs 7-q claimed that the dominance of history
had end.'d in their classrooms, only 35.1% of teachers of 10-12, 30.3% of
teachors of 4-6, and 26.2% of teachers of K-3 were prepared to make such
a claim. (Sig. -- .006)]

A. During some of Social Studies class time students should be involved
with people in the community.

Undecided Z1-12
No response 1

Agree 62 Disagree
31- 41 84

Strongly agree 22 StrongZy disagree lj

B. My Social Studies students are involved with people in the community
during some of their class time.

No response - 8

Always 1-1-20

Often 19i

104

SeZdom 57]
-72

Never 15



) A. Every !hool houl(.1 hdv a ,OMMON :tatement ot obj(!tkres tor the
ial

lindoided
No mespon,,

AqrciJ 43]
;tvonly

]_/[)
1/.1I0A!t? 4

Nv doe hav,. a common ::.tatom.,nt r:vf,, tor the
.,t progr,un or rer.,1

Alwapc
Oftcn

NH -

.5'cldom :!/1

Never

A. (Thjetives of the ocial Studie::, program shou]d be :Aated in behavioral
form.

Undecided 26] _

No response Z2_,
-o8

35Agree ]
-42

Strongly agree 7

Disagree 141
-20

Strongly disagree 6

B. In my classroom objectives of the Social Studies program are stated in
behavioral Form.

Always 61
Often 27J-"°

No response - 24

Seldom 30]
-43

Never 13]

24. A. Student attainment in Social Studies should be reported in:

(a) Percentages

Undecided ZO]
-26

No response Z6

Agree Disagree 1627]
-36

Strongly agree 9 StrongZy disagree 22
1

(b) Parent-teacher interviews

Undecided 81
-58

No response 50J

Agree 15 Disagree 7

Strongly agree 181-33Strongly disagree 21-

105
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(e) Letter y.L.,Ade

W.H1!:on

c?"

cic,(1 14

:JO

! ki0 0'17 (

No response

Disagive 14]

vouoi di8aurec 10

Disagree 4]

Strongly disagroc 1.

- 5

Fn cia!:.;room :,..tuden[ attainment in Socidi Studies is reported in:

(,1) Pereentiri.,,0

No r,-::sponse 15

loaps
Often IC ]

SeZdom 101
-42

Never 32

(I)) l'aren-teacher interviews

No response 14

Alwcris 11; .
SeZdom 28]

-34r,7)-0"
Often Nev!?r 6

( ) i ,tter r,rdde:;

th response 16

Always 22 SeZdom 141-42
of ?2 20 Never 8

(d) Written comments

No response - 13

Always 21_(,,,2

Often 38

Seldom 15]
-23

Never 8

99.

the following should have responsibility for selecting contro-
v,rial isues to (le,Ilt with in the classroom:

(a)

Stm.)n,j1y agree 34

ryndeeided 2] r
- a

No response

106

Disagree 7
2

Strongly disagree 11



A. (oontinu,d)

(h) Par-ht!:

,Vo wspons

;7;7];tr,,n;;Zy

!1(1..st.;

Disagroo
::;tron:;ly

W," 1):1?

:7troly Aron,;ly /1W( 1

AdIn iii 1 )11

01(kcided 19
27

No response 8
-

/igrec

Strongly agIA:e

(0 School Boards

Disagree 20

Strongly disagree .11

Undecided 101 -7

No response 12J

111;POC Disagree 25
-41

Strongly agree 3 Strongly disagre,-: le]

B. Each of the following do have responsibility for selecting controver-
sial issues dealt with in my classroom.

(a) Teacher

Always 31177
Often 46

(h) Parents

Always
Often 6

(c) Students

Always 71_53
Often 46

No response - ZZ

No response - 14

No response 13

107

Seldom ql .

Never 3]

Seldom
-79

Never 54

Seldom 28]
-,34

Never 6
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] _ 1 .:

1 , , H ' I

'4q,dom :)..i. .

-CH
Nco..r 41I

nt,!;1:-. t1 dooi level, the Home

t,

Undcc,Icicci 2(1,8
No rcsponse 8

(I))

(t.)

airc,:-

th:ttructional.

15troncii,i

fp,irnitt

4

reourYeL;

"(11

j

-o5

77

!!ndecidcd

N ro esponse

undolded
No response

l9]-28
9

19]

9

90

Disagree 281-37

Strongly disagree 9

Disagree 281

Strongly disagree ZZI-°')

Disagree 28]

Strongly disagree 12
-40

tfl plwnhi or:Ims of .
instruction at the school level, the Home it:,

1:Ivolvetl 1.11 tho determlning of:

(J) H7,cp,rnm 7palt-; ntl ohjectives

No rermonse - 14

Al,ways 1]

Often 4

108

Seldom 24]
-8Z

Never 57
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20. B. (continued)

(h) instructional resource:,

,4teaTio

Often 8

(c) Learn in g ai i t

AL,a7is

(Tten ;3]

102.

No Pc;TimOir: -

No rr.?spf..,nse

Never :f2]-(8

A:e1,(1.om

Never :0_1-("'

27. A. In planning programs of instruction at the school level, the Church

should he involved in the determining of:

(a) Program goals and objectives

Undecided 77
- -29

No response 1,21

Agree 161
18

Disagree 21_
5

Strongl?.! agree 2 Strongly disagree 24

rA full 59.3% of the public school teachers disagreed that the Church

should be so involved -- but only 26.9% of the separe07e school teachers

disagreed. (Sig. level .0001)1

(b) Instructional resources

Undecided 17]
-29

No response 12

Agree l4]
-Z6

Disagree 31
Strongly agree 2 Strongly disagree 24

[As in (a) above, over 59% of the public school teachers disagreed that the

Church should be in this act'ofity; only 35.5% of the separate school tea-

chers disagreed. (Sig. level -- .0001)]

(c) Learning activities

Undecided 171
-32

No response 15

Agree 12]
-Z3

Disagree 01
Strongly agree l Strongly disagree 25

[Again, public school teachers disagreed at a 60.2% level compared to 36.9%

(I if-;agreement among eparate school teach. (Sig. level -- .00o1)1
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H.

103.

In planning program:.. r incruction at the school level, the Church is

Involved in tIle detcrminin:, nF:

(a) Program g,oals and objectives

(!,)

(,u

A.

!)e

(a)

often

iaL:truct.ional

Alwas
Often 3

1,1rning activities

/17oTis Z]

Often

In planning
involved in

Program -,oals

Ne response Z4

Seldom
Never. 67

re::,ources

No respG-nse - iS

Seldom Z4]
4 Never 6?

No response 16

SeZdom 14]
- 4 Never 66

programs of instruction at the school level,

the (Ietermining of:

and objectives

-82

-80

Students should

Undecided
No response

161-l8
2J

Agree .52 Disagree 161

StrongLy agree 70
62 StrongZy disagree 4J-'

(L) Tnstructional re::murces

Undecided 15
-20

No response 5

Azree .

Disagree.55]
-61

15119

/;tronly C StrongZy disagree 4J

(.7) F.earning,

Undecided ZZ]
-Z3

No response 2

C21_0 Disagree 9]
-ZZ

:;!:ron a c(ir
Strongly disagree 2

In pl,innin;-, nf iw-;truction at the school level, my students are

iTcrnivod in 71(-N?rmin7n7:
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28. B. (continued)

1014.

(a) Program goal and 6hjecl.ives

No response 13

No response - 13

No response - 13

Always 41 SeZdom 331
Often 401- Never 10143

A /way:: 1_,7
(-)./7"on 2J

(h) Tntructional re:;ource:;

Sadom 37]
Never 23

Always 2

]

-3Z
Often

(c) Learning activities

Seldom 35] -

Never 2t

29. A. Each of the following should he a goal of evaluation:

(a) Improvement of the program

Undecided
- 4

No response 2

Agree
12

Stnon
1-d4

cill! arlree

(h) Improvement in the allocation of resources

Undecided 81
-12

No response 4j

Disagree 17

Strongly disagree 1 h
2

Agree 55 Disagree
Strongly agree 3Z

1
86

Strongly disagree lj- 2

(d) Improvement of teacher performance

Undecided 5
- 8

No response 31

Agree 541_90 Disagree 11- 2
Strongly agree 36 Strongly disagree Z

(d) Measurement of student achievement

Undecided 4]

No response 3

Agree Disagree55

Strongly agree 36
]

Strongly disagree 1 2

1 1 1



r; Tn mv 1 rF Follc,winc; i:-, of evalur t ion:

(a) Improvement in the prxam

No response - 7_7

A/idny.,) 101

Oftcn 50

Tmprovemen 1n he allocation of resources

No response - 19

A eys 13
Often 19

1

rmprovement of techer performance

No response - Z?

Al.wqyil 18
-61

Often49]

(d) MedT,urement of student achievement

No response - Z6

A7:JaLlr3 321

.7,..'tan

Seldom 121
2j-14

Nevef

Seldom 231
Never 6j

SeZdom 121
Never 4j

-16

SeZdom 6]
- 7

Never Z

30. A. A record should be kept of the problems studied by each student during

the 1/3 unstructured time.

Undecided 16-1
-25

No response 9

4grer
-65

Disagree 6]
-ZO

Strongl:i agree 10 Strongly disagree 4

F. fr my classroom, a record is.kept of the problems studied by each stu-

&T1 durih;; the 1/3 unstructured time.

No response - 19

ADJays, 17141
Often 24

Seldom 201
Never 20j-40

1u5.

31. A. Students and teachers should jointly plan the use of the 1/3 unstructured

Social Studies time.

Undecided ZZ17,7
No response 6j

Agree 521-76
Disagree 61

Strongly agree 24 Strongly disagree Zj - 7
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106.

31. B. My students and F do jointly plan the use of the 1/3 unstructured
.

Social. Studies time.

No resoonse t?

Alway 14-_,h?

i

Soldcvl

(Tten 34 Ni'ver le -""

The h joher the level of instruction, the more teacher::: indicated tl-wv

involved .;tudents in joint planning: 53.[ at the 10-12 level; 53.'2%

at the 7-1 level; it. i. it the 4-i, level; and 32.t at rtli K-3 level.

level .0001)I

2'(:(!t7on IV of the questionnaire we asked teaohers to asse.

;.hc uscfminesm and avalliabl-i_ty of oertain resources.

32. In planning Social Studies units, I have found helpfulc

(a) ;lample Units in Experiences in Decision Making

No response - 4

Always 7147
Often 36 °

Seldom 331
Never 201°'

[Only 26.2% of the respondents with 1 year's experience viewed these

sample units as useful. This proporIion increased to 32.9% among tea-

chers with 2-3 years' experience, to 38% among those with 4-7 years, to

44.6% among those with 7-10 years, and to 49.2% among those with 11-15

years. (Sig. -- .04) Also, the units were viewed as helpful by 61.4%

of primary teachers, by 48% of elementary teachers, by 38.3% of junior

high school teachers, and by 22.1% of senior high school teachers.

(Sig. -- .0001)]

(b) Consultants

No response - 3

Always 51

Often 23

Seldom 45]
-69

Never 24

[Only 13.1% of the senior high respondents viewed consultants as helpful

-- compared to about 30% among other teachers. (Sig. -- .0001) Also,

consultants were viewed as helpful by only 19.2% of teachers in small

cities, by 23% of those in rural areas, by 26.1% of those in Calgary, and

by 35.4% of those in Edmonton. (Sig. -- .0001)]
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T2. (continued)

(c) Other te,chers

No response - 2

Alwal 181 , Seldom 15]
-Z8

Cite?: G2J Never 3

( 1) .;-imi_1( uniLs by Teachers

No response - 2

,q7wa'i- 721 Seldom 26]
-32

6fren 54]-66 Never 6

IThe: ,,nits were claimed useful by 71.9% of primary teachers, by 69.9%
junior high teachers, by 67.5'. of the elementary teachers, and 60.6'(',

(-)

(1)

(g)

Worknhops,

Always 101_49
Often 39

Commercial.

Always 5126
Often 21

Correspondence

hig,11 teachers. (Sig. -- .0001)]

instItutes, conventions

No response - 2

Seldom 39]
-49

Never ZO

curriculum projects

No response - 4

SeZdom 39]
-70

Never 31

School Branch Social Studies

No response - 5

Always
Often 7,0

SeZdom 27]
-84

Never 57

find the rollowirw- resources available for a values oriented Social
7tudies program:

Audio tapes and records

A-lways 11-

Ofn 39 50

Film lnd film sTrips

ALways 171_71
Often I;_j

No response - 3

No response

114

Seldom 36 _47
Never 101

Seldom 23]
-26

Never 3
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33. (continued)

108.

(c) Ncwspapers and periodicals

No response 3

AZways Z8]
Often 50

Seldom 23
-

Never 61
29
_

(d) commercial SocTal Studies resources (texts, projects, simulations)

No response 4

Always ZS] Seldom 28]
-32

Often 5lj
-64 Never 4

Teacher prepared unit/resources

No response 2

IAlways 13
-6Z

Often 48

(F) Television programs

No response - 4

Always 61
Often 30_1-6

SeZdom 301-07
Never7

Seldom 45
1-60

Never 1.5

In Section V we questioned teachers' familiarity with and
ratings of certain materials.

34. Are you familiar with

(a) Experiences in Decision Making (Elementary Handbook)

Yes: 63 No: 34

(b) Responding to Change (Secondary Handbook)

Yes: 39 No: 54

(c) Program of Studies (Elementary)

Yes: 65 No: 30

(d) Program of Studies (Junior High)

Yes: 46 No: 46

(e) Program of Studies (Senior High)

Yes: 36 No: 54
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109.

(coninued)

:n renc,e-, to rhi set of que.::tions were
!.;j .0) it is interesting to note
all case, except one, more teachers than might he expected, on

th. 1,a.:is of thc, Leve1-of:-instruetion distribution of the sample, are

Lhe 7arion documents. That one exception is Responding to
CLine; though 10/:, of the respondents were !;econdary teachers, only 3096

*.0 he faH) iar 1,,th the document.1

indiate your satilw, oi Pesponding to Change and Experiences in
Maing on 111, c-point scale as indicated.

rositive 5 L; 3 2 1 Negative

.;''/ /, 'cin;7 2 13 29 17 8 5 UseZess for teaching

to /(ler,st(zno' 6 20 26 16 5 3 Difficult to understand

,I,Azi-7.(thZ

1--

43 14 ZO 5 2 4 Not available

.

:,/.7.1. crjanized 5 18 32 12 5 2 Poorly organized

['leas (!147urly stated 3 15 26 16 9 5 Ideas vaguely stated

Of vaike (.o me 2 13 25 16 12

_

7 . WorthZess to me

[Thoup,h well over 90"6 of our respondents claimed to be familiar with these
docunts, 25', did not_ respond to this question. Those who did appeared

1-.) he n,,ither strongly negative nor strongly enthusiastic.]

!ise hAicate your rating the Program of Studies related to your teach-

ing ievel.

Posit i 0 5 '4 3 2 1 Negative

Tfl for teacizi 3 76 30 15 ZO 6 Useless for teaching

Ez. to understand 8 27 26 12 5 3 Difficult to understand

[ AoailabZ 16 18 ZO 3 2 2 Unavailable

We17 organiwd 7 22 3.1 14 4 2 Poorly organized

TrZea.,; clearZy i;tated 5 18 28 17 9 5 Ideas vagueZy stated

Usefia to me 4 15 27 17 ZO 7 Worthless to me

[Again, 199) of our respondents did not answer the question.]
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110.

37. For my classroom activities the resources recommended by the Curriculum
Inch are

Positive 0 4 3 7 1 Negative

AvalZabl(-, to me 70 13 :::6 18 17. 5 Unavailable to me

Jlpp'os ria te j'or class 3 17 32 71 8 3 Tnappropriate for class

Usedin classes 4 19 25 18 14 9 Not used in classes

(Petween 10 and 151 of the respondents did not answer various portions of
this question. And the responses of those who did differed significantly
on the matter of avai lability according both to level of instruction and
place pf residence. The higher the grade level, the more available re-
sources W!re perceived to be. (Sig,. level .0003) And urban teachers
perceived resourcen to he more available than did rural teachers.
(Sig. level -- .043)1

In Section VI, oe asked too open-ended questions -- one having
to do with the use of the 1/3 unstructured time and the other with
teachers' use of periodicals and their views on he usefulness of
these periodicals.

38. What topics have you and your class studied during the 1/3 unstructured
Social Studies during 1970-75?

Z. The most popular topic Is Current Events -- including both Canadian
and international issues.

2. In urban centres, local government issues receive a great deal of
attention and students are encouraged to attend council meetings and
examine differing points of view.

3. ,At the elementary level, the 1/3 unstructured time appears to focus
on annuaZ festivities (e.g. Christmas, Halloween), and on the cultural
lifestyles of such nations as Norway, Japan, and the legends of
Eskimos and Indians, and Ancient Civilisations.

A number of teachers use the 1/3 unstructured time to develop and en-
courage discussion and debating skills.

5. ,c;mulation games are used to add to the student's perspective, par-
ticularly at the junior and senior high school level.

6. Outdoor education, with an emphasis upon environmental and geographic
skills, is pursued in some of the Province's classrooms.
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1,ist profional

' ;:.

1'

, related to iocLii ;tudies that you find

t() ri:ispond to t7li5 question. A number of
1,12 cpwstion appear to have misinterpreted

er!,:,-!:cal"; such teachers listed Time, Reader
:;,(mraph-, etc. as tiLr proissional mal..!=ine

any recommended lists",
would sugest that teachers requirc:

f(:noth.cale and that school libraries fail
:OP prof?ssional development.

Sociat Studies ,journal is One World, which is published
::ouncil of the Alberta Teachers' Association (this

made sai lable to all teacher members of the Social Studies
. Tn, Instructor and The Teacher were popular among teachers at the

tr:, level. A number of teachers also subscribe to The Grade Teacher
1..ducation.

in Section VIT, oe asked ciwstions about the implementation of
he new pro;fram and teachers' views with respect to the helpfulness
(f varous agencies and activities.

4 r) Which of the Following were helpful to you.in becoming familiar with the
philoophy, the goalr,,, and the objectives of the new program?

(,1) Writtn materials from the Department of Education

No response - 7

,!! h(!lpf,17 8] ,,
r, -o6

NelpfV1

(10 workhops

No response - 11

or 1L.r r ps

il rep,7nse 8

118

Not helpful 15] 0?
No help received 12

Not helpful 15
-49

No help received 34

Not helpful 131_,,54

No help received 21



40. (continued)

112.

(d) Courses in the Fauulty of Education

No response ZO

Vcry helpful 7. -7

Helpful

Nr..t: helpful
-7

I

No help received

41. tho Followin in bcoming familiar with ho

1-E:.ionrc, and r e1. of Tir.11

(.1) Writl-en ....1-rt.mr.nt of Euucation

N) 7

(,7) :ool or d-Ltrict

Nu re..ETT,e)nsc 8

(d) Coursn in tiin raculty of Muc,ation

11(_'

,;(1.r.fi,c!

hot -

helr?fz:.7

No help j-

Not he ipfu !

ho lp loC):.P

Not helpful
.

No help reCit:-.1.1,(3C;

P.Ot helpful
7-2 0 1fl 7

4?. ';:hich of the fol1owin ci elpk:u1 to yc-u in 17p-coming familiar wihl'n
-,,chinc 4110 propram?

(a) Vritten meter I in frc'm thr. 1-)partment of Edurtion

No resoonse 8

hclpful _-4
,;7

(1.) c.,11,-.:ponor,-,1

Not helpfu7
No help rec:,oived /".7

No rosponse - 14

Very helpful 6] , Not helpful
-.)4

Z 7]
P

Helpful :?8 No help received 35 -°'
-.
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2. (continued)

7:*L-Jl or district sc.r;-.:11p-7

No reoponse - ZO

1

Ifet,Yi r.i: 12,T U/, 1-1,

11 I.E. ,

l'()(1ee- in the l'aehlty of Lducation

No rcspon;;e - 13

',:ef.,;/ ;:c!reru.i. -1-C-

p,i --,.
..-; ,:.,ej a ,

Not helpful 14

-"uNo help received 22

No:: helpful 1.1

No help received 40J-°6

113.

'marY, it noted tha the Department of Education was viewed

the meet teaehers as being helpful in all categories: in philosophy,

oC. the in resources, E,4%; and in teaching strategies, E.:14%.

The local school or:' district ranked second in all categories: in philosophy,

59; in resources, 5%?; and in teaching strategies, 54%.

The ATA ranie-d third in all categories: in philosophy, 40%; in resources,

and in teaching strategies, 34%.

raculty oF Education ranked fourth in all categories: in philosophy,

3; in resources, 27; and in teaching strategies, 31%,

iie.:;ever, there were significant differences (at levels ranging from .03 to

.00l) the responses to each of these questions according to experi-

enc,,, level cf teaching, place of residence, and in some cases separate or

puhl ie svtem. These differences might be summarized as follows:

1. Persons who claimed to have received the most help from the Depart-

ment tended to have at least sevenor more years of experience, to teach

in the publie chool system, and to teach grades 10 to 12. Also, however,

the Pe-,:arent was viewed as being particularly helpful by teachers of

grades 11-r in the large cities, in the matter of orientation to the new

philoec);.hy; 1J-7 teachers of grades 7-9, in small cities, towns and rural

areas, iliarit:ing them with the resources; and by primary teachers

in the email towns and rural areas, in familiarizing them with teaching

strategies.

The per:Ions who received the most help in all three categories from

t'heir local school or districts tended to have at least seven years experi-

ence, to teach eitr at the primary or junior high level, to reside in one

two major cities, and (in matters of philosophy and resources) to

taeh in the public school system.

'3. Persons who received the most assistance from the A.T.A. tended to

have at leat seven years experience, to teach at the high school level,

to reside in small eities, towns and rural areas, and (io matters of

Philosophy and resources) to teach in the public school system.

4. Persons who received the most help from the Faculties of Education

on all matters tended to reside in the small cities and towns and rural

areas. Those who received the most help on the philosophy of the new pro-

gram tended, also, to have less than three years experience and to teach

1 2 0



42. (continued)

at the upper olemenriry and senior high school levels. Mese who re
ceiwc.'d most help 1"-.P. tended to have more tilan 1 F.)

ut
i.ved Mn most- !IT I T.-a( [WU!, t ri I.- t.; j I k

experience ahd ti u;h i the upper elementary and sehl-r. high school
levels. (Al 1 :71'0711

whl,sh em mm raH.stieullv T:ignifiLcant a tm level or greater.).1

experience and le TeiH,

Who the local level, was helPfUl in initiarin;
offerin enccn asmn t iTfl adviee?

(a) l'rin(Ipal

Very halpful di

Helpful

(h) Supervisors

Very helpful 121_44
Helpful

(c) Other teachers

Very helpful 211
Helpful 52j-73

(d) Teachers' organizations

Very helpful 5]-29
Helpful 24

No response 14

No response - 14

No response 0

No response - 14

new programs hv

Not helpful 15

No help received 35

Not helpftil 15

No heZp received 27
-42

No heZp received 9
9] Z8

Not helpful

Not helpful 22]

No heZp received 35

[In this case, other teachers were viewed by most teachers (73%) as being
helpful, followed by supervisors (44%), principals (36%) and the teachers'
organizations (29%).

There were significant differences however: those who viewed other tea-
chers as the most helpful tended to teach grades 7-12, to have between 7
and 10 years experience, and to reside in the cities; those who viewed
supervisors as helpful also tended to reside in the cities, but tended to
teach at the 1K-6 level, and to have had more than three years experience;
those who viewed principals as helpful also tended to reside in the cities,
to teach at the K-4, level, ha have had three years or less experience; and
those who viewed the local
reside in small cities, te
years, and to teach at the
summarized from difference.

ehers' organization as most helpful tended to
Ind rural areas, to have taught more than 7

-12 level. (All these tendencies have been
-Jlificant at <.01.)]

121
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115.

T4110, at the i-:egional or Provincial level, was helpful?

(a) 1,epart-meut of Education

No response 7.4

(1,)

(c)

(d)

kci[Ti/

Regional Office

Very helpful 41_26
ih.?ZpfliZ 22.]

Faculty of Education

helPfad 4]
lielpfuZ

ATA Specialist Council

Very helpful 7]

25

9--e./

No response 16

No response - 14

No response - 74

Not helpful 17

No help received 31

Not heZpfuZ 171_55

No help received 41]

Not helpful 21_65
No heZp received 45

Not helpful
No heZp received 3.9j

-48

-54

(Again, the Department of Education was perceived as being helpful by the
most teachers (3e(), Followed by the A.T.A. Specialist Council (32%),
'hen the PeTrjonal Office (20%) and finally the Faculties of Education (21%).
It should be noted, howevPr, that very small proportions of the teachers
found any of these agencies to be very helpful.

Those who did Find these agencies helpful tended to reside in the small
,ities, lowne and rural areas -- not the large cities. Those who found
'he Department, the Regional Offices and the Specialist Council helpful
tended to haw had more than 7 years experience; those who found the
Faculties of Education helpful tended to have had less than 3 years ex-

perience. Aleo, he Department tended to have had more impact at the
crades '-i and 10-12 levels; the Regional Offices at the K-3 level; the
:,pecialist Council at the 7-12 level; and Faculties of Education at the
4-e level. Finally, the Specialist Council tended to have a greater im-
pact in the separat ne hool e,y-stem than in the public. (These trends

r, fleet difference.- at Ihe .05 level or greater.)1

r,

.f, askd for in ormation about our respondents.

Paie: 50 Female: 48 No response: 2
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116.

46. Years of University learning:

Z year 4 C-7 years 12

2-3 years ZO Mope than 7 4

4-5 ears 69 No response

47. Major:

. History 34 English 9

Geography 4 P. Ed. 5

Soc. Solence 15 Other 27

L. Years of experience:

Z year 6 7-10 years Z9

2-3 yos ii 11-15 years Z8

4-6 years 22 More than 15 22

49. Position

Teachr 88 Coordinator
Dept. Head Other 8

50. Level

X-grade 3 2Z Grades 7-9 26

51.

Grades 4-6

School System

37, Grades 10-12 20

Separate 19 Public 80

52. Residence

Metropolitan Other cities 6

Ethrionton 31 Towns and
MetropoZitan ruraZ 44

Calgary 18

1 "1Lev



117.

TI. -- THE STUDENT SURVEY

:1.'cq:1 I -)f the (iuestionnaire, we asked the same three open-
thit. oc xiked touchers: (1) What in your view, are

tv, -a:or ,:rre;,;:t 0.1 the Social Stu-iics program? (2) What are
72c. -ta,lor :eaknessos? What suggestions do you have for improving

The '1-ogram strenF,ths most frequently cited by students were: (i)

g; upo cultural stud1.,7s -- including that of Canada; (2) the use of

:::,1-i22te and stadrmt envolvement; and (3) the reZevance and interest-

; nature the mert..?Pa2.

2. The weaknesses cited by some students were somewhat in contradiction

with rrengths cited by others: (Z) Zack of Canadian content; (2) Zack of

Z-Jement in plannng classroom activities; (3) inappropriateness of

(4) lack of tiro for in-depth studies ofselected topics; and (5)

emr.hasis on tests, note-taking and lectures.

Lc commcndarions for implovement included: (Z) more Canadian content;

(:;) mor.? an:' ;(-;:t,eP resources appropriate to the various issues; (3) more rele-

os ra)ironmentaZ studies, futuristic studies, internationa7.

o.:a1rr.; a;lci (4) more r-:to7e0- and parent involvement.

One ,;tudont .;ummarit:ed students' opinions somewhat as follows: "It

llar 1 to tail, al,out program strengths and weaknesses because it varies from

to situation. One year you get a good teacher and you think the program

Put tLe n, xt year you get a lousy teacher and you think the program is

t(rri!,1e. Wherl-ler the proy,ram is c;ood or bad depends entirely cln the teacher".
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In :j.Jrition IT, o oonfro?:tc:d the students with a number of'
af3serti9ns, "ought to" statemonts (thout the Souial Studies, and
cwked thum to agrec or disagree. Below the que::;tions are stated
1.7frbatim, anti rc:3poimcf; are report..1 in pert?entages.

4 . tn d ;-t.udie:-; program, emphaf.:Is f3hould be upon:

(a) Knowing what happened to people in the pant

Undecided Z6-14.9

No response 0

Agree 497

Strongly agree 7]-56
Disagree 19

1-25
StrongZy disagree 6

(b) Knowing, what is happening now

Undecided 4] ,

No response

33]
-92Agree

Disagree

Strongly agree 59 Strongly disagree Z
- 2

(c) Predicting what might happen as a result of people's actions

Undecided 25]
-30

No response 5

(e)

Agree 361 Disagree 9]
-ZZ

Strongly agree 23] -59 Strongly disagree 2

Deciding what would be best for our society

Undecided 23]
-29

No response 6

Agree 421-61 Disagree 8] ZO

Strongly agree 19J Strongly disagree 2

Deciding what people should do

Undecided 23]

No response US°

Agree 28]
-36

Disagree 22130

Strongly agree 8 Strongly disagree 8

125
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119.

The Department of Education should provide a set of society's values that

must be taught.

Undecided 221_74
No response l2j

Agree
6

Disagree 231 c'n

Strongly agree 3
-1 Strongly disagree 27.1""

Human values discussed in the classroom should reflect the concerns of:

() Parents

Undecided 19]
-25

No response 6

Agree -45
Disagree

23] 30
Strongly agree 8 Strongly disagree 7

[Disagreement with this item tended to be stronger at the senior high level

than at the junior. Only 11.5% of the grade 7 students and 23.3% of the

grade 8 students disagreed. Beyond this, disagreement increased to 32% at

the grade 12 level. (Sig. -- .0001)]

(h) Teacher

Agree
381-45

Strongly agree 7

(c) The student

Undecided 20]-25
No response 5

Undecided 7]
- 9

No response 2

Disagree 21_30
Strongly disagree 8

Agree 411
-88

Disagree 21 T

Strongly agree 47 Strongly disagree Zj-

(d) The community interest groups (Chamber of Commerce, Home and School,

Legion, etc.)

Undecided 25]
-33

No response 8

Agree
12

Disagree 18

Strongly agree 9j Strongly disagree 7

1 2 6



C. (continued)

(e) _lurches

120.

Undecided 24] _

No response ZZ

181-23
Disagree 23

5
4")

Strongl. agree Strongly disagree lo
-

y

7. Departmental Social Studier: FinaJ examinations should be required for:

(a) Grade 9 :ltudents

Undecided 141

No response 12]

Agree 23 -39
Strongly agree 0

(b) Grade 12 students

Disagree
171-49

Strongly disagree 25_

Undecided 161
-26

No response ZO

Agree 261_41 Disagree 141_37

Strongly agree 15 Strongly disagree 19

[Obje-tions to final examination:: tended to differ by grade level and

school system. The lower the grade level the less the disagreement,
from i;.7% disagreement at the grade 7 level to 61.5% disagreement at
the grade 11 level. Curiously, disagreement diminished at the grade

12 level to 46.0%. (Sig. -- .0001)

Also, disagreement from public school students was greater, 42.8%, than
it was from separate school students, 36.0%. (Sig. -- .02)]

8. Canadian content in Social Studies should be increased.

Undecided 161
-2Z

No response 5

Agree Disagree 91
34

_1431-65
Strongly agree StrongZy disagree 5

in :.)ection ITT, we presented a further r;et of assertions about
what ought to be and asked the students to respond in two ways:
first, in terms of whether or not they agreed; and second, in terms
of whether or not the situation prevailed in their classrooms.
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A. In ,;oeial Srudies fin-W1 , human values should be the major emphasis.

!ided 23]
, -28

,response 0

/1(1P0 44 1 Disagree 14

Strongly disagree 2

]-1,6

in (_,ur 50_2,11 Studi class, the major emphasis is on human values.

No response - ZZ

Ai,(ty 7
-6Z

Ofic 4I

Seldom 26]
Never 2

-28

The Social Studes program should provide opportunities for students
xplore their feelings.

Undecided 13]
-Z7

No response 4

Agree
(

451_
6

Disagree 5]
7

StrongZy agree SZ Strongly disagree 2

8. Our Social Studies program does provide us with an opportunity to ex-
plore our own feelings.

No response - 9

Always 121
-45

Often a3

Seldom 36]
-46

Never ZO

121.

Hrde:. 11-12 students perceived the opportunities to explore their feelings

r.o le great-er than t-hose perceived by grades 7-10 students. A full 57.6% cf

the grade 7 stulent; claimed such opportunities occurred seldom or never;
(,n1; 42% of Hie grad.- 12 9-tudents made this claim. (Sig. -- .0001)]

11. A. A teacher should be willing to deal with controversial topics in the

classroom.

Undecided 51
- 8

No response 3

Agree 40 Disagree 11
- 2

StrongZy agree 50] 90 Strongly disagree Z

P. Our teacher does deal with controversial topics in the classroom.

No response - ZO

11 7.7,)Offr; P2
. ,..)

Often 40

1 SeZdom 23]
-28

Never 5

IA Full 84.6% of the grade 11 respondents claimed they seldom or never dealt
with controversial issues. Only from 20.5% (grade 12) to 29.6% (grade 10)

made such a claim. (Sig. .0001)]
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12. A. Students should study human behavior from many points of view.

Undecided 16

No response

AjP00
S tron,,.7 31

0-1sagr,7e

Strong/p fli,soum
8

do study human behavior from many points of view in our ciasnroom.

No rosponsr, ZO

Always 91_
Of t,--.?n 0_

Sc/dom 31-41
Ne:OcP 8

[While 41.6 of the public school students claimed they seldom or never
Found the opportunity to study human behavior from many points of view,

only 3C of the separate school students made such a claim. (Sig. -- .039)]

13. A. The community :Mould expect to have its policies and leaders challenged

in Social :;tudii,

Undecided
N

27]
-35

o response 8

Agree 31 Disagree 8-1_72

Strongly agree 22] Strongly disagree 4j

B. The 'policies and loaders of the community are challenged in our Social.

Studies classes.

No response - 14

Always 5]
Often ZS_-6

Seldom 311
-66

Never 35

14. A. In the Social Studies program main emphasis should not be on history.

I

Undecided 15
-19

No response 4

Agree 32 Disagree 151
--24

Strongly agree 25
1-57Strongly disagree 9

R. Tn our Social Studies.class the main emphasis is not on history.

,1
rt lAJPA:1

_1-43
OF1on 34

..,

No response - 12

129

Seldom 33]
-45

Never 12
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Durinv, rim 1,1n time :;oci,91 tijd 1 d ntudentn :;hould he involved
;!,..epl- in !L. com:lunity.

7,";

No pr:Tonor 5

;)"017Z1 ("(PC.2
- ; DiL:agroc 7]

Stvonu-tydioagre(-!

Lerir ;:i1F of: ow. !;oHnl ttp.tie:; clas time we are involved with
in teL community.

Always

No response - 12

SeZdom 24]
-7Z

Never 47

pro, in flUC ial ;tudies should be reported in:

!) Percentage:-,

Undecided 9]
- 4

No response 5

Aamy 1-74 Disagree 8]
-Z2

Strongly agree t. StrongZy disagree 4

(h) Pnrent-teacher interviewL;

Undecided 20 1
-32

No response 12

Agree 2.51

St;rongly agree ( -°6
Disagree 181

StrongZy disagree Z8J-°'

litinap,rement with the idea of parent-teacher interviews ranged from a
low of 3.8 among grade 7 students to 57.3% among grade 11 students.
(fli. .0001)]

( Ler tc:T., grade:3

Undecided 17]
-27

No response ZO

261 Disagree
L:trongly agre 1Z

]-37
StrongZy disagree Z6

(0 Written comment::

,fupc.-2 ood-60
St1ong71/ agree

Undecided 14]
-23

N o response 9

130

Disagree ZZ

StrongZy disagree 6

1-17
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11 A. (continud)

irenr.-t,tachktr-tud,10 intf.,rview

l/rt,-1,vr:-7*(10(1

N.,.., p)nso d 1

7,

,rJtron!..IL.7 diva,:,r, 7

b. flur prflrestJ 1,1,!1(! js 1-,:Tortod in:

.710 r,-;spons - 77

Alciy;J , .-?1dout

/ Hever d-t-

(10 P,Inqlt-t,-,Ich,.-p ii

No response 74

Always 9-1 Seldom 271_40
" Never 22_

EA t-U11 77 (:, of th,:s grao 11 students ciairwd that parent-teacher interviews
sfAdom, ii Over, cccurrd. Only 7 (t.3 '', of the grade 8 students and no of
the grado 7 stud(qvt-s mad(' such a c:laim. (Sig. -- .0001)]

(c) Lettr,

Ho n.tsponse - 7.5

Always 181
Often 16 -"

(d) Written comments

(e)

No response - 15

Always 1,51_7(1

Often 24J

Parent-teacher-student interviews

No resvonse - iS

A lli) a1.10 51 7 -7

Often 8]

131

SeZdom 201
Never 62_1-°4'

Seldom 29]
-46

Never 17

galr7om ')11

Never ',--3j-74



I I to' vo.1 vod i t con 17

11'1

3 4

q
1,10 iv...yurwe 71

IL) Pc.,:..;,c11".;! 9

/b,id.(:(fided
-ZO

No response 3

2-:!ool administration (principal, etc.)

Undecided 18
27

1
, -

1/0 Poivooc u

410

./ f

o ) ::hoe Loards

I

Undecided Z9 "
-29

No response 10

/,!1,
1- Id7:! ;z7prr

Disagree
S!.roqgly ,..q;:agreo qj

Disagree
-45

Strongly disugrce /a

Disagree
Strongly disagree 7

:39Disagree ]
-53

Strongly disagree 24

Disc:rove

Strongly disagree 27

of t-he followirnt is involved in selecting controversial topics
to l)o t:n(:ied in our class.

(a) Toachers

Often 36 '

No response - 13

132

Seldom 14]
-2

Never 7



17. P.. (continued

(h)

To,Wip and .t11,!.hr.

!'
, 1/7 , ;;;;.,'

No rosvoqs -

/

11";',., of t ,p,rade 1.1 :.;tmlen trs claime,1 dom , t.o he involved
...,loctiny. i:';..-;u0:; for :;tudy. proportion decr,--..!a::;ed

diroctiorp; to ?7.T)., at: 1.11.! ,i,.radti 12 lov.:.1 and at

7 lev121. .01) A1:10, Th.r. of tho ';whool

or novor to he involIP:d, only 30r. or th
:;a_ciammod. (Sig. .007)1

(d) adminitration (principal, etc.)

Vo response l4

A lorvis S Seldom 2,61_57
0.1./,cr2 Never 31j

(0.) :chool Boards
No response - 15

Aloays 151 Seldom l91
Often 23.1-.' Never 28J-:

10. A. In planning what tudiod in floci.-41 rf-udie::, parents shonld he in-
v,1,/,,d in (Iriding:

(J)

Undo aided 7 7]
-28

No response 11

Agree Fri-s,iagree 22'
-46

Strongly agree 5 Strongly disagree 231

(h) Teaching material:: (films , books , etc. )
Undecided Z4

-25
No response

Agree 3 Disagree 27
Strong1y agree 61-23 Strongly disagree 25 1

1
-°('
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H. A. (continuod)

L41dooidod 0.
"'131

No renpon;3(? 9

0

A(0.07 Disagree 1
-44

Srron aur ETc Strongly disagree 22

I. in piJinning whdt studied in Soeial Studies, parents are involved

In dr,oiding:

(a) 'oalfl

No response - 13

A lizio 2 Seldom
-74-IX

Often 71] Never 52

(b) Maching matorials (films, books, etc.)

No response - 11

Always 3174
Often

(c) Learning activities

No response -

Alwalp; 1 7,
OPen 70 -"

Seldom 20]
-75

Never 55

Seldom 22]
-74

Never 52

Iu planning what is taught in Social Studies, the Church should be

involved in dec[ding:

(a) Goal::;

Agree
Strongly agree

Undecided "I31

No response Z3J
-26

(1',) Maching ma,cq'ial:; (films, books, etc.)

7ndecided 11
-27

Agree
(7).;rof.

1- 8

No response 14

134

Disagree 26]

Strongly disagree 41

Strongly disagree 40
25]-65

Disagree
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10. A. (contilluod)

,';!pcngly agrec

(!--1

,q

128.

Undec!ided 15]

N, wsponsc

Disagree 251
Strongly disagre 'to

(,1

(°b)

(c)

in plonnini.
invotved in

().1 J-1

Oftcr! -

uviteri:Ils

AZ:.;ays

(") r

2e,irninr

wLn

'

,

Li:n*1 ,oir.

Nr.)

(films, books, ric.)

NO P0:7po6S0 71

r.:!0!",N3e 12

claos, the Churh

Seldom 141
Nnvor

Seldom Z6
-85

N reve 69]

Seldom 271
Never 68

20. A. In plianninp, whin i in :24-wi,-IL L.tudies, !n7udents should be in-

v,%Ivr!d in deidin::

(a) 17;oal:-..;

Agree 31_,7
Strongly agree 51

(b) Maching marialr.

Agree
Strongly agree 43

Unde?c-:ded 51

No r,?sponse 5

(Films, bool-:s, etc.)

Undecided ill_75
No response 4I

-78

Disagree
Strongly disagree

Disagree
Strongly disagree

9

1]

61_ 7
2]
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(t:enrinued)

Unacolded
-1Z

1,U, respons( 4]

AjPt.

t!

Disagree
Strongl disagree 1 6

!)-1.:Ti:11.1)t; wh.,t t.tur,ht in our 'ocial Studies class, students, are
lved in decitIiht

No response - ZZ

1.1-.1(qm

(h) Ttt(thit, matc:clals books,, etc.)

No response - ZZ

A.(i,(u/s

Often :?0

.

No response - 10

Seldom 31
-5

Never 20

Seldom 35]
-58

Never 23

Seldom 34]
-53

Never 19

129.

Th. ;ter..:eivt u-t unt of involvement of students in deciding upon the threc.
, ;_iteria1s, and activities -- was lowest at the grade

1 wt 11 ov..1 7 . _iaiming seldom or never to be involved. It

ni.-,her a the r,radE 12 level, with 58% claiming to be seldom
cr nts:. inv,Ived. /Ind it increased down the grades from grade 10 TO

, claimed to be seldom or never involved.

:tecial Stu(lies should help students decide on possible solutions to
t,ro:Jetis.

Undecided 131
-Z9

No response 6

12 Disagree 1
S

4
toon;7/7? a;:ree StrongZy disagree Z
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130.

21. B. Our Social Studies classes do help us decide on possible solutions to

social problems.

No respons,::, 14

Always li
Often 4Z1-°'

Seldom 27]-34
Neo:=2r 7

[Students at the upper grade levels apparently perceived the Social Studies

to be more useful in this regard than did those in the lower grades. Only

20.4% of the grade 12 students claimed the Social Studies seldom or never
helped them to decide on solutions to problems. But 42.3% of the grade 7

students and 46.2% of the grade 8 students so claimed. (Sig. -- .0001)]

22. A. Social Studies should help students evaluate their own beliefs, values

and attitudes.

Undecided ZO]
-14

No response 4

Agree 44 Disagree 3]
-

Strongly agree 37 Strongly disagree 2

B. Our Social Studies classes do help us evaluate our own beliefs, values

and attitudes.

No response - 12

Always 121_31
Often 39;

SeZdom
-37

Never 8

[Again, the value assigned to the Social Studies increased by grade. A full

46.2% of the grade 7 students claimed the Social Studies seldom or never
helped them to evaluate their beliefs. But this proportion decreased to

28.4% at the grade 12 level. (Sig. -- .0001)]

23. A. Social Studies should give students opportunities to act upon the choices

and decisions that they make as a result of their studies.

Undecided 151
-20

No re.*onse 5

Agree 431 Disagree 21
Stronglyagree 34j-77 Strongly disagree Z

B. Our Social Studies does give us the opportunity to act upon the choices

and decisions we may make as a result of our studies.

No response - 73

Always 9]
Often 28 -6

-50
Seldom 35]
Never 15

[Respondents differed on this issue by school system. Only 41% of the separate

school students claimed they were seldom or never given the opportunity to act.

But 51.4% of the public school students so claimed. (Sig. -- .015)]
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24. A. Social Studies should cause students to change their actions in daily
life.

Agree 751

StrongZy agree 71
9 9

,

Undecided 25

I
-33

No response 8

Disagree 261_45
Strongly disagree Z9J

Our Social Studie:: does give us cause to change our actions in daily

No response - 17

Always
Often 10 °

Seldom 34]
-70

Never 36

In Section TV, we asked students to indicate what topics he or
she had studied during the 7/3 unstructured time and to give us some
information about themselves.

25. Unstructured Time.

Approximately 2596 of the students did not respond to this question.
l.c.)me others indicated there is no such thing as unstructured time.

The following were listed by those who responded: (Z) discipline
studixo -- in history, geography, and economics; (2) urbanization and
associated problems -- crime, poverty and transportation; (3) studies of
particular areas -- Africa, Asia, Latin America; (4) Canadian and inter-

--national current events; and (5) debating -- on such topics as the future,
government, and so on.

26.

27. :.rades.

No response - Z

Male 46 FemaZe 53

VTT
VITT 27 -5.3

IX ,7-J7

No response - Z

138

X l5

XI Z41-46
XII Z7
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27. School System.

28. Residerwo.

No response Z

PubLr.c 80 Separate 19

Edvonton 24 Other Cities
CaZgary 25] " Towns & RuraZ areas 46

1 3 9
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III. FTMINCT, THE PARENT SURVEY

.tion I asked the same three open-ended questions that
ased teachers and students: (1) What in your view

two major :;tr,?r1ghv of the ,(3oci7 l, Studies program? (2) What
ftio major t,,i:akno:7c:? Wh(ct suggestions do you have

.',mrovement?

Th malority of the responses indicated that parents did not

!-nw icih ihcit the Social Studies to respond to this question or others.

However, some tried.

J. The strengths perceived by parents included: (1) the emphasis upon

displ'i,nes of history and geography; (2) the orientation toward cultural

studies, valuIng processes and the future; and (3) the relevance of the program

to f.ilo q,-2eds of today's students.

The weaknesses cited were: (1) a Lack of Canadian content history,

icagraphy (wIpolitical science; U') a Zack of resources -- including prescribed

textooks; (:i) a Zack of in-depth study of any issue; and (4) the emphasis upon

personal values, to the exclusion of social values.

3. Recommendations for improvement included: (1) that parents be helped

to know and understand the program; (2) more community involvement in the SociaZ

::%tdics; (3) more Canadian content; and (4) more emphasis upon the processes of

change.

*
It will be recalled that our parent sample totaled only 306. Also, it will be

noted that between 40 and GO% of the parents claimed insufficient,knowledge to
answer many questions. Hence, it became meaningless to run cross-tabs or tests
of significance.
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In Section II, we confronted the parents with a number of asser-

tions, "ought to" ,c:ztmori tc aLout the Social Studies, and asked them

to agree or disagree.

4. In a ec ai tudie:.-; proo-am, emphasi:-: !,;hould be placed on:

(a) Knowing what happerwd to people in the past

Undecided 41
- 9

No response 5

Agree 651 Disagree

rongZy agree 14j-79 Strongly disagree
101-12
2

(b) Knowing the current happenings in society and cultures

Undecided 31
- 7

No response 4

Agree
Strongly agree 521

401
-92 - Z

Strongly disagree 0
Disagree 1]

(c) Knowing what might happen as a result of people's actions

Undecided
-17

No response 6

Agree 48]
-79

Disagree 4]
- 4

Strongly agree 31 Strongly disagree 0

(d) Deciding what would be best for our society

Undecided Z81
-25

No response 7

Agree -55
Disagree tel-20

Strongly agree 16 Strongly disagree 4j

(e) Deciding what people should do

e 8
-40

79-Agree "1
Strongly agre

Undecided 17]

No response 14
-31

141

Disagree 201_29

Strongly disagree 9_
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.
The Alberta Department of Educat.ion should provide a set of society's values

that must he taugfht.

Undecided 1
-29

No response 8

Agree 1
-38

Disagree

Strongly agree StrongZy disagree 14

loAl program development the Alberta Department of Education curriculum

Ilidez: should be used as the basis of the program development.

I

Undecided 16
-25

No response 9

Agree 54]
-63

Disagree 9]
-Z2

ritrngly agree 9 StrongZy disagree 3

Translating the curriculum into units of study should be the responsibility

of teachers at the local level.

Undecided 13]
-Z9

No response 6

Agree 49 Disagree466 12115
L7trong1yagre Strongiy disagree 3

iinman values discussed in the classroom should reflect the concerns of:

(a) Parents

51 -73
St.rongly agree 22]

(L) Teachers

Agree
,_]-66

Strongly ClUree tb

(<.7) Studentr;

Agree 54]
85

St:rongly agree 31,
, -

Undecided 101
-Z9

No response 9

Agree

Undecided 9]
-19

No response ZO

UnJvcided 6]
- 2

No response 6

142

Disagree
StrongZy disagree

Disagree
StrongZy disagree

6

21-

9

6

]

8

-15

Disagree 2

3StrongZy disagree
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8. (continued)

(d) Community intorest groups

Undecided 21]
-34

No response 13

Agre'e Disagree 111_16,,, .;9 1 -50
,zJongly agree Strongly disagree 5j

(e) Churchf...;

Undecided 17

I
-3/

No response 14

Agree 34]
-47

Disagree 14]
-22

Strongly agree Z3 StrongZy disagree 8

9. A Social Studio::: textbook should be prescribed by the Department of Education
for each grade.

Undecided 151
-21

No response 6

Agree 401
2

Disagree
-6

9]
-17

Strongly agree 22] StrongZy disagree 8

10. The Social Studies program should not be fragmented into separate disciplines
such as history, geography, etc.

Undecided 15]
-22

No response 7

Agree 27 Disagree 24]
-36

StrongZy agree 151 -42 StrongZy disagree 12

11. Departmental Social Studies examinations should be required for:

(a) Grade 9 students

Undecided 181_29
No response ZZJ

Agree 20] Disagree 25]
StrongZy agree 121-"' StrongZy disagree Z4_,-

(h) Grade 12 students

Agree 26
Z6

]
-42

Strongly agree

Undecided 14125
No response llj

143
Disagree 2Z]

StrongZy disagree 12j33
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12. Canadian content in Social Studies programs 'should be increased.

Undecided 8]
-14

No response 6

Agree Disagree311
-70

ftroY!gL 48 Strongly disagree Z

he Studies Program the main emphasis should not be on history.

Undecided 91-l4
No response 5]

Agree 481 Disagree 121-18
:;trongly agree 20]-'0 Strongly disagree 6j

i'arents are generally familiar with the Social Studies program taught in
the schools.

Undecided 61

No response ZO1
-Z6

Agree 101 Disagree
1-17.

431

Strongly agree 7.1 Strongly disagree 30

In order to meet future life situations, the Social Studies program should
quip students with abilities to cope with conflict and uncertainty.

Undecided 8]
-14

No response 6

Agree 45-1
-78

Disagree 7]
8

Strongly agree 33 diStrongly sagree Z

In Section III, we presented a further set of assertions or
statements of principle and asked parents to respond, not only by
agreeing or disagreeing with the various principles, but also by
indicating whether or not they perceived these principles to be

L_

operative in their children's classrooms.

16. A. Tn the Alberta Social Studies program human values should he the major

Undecided 17]
-24

No response 7

Agree Disagree 141

Strongly agree 201-"' Strongly disagree 3j-
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16. B. In my child's classroom, the major emphasis in the F;ocial Studies is

on human values.

i7o response - e!1

Abiays bi

Ofton -3J

Seldom 20
Novor

ri. A. The Soc La I %tud i es program should provide oppor tun it les for studen ts

to explore the i r own Feelings.

Undecided 10

JNo response 6

Agreo
-75

Disagree 7
- 9

Strongly agree 22 Strongly disagree 2

B. The SoeLil Studies program does provide an opportunity for my child

to explore his own Feelings in the classroom.

No response - 39

Always 71

Often 29:6
Seldom 21

-25
Never 4

18. A. A teacher should be willing to deal with controversial topics in the

classroom.

Undecided 4]
- 6

No response 2

Agree 50

Strongly agree 391 -89
Disagree 3]

5
Strongly disagree 2

138.

B. The teacher is willing to deal with controversial topics in my child's

classroom.

No response - 40

Always 1514,
Often 28 "

Se'ldom 73]

Never 4
-17

10. A. Students should study human behavior from manY points of view.

Undecided 3]
- 6

No response 3

59]Agree
-9P

Disagree 71

Strongly agree Strongly disagree
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My child doe hum,in behavior from many points of view in the
1 sroom.

rteA:
]-41

No resr;onse - 40

Seldom 11
-Z9

Never S

expe..! have iiK policies and leaders challenged in
i .

Undecided 131-17
No response 4]

Age Disagree 5]
7

.'trongly agree 27 Strongly disagree 2

policies and leaders are challenged in my child's Social
',H1,fle; class.

No response - 44

Always 51_20
Often 24J

Seldom 19]
-27

Never 8

A. During.some Social Studies class time, students should be involved
with people in the community.

Undecided ZZ]

No response 3
-Z4

AgPc.:E! .5;11/9 Disagree 5

Stromly clUPOtJ 261 Strongly disagree 2]
7

During some Social Studies class time, my child is involved with
people in the community.

No response - 43

Alwaps Seldom 22]
-39

Oft:en 16 Never 17

F.v,v7 :;cho,)1 dluuld d common statement of purposes in Social
pr(),41,am ofTered.

Acided 131
-23

No response 10

*rree Disagree 4

itron1y agree Strongly disagree 1]
- 5

146



140.

22. B. My child's school does have a common statement of purposos in the

Social Studies program offered.

-

Al7,kral:. 8-1 0,

t I

58

Seldom ZZ]
- 7

Neoer 6

tadow' prore:: in ;(-)cial ftudies should he reported in:

(a) Per,-A-Jitage::

Unecf.ded 1-28
No e Z7respon

Disagree
81-14

.1:rong49 agree 2i,
460 StrongZy disagree 6

Aurco

(L,) Parent-Leacher interviews

Undecided 11
-32

No response 2Z

Ap'00 461 Dieagree 41
-60

Stmngly agree StrongZy disagree 4

(c) DAter grades

Undecided 12]
-44

No response 32

Agree fW-21 00
Strongly agree 6J-6u

(d) Written comments

Disagree -28
Strongly disagree 7

Undecided 7]
-25

No response 18

50]

Agree -06
Strongly agree 16

Disagree
Strongly disagree

(e) Parent-teacher-student interviews

Undecided 171-42

No response 25i

Agree
40

Disagree
- 1-18

Strongly agree 16 StrongZy disagree 5
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n. E. My child's progress in Social studies is reported in:

7

( ; ; li-rcentages

No response - 46

,11:JajP

1(.1_

Pdri.ht-teacher interviw

Always 7.3-
Often 19

hetter grades

414,)ays 14]

Often Z2 -"°

(d) Written comments

ADJaijo 131
0!'ten 24 -°

No response - 49

No response 52

No response - 47

(e) 1-arent-teacher-student interviews

No response 50

Aiways 41_ I
Often. 8

.Seldom 4]-Z5
Never ZZ

Seldom 131
-Z9

Never 6

Seldom 8]
-22

Never 14

SeZdom 111
-Z6

Never 5

SeZdom 111
-38

Never 27

A. Edch of the following should be involved in selecting controversial
topcs to be studied in the classroom.

'leachers

Undecided 6121
No response 15

Agree 51-

Strongly agree 20_

(h) Parents

Disagree 5

StrongZy disagree 31
- 8

Undecided
-44

No response 19

Agree 261 Disagree
14]-20

Strongly agree 10j-36- StrongZy disagree 6j
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24. A. (continued)

(c) Teachers and students

UndecIded 6]-Z5
No re:Tonse 9

Agree 50 Disagree
4]-81

Strongly agree 31, Strongly Z.

-
disagree

(d) School Administration (principal, etc.)

Undecided 1.61

No response Z7

Agree
-49

gDisaree
,

121
-Z8

;_71;ronglyagree 0 Strongly disagree 6

(e) School Boards

Undecided 7,51
-40

No response 25

Agree 251 Disagree
19] 28

Strongly agree 7 Strongly disagree 9

24. B. Each of the following is involved in selecting controversial topics

for my child's Social Studies class:

(a) Teacher

Always 22137
Often 15j

(b) Parents

Always 21
Often 6j

(c) Teachers and students

Always ZZ]
Often 18

No response - 55

No response - 57

No response - 54

(d) School Administration (principal, etc.)

No response - 61

Always 7]-19
Often 12j

149

Seldom 6]

Never 2

SeZdom 111
-35

Never 24

SeZdom ZS]
-Z7

Never 4

SeZdom 121
-20

Never 8
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?4. B. (continued)

(e) f7,chool Board::

response - 63

Seldom 101
-23

Never 13

A. in planning wlkit L. taught in Soial Studies, the Church should be
involved in deciding:

(a) t_:oals

Undecided 12]
-30

No response 18

18
-;26

Disagree
27] 44n

S't7rongly agree oi Strongly disagree 17

(t) Tci.aching materials

Undecided 14]
-35

No response 21

Agree 15 Disagree
-22

27]
-43

Strongly agree 7j Strongly disagree 16

(e) Learning activities

Undecided -38
No response 22

Agree Z4]
-19

Disagree 25]
-43

Strongly agree 5 Strongly disagree 18

B. In planning what is taught in Social Studies, the Church is involved

in deciding:

(a) C3oaln

Aiocos
Often 4

-

(h) Teaching material

Always
r )2.t:er

-

No response - 55

No response - 55

150

Seldom 7]
-39

Never 32

Seldom 7]
-38

Never 3I
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25. B. (continued)

(c) Learning activities

No response - 56

Always 3] 9

Often 4

Seldom 71

Never 30j
-37

26. A. In planning what is taught in Social Studies, Students should be
involved in deciding:

(a) Goals

Undecided 12]
-25

No response 13

Agree 411 Disagree 13

Strongly agree l6J- Strongly disagree 5

(b) Teaching materials

Undecided 151_30
No response 15j

-Z8

Agree 31_45 Disagree 191_25
Strongly agree 7 Strongly disagree 6_

(e) Learning activities

Undecided 11
-25

No response Z3

Agree
47] 60

Disagree 111_15
Strongly agree 13 Strongly disagree 4j

26. B. In planning what is taught in Social Studies, Students are involved
in deciding:

(a) Goals

Always
Z8

7]

Often ZZ

(b) Teaching materials

Always 31

Often 10J

No response - 54

No response - 55

151._

Seldom 16]
-28

Never 12

Seldom Z8-]
-32

Never 14
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2C. (continued)

(e) hc,irning acT:vities

No response - 54

1_7
Ofte,1 1;%1

SeZdom 15]
-27

Never 12

In hlnning what in tairght in the Social Studies, Parents should be
Hvr.:Ived in deuiding:

(a)

(h)

(c)

(4)als

Ap'ee W1
Stron111 a,,ree 9

_

Teaching, materials

Aree 25

ronly agree $

Learning activities

-46

-"'

Undecided
No response

Undecided
No response

Undecided
No response

16--30
14

19135
19]

20]
-38

18

Disagree 211
Strongly disagree 4J-

Di,sagree 26]
-32

Strongly disagree 6

10035Aare Disagree 2.7

Stronglp agree 5J " Strongly disagree 41

B. in planning what is taught in the Social Studies, Parents are involved
in deciding:

(,-1) Goals

Always 21

Oftcn 71
- 9

(h) Teachinr, materials

Always 11 ,
r;

Often 5 ,

No response - 54

No response 55

152

Seldom 14]
-37 .

Never 23

Seldom 16]
-39

Never 23



27.

28.

B.

(c)

A.

( a )

(continued)

Learning activities

A lh,(2-!!

Oft,12 n d-

Parnts Flould be

'pe.,;ponce 54

1-ept informed about the

Education

Undecided iol
No response 29 '")

- 31

Seldom 151
Never 23

Social Studies

Disagree
Strongly disagree

-38

programs by:

20]-21
4

The Department of

Aree 22

.rngly agree 9:11H
(h) The

Undecided 5

No response Z0]-15

Agive 521-82 Disagree 3

Strongly agree 30] Strongly disagree 0 ]

(c) Home and School Association

Undecided Z6-1

No response 33
]-49

Agree 1-28
Disagree 19-1

Strongly agree 5 Strongly disagree 4.14-'

(d) The School Board

Undecided 171
-48

No response 31

Agree
Strongly agree

Z81p,
5 ")

Disagree
Strongly disagree

24
5

-29

B. Parents are kept informed about the Social Studies programs by:

(a) The Department of Education

No response 60

Always 31

Often 5

153

SeZdom 101
-32

Never 22
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2R. B.

(h)

(e)

(continued)

The School

Alway 111

often

Hom..:, and School

1.1

Often C

,,

_

No renponSe

Asnociation

No re:Tonse

56

- 6l

Seldom 13]
, -22

Never v

Seldom Ill
Never 211-'

(d) The School Board

No response - 67.

A1ociy.

Of tc:n 6

Seldom 101
Never 23j-

Schools should hold sessions which acquaint parents with the Social

Srudien program.

Undecided 141

No response 15]-"

Agrye
6

0.91
. 7

Disagree 4]
- 4-

Stron:71il ,vrce 28 Strongly disagree

B. f7,chools do hold sesions which acquaint parents with the Social Studies

program.

No response - 57

Alwaw; 5 _
0f-

,7

."--,n 4]

Seldom 16]
Never 18

In ,;etion TY, ,;;:ciparrn.F; for 8ome information about

6..nd thel.p

3(). lev0 1 oF child.

No re:iponse - 7

154
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31. Participation in school affairs.

None/No response 53

32.

i

Nom and School
sporting Eoents 8_1

iKindergarten 4 .

Other 20

No rcnponse - 9

Male 6 Female 65

M -Ie tropo li tan Er Awn ton 32

Metropol-Ztan Calgary 27_

34. ;7,chool -;ystem :-;upport..

Other Alherta Cities 01
-4Z

Small Towns and Rural 47,

No response - 3

Public 77 Separate 20
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TV. t;UMMAPY COMPARISONS

THE PESYON';11:: OE TEACHERS, STUDENTS AND PARENTS

oI ir ,iuestionnaires were con:Aructed in nuch a way as to ask

i.7roup ot repQndent!:t some identical questions. Our question now

.-,chers, Ilident and pa.rent differ in their views on various aspects

ii1 Studie?

l'eneived ,;trength and Weaknenes of the Program And Recommendations

for Improvement

1. There apt.ears to be little agreement among the three groups as to the

ef the nrog:pam. 7eachers believe its strengths are its flexibility,

!rttrdisciplinary nature, and its emphases upon valuing, decision-making,

and eritical thinking. Students believe its strengths are in its cultural stu-

and T ; relevance. Parents agree with the students about the program's

releance, but also perceive its attention to the traditional disciplines of

hLlt-ory and geography to be another of its strengths.

2. Teachers perceive the basic weakness to be lack of materials and re-

sc-,ttres Tneluding time For local program development. Also, some teachers

are critical oF the emphasis upon valuing and the lack of a solid base of dis-

c-iplined inquiry and knowledge. Students agree with teachers that materials are

a probiem. And they are critical of the fact that they are seldom involved in

program planning but, instead, are subjected to too much lecturing, note-taking,

and testing:. Students and parents both deplore the lack of Canadian content.
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Parents are critical of what thoy perceive to be d 1-ind ut superficiality in

the prov,ram (i.e. a lack of in-depth studies of any diseipline or issue) and

its concentration on personal value...

3. With respect t-o) p000rwhon, thoDe is complete agreement on one

matter: there ought to be more Canadian content. Also, both students and

parents want more involvement in proyt,ram deeisions. ftnd teaehers and students

both want bet! r resource materials.

The M:tie nrientations and [mphases of the Program

L. Tho following, is a summary of the levels of support of the three

groups for the five points of emphasis (Question 4).

Point of Emphasis
Level of Support (%)

Teachers Students Parents

*
1. The past 81 56 79

2. The present 96 92 92
*

3. Relations actions 6 consequences 90 59 79
*

4. Deciding desired social conditions 74 61 55
* *

5. Deciding, desired action 66 36 40

Some interesting comparisons may be noted: (1) students would not

emphasize the past as much as teachers and parents would; (2) nor would students

he as concerned about the relationships between actions and consequences; (3)

parents would not emphasize the attempt to set desired social conditions as

much as either students or teachers would; and (4) neither parents nor students

would emphasize action as much as teachers would.
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2. Though none oF the t:hree groups wan very supportive of the idea that

rho schools toaoh a (yet of prescribed vaiues (Question 5) , students opposed the

t vigorou ly. The specific ration of agreement were: teachers, 27%;

students, Ih96; and parents, 29%.

There were Further Interesting disagreements on the question of whose

,Joncerno ouuht to be refl(Jeted in value inquiries (Question 8 on teacher ques-

tionnaire).

1--

Whose concerns

Level of Support (%)

Teachers Students Parents

*

1. Parents 72 45 73
*

2. Teachers 68 45 66

3. Students 90 88 85
*

4. Community groups 67 42 50
...:

5. Churches 43. 23 47

Clearly, students would not assign as much influence in this matter

to any other group as would teachers and parents.

The three groups supported the interdisciplinary nature of the pro-

gram as follows: teachers, 74%; students, 57%; and parents, 68%.

5. All agreed that Canadian content should be .:reased: teachers, 82%;

students, 1J5%; and parents, 79%.

6. Interestingly, final :)cpartmental examinations at the grade IX level

were 31Ipported by exactly 32 of each respondent group. Such exams at the

zradc Xli Ieve] wre :;upportod by 4Cc6 of the teachers, by 41% of the students,

and by 47% of the parents.
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7. Only of he teacher respondents helieve there ought to he

presoribod textbooks, but 62', of the parents 1..bol l-eve there ought to be.

FIT. Whw: Ts and What Ought To Be In The Operation OF The Program

Th- following is a stilmniry or the perceptions of the three groups,

both as to what ought to he and as to what is in real Alberta classrooms, with

respect to various aspects of the operations of programs. FThe issues are ab-

breviated from specific questions in Section TII of the three questionnaires.]

The Issue

Level of Support or Agreement

What Ought To Be

T. S. P.

I. A value orientation

2. Exploration of student feelings

3. Dealing with controversial
issues

4. Behavior from many viewpoints

5. In-school teacher planning

6. Challenging society's values

7. End the dominance of history

8. Involvement with community

9. Statement of school objectives

10. Objectives in behavioral form

11. Reporting student progress:

i. percentages

ii. parent-teacher interviews

iii. letter grades

iv. written comments

V. parent-teacher-student
interviews

159

45 5h

86 76

81 90

02 73

02

82 53*

26 57*

84 71

58

42

36 74

33 32

45 37

82 60

What Is

S. P.T.

59 60 61

75 74* 45

89 55 62

92 71* q

19

76 38 20

32 43

79 20 17

72* 26

33

60* 43 77

60* 52 37

28 42 33

66 64 39

40 13

36

43

41

29

18

25

39

32

26

37

12

(continued)
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!1's

hew .L oF

-77,7.-z7F-772:(7/h-t

!-.;Iipport or Agreement

What 1,17

'F.

71 77

112 ? 0 36 H 8

. 87 81 53 54 )

trd )12 70 :?9 1.9

. boardn 19 1.3 38

. vemeIll: ! tiro. :

. 01) jec:tivi.::

,n :-;,1-ct7ng

in pl,Anning

:1!)

.33

77

73

45

30

5 1:,

1

32 25 35 0 11 Ft

. inv()1-.1-mr.nt oF t)e Churoh:-------
in !-;f-!ttiny

!;,!1..ctin re:.;ource

18

.1G

2E.,

22

1.3

13 7

11.:. in plannini,, 1,arnini`,
13 8 14 3

Trivcdvc,rint of thy !-.;turf,.nt:

:;-!.finv of:j;,ctive;1 (32 87* 57 27 38

I:. In :;t-lecting re:;:ource

in plannir: le.arninr,

61 78

87

45

60

31

44

31

37

13

10

. of .wdluation:.

i. improvement of program 94 69

,IHrwation of re:-..ource 86 52

improverv.nt oi 67

:v. meaurrmnt of f:tudent..f.; 91 77

17. 1/3.unstructurc-d time 5 41

,,i(b.ni-tr,a(7:n( ,r planning 76 48

1' . pc.flidinK :,,oln-tiour; to prohl--,m3 77 52

29. 111,-ition o F tud,--mt 81 51

(1-iportunilin to or| on choicec, 77 37

22. change in ,--.1ctionL.; 22 13

(continued)

16 0
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'the Tssue

23. Responsibility for ',ening
parents informed:

i. Dept. of Education

1. ;ehool

iii. Home ;(-11(Do1 Assrt .

iv. chool Hoard

Holding Parent Information
ession

hovel of '.:1upport or

What Ought To Be

31

!,1)

2

2 3

67

Agreement

What Jo
-4

T. P.

22

7

tr,

1

A number of very important general observations should first be made

about the above summary of comparisons:

1. The discrepancy between the ideal and the real, perceptions of what

ought to be and what is is very great. All respondents -- teachers, students,

and parents -- appear to hold one vision of what might be, but quite another

perception of what really is. This sense of discrepancy (one might say, dis-

illusionment) permeates virtually every aspect of the operational analysis.

2. Though there appearS to be a degree of consensus of a few issues, it

is also apparent that the agreement between teachers and parents is considerably

greater than the agreement between student and teacher or student and parent.

Tn other words, the student appears to have different perceptions, both as to

what is and what ought to be, than do teachers and/or parents.

3. Though some parents did attempt to respond to the questionnaire, the

rate of failure to respond as well as the inconsistency among their responses,

would suggest that parents are not well informed about the Social Studies.
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The;r r,.ponses to ()no spesifie Huestion and thoir written comments eorrohorate

t I !' '1, I ( )11 .

The nato-ot-agr....menH hit; r,.roups , not particularly Sup-

t , NI, ny ;I 10:1 llov.,rs around t 110 Oc!. Level . lisagreement i S

jt ,lhout level. Tndeed, it would appear that concerns

within on some issue:1 is little, if any, higher than it is between y7roup.

:;6171,! of the more inter-group comparisons are noted with an

/II | ht' r11)1(...

1 2
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"1111; :1/...11:1J1, '1'1111 l' 111.1.M111111'11, THY: t.111111101):1

SiVl1H,1

teatien; was Looted From the Provincial

ii Htudies teucher ;;opulation; 1213 elcaentary teachers, 177 junior high

iw I3sn ion h ili oc L:11 Stud I es -teachers . The

tota.1 amide repre ented 1 . I of rho Social ! tudies teacher population. (The

aetual 1J1::Ler of teachers r(ceiving questionnaires was slightly less than 1053

due to .Hplication in the sample list.)

There were no other strata selected for survey sub-samples. All

unior and senior hift-,11 schc,o1 Social. Studies teachers and all elementary school

teac lers in Alberti were eliiblo for fllection.

Seventy-eigh1 teacher in the sample were randomly selectef to dis-

tribute questionnaires to a class of Social Studies students. Of these 78,

30 classes (of approximately 730 students each from Grades 7 to 12) were asked

to complete a student questionnaire, and 48 classes (of approximately 30 students

each from Grades 1 to 12) were asked to take questionnaires home for parents to

fill out. The student survey, with a sample of 900, and the parent survey, with

a sample of 1440, increased the total sample to 4193.

2. THE Ii111,TPUMENTS

A separate questionnaire was prepared for each ot the three yToups

(teachers, students and parents). To test the instruments for clarity and
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,!flmpc 'n ri I d

¶ 10101.1

lot survey in 1:dm)nton from Ehruary 3 to

n I. I h( cl,A.men t.,:fry 5 jun i or h igt , and

in! tpuetion were seloeted by the Edmonton Public School

the tc1ii t ionna ire. The ;"I teachers who respondfyi took

b with 11,e !tut",.fey team 10 further exam ine tie in-

Al o, it students in the i!niversity of Alberta Education evening pro-

Tith".2.1 tho pilot in!,:lrnm.:n1.

(3 :tudent Questionnaire

The r;t'udent questionnaire was pilot-tested on 104 junior high school

!!dmorrton by members of the survey team.

) Parent Questionnaire

Twenty-nine parents of children from the student group were involved

7-dle parent questionnaire.

r-11-s-i:1- the pilot-testint45 the questionnaires were redrafted with

t: ); :ate am, ndments, approved Ly the research team and Advisory Committee,

rir.'d for !listribution.

DTY:FFIBUTPDM AND PETURNS

The que:Jtionnaires were distributed to 14 regions throughout Alberta

ittrinc, the list wer+ oF February and the first week of March, 1975. IP 11 of

those regions, representatives selected by the President the A.T.A. Social

?,tudies Council received packages of questionnaires for distribution to teachers



in.their area. It was hoped that this method of "personal contact" by the re-

gional. ,Altatives would result in a better rate of return. Questionnaires

for the remaining three regions (Outlying Edmonton, Outlying Calgary, and Big

Country) were mailed directly to individual teachers.

Table 1 on the next page shows the distribution and returns for each

region.

Following the May 14th final deadline for returns, an additional 14

t-ericher, Y U ;t:udnt, and parent questionnaires were received. However, these

have not been includod in our tabulations since analysis was almost completed

when They arrived.

LI. ANALYSIS AND FINDINGS

158.

Tho data yielded by the questionnaires were coded, key-punched, and

then submitted to computer analysis using Statistical Package for the Social

Sciences data analysis programs. Tnitially, simple frequency distributions of

responses to each question were calculated. Subsequently, responses to some of

the questions were cross-tabulated against selected background variables to per-

mit identification of variations in respon. s and relationships between charac-

teristics of respondents and response patterns. Tests of significance (Chi Square)

were run on all cr:Jss-tabulations.
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159.
TABLE 1

DISTRIBUTION AND RETURNS BY REGION

'

Region.
Type of
Question.

Number
Distributed

Returned
Completed

Not
Returned

Percentage
Return Rate

Yellowhead Teacher 45 0 45 0%

Student 60 o 60 0%

Parent 30 0 30 0%

Central West Teacher 119 66 53 55%

Student 30 9 21 30%

Parent 60 29 31 48%

Central East Teacher 129 56 73 43%

Student 60 30 30 5o%

Parent 120 25 95 21%

Northwest Teacher 136 50 86 37%

Student 30 0 30 0%

!rent 90 23 67 26%

Northeast Teacher 63 34 29 54%

Student 30 27 3 90%

Parent 60 23 37 38%

Southwest Teacher I40 59 81 42%

Student 30 25 5 83%

Parent 90 0 90 0%

Southeast Teacher 64 24 40 37%

Student 30 0 30 02

Parent 90 0 90 0%
,.

Edmonton Publft Teacher 259 149 110 .58%

Student 150 102 48 68%

Parent 240 52 188 22%

166 (continued on next page)



TABLE 1

(Continued)

160.

Region
Type of

Question.

Number
Distributed

Returned
Completed

Not

Returned
Percentage
Return Rate

9. Edmonton Teacher 113 79 34 70%

Student 30 29 1 97%

Parent 90 40 50 44%

10. Calgary Public Teacher 283 104 179 37%

Student 180 135 45 75%

Parent 300 76 224 25%

11. Calgary Separate Teacher 65 26 39 40%

Student 30 0 30 0%

Parent 60 7 53 125

12. Edmonton Outlying Teacher 259 62 197 24%

Student 210 140 70 67%

Parent 180 27 153 15%

13. Calgary Outlying Teacher 82 12 70 15%

Student 30 28 2 93%

Parent 30 0 30 0%

14. Big Country
(Drumheller)

Teacher 37 4 33 11%

There were no student or parent questionnaires sent to
this region.

TOTALS: Teacher 1794 730 1064 41%

Student 900 525 375 582

1 Parent 1440 302 1138 21%

I



Ti:A.":!HEP 1:1

PTL)11

have boon id(-rntified as tho

prpL!...it 11-; !'; thenr are t.,3 c.i

's (

! !her,: .!

'.1r."..r high schools there an,. 1128

-nfor aigh st-!rhocl

( )

Social Studies toache-os

I1. 1. P"I.1 I.. hl "minior hi, f./i.1.)% of the Social Studies

schools, 214 are male; 75.7% arr-...

teaches between 32 and 37 years of ay,..e,

from 7 y C! r.r oar with the same school board), and ha:7,

. ,14 .

dcscriptioic'; pHnula I 1,)::

1
dat-a aro from a Dopartment of Education

!.- .tt Pt 'cord . The Record inciiiIs all f-lem,21Itary

i50 high toach....rs who teach Social Studies or Social Science

or. t: r .
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L;OCIAL SMNIE!.; TEAnPfl IN AT,F.rI:TA:

11 2.

De:7,4-:r1tiv!! !!!!it.,T,c.-!r, . _
!.!!!!!!!!!

i!!!!: I!!
,---

r !!!:
.

! !!!!!r:I.

1-

i

1,i1.!!

----1-

!!!!-! ! : !

Ai!!!
1

1:._:1!

: !.!: !!!!!:
; !!!! !! . ; !!!!! ! .1 i. ,

i

! ''.2.!!

.7, . 7

7.4

r" -.
L. EVni.c.11 V

i!!!!ill!

!!!"..7

1 Fr!tr!. TOt al.i
:!:1!!.`, 35. !!.!1. i\,t (!tvor !-.... y!!ir: ) 31: .!!

1! .1

_i___

I !!::!.!!!!
I

:' . ",

7.'.,

V!, .2

,- ----+
7:; . ';

r

'-'.

2. P!.!rc!.!r! I :!.-irr!i!!!1 !!!!!!...:, 1!;1_.`:? 73.3 75.14

3. Total. m,,achirli7

,xperionc,e (.:vera..,

y..!ar;;)

-.--!.,, ':).,"J 3.'-, 9.8 ":1.4

4. Term with th'. :;,:-1

employor (,),/or.-1,,,-(!

years)

4.: 3 . 4 3.i! 3.1: 3. 3.2 4.2 :3.3 Ll .0

5. Year:1 of teactp:,t.

education
4.7 4. 4.r, 4.4 3.8 4.2 4 .4 3.3 3.5

6. Highet Po),,roe r6)

-B.Ed. only

-5.Ed. S other Pa,:-!h.

-Other Bachlor oniy

-M.Ed.

-No de,,t,ree

42.5

23.9

10.9

7.4

4.9

45.3

14.1

17.2

6.0

43.0

22.1

15.3

7.2

5.6

48.6

15.7

18.9

4.1

9.5

52.3

6.4

15.8

0.9

23.7

49.7

12.9

18.0
4

3.1

13.A

51.4

12.6

14.8

5.9

12.9

41.3

3.3

8.4

0.9

45.5

43.8

5.5

10.0

2.1

37'5

7. Certification !f,,Ad C.'.,):

-Professional

-Provi:--)ional

-Standard E

-Junior 5

92.3

3.0

J. /1

0.3

89.1

3.0

1.6

0.8

91.7

3.1

1.4

0.4

87.8

0.1

1.5

0.6

80.0

14.4

3.3

5.3

85.6

14.2

2.2

2.0

85.9

4.5

2.9

1.8

58.3

5.6

13.8

16.9

65.0

5.3

11.1

13.3

1 6 9
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k:L 1)17E1-1311TF011 (°,)

c'!c:; (.;THDIEfl TEACHER

_____ _

.

I'r

'

-r

.

71;11.

r --r-
I ' .

,

11.
L

2 i.

T. r :1,1

7.M.

I

1

T0',Ill

,ftinlor t!IFII 01..mPntar7

tia1 F,,1-1. Total ?Idle F,.m. Total

r

1-

:1.1
L

,

.1

13..

0.11 1) n.-1 0.3 0.5 '''.

l6'n 37.5 21.4 l',.7 21.5 20.1

,,. 2,,,.7 33.: 24.0 30.0 28.7 20.9 22.8

i

.')..t 14. ; 22.8 21.3 11.] 18.2 22.9 12.8 l5.2

r

1, .9

t

10.'4 15.1 10.9 6.1 9.4 12.1 0.3 10.1)

i.,-- i. 1 ,,.(, 7.0 7.0 7.0 7.6 8.1 7.q

P.,, ,.7 4.1 7.9 5.2 5.6 8.0 7.8

'-).,, 6.3 0.9 0.1 6.1 4.7 3.5 8.5 7.3

__, 1. ) 0.7 7.0 1.1 3.5 1.9 2.3 6.1 5.1

. '
i 0 0 o 0.4 0.6 0.0 0.0 0.9 0.8

i
(I._ fi. 0.'1 0.4 n.'1 0.'3 n.,-) 1.1 0.0

. . 0..' 0 0.1 0.1 0.3 0.2 0.2 1.0 0.8

ri. ,..2 2.3 0.1, 0.1 0.3 0.2 0.1 0.5 0.0

,L u..: 0.8 0.3 0.1 0.3 0.2 0.1 0.1 0.1

)c-, + n 0 0 0 0 0 0 0.2 0.1

Tufa!: 109.0 . 100.0

,

100.6 ,00.0 100.0 100.0 100.0 100.0 100.0

1.70
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'1:X1'1.1111T 1111(0.: (",-;)

17,7111111P1.1; 7EAC113:11:1-3

7. :I.11:,:;;, t:' Hi.- Y. ,. cr-: ...t.,1-..lt
---1!--,

. ..!, 11

4_ _ ... _11

., ;I

-1, ,run i nr. H Jo,
1

.-
11,:1),.-.+: Lir./

..- :,dle t um. TotalH Ma lt.2 I'em. I T:.,ta1

13.'1I 115. 1-; ri 1,
L

i

11 . cj

;;.''.

13.3 i . 6

1

4,

______________ ___._ _ _____

-L-

, V.. Li 1.2. 3 ..1. 1).1

II!
i'

L il
4 I ; !

i

,.. : .7.:.;,, ,,.'. I V.. V, ...C'', 5.8

, . , 0 .4 '/ . II .11 (,
_ . _ _ ._

F, . ; (.. E, 5.5 5.8 5.7

. 2
1

0.7 3.5 '7.1 (-).0 8.1

.

1,.11 ").13 E.) .2 r: 0.5 . 7

J1.7 4.1 5.3 11 . t; 3 4.4

:1 .7

.3

3.1

, 5.0 1 0. It 0.0 4.0 4.1

0.0 4.7 2 4.3 7 3. 7 5.9

15 . 1.
11. `.1

.

!I . '3 ? . 7 4. 1 3.0 3.7

ll 7.3 . . ? 3.2 3.4

12 3.2 4.0 3.3 1..2 1.8 3 . 3.3 3.4

13 2 .1 r+ 1.P, .6 2.2 2.3 2 .2 .9 2.9 2.9

14 2 .1 2.3 1.8 1.5 1.7 2.9 2.5 2.6

14+ 1.8.8 24.7 19.8 1.5.8 20.2 17.2 20.0 28.7 26.6

Total: 100.0 100.0 1.0 O. 0 100.0 100.0 100.0 100.0 100.0 100.0

.___._._
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TEA11HEP. 111,1:1!\TTON (c':)

1!.' 1'X/21.1\

.,1;dr
I .il,

'
1, ... 'i, t..1 :. II,

,

F. r. T .1 1,1,.1,..1 l't ii.. Total

I 1 1., ,,,,-) 1).1 I.:'
----1

2.11

r).h 11. 3 2.7

( f) I, 0.9 ',.8 1.5 13.7 10.7

r

',..'i .'.11 .9 9.3 Lt.1 5.1) 10.7 12.'

l, 47.1 53.1 48.2 09.7 57.8 1,2.9 57.1 50.5 53.5

, 27.1 1'..', 25.7 22.2 8.5 18.4 21.1, h.0 g.9

., 21.8 18.7 21.2 10.9 3.9 :.,5 11., 1.7 3.9

7 0.2 n 0.1 0.73 0 0.2 0.5 0.1 0.1

/i.. 0.3 0.8 0.0 0.1 0.3 0.2 0.2 0.1 0.2

Not c..,porifi...1 1.H 2.3 14-, 1.3 1.5 1.3 1.2 1.0 1.5

MI al : 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0
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H1(.3HEST DEGREE OBTAINED (96)

ALBERTA SOCIAL STUDIES TEACHERS

:,-],cr..-,--

SL-nior h101 Junior High Elementary

Mal,,. rem. Total Male Fem, Total Male Fem. Total

:,.;':I. ,Jr1.: 42.5 05.3 43.0 48.6 52.3 49.7 51.4 41.3 43.8

,.- :. 1:,! o-ner Ba(,. 23.0 14.] 22.1 15.7 6.4 12.9 12.5 3.3 5.5

_t.i r I.1 %.,' 1- '1,.c. 17.2 1E.3 | 10.9 15.8 18.0 14.8 2.4 10.0

M.-!. (sr..1.: 7.4 6.0 7.2 4.1 0.9 3.1 5.9 0.9 2.1

v.',.. -in,: r)thr,l, O 0.8 0.1 O 0 0 0 0 0

'|,'r M 1. Ho, ; .0 7.8 1).3 2.9 0.9 2.3 ?.1 0.6 0.9

Dortnra'. 0.11 0 0.3 0.3 0 0.2 0.3 0 0.1

Nfl ',2-I0 4.0 0.6 5.5 9.5 23.7 13.8 12.9 45.5 37.6

To1-!1: 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0
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POSITION OF EMPLOYMENT

A1,EPTA SOCIAL STUDIES TEACHERS

Po:jtfon ,r. H47,1 '', Jr. High °D Elementary '%,

Teacher unly ':'r 75.5 858 76.3 7587 77.7

';u1)!;titute 'eaelier 23 3.3 21 1.9 256 2.6

Teacher orP!:

Department Head 56 8.0 29 2.6 36 0

Lihrariln 3 0 5 0 175 1.8

Audio-Visua1 roord. 5 0.1 8 0.1 72 0.1

Worl< Experi.ence Coord. 8 1.1 3 0 3 0

Guidance Coun:.ellor 9 1.3 19 1.7 1 G 0

V:,,-Fpincipal 32 5.6 75 6.6 506 4.7

Princilpai 23 3.3 74 6.6 570 4.9

Other 12 1.7 32 2.8 697 7.2

Pejected data 2 0 2 0 13 0

TOTAL: 697 100.0 1125 100.0 9634 100.0

17
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iN ALBEKTA 1,i75

, ilY''PCVCT .4,1; /hgL71-1.S74ENT

AN-TNDIX

AALY5I:.; A`..;;MENT OF PISTRUCTIONAL PROGRAMS

Th'? P,11,iona1e and Approach 170.

ivicion 1 181.

Li. 'J','iic 11 192.

Schonl 209.

C-71Hr ;1;'* 220

T:t1c-n 236.

oF An.J11v.11- 048.

vr iH ii PromIri Andlys1:: Form 24g

dnaly'.f.Y of: ,:ocumnr::: nTortc!d in this Appendix were conducted
T. Aoki, D. ther colleagu at the University of Alberta.

A iHt- of tlIc in,livLiuni. analysts is presented in Section VI of the
rport:.
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APPENDIX D

ANALYTfl AND Afl=MENT )1- CTIONAD PPIIflPANS

Tch i':ATrONALL AND AP:TOACH

content: of this report is concerned primarily with lhe domain

of instruction, which we have defined as the l'roeesses and 1,1-0(111CTS associated

with (1) the Master Dian For Instruction as stated in the Curriculum Branch's

major documni.s Ves onding to Change, Experiences in Decision Making,

Programs of S1:ud1 e:;, etc.), (2) instruclioual Programs (i.e., resource units

and/or tacn Inc units developed by school (1 istricts, teacher or teachers) , and

(3) the interactive phase of instruction (i.e., the classroom situation). Dia-

gramatically, these show ar follows:

7

: Development ;

:of a Master
I Plan for
I .

, Instruction,

_

Master Plan
for

instruction:

1/3 time

1

' Development '

of

Instructional
; Programs

Instructional
Programs

(resource units,
teaching units)

' Classroom I

Situation :!

interactive;
, Activities,

170.

Terminal
Outcomes

The focus of this report is on the instructional programs, that is, the

resource units and teaching units developed by teachers in schools and school

districts. For this study, we have inte.preted these instructional programs as

transforms for classroom use of the Master Plan for Instruction. Viewing the in-

structional programs in this way permits us to examine the content of a program

as the program developer's interpretation of the Master Plan. It also permits

177



171.

:ampar- t!ie proi-,nam::; with the Master Plan: i.e., the

-reial the aster Plan developers' views of

!,!!! I .

it!!. t Litly, t: he content of 1_ he teacher's

, H s ndinc: 1-1:anJe Jnd ::x1,erences in Decision-Making, is re-

1 tI 1artm'- t..1r 'lam t or Instruction .

that th- hanibooh-; are "e:,:sr,ntially service publications" and are

,:nly insofar as th:::y duplicate the content of the Programs of

wever, a ,-arnful analysis of the pm-aliminary remarks in the Social

.eetion f:AL. thy Flementary, Junior High School and Senior High School

study reveals tLat the :.,ervice documents (Responding to Change and

in Deci5ion Makin) are an elaboration of the contents of the three

of studies. Hence, in thi3 Ituciy reference is made to Responding to

ni7e and L.Terience in Decision Making as a critical base for evaluation.

proiTams, designed by teachers prior to instruct ion,

(Jr rhs teachers' intents: i.e., the outcomes an-

ed, the instructional lisplays and the teacher/student activities inrended.

Trd51:, r,,Fle-t the teachers' conceptualizations, certain aspects

f:c)rm the contnt of this study.

horne in mind the possiHlities of variance between instruc-

1-c-r.ams (intende) Ind thy intructional situation (operational) that

The tatemen-s made in this report need to be viewed in terms of these

They will re,-eivn fuller attention elsewhere -- within the lar-

h.:Formation From tie questionnaire and the on-site surveys,

We vi-w the key purpo,les of this study as follows: (1) to. examine

conceptualizations of the Alberta Social

rev,Y,11c,?d in the intructional programs they have developed; and (2)
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to assess these in terTm: of the (lonceptualizations in the Master Plan of the

Ainrt.a rocial

A i'f'kOACHE.1 TO EVALUATION

!-Ti rho tord: oheme of f_he evaluation of the Alberta E.,oeial audi

program of which this is part., !ire. evaluation -oncepts were utilized:

verificatln, censidered to be that process in which the worth
of the 01' ,eo7. or 1)roce!.: is jud;,ed in term oF an internal set
oh oriteria;

LjlidatL- ,., bat process In which the worth

oi the or proeesn is -judged in terms of an external

of (-Es' eri.A, inir-p-ndent of the interests of the progr6m;

ill. variance, considered to he the variation between the wha/ .
and the :iitat ::iler,Lad Le, but a variation which could he viewed

either po:.:itIvely or neEatively. That is, whereas typically
variance is considered a deviance or deficiency freighted with
negative value, in our formulation we have attempted to avoid
the one-sided negative connotation which tends to provide CON
(:eptual difficulties.

In the assessment of tIle instructional programs attention was given

primarily to the verification process. The internal set of crLeria were derived

from the evaluation team's analysis of the Master Plan. In the verification

activities, the evaluation team was engaged in simultaneous consideration of (a)

the data t-Tnerated by the analysts in the.analysis of instructional programs,

and (b) the set of internal criteria resulting from the analysis of the Master

Plan documents. During this process, certain concerns relevant to the process

of validation emerged, concerns regarding the validitY of the criteria generated

from the analysis of the ',Eister Plan documents. In our endeavor to shed light

on the validation process an well as the verification process, we have consoli-

dated these concerns and now present our comments.
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(}F 771;-: A NA T(111 L, liPPI?OACII

In (rder to ,inalye :he instructional programs, The . berta Social

adi 'rat-t Form (see p. 2W7 ) was designed specifically for this

r:r.

euest.ionn, and .
indeed the exact phrasing of this Po

t-t.d in U.e dincw.eion which now follow3.

study 14,1': an attempt to (.1111lo selected aspects of the way

.eacher, conceptualle the Alherta hocial Studies, we surveyed initially

1. decription of the instructional programs to seek:

whet-her, among instructional programs examined, resource units or

teahini:; units predominated;

who were engaged primarily in the evaluation of instructional pro-

grams;

whether the instructional programs were developed for the 2/3 pre-

scribed portion or the 1/7 non-structured portion of the Social

Studies program.

Ti-ie main portion of the analysis focussed n six selected aspects,

each of which is described briefly below.

L. oiIEhTATlOi TOWARD TOPICS/PROBLFMC AND TOWARD KNOWLEDGE TREATMENT

This ,aspect was guidei by the central auestion: What is the general

orientation )f the pro grams toward topics/problems and toward knowledge treat-

ment in truction?

A major concern in the analysis of the instructional programs was

the identification of the orientation of the programs toward topics and/or

;m1:1,,r1:3. OF particular relevance here is the formulation of Char. Aorris

in Signification and Signi Firanrp,

appraisive and prescriptive.

page.

identifying three orientations: designative,

Each of these is described briefly on the next
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(1 ' F.:esignative Oriontation (1). in this orientation, the emphasis is

.rmd t i on n 1 a on s : fika Orat s 'What /

The:;o ro three (1, is.native sub-modes Lased on the pa::t, prent, and

Future dimonsion:

1 r`o!)

What wa. What happened? Past

What is? What. is happening? Present

What will ho? What will . happon? Futum

d( irnotive modes show a concern for statcments aboui objects,

:7: -'.1,i) L ' in !st, present or future. Typically, stress on academic

174.

disciplinos d t-, H-ndies (e.g,., history, gewraphy, and the social

r,..fleo's a str, on the designative mode. History typically has a

de:;IgnatIve iht-oret. ';ve;itn of the po:::l; geography hos typically a desig-

nativo interst in present,; ;(,.e social sciences roflect designative interest

in the control of events in the future as characterized by their interest in pre-

ion, (!ontrol and explanaion.

The maior development of locial "tudies in Canada and in the United

.lt.ates during wir; a ,hrust in the direction of rigor through closer

adherence to the modes of inquiry reFlecled in the disciplines. The orientation

of this thrust may bo conidered to he designative.

The intent of Alhorta OCT 01. htudi.es with emphasis on Experiences in

Deci:.:ion Making and ON -.,-.onding to Change implies emphasis on the future,

rother than on the past or present .

Appra I si we Orientotion (A). The imphasis here is on problems and state-

ments concerning What shoubi b,--!? or What ought to be? Social Studies resource

units and teaching units in which these questions are of central concern are said

to have an appraisive orientation. Value or problems concerned with pre-

ferred or desired states or conditions fall into this category.

(3) Prescriptive Orientation (P). T1.!s places the emphasis on problems and

statements concerning What should be done? or What ought to be done? Instructional

programs with a major concern for social action to bring about personal or social.

improvements are said to have a prescriptive orientation. Value issues or problems

concerned with the formulation of a course of action fall into the prescriptive

category.
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ieyond appraiive and descriptive orientations, we

1:nrEris their orientation tooard the t;r(2at.-

Too huch orientationh are considered: know-

tramis!;ion and in(pliry.

hl IrrlisL.,ion orientation, the knowledge to be under-

:.to,1 by ire:.,,erihed and emnhasi.; is placed on the process of

IT from "one who knows" to "one who does not know".

apect predominates in instructional intent.

In '!if inuivy orientation, knowledge to be understood by the student

7V)t rilied but P,7WP-!1" (:005 ti 1 tot constructed) or formulated by the stu-

:1-,

1,y a proLlem (designative, appraisive or prescriptive).

;,rocos:: I a cLara.--vied 1,y Lbe nrar ' h ar2tions upon his world as he

175.

lf in statements concerning What

or What 1),:?; of apraisie ..:Tatements crmcerning What should

; ript:ive at n ri cr> cr a log rh/u shoO.c' h:.; done? tn the analysis,

fr,r,!Trirtl A if- the inductive approach is

! sir sr or thr- proim, .i I ismn terprot:,d be inquiry oriented.

Th- oF rientaticm (or.tion toward topics/problems

and orTetion toward sl7tHenrs way of knowin4) allowed Js to formulate the

(D)

! I (That was?)
Nhaf:

rlow,dge Tra:,smission (T) iaquiry ( )

Dl/T
D2/T D2/I

(W1 will he?) 133/1- D3/I

(A)

(Wha flr.)nld be?) A/T A/I

(P)

;houl.d be don?) PIT P/I
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2. CONCEPTS/CONCEPTUAhllINC

176.

2O;.:1.-3 t wt its IIanrllr,oj. .; devote a large segment tc. .opts , the ir

use and formulation in Ins.tru(...ti nht programs. Tn the llastel 1 ro 11!-;17(.d

eoneei the c o n : t r u ( : t i. , :m OF progTams.

irk rsource and teaching nnit.---;, after identifying

the the prorammers, the analysts have indicated whe-

! h( cr it corwe' Jr,: "re t- cd In the handbooks Responding to Change

or Fxperiencon ih hecisTon r,aking. The content of each inntruefional program

examined was futher examin-d to nee whefher or not the concents identified were

actually (1,/elop(!d ir1 t1-. unit.

The arproach towards conceptn an reflected in the instructional. program

was analyzed a:: folirmn:

(1) Concept.; Jhrough examples. Tn this approach the generalized concept

such an "amily" in approached through examples (e.g. Indian family, Chinese

Family, Mexican family, et-c.).

(2) Concepts through rules. In this approach the generalized concept is

conceived as a construct of subconcepts which enter into lawlike relationships.

(3) Concepts .rc topicn. This approach i:- based on a very loose usage of

the term concept, and is ensentially tr,p]cal rather than conceptual. It used

as d car,!pory of roncopt,; in the analys, because of its prevalence in Social

Studies. (e.g. the inpie, Forth American India:1'3, approached through education,

problems, reserve settlements, culture, t.c.)

For the first two approaches, ::pts through examples and conccts

through rules, we extended our analysis of the instructional programs in terms

of the primary teaching strategy used: that is, whether the strategy called for

studen`. attainment of the concept, or :3tudent formulation of the concept.

1_ 8 3



177.

VALUEWVAT,!':

the Hrogram:: in terms of orientation towards designa-

,:p;:,.1Hlve 1,1 .1-eAcrlrtive topics and/or problems already provide a

*.,4 .::;pha::i or Laek thereof in the programs. In this

Tprai,..ive/prescriptive dimon.sion is extended cind

in 17 l.he followIni queHt.ion:

i. De th v,d111,: :_yrici:J:s identified in the instructional programs

reflet the major vdlue concepts listed in the Master Plan

documents?

v)Lne coaeprs identified explicitly developed in the

programs?

Mc, Social 'tudies handbooks emphasize the Social Studies skills, some

of wnidl. ;cive already been indicated. One broad set of categories was with re-

ganl to the orientation toward knowledge transmission or toward inqw:7',1y.

;1-1()wl,fto orintation implies stress on skills such as

l'ecognition, comprRhenion; whereas r.hr inquiry orientation implis '71

,enerali:ing, abstracting, analy-z.iw,;, synthesis: ,, and so on.

Similarly, the general strategy of dea.! .
wit' concepts was analyzed

in terms ot emphasis on attainment or forr

quesl-ions:

In this section our analysis was extended and guide_d by the following

i. Do rhe skills identified in the instruc7;_icc-si programs reflect

the ma-'!or skills listed in the Master l'lan?

ii. Are these skills listed explicitly developed in the program?
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1'7 A .

'_;THItENT MVOLVEMMT LI Pc.i.!.AN

t i in 1:.if opn.Ai ch v (i 1. h..:

i' d:: notinn rd. invoIvment in preFram develop-

Me-MI . , iii 1:11, 14:e in: ru

PEPNA1-,

, ;.-3noF,111.- (7.

proM to t t . r.; iii1irig '1;1f VR

. here C.,/ of ; I 11 VC; t: I n ;

the program?

. Fs there provision in the program for studnt involvement in pro-
gram development after the program is launched?

FF ;LL.:. is the answer to either of the above, is this i., olvement:

-in the dev-Iopment of goals and objectives?
-in the dov lopment of: instructional materin[s?
-in the dovelopment oF teacher and/or student activities?

The final dimension anal';:d was based on the analysts jUdgment of

c ; f',").C., t onus of it:: usi:; In teaching., ease of understanding, or-

ganization, clarity of statement of ideas, appropriateness For ccrlde level, and

sludent

INSTRUCTIONAL PROGRAMS:
PE:301IFCE UNITS AND TEACHING UNITS DEFINED

Instructional programs rtery be of- two 1-.inds -- typically referred -co

as ro:;o?iree unitR and 1;caching units. A resource unit usually consists of as

arrav of somo or all rif instructional objectives, instructional materials,

teacher and student activities, elc., From which a teacher is expected to fur-

ther select and to organize his own instruction. As an instructional program ii

is loosely structured. A teaching unit, on the other hand, consists of the same
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ihirtrtt- t-rtt tt

walyy.od Lelow teaching and reottrc-:

orotip tea('h,rs, or individual teahers. 9110,:o

tTtirt,-1 ttpi;;I:iric of ttlo hepartment of Edlwation, tho

Toac:noml' AfIsoriation, reFional conn,;..t 4,t,

,Ind individual to,whers. (jf as:Jist,Ince in

w-r- hr. U. 'Th-i+ (of the Department of 1:.ducation), Mr.

, . r. (regional c()n;:tollt,Fint with tile

n' .Hcat;,):0 tow ':!ray (Hsident Alherla

11,1 i'..!1.:11H-;1flt Hth i.monton Cdt-holic chool Board.)

7. r 't)u re:.;ource onHf-1 were collected originally.

,J,1,1;,,Ifiv ;1, t-c;;:i,-, contont, and approach eliminated

?tnit wort- incomp2ot,=, or wer d:tit'ned for (-)ci,i1

t ttt r tc' ;. !:t . ? ort ::tr;tt;1,11-'

Lit ,11 and ;in iy7,0d.
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',7!:;.1011

ttv: t

,,t;;11n,s the primary Social Studie;

:01

i

-':1'''

.',Dily living throudl cae
stuHi.- f-,.;f t . contemporary family, a
!'amil: '1g .;,-

,ro-Asian family, and other
Famillo.

- -- analysis of interactions which (:)ccur
amons!,, Jor example, the local neighbours, rural and

nohbonrs, neigh'ours in other cultures.

Com;,.rin People's Communities -- comparison and
on' co;mmlnity life in, for example, a

m;viern-day Tndian or Eskimo community and a North
megalop i_s; a village in Africa or Asia

a cormnunity in the Pacific, or tropical South
a Mennonire or Hutterite community and

other ,:ommunities which lend themselves to compari-

.',41 ! con tran

h.third of f:.lass time, clases in Social Studies
]evc.L t .o problems that are of current interest to students

an,1

- :on I ;In tt. lec Led for analysis , 80°6 could be classi Fled

rw,;-third:; structu,'nd class time. They include unit

1 Iver Bo The Boss In My Family?
n ily in Peru

'L.n Rural Families Spend Their Time In Autumn?

inade Should T Be A (lood Neighbour At Christmas?
Neillonrhood Rules: Do We Need Them?
Our Local Neighbours

'Irade 3 Would You To Live In Africa?
Why Ts Land So Important To Japan?
Would Today's Indians Be Happier if They. Had Never Met

The White Man?
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No kindergarten units wore oxaminod, although it would appear that

a n.tmhor 01 t-h,..) t7r,Ade dd:ir:t 1)C1,....I'Y',dP1-1,11

such as 1.41to Am I? and ifow As 1 Tlw A:, h-t. :;.;t1ct:1 A

number of lhe units sk,,m, to ho i odrry-ovor ot topicJ trom Iho

Etudies program I.: ril,s,: Awn hittr.Ncw H My :icht.,)ty,..tt.,1: ( ,:itc,...)1::;), ::,11,HILI I__ ____

:i.,o A t',00,1 Neip:libeur At Chri...ttii,1:.? (i'llt-i:;tinw..) and The Itoywop i ails of- Hennesberget
.,

_-________________ .........___ ..
. .

(Norway). 'iwonty t.),:Pcf.!flt ot the units H,-1::::ilid dS 1....11W, appropriate for the

one-third unrtructurod time would tali int0 thi:3 carry-o,h'r category.

1.11,117' OR I ENTATJ

Table It elasLjHos the Divi:sion units s?lectod for study into five

groups. The classification is based on thd following five questions:

(l) tile unit primarily concern, h knowledge transmission? Units

that were representative of the previous oial Studies propram (1954) primarily

fell into this (Aar's. For example, Our School, Poople and Places from Literature,

Eskimos.

(2) I-, the unit inquiry oriented? Th- thrust' of Experiences in Decision

Making is :_icn that one might expect units to focus on problems, open-ended

questions and alternative conclusions.

(3) Is the unit mainly designative in nature? Designative questions focus

on what was (A Pioneer Fami]y) or what is (Our School).

(4) Es the unit mainly appraisive in nature? Appraisive quesrions

on what ought to be and what should be done. The new Elementary Social Stu__

proo-,-am makes it very clear that thert: should be a shift from designative to

appraisive concerns:

Students are invited to deal not only with ',:he "what is" but also

with the "what ought to be".
(Experiences In Decision Making, p. 5)

By actively confronting value issues, students . . . they will deal

not only with the "whaL is" but also with the "what ought to be . .

(rxperiences in Decision Making, p. 9)
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CS) IL; tile unt mainly prescriptive in nature? Prescription implies that

..1.11,!ents wil.1 !. involved in detrmirting what ought 1:0 bc done. The Raths valuing

de! h! Hxperd.encen i
cision Making is central to the rew program. Inherent

ir the model is heavy f'inph,L;H on the prescriptive or taking of action upon

nolc: values.

Table 2.

ORIENTATION OF SELECTED DIVISION I UNITS

Knowledge
Transminsion

Designative Appraisive Prescriptive Total

0.0 49.5%

Inquiry
Oriented 16.5% 50.5%

TOTAL: 78% 16.5% 5 .5" 100%

A; in indicated in TaLlo 2 the vast majority of the Division I units

'elected fur analysin remain designative in orientation; further, about half are

(1, '; cd c Puow3,dge Iran ;mission. Both trends would seem to be contrary to

! of the new flo,::a1 ',Ludiee program.

THEATMENT

The concepts lint', .i.
Division I units analyzed are shown in Table 3
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1 HO

;;HHTAitll!P; ...)IVT;IITON I HUI r:
(Un i .; =2. 20)

H-.)operation

n Hnct.

Culture

Scarcity

Place

Space

Environment

Change

Norms

Responsibility

Loss

ramily

Decisions

ro. of- Unit7s
i. ()t- Which Actually Develo;

(!nrW,10:
the Concept

3

1

9

3

5

2

3

3

3

0

0

0

0

The handbook sets fort:, rho knowledge component of- the primary Social

Studies program in terms of con;:ept and generalizations. The sixteen listed

concepts and others:

. . . should be studied in more than one grade level on the under-
sanding that lower grades will attend to the concept in a specific,
concrete and I mpl manner. Succeeding grad-s will treat each con-
cit in greatev generality, abstractness, and complexity.

(Experiences in Decision Making, p. 13)

The conceptual de:;i11 is a modification of the one developed by Taba (1907).

Unfortunately he controls Taba had over the application of such a

scheme to the specific units in her program are lacking in the Alberta program.
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r -, I I( ussI I1 I I. I 11,11'1.

n . : ! I !,

:1 I I I,: irdhor :; ink-tec,(1,

Ho r'c,)11CI.,1)L! .

;
I 1 ci nny

1.h.:

; too I 0,P., WI :An.: t.1',In:;
'1: 4;',. ."I1)prOpr.1 at,' 1.0 1114.." ovo

Hyr

Hv: H r uHM- .

th-r

,

( -1101.1 in Dr.cision Malcing, . 2 )

mako tb d i i

Table 4 .

(711 (,,;:rncep t w,,re

DITISION I !MITT:,

Through
Examples

18 unit 6 units

2h units 0 units

0 units 0 units

Through
Topical

Rules

6 units

30 units

18 units

:

. . lu soci,i1 itudics co-itent, teachers should plan de-
lu 'Thom gon,q-vili:-ation to r_;oncept to specifics. Students

1,;1Iru inductivrgy; beginning with specific data, conceptualiz-
ing thi d Ita and then generalizing about the concepts.
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The Place of Concepts in Social Studies

Teaching and Learning

Generalization

Concept Concept

Specifics Specifics

Specifics

Specifics

T-11-:le 4 that about one-half of the units (514) followed

this model. That is, they developed concepts inductively either through ex-

amples or topics. Al.out 3c.) o!' the units taught conceptL; directly -- that -15;,

setting out the concept that to be learned and following up with specific

e:.:ample, ruls or toplc:-1. P, large number used a topical approach to concept

development (54Th Till.: probably la a reft,,,:ction of the previous Social Studies

program where all unit wore set fortn on a grid in topical format.
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COPICEPTS

The value ennpr outlined in thf. provincial handbook irr starred in

Table "r:.

VALUE OONCLPT FOUND 1N F,FLFCTED DIVISION I UNITS
(Units analyzed = 20)

No. off units including
the concept

No. of units which
actually develop the concept

'::Thr, dignity of

man 4

*Freedom 7 1.1

1

*Jutice 1 1

f:mpathy 10 9

Loyalty 5 5

*Ocher Valuc'f;

3 3

Honesty 2

Pecpect 9 2

Oooperation 4

Life Styles 1

Aurhority 1 0

Enterdepondence 1 0

Cleardiness 1

1

*Lited in ,leciion MakinT7.

The majority of rho value concepts included in Division I units

' ''ei- in 1, Further, Table 3 would ';oem to indicate that

vi,u concept" not oniv apptar in lhe objectives of the units, but have

'H,It: "q' (17e.lnped '
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Value concepts, as they appear in thn objectives of the units, range

from a posirion of value indoctrination to one which is ,-.senriallv value free.

Examples from two unit illutrate this point:

nbleetives

A. Valuoc

To instil a !ense of nsponsihility in the child.

To internaliz, a of honesry, justion, fair play, coopera-

tion, loyally in the children . . .

(Grade 1)

Objecrives

A. Value Objectives

',Ludents win make valun judgments regarding respecting the rights,

feelings, and ideas of others living in a different type of commun-

ity. (Empathy) (Grade 2)

SKILLS

Experiences in Decision Making (p.11) identifies at least two categories

of sHll objectives: eogniti.vr! and soeial.

Cognitive skills include:

Recall and recognize data which are pertinent to social problems.

- Comprehend pertinent data (this skill includes the ability to translate,

interpret and extrapolate from data).

Analyze pertinent data in order to identify elements, relationships and
organizational principles.

Evaluate pertinent data in terms of internal and external criteria.

Synthesize pertinent data in order to create an original communication
or propose a plan o:7 action.

Apply pertinent data in the solving of social problems.

r;ocial skills include:

inrerpret rhn feelings and ideas of others.

Respond to -Cie feelings and ideas of others in a manner appropriate to
the occasion.

Express oneH o,.rn Feelings and ideas to others.

Cooperate with others though not to the extent of compromising basic
valut?s.

1 9 5



TO7 eat-gorintion of skills is but one of the plethora of schemes

,0-1He:1 in I 7:tudiP programn in an attempt to bring order to skill

.vPlopmem 1IsIn this 'HA ;:]ificatioll, it would be hard to conceive of any

euld no OP ncluded within its boundaries; hence the utility of

s e.ln bp rp.'stionPd. The writers of T::7Periences in Decision Makinr

ti1.1 the !!:,13gc,ring. inrav of Yocial Studies nkills" can be sub-

the valuing proce -- i.e., choosing, prizing and acting (p. 24).

Analysis of the units revealed that the following skills were li_sted:

!. Locating data

2. Classifying data

'. Hypothesizing

t!. Interpreting data

Organizing data

6. Communicating

7. Data gathering

R. Group skills

q. interviewing

10. Acting on decisions made

11. Problem-solving

12. Listening

13. Solution generating

74. Labelling

All these skills are mentioned in Experiences in Decision Making,

and aLl cnuld OP fitted inl the gross categories of cognitive and social

However, it.is problematic whether or not the skills mentioned within

th, analy:i.ed units do in Fact fit with the meaning imposed upon them by the

,uLhor'. of Experiences in Decision Making.

These unit skill objectives were, according to the analysts, actually

developed in the unit.
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Table G.

:-:KT.LLS DEVELOPED IN SELECTED DIVISION I MODEL UNITS

Are these skills re-
flected in ExperieLees
in Decinion Mal:ing?

Are these skills
developed in the
Unit?

Locating data

Classifying data

Hypothesizing

Solution generating

Interpreting data

Organizing data

Communicating

Gathering data

Group skills

Interviewing

Labelling data

Acting on decisions

Problem-soling

Listening

unit,:

YELT;

7

7

5

7

6

4

3

2

4

9

7

6

7

5

7

4

3

2

1

4

The followi:Ig principles seem to have been operative in the analyzed

i. Skills should he taught functionally in the context of a unit.

ii. The program of instruction should be flexible enough to allow
skills to be taught as they are needed by learners.

iii. The learner must understand the purpose of the skill and have
motivation For developing it.

This functional approach may ignore two other principles:

i. Skill development is most effective when there is systematic
and continuous application of skills.
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ii. :.3:1.11 instruction should be presented at increasing levels of

difficulty aeross the grades.

IN1"OL,V1!.7./ENT fN PROGRAM DEVELOPMENT

Ytudent involvement and student/teacher planning play an important

role in I Hlementary `ftudies program. The Master Plan states:

Within this broad framewoig; callod the master curriculum teacher. ,
Ind studenis can practice responsible decision-making by planning
topether learning experiences which are significant and relevant
to their own lives. (p. 5)

Approximately one-third of class time in social studies may be de-
voted to problems that are of current interest to students and
teaehers . . . (p. 7)

The nlanninF, of all social studies units should be preceded by
class discussions which are guided by probing questions from the
teacher. Purposes of lhis pupil-teacher discussion should be to
ientify:

1. Problems, themes, or topics which students wish to investigate.

2. Attitudes, feelings, beliefs, and values which need clarifying.
3. Skiils which need strengthening.
4. Areas of knowledge in which conceptual understanding is lacking.

(p. 29)

However, not one of the eighteen analyzed units contained any evidence

of studenc involvement in the initial development of the program, or of involva-

ment anywhere during the actual implementation of the program. In spite of the

..tlted Master flan objectives, the units do not abide by them. One might specu-

to whether the unit plan developers consider Division I students to be

'-cr) immature to make their ()I'm decisions or whether the unit plan per se negates

rudent involvement because of its specificity in objectives and teaching/learning

-ra t e-ij If a unit plcin is viwed as a recipe book for a teacher to follow,

cannot contain le:ttow-n elements such as the decisions students might

mu-- if given the epportunit7.

seen in Tabte 7.

vlowc:d favorably by the analT;ts, as can be
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OVLRA11. IMPPLS:;TONS OF DIVISTOM T UNTTS

tt:eful 1eacnin L 0 2 A Uynle,s for teaching

Lay to under:;tand 10 | I 0 n Difficult to understand

Well organHed !, 2 0 Poorly ori:anized

lloa clearly stated 7 3 1 0 Ideas va,v,u(-..,1.y stated

Appropriate For -,,rade level 7 2 1 0 Inappropriate for

Interestiny, frcr sLudenis 7 .1.0 I 3 1 Uninteresting to :,;Iudents.

1-t de.;pi10 ffle-r, favorable ra,-inu the unit plan method can b.

Tlesfion.d. th- intnt ot rhe Mas',-r Ilan is to allow stuO-nt/rIchor

deciinn-maing, one can a 1 k whether the "recipe hook" unit plan meets this

ol,jective. For if decision-maLing in the classroom is to operate, then "recipes"

bernme redundant.

II. DIVIPJON IT

Experiences in Deci:3ion Making devotes one chapter to planning instruc-

tional. Iinit:s For the Elementary I3ocial 'Itudies program. And, although this hand-

book indicates Lhat the unit method is only ono means of implementing the program,

the amount of space dvoted to thi:; method and the absence of any alternative

a-,:proachos hl seem Lo indicate that the program developers favor this format

for organi::ing instruction.

it has been stated that the unit method was a child of the Progressive

Era, and was strongly advocated during the first forty years of the twentieth

century; further, that the primary purpose of the unit method was:
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. . . 1 im the range of a tapie and heiu:!,-- to permi t
eaaller and I he

Iron , nala ,113 tdren |o acquire factual control ,
!!.H d:;.-1.4l 1

can t (ies-
! Cr; add i ion , t wan to facili tate the

; d, / arid to give every
lty for .!eci sion making and pl.anning

: own
(,jovee, 1965: 165)

prosero ciay A lbert,i Et.eme.ta:'y School t,,oc a I Studies prog:ram

,-/:; ir-n-- I t! le ft the (Tri i nal pur-poses set forth for -the un.it

ri:ed tha t Alberta teacher's have been preparing

:: uh; for many year! , often with the help of externally pre-

The lat tA,r !:"; a reference back to -the basic planning

rr'hcrl `"! !II He Exrerpric, Alberta unique response to the progressive

edura t ion rtovemen i.n the United fltates.

Chapter 1 of the. Elementary handbook sets forth suggested pro-

et,./dures for devel ir-Ig unit outlines. These characteristics provided a

Lid which wa:; used to .3ppraise the units developed by teachers and

t.-acher grou:-.'s in the Province for the new program. In using such a yard-

: , iloweVer , two Lhini7,:; were kept in mind .

Firs, . a t least two kinds of formal units we:2e found in the Province

t the prt, nt Therle are resource units and what may be termed model

ZPip /(.." ;10177 .
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EESOURCE UNITS

Compendium of objectiw-s skills,
content questions, referenens,
learn ing cti.vi.t eL; ud-

t inn activities built around a
specific topic. Serves as d

source of ideas For teachers to
use in developing their own
units.

:A111,1l UNITS

A specific plan For developing
a topic. .includes objectives,
content, teaching/learning stra-
tegies and evaluation activities.
Serv s as a model For teachers to
use in planning their own units.

TEACHING UNITS6-

;1,ecifi2 plans for a particular
group of children in a given
classroom.

Both kinds of units are expected to help save a teacher's time,

energy and effort in preparing a teaching unit for use with a specific group

of children. Table 1 gave a breakdown of the units examined and those sub-

jected to detailed analysis for this report. Unit Titles by Grade (p. 231.)

provides a list of these units.

Resou-ce and sample units are available to teachers in the Province

from a variety of sources. In many cases school districts have committees of

teachers prepare units. Individual teachers and students in classes at the

universities prepare and circulate units. Recently, the Social Studies Coun-

cil of the Alberta Teachers' A2sociation offered to its membership a list of

units which may be purchased through the organization.

Several school districts in the Province, such as the Yellowhead

School Division, have gone one step further and prepared resource collections

which include resource units along with artifacts, photographs, films, film-

strips, and reference books. These collections are usually circulated to

teachers from a central booking depot. Experiences in Decision Making itself

contains six sample units for teachers.
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t irtcre. .. I Inc not Lb b!:enco of re:loln,o, Ind t5 preparud by

Him:: H ii viucc,4: This ppobably attriThitable to the unique

tho il1,L ppocam maLing such materials iuu'ktojhie in other

henee eeohomically piAy .

so ond eonsidera:ion of those undertaking ar assessment of the

units from cuJr)d h Province was tho basic evaluation questLon, "How well

r11. units meet the criteria for units established in Experiences in Decision

Tho question of the goodness or validity of the ideas contained in

uh:t 110c:red in the examination of the handbook itself.

::OPPiiMENCY OF EXPERIENCES TN DECISION MAKING
AND

DIVISION II (Grades 4-5-6) UNITS

The Provincial handbook states:

Apuroximatly two-thirds of the social studies classtime Division TT

L: to be spent inquiri ng into the following themes or topics:

:r"d, Tv poopic in Alberta Historical, economic, sociological

nidioP Prographic analysis in Alberta's people, including comparison

and contras-t with other world areas that have similar historical,

(-)graphic and/or economic bases.
crade V - People in Canada - Sampie studies to analyze historical

and/or con1emporary life in Canadian regions.

';rvide VI Historical Roots of Man Anthropological analysis and

,,ocial history of early civilizatioLs.
Approximat,:,]y one-third of the social s.adies class time is to be

devoted to problems that are of current interest to student and

(Experiences in Decision Making, p. 16)

The DIvision IT units selocted for detailed analysis were classified

7/3 Social Studies Classtime 20

Fooial Studies Classtime - 0

2
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Although it mi; be irgu. d that Inv unit could Le -ludisd 'Iurinc 110

nn.trnetuted : 11 ''udi, lass time, 1. seems that peciFic un1t-

1 d on t,pic", other th,F1 t1W:0 1,1,0 fit the pre:Icription or th, PrsvHcIal

handhool., hav not been prepar,d.

UNIT OhIENT,ITIDN

Ft would appear that. the units to a groat ext.nt are similar to those

prepared For the previous Social. Studies program. For example, the objectives

of the 19Lt1 E1emntary program were :Inch that almost all Division II units pre-

: pared for it would be classified as decignative. That is, the units were con-

cerned n Ltli what was (Life in the Past), what is (Canada at Work) , or what will

be (Social Progress in Canada and United States). The 1971 program nhould have

effected a shift from these a s gnative concerns to appraisive and prescriptive

concerns. This shift would occur if units developed met the criteria as estab-

lished in Experiences in Decision Making. For example, reference to the apprai-

sive nature of the program:

. . they will deal not only with the "what is" but also with the
"what ought to be" . . (p. 9)

while the prescriptive notion:::; of the program are embodied in the valuing process,

as conceived by Paths, which appears to be the heart of the program:

Students in the Alberta social stuc]ies should demonstrate that they
are:

Choosing 1. Identifying all known alternatives
2. Considering all known consequences of each alternative
3. Choosing.freely among alternatives

Prizing 4. Being happy with the choice
L. Affirming the choice, willingly and in public if necessary

Acting 11). Acting upon the choice
7. Repeating the action consistently in some pattern of life.

(p. 9)
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r)! , h a:! "what should lw"

H v "wh.tt Hlld he done". '1`ahtt.' ,b-tt

'11e .1H t ah,11 lU r r. .11;,

-.-----_--.-_-__..-----_
PIV(.11pIT'VO

-.___-__..----- -----.--___--,.., .

"

,1*.s ref-1,,elpd tho rommenL: Hf the unit analvts:

The yalue-: ob.lectivos Lpplv main]y in the area of choosing - th(.re

t.fi 7p- cr t-c IP) with value deri :rms.

o 1 ,tat the unit is solely des7,-,native with n:

ti:111; or idea': for oitL,q-, appraisive or pry:,crip-tive approLch,--

iu thenc;.

cc',ncern of the 1::proprlm outlined in Experiencc,

arTroach teachers are expected to take to the program.

InrAicat:el previou:;ly the unit method is the only organizing approach

:
t.d by the handbook, which states:

. . it Ts, strongly suggested that elementary social studies units be

cr,oanil:ed around value 13suos. Value issues are usually expressed in

iuestion form and require students 4:o make value judgments. (p. 30)
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The handbook (p. listc riieria for selecting unit learning experi-

They E.hould involve A r,ertinent v.7:lue issue, have Futurity, contribute

to the development of e.)ciai and/or inquiry skills, lead to an understanding of

significant social problems and he rclevant in the needs lnd interests of learners.

This approach to irniri till. seems to refleci fairly consistently the philOsophy

of John Dewey and means little shift From the approach ewected in the old Enter-

prise program.

Table 9 indicates that of the units analyzed seemed to be inquiry-

oriented. The remaining 48% of the units appear to focus heavily on the trans-

mission of particular sets of knowledge. inquiry oriented units included titles

such as Should the Canadian Indian Adapt to the White Man's Way of Life, Canadian

Minorities: Should They Maintain Their Identity?, and Should This Town Die?.

Knowledge transmission oriented units included titles such as People in Alberta,

Historical Roots of Man: Ancient China, and Do Alberta and Argentina Have Similar

Problems?.

The unit tiiles raise questions of relevance and significance. Although

caution must be exercised in judging units by their titles, they often provide an

indication of what is in the unit. One of the units in the Provincial handbook,

Did the Aztecs Deserve to be Conquered?, is typical of the genre of units that

have been developed in the Province. Whether the Aztecs deserved to be conquered

or.not is unlikely to have any impact on any other issue that might be examined,

and it is unlikely, therefore, that it can be justified in terms of future use,

relevance, or student interest. Indeed an examination of this group of units leads

to the conclusion that they are really fanciful titles to units which are primarily

dedicated to knowledge transmission. Where they do attempt to follow through the

suggestions of the Provincial handbook the question of their worthiness ar; a legi-

timate Social Studies pursuit must be raised.
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CONCEPTS AND CONCEPTUAL APPRAOCHES

. . the new social studies outlines major ':oncepts and generali-

tLious that are easily remembered, enduring, and transferable to
a varieLy of life situations. (p. 5)

Fnewledg,e oF conc, , generalizations, theories and structures
aol'id result from students synthesizing the specific data ga-
Lher:d or produced while confronting value issues. (p. 13)

Thus Kxperiences in Decision Making sets forth the position taken

Py A-LbrIa program that organiziv concepts will become one of the major

eble(

ident-:fied

iv of the program. The organizing concepts themselves are

THF. INTERACTION PROCESS VI0
ENVIRONMENT CAUSALITY q,

....._....
Space Z - Norms

c..."
- Technology- Culture 2

P CI
S)SIC111 C.)

- Pow Cr .4.'
INTERACTION

tx
:a /Iz

/NTERDEPENDENCE

Couperatton
- Conn.: t

Sta Nay
- Change

t?;

(Experiences in Decision Making, p. 13)
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An examination of the units -elected for analysis is given in Table

10 on the 11,:7: page. The table indicates tnat for the most part the concepts

developed in 0ivi.:ion TI units are those identified in Experiences in Decision

Making. These concepts are only listed s unit objectives but in the main ore

also developed to corn. extent through learning activities. It should be noted

that the use of org,ani::Ing conc ,c such a those used in the Alberta program

is built upon a number of hypotheses, including:

Concepts make remembering easier by helping organize large amounts

of factual material.

Concepts encourage trcoisfer of learning to new problems.

Concepts heLp children work in the language of academic scholars.

Concepts from.the disciplines can be developed in a form that.even

young children can work with.

Concepts facilitate greater understanding.

A set of interdisciplinary concepts representative uf history,

social science, and bchavoral sciences is an adequate base for

a Social Studies program.

Concepts can be revisited with greater understanding as a learner
progresses from grade to grade.

Concepts which are basic to the Social Studies are essentially
simple.

Few of the units make explicit these hypotheses nor do they make clear

the tentativeness of organizing concepts. That concepts may be modified or dis-

carded is not made clear.

Experiences in Decision Making makes it clear that the acquisition of

conceptual knowledge occurs or should occur inductively.
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Table 10.

-r!NC17*.'T INCLU= IN :=ECTED DIVISION II UNITS
(umber of units = 22)

c'onceT)17
Encluded in
--.1;e unit

Actually Developed
in the unit

: 6

12

6

12

f: 7yrdenendence 4 3

2 2

ality ,) 2

* Culture R 8

* int.eraction 2 2

* TechrIc.-:1,ogy 5 5

* Time 2 2

* :lorm 1 1

* Systems 2 1

* 2tability 1 0

* Lowel, 4 3

* Conservation 4

* Cooperation 4 3

or_liety 1 0

Justice 1 0

Valuing 2

Adjustment 1 0

*Listed in Experiences in Decision Making
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CY

The Place of Concepts in Social Studies

Specifics

Teaching and Learning

Generalization

Concept

Specifics

Specifics

Concept

Specifics

Specifics

Lft

The analysis of the selected units indicated.that the majority of the units (60%)

Table 11.

APPROACHES TAKEN TO'CONCEPT DEVELOPMENT
IN SELECTED DIVISION II UNITS

Concepts %

Through Examples

Through Rules

Topical

12

28

60

were developed in a traditional topical approach. This approach is similar to

that used in the 1964 Elementary Social Studies program and has its origin in

the 1933 State of Virginia Social Studies program. It has had long use in the



Alberta Elementary School Social Studies program, having formed part of the

n-Lrpri prognim. The least used approach through examples (12%) would seem

Le the ripproach which cic:,est .ipproximates that advocated in Experiences in

;:ecision Making.

VALUE CONCEPTS TN THE UNITS

Mble 12 show, the value concepts that were included in the units

I. For the most part the value concepts included in Division II units

.4eve tho iden.ifi,d in Experiences in Decision Making. Further, the concepts

wcr net just listed in the units: _in most cases they were developed through

ugci:ecl learning: experiences.

Table 12.

VALUE CONCEPTS FOUND IN SELECTED DIVISION II UNITS

(Units analyzed = 22)

Value Concepts

No. of Units
Including the
Concept

No. of Units Which
Actually Develop
the Concept

The dignity of man 13 13

Freedom 9 9

Equality 9 8

Justice 6 5

Empathy 7 7

Loyalty 3

Others

Love 1

Respect 2

(:(,upa

Coopr,;Licn 1

interdependence 3 1

2 I 0
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The treatment of value concepts in the unit shows a great deal of

confuion about the role such concepts are to fulfill in the Social Studies

program. For examph:, the following arc listed as "objectives" as they ap-

peared in units.

They should determine the effects of a class system on the dignity
of man. ((rade F)

Loyalty - Development of an appreciation for the diversity of life
styles in Alberta. (Grade 4)

Do the arts improve the quality of life of the individual in society?
(Grade 5)

Should we accept and respect differences among Canada's ethnic
groups? (Grade 5)

. students will:
Tv) demonstrate appreciation for the spirit of people who explore

the unknown. (Grade G)

Part of the confusion among the unit developers can probably be traced

to Experiences in Decision Making. Teachers there are given the following.seem-

ingly contradictory directives:

and

The new Social Studies invites free and open inquiry into the
definition and application of individual and social values.

(p. 9)
versus

Does the experience fit as a part of a sequence which will lead
to a reasoned pride in Canada . . . (p. 9)

Students in the Alberta Social Studies should demonstrate that
they are

Choosing --

3. Choosing freely from among alternatives (p. 9)

versus

In keeping with the basic tenets of democracy (and with optimism
about the nature of man and the efficacy of democratic ideals)
. . . (p.

211
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The units reflect a vario y of interpretations which range from the

caion a particular (:.t of values to what is essentially a value free

';ample un;Ls in Experiences in Decision Mal'ing

littlt --ai(lance to unit developers.

SKILLS

:Iperiencec in Decision Making identifieS at least two classes of

dre to Le included in the olbThetives of the Social Studies program:

kills ilclude:

and recognize data which are pertinent to social problems.

r:omprehend pertinent data (this skill includes the ability to

translate, interpret and extrapolate from data).

Analyze pertinent data in order to identify elements, relation-

and organizational principles.

Evaluate pertinent data in terms of internal and external criteria.

vnthesise pertinent data in order to create an original communica-

tion or.p-ropose a plan of action.

Apply pertinent data in the solving of social problems.
(p. 11)

;cpcial skills include:

Knowledge of ways and means of dealing with social problems should

also include the ability to:

I. Interpret the feelings and ideas of others.

2. Respond to 'the feelings and ideas of others in a manner appropri-

ate to the occasion.
4. Cooperate with others, though not to the extent of compromising

basic values.

These two classifications of Skills seem to be typical of the myriad

of schemes that are used in Social Studies programs in an attempt to bring order

to skill development. However, the classifications are so broad it is hard to

conceive of any skill that could not be included and hence the usefulness of the

scheme may be questioned. Samples of skills found in the Division units analyzed
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included:

206.

2.a. Map skills Map orientation, use of legends (grade 4)

Bala using distinguishing fact from opinion
- hypothesizing

defining (grade 6)

Develop cause and effect statements (grade

Recognizing -equence and chronology (grade ()

Tab)e 13 indicates that all of the skills listed in the units were,

dt least to some extent, developed in the units. It also reflects the mixed

categorir2s from very global to highly specific skills which were contained in

units.

Table 13.

SKILLS DEVELOPED IN SELECTED DIVISION II UNITS
(Units analyzed = 22)

Skill
No. of Units

Included in Objectives
No. of Units

Actually Developing

Data gathering

Analysis

Evaluation

Problem solving

Reporting

Social skill

Mapping

Graphing

Synthesis

Comparisons

Interviews

Group dynamics

Choosing

Prizing

11

12

12

5

3

5

o

9

1

3

1

1

1

1

11

12

12

5

3

5

2

2

1

3

1

1

1

1

2 13
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The skills included in Experiences in Decision Making and the units

baLr-(1 on tne following principles:

U oold he taught Functionally in the context of a unit.

3. The program of ristrution should be flexible enough to allow

to be taught as they are needed by learners.

The learner must understand the purpose of the skill and have

Elotivation for developing it.

The follo;irtg principle-, of skill development seem to be ignored:

1. r_3kill development is most effective when there is systematic

and continuous application of skills.

instruction should be presented at increasing levels of

difficulty across the grades.

STUDENT INVOLVEMENT IN PROGRAM DEVELOPMENT

Student involvement and student-teacher planning plays an important

role in the Elementary Social Studies program. The Master Plan states:

Within this broad framework, called the master curriculum, teachers

and students can practice responsible decision-making by planning

together learning experiences which are significant and relevant to

their own lives. (p. 5)

Approximately one-third of class time in social studies may be de-

voted to problems that are of current interest to students and

teachers . . . (p. 17)

The planning of all social studies units should be preceded by class

discussions which are guided by probing questions from the teachers.

Purposes of this pupil-teacher discussion should be to identify:

1. Problems, themes, or topics which students wish to

investigate.
2. Attitudes, feelings, 1,eliefs and values which need

clarifying.
3. Skills which need strengthening.

4. Areas of.knowledge in which conceptual understanding

is lacking.

Most teachers already use suitable formats in the preparation of

unit plans. However, some may prefer to us'e the following format

whic allow for -ffective integration of objectives and learning

opportunities. (p. 29)
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However, as Table 14 indicates, the accommodation for ,yrudent involve-

ment in the units analyzed is minimal.

Table iLL

PPC)VISTON FOR STUDENT INVOLVEMENT IN THE DEVELOPMENT
OF SELECTED DIVISION II UNITS

(UnitL7 analyzed = 22)

Percentage of Units Analyzed

Yes N(.)

Evidence of student involvement in
the development of the unit.

Student involvement provided for
in the unit.

10

25

90

75

In those few insances where student involvement was incorporated in

the unit, none were included in goal determination as is shown in Table 15.

Table 15.

PLANNED STUDENT INVOLVEMENT IN SELECTED
DIVISION II UNITS

(Units analyzed = 22)

Tnvolvement in Yes No

Goal development

Instructional naterials

Teaching/learning Etrategies

3

3

2

2

2

1

The predicating of a Social Studies program on the unit method of

instruction raises the question of how useful the unit method is considered
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r.-ac. 'he (...-rest:: of Or].e.:ky and Smith, who,

h. hd 1,,lann;ng, conftude 1:hat they are:

heeh a.copted a:: a i'requent (..haracterit:c

1^:± reHdne that lifiuces educational

.'erch 1272, p. I:1"s)

I. SCHOOL.

ade -.;ection are based on SO Junior High School.

7, dnd that were examined. All teaching units examined applied

inructional time as prescribed within Departmental

mdiority of these units were created by groups of teachers or

i!;diyidual in inctances (10%) units were developed by school

althuclh it recognised that chool districts had assigned groups of

an had te-her,; reieaed for the development of units. No units concern-

ing the ene-rhird "'7Ttional" time were available for examination. This may he due

o the fact tl,a,t the one-third time is devoted to individual projects, that teachers

plan differently For this time, or that the time is not being utilized as set out

Ly the Department of Education.

The units examined were almost equally distributed between the knowledge

trnsmission orientation and the inquiry orientation (56% to 44%). (See Table 16

on the next page.) In the DAP dimension, 86% of the units had a designative orien-

tan (Di, D2 nd D2.), an appraisive orientation, and only 2% a prescriptive

.orientation.
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Table 16.

ORIENTATION TO TOPIC/PROBLEM

Orientation to Topic D1 1)2 1)3 A

Knowledge transmission
oriented 18 36 0 2 n 56

Fnquiry oriented 18 14 0 10 2

2

44

36 50 12

TOTAL: 86 12 2 100

Within the knowledge transmission orientation, practically all of

the units emphasized the "what is" -- i.e., the present state of affairs with-

in topics under study. Units oriented towards inquiry also concentrated upon

the designative ("what Was" and "what is"). The designative stance in both

knowledge transmission and inquiry orientation (86%) indicates where the

classroom teacher appears to be concentrating his/her attention. The apprai-

sive and prescriptive stance of Responding to Change is not stressed: unit

developers appear to be ignoring the appraisive and action stance of the Master

Plan.

The stance of the units suggests that program developers concentrate

upon having students "understand", "examine", "have an appreciation of" and

"know" about facts and concepts. Our impression is that their designatively

oriented instructional programs stress historical and geographical dimensions.

The units also reflect a general tendency toward these disciplines which would

appear to contradict the interdisciplinary intent of the program (Responding to

Change, p. 93)
2 1
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In most units student activities are controlled by the teacher.

andens presentation of ideas and methods of learning techniques are

"massEficd": nstructional display materials reflect the interest of the

teacher rather than the interest of the student. This stance is somewhat

inconsistent with premises evident in Responding to Change (pp. 2-3, 11,

52-54, 8E3-89, 95-99).

The use of behavioral objectives in many of the units can be seen

a; a control or monitoring device in the approach students use towards prob-

lem defining, the location of data, and the conclusions that students arrive

at within the units' experience. The heavy emphasis upon the designative

component of units examined suggests that teachers are mainly oriented toward

factual information. Students are often presented with readings and then

asked questions such as the following:

i. What was the extent of the Church's influence over the
of the people in Latin America?

ii. What problems did the politicians face in attempting to curb

the Church's power?

iii. How was the problem of the Church resolved in Mexico? In

Argentina?

iv. Why did a problem such as this not exist in Canada in the

19th century?

The major skills emphasized appear to be data collection and data organization.

The very title Responding to Change reflects the belief that due to

societal "change", the Alberta Social Studies program should provide content

that is future-oriented. The emphasis on the "what was" and "what is" compo-

nents of thc: designative orientation at the same time point to the neglect of

the "what wild be" or "what will happen" dimension. This is contrary to the

i'utur,72 orienttLion oF thy. Alt.,rta Social Studies as reflected in the handbook's

title, Responding to Change.
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The questions of student evaluation provided in the teaching units

also represent the heavy emphasis upon recall and factual knowledge. Students

are asked to answer the following tYPes of questions (emphasis added):

1. Identify three occasions when the U.S.A. interfered in Latin
America to "stop Comfiunism". (grade 9)

2. What effects would the various climate types have on the way
people live in The different regions of Africa? (grade 9)

3. Locate the following on the maP of Africa, e.g. Sahara Desert,
Nile River, etc. (grade 8)

4. Name several ways in which Mexicans show this attitude each
November 2. (grade 9)

5. Define what an anthropologist is (grade 7)

6. Discuss: Are Minority Groups Trapped in the Poverty Cycle?
(grade 9)

While these questions Appear to meet the criteria suggested in sections of

Responding to Change (p. 15-10, the contradictory nature of the segments of

the handbook leaves the teacher in some doubt as to what form of evaluation he/

she is expected to pursue. The handbook states:

1. All too often it [evaluation] is seen as if it were only
measurements - a way of determining marks, grades and credits.
(p. 55)

2. Objecives of Evaluation . . . (3) to provide for individual

needs (p , 57)

The variance between Chapter 8 on evaluation and Chapter 3 on objectives needs

some examination in order to assist teachers to meet the program's main emphasis

which appears to be value -clarification, value inquiry and value concepts.

The units examined represented thio lack of clal-ity with their concentration

upon cognitive recall to the detriment of the valuing dimension implicit within

the Alberta Social Studies program.
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CONCEPTS/CeNCEPTUALTZING

It would appe;ir from Table 17 that the substantive concepts used in

the units examined are taken from Responding to Chlnge. The teaching units

Jilso u:it at tT:., teachers concerned develop the concepts as listed in the

71. e!T, empUized within the units, at the Junior HigL

level, tile.: of technlogy, cultire and change, and this Ls in keeping with

i;lr,niL of the program guides.

Tai.,1e 17.

CONCEPT UEVELOPMENT (96)

Are h. conceuts listed in column A
ref1eted in the suggested grade
outline IT: F:Tending to ChanFe

21-45)?

Are the concepts actually
developed in the unit?

Yes No

100

93

0

7

The teacher's concept of a concept, as shown in Table 18, appears

somewhat varied. The general view of a concept (60%), that it is one of

oicalit, indicated the program developers'"weak" understanding of concepts.

Ine looseness of the understanding of concept is reflected in the fact that

28 of the units examined approach concepts through examples. Concepts

through rules was pursued in only 12% of the teaching units examined. The

control of concepts in this case appeared to be determined by the use of a

social .,eience discipline (e.g. political science, history, geography, etc.)
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Table 18.

GENERAL, APPROACH TO CONCEPTS (%)

60% 28%
Topical \ Examples

\

Table 19 shows that most program developers were concerned primarily

with concept attainment (48%), although formulation of concepts was fairly ac-

tively pursued (30%). Some units, while listing concepts, show little or no

understanding of either concept formation or attainment.

Table 19.

THE STRATEGY OF DEALING WITH CONCEPTS (%)

Concept attainment 48

Concept formulation 30

Neither 22

This interpretation given to concepts varied from teacher to teacher

and this, in part, may be due to the inadequacy of Responding to Change's

handling of concept development (p. 8). While the handbook refers to the

interdisciplinary base of Social Studies' concepts in many units, concepts
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wore examined in a disciplinary structure. The diagramatic representation

Mpiralling L:oncopt:,;" is !:;hown on page 0 of Responding to Change seems to

haw, oreated problems For teaoher interpretation. The concepts for value

.larification (e.J. Dismity of Man, Freedom, Equality, etc.) are seen as

being app.1 icibje in varying degrees of complexity to all grade levels. The

"expundinr horinon" belief built into the Alberta Social Studies program

. nd(nev for graden 1 0 teachers to concentrate upon environment, with

on ..pace, time, culture and sy,,tem; the Junior High teaching units

exanin the relationshipn among the concepts of technoZogy, man (goals and

no-r,m,) ano (..-4Z4urc in caunal termn; and the High School examines interdepen-

Amce in terms of cooperation, conflict, stability and change. This would

t that the basic idea of concept development proceeding from the simple

the complex is being "iRnored" by many teachers. A weakness may be the

ladk of clarity in the diagram on page 9 and the lack of amplification of the

key concept of interaction which is stressed in the handbook.

VALUES/VALUING

The value concepts that were identified in the teaching units ex-

amined were in leeping with those suggested in Responding to Change (see

Table 20 on the next page). In general, the value concepts as suggested with-

the teaching unit, and supported by departmental handbooks, were also

,:lovlopcd within the teacher produced products. The value concepts that re-

the rw7,t ,:ittcntion within the teaching units were empathy, freedom,

y and .jiw; . it nhould be noted that 10% of the teaching units examined

id vitp? Table 20) , and that the same percentage

teachin unl LJ-jlec: tL, Uevelop value concepts that they considered an in-

n-ir of t 1 unit that hr,,1 ':)een developed.

2 22
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The units examined would suggest that value concepts are being

examined within the "sh,aild" dimcnsion, but the predisposition to act may not

be amplified lc) a degree consistent with Responding to Change. While many

teaching units attempt to examine valuc issues, the extent or generalisability

of valu,_ concepts swge::ted in the handhook allow for many interpretations of

their "development". The basic premiL.e of "prising, acting, choosing" would

appear to be uncicar as a method wihih valuing, and this io reflect,:d in the

units examined. Units did reflect an attempt at values clarificaticn: this

was particularly noticeable when simulation games, readings which represented

various views, and attitudinal scales were used.

Table 20.

VALUE CONCEPT DEVELOPMENT (%)

Are the value conc,:ept:: listed in
Column A reflected in the suggested
grade outline in Responding to
Change (p. f)?

Are the value concepl:s actually de-
veloped in the unit?

Yes No

100

00

0

10

SKILLS

The major skills, as identified from the examination of teaching

units, reflected those proposed in Responding to Change (see Table 21 on the

next page). It was also clear that teaching units attempted to develop the

skills that had been selected from Provincial guidebooks. The skills that

2 '2 3



were clearly emphalzed consisted of dat thering and data organization,

1;.pol,s the designiAtive component of the examined teaching units .

would so appear that the teachinz units have a tendency to concentrate

on rEaCin.,T Ind wrii.niy skills. The teaching units alLx) attempted to develop

, ...Trhoum net to the same de;,7,ree as data collecting, skPls.

217.

The n dime of pr:Adem so]ving has not been interprotod by

:71e,ncr that 1 conLd tent with the'intent of Respondini to Mange.

us :acd earlier, has beeh on data gathering skills and their

;on; 1; attention has leen given to the "active" mode of

radftional empl,a-i'e7..on knowledge is still predominant and

tne active mo-:,e et to Le understood or implemented in the teaching units

nod

Table 21.

Kir_l DEVELOPMENT (%) .

Are the skills listed in Column A
reflected in the suggested grade
outline in Responding to Change

Yes No

100

100

0

0

(Chapter X, pp. 74-80)?

Are the skills actually developed
in the unit?

STUDENT INVOLVEMENT IN PROGRAM DEVELOPMENT

It would dppear that little student involvement takes place in the

initial development of teaching units. This suggests that teachers either use

topics from Responding to Change 2r else they select what is considered relevant

2 2
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to students. In only 10% of the teaching units (see Table 22) was there any

recognition given to student involvement in the initial development of programs.

In Chapter 7 of Responding to Change criteria are listed in the planning of

units of study; criteria 18(a) (p. 54) specifically refers to the invo]vement

of students in the development of programs. From the units examined it would

appear that teachers or groups of teachers develop programs and ignore the

factor of student input.

Table 22.

STUDENT THVOLVEMENT IN PROGRAM DEVELOPMENT (%)

Yes No

Is there evidence of student involve-
ment in the initial development of
the program? 10 90

Is there provision for student input
somewhere in the development of the
program? 28 72

If "yes" to either or both above, is
this involvement

-in the development of goals and
objectives? 20 80

-in the development of instructional
materials? 76 24

-in the development of teaching and/
or learning strategies? 60 40

The scene as determined from the examination of teaching units

appears a little better in the case of student input within the ongoing de-

velopment of programs. in this case, 28% of the teaching units allow for

student input, although 72% of the units show no direct student involvement

(see Table 22). The 28% of units examined provide students with the oppor-

tunity to 'uecome involved in program development, although student role varied
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considerably.

Tho that do allow student _nvolvoment admit this input in

rather .tpecific ways. Tho student is soldom involved in the development of

rocils and objectives that are a part of each teaching unit; students are

t_tttt r, i n volved in the dove 1 opment of display material and, to a degree,

ttso involvement in the developing of teaching and/or learning

,fegies. The units examined, where student involvement was provided for

white meeting some of the criteria as specified by the Department of Education,

do not I'M,/ rileet the intent of the program development implicit within

P.2::ponding to Chant.

The analysts were ashed to consider the teaching units examined

on the basis of the following:

i. usefulness for teaching

ii. ease of understanding

organization

iv. clarity of ideas stated

v. appropriateness for student grade level

vi. interest for students

In general, the teaching units were found to be "acceptable" from

the teacher's perspective. The teacher's recognition of a need for teaching

units and "should" experiences helped the analysts to understand the intent of

the programs developed. The consensus was maintained except for issues v. and

vi: while teachers recognized the intent of the teaching units, the interpre-

tation of appropriateness to grade level and student interest tended to be

somewhat negative. In some part this is undoubtedly due to the heavy emphasis

.ttl the desgnative oompon-nt of thr teaching units, and the lack of student in-

volvement in the development of programs. "Interest for students" is of crucial
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importance: ignoring it may well rsult in loss of' motivation.

TV. SEN10R HTnH SCHOOL

UNIT ORIENTATION

All of the units examined at this level were designed for the two-

thirds prescribed instruction time. These units consisted of unipaks units

distributed by school boards, units being sold by the Alberta Teachers' Asso-

ciation, and units developed by individual teachers. The sample consisted of

25 units.

On the basis of the units examined, we cannot make any inferences

concerning the one-third unstructured portion of the Alberta Social Studies

Program. The units did not contain any evidence concerning the topics, ap-

proaches, and extent of time "devoted to problems that are of current interest

to students and teachers" (pp. 10, 11).

Table 23 on the next page summarizes the orientation evident within

units to the topic or problem of concern. Methodologically, the orientation

of units to a topic tends to he inductive. Students are to approach factual

material in terms of a question or problem and are expected to arrive at a

conclusion or generalization. This tendency to an inductive approach was

loosely classified as being inquiry oriented (72%). However, what is considered

in these teaching units to be inquiry is not similar generally to the inquiry

strategies st.,gested in Responding to Change (pp. 95-100, 6, 53, 54); if these

strategies were to define inquiry, then very few of the units would be other

than straight knowledge transmission. Program developers would appear to
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low; and solving pre-

lay clater: !I'. wl ' 1 J ef, ;cher fltudents

f;iven very 1 1 ! t enc., iee ing dec ills when de Lining
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,
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Ytudent activities are tacher controlled,

() t experience, and learning

.;tyle; and

teacher selection .ind interet rather, t..han the interests of

;.a. h ts.

Premise are not conHsrent wit the view of Inquiry evident in

sdirr, to (pp. 95-'19).

Table 23.

ORIENTATION TO TOPIC/PROBLEM (%)

1-,nowledg,r, transmission oriented

Inquir-/ oriented

Designative

DI-What Lla. What happened. (past)

D2-What is. What happeninL7. (present)

D3-What will be. What Will happen. (future)

Appraisive

What ,)4ght to be. What ought not to be.

Wil,at should be. What should not be.

Drecriptivo

What i.!;,:ht to be done. What ought not to be done.

What should he done. What should not be done.

28

72

36

44
4

16

0

Although the talority of the units are oriented towards teacher con-

trol, there is variation among units concerning the degree of structure and

method prescribed for inquiry. On the one hand, units which are designed in

228



222.

the form of a unipak or with behavioral objectives lend lo give a student very

little (Moine and tend to monitor closely a student's problem-donning,

information-locating, and generalizing. On the other hand, units which aro

designed with no explicit objectives tend to lack concoplual cr methodological

structure. For Lxamplo, ono grade 11 nnit consists of a list of questions of

which the following oru extracts:

I. In the idea of eternal damnation oF non-Christians still valid?

ii. How can the Church which is a traditional institution perform
in an age of change?

Why did the Reformation take place when it did?

iv, is the civil violence in the world today a symptom, a cause, a
result or a method of change?

v. Should a society attempt to maintain its traditions? Why or

why not? What good are they?

Twenty-five questions such as these are not researchable within the time span

of one unit. In this example, inquiry needs to be based upon a methodological

and conceptual structure, or else the "answers" to these questions become little

more than a gloss. it can be concluded that there is a wide variation in that

which is conceived by program developers to be inquiry strategies.

An examination of the type of inquiry and knowledge transmission pre-

dominating in the units examined is summarized. in Table 24.

Table 24.

DESIGNATIVE/APPRAISIVE/PRESCRIPTIVE ORIENTATION CO

Knowledge Transmission Oriented

Inquiry Oriented

D1 D2 D3 A Total

16

20

12

32

0

4

0

16

0

O

98

72

Total 36 44 4 16 0 100

GRAND TOTAL: 84
I

16 0 100
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The great majority of units .IPQ designatively oriented (814), em-

t r tlIal matenT tl rela:e to "what was" (36(:,) and "what is" (114:t)

teurring. Only Jew th, unit, (M) are appraisively oriented ond none

are prescriptively oriented. This is surprising in light of the appraisive

and ire eriplive ltance of fte,londing, lo Change. Teachers appear to be ignor-

rug r. interpreting the vatuing and action premise of the program:

. . . [students] will deal not only wLth the "what is", but also
with the "what ought to be" and will have the opportunity to make
this world a more desirable place in which to live.

(p. 5)

The birgt- empnasis in Responding to Ch ange upon the "valuing process" (pp. 5-6,

, td14-70, 9L,i-99) and upon "social action" (pp. 5, 6, 13, 63, 99)

is nut rof1.2cted yenerally in the units examined.

An examination of the intents of the units strongly suggests that

teacher are concerned primarily with the factual content. Students are to

negotiate large amountr; of information, lists of questions, and multiple read-

:h'. . tactual material is to be "known", "understood", and "reorganized" by

.tudnt:, into written form; consequently, the skills intended are data collec-

tion -Ind organiution. The major orientation of the units, therefore, is to-

ward: fictual information of the past and present.

,ery Few of the units (4°,,) were designatively oriented towards infor-

mali:)n reltted to "what will be". Responding to Change is premised on the belief

t-hat ber_ause of accclerated and continuous societal "change", Social Studies

,ontcnt F11-)uld emphasiz. rolectec. trends and problems, provide skills "to cope

-qi:h world of uncertainty", und develop "a concern in students that is future-

Grf,'95). this premise is reflected in very few of

the a:lits ex-minect, it :.toes ne,t appear that teachers share the same concern for

s)] tc, "t2hange", "uncertainty", and "what will be" as

Resp..-)ndin,!, 1-c Change.
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It would appear that teachers utilize !he social. ';ciences as the

context., ....tit"'" si 'ttrtd..! t ?hc Hng tua.1 i 1,,..rd al. His tr. rv ,11,1

graphy are the widely u:;ed lars for unit development, although maw; liri

oF various sotilal ::ciehce disciplines. However, the predom.H-

ance ot anit development doe:t explain partially the (leitta-

rather than attprai -Ivo or precriptive orientation of most units.

The use of beh,v1.7-.)ral olY.ectiv, also tends to maintnin a designative

erientation in those units in which such objectives are used. This design,tive

stance partLularly evident in anipaks because the unit organization in ac-

cordance with behavioral ohjectives focuses the student upon mastery of bits

of information rather than upon valuing, inquiry and social action. Those units

that are organized around a value question or a social problem tend more towards

an appraisive perspective.

Student evaluation i- based primarily upon written assignments and

tests. Examinations arc weighted heavily towards the recall and interpretation

of factual material. Students are asked, For example, the following types of

questions (emphasis added):

I. hist the mammation needs of man. (grade 10)

2. In two or three sentences give a clear definition of the science

of anthropology. (grade 10)

What is the basic Function of Parliament? (grade 10)

IdentiFy at least Four different political institutions that
make decisions regarding your school life. (grade 10)

Explain in one or two sentences each two differences in the
authors' attitude towards Quebec. (grade 10)

Locate on the outline map of Canada, the location of the first
English speaking settlements in Upper Canada. (grade 10)

7. Discuss the role of the Soviet Union, the Western Nations and
Japan in the Chinese Revolution. (grade 11)

8. Compare and contrast the programs of the Kuomintang and the
C.C.P. Which do you feel had a more realistic program? (grade 11)

2 3 1



1 11.1 ( I ion': is these would ;:poar to be inconni .tont with the following

, n added :

Hirdic rd- the way in which an objective has been stated,
tlo cc 1:; no way of determining, whether or not it has been

until there Is an ob:;ervable, overt behavior on the
pa: f he learner (p.

The ebjectives cho i attn illable by instruction (not by
ident) and eIic. uld be e,ipabl of being measured (p. 16).

Are objective:: hi
perturmance ohich

LI difficult to intorpn t

Ifl of' bturit's behavior or
evaluated? (p. 511)

evaluation strategies utilized in

unit in !he light oF Re-rending_tc Change_ as a totality. Pccommend?d

.:11,1ine; u: evaluation trid LO b' ,'llItyad"ctory when they have to be applied

r. unit (ley, lopment. The following. iutcments are not easily interpreted if

evaivati i to be understood by teachern in terms of Chapter 3 on behavioral

r-)1,1ectiv, (emphasis added):

1. All too often it is seen as if it wore only measurement - a way
of determining marks, grades and credits (p. 55).

Are students involved in the evaluation? (p. 54)

Objectives of Evaluation . (3) To przvide for individual
needs (p. 57).

Indeed, (h:iIion C 1 evaluation and Chapter 3 on objectives need to be articu-

Lated with 111c program's major emphasis on value clarification, value inquiry,

and value concepts. The units examined have neglected evaluation of the valuing

dimension and foews..d rather upon measureable cognitive recall. The orientation

in ,:tudent evaluation, therefore, tends also to be designative.

CONCEPTS

The majority of substantive concepts identified in the units were re-

Elected in the suggested grade outline in Responding to Change (see Table 25 on

the next page). Concepts stated appear to be developed throughout the units,

although many concept (30%) are merely listed without being followed up. Some
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units do not appear 17e be concernod with corlept or generalizations ner se_;

however, many units d'velop and use concepts as tools for inquiry.

Tahle

(X)NCEPT DEVELOTNENT (

Arc the concepts reflected In the
suggested grade outline in lesponding
to Change (pp. 21-45)?

Are the concepts actually dc.veloped
in the unit?

82

70

No

30

A characteristic of many units is a lack of emphasis upon explicit

strategies for concept development (PP. 90-93, 07). Strategies for attaining

or formulating concepts are often difficult to identify in units because of

emphasis upon organizing and interpreting factual material. As summarized in

Table 2(,, one-half of the unit.',;,, did dttempt to use concept attainment strategies

to some degree, defining and illustrating concepts for students primarily by

providing various readings. One-quarter do not attempt any strategy. For

example, in a unit entitled "A StudY of Revolution", grade 11 students are to

examine the following sequentiol toPic!s:

A. Introductipn to China

B. Basic Fact of China and the Chinese

Tradition;,11 Society

D. Rebirth of China

E. Life in Communi5t China

F. New China policY

Mind r-)f ChiCO

China's history and geography Is "covored" topically, but the concept of

"revolution" is not developed. Students merely answer questions and are tested

2 3 3
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on content covered. Perhaps Responding to Change (pp. 93, 97) needs to be more

,ixplicit as to how concepts are to be developed and used.

Table 26.

THE STRATEGY OF DEALING WITH CONCEPTS (%)

Concept attainment 52

Concept formulation 28

Neither 20

The varying interpretations of Responding to Change with reference

to concepts evident in the units appear to reflect confusion over what a con-

cept is (see Table 27 on the next page). The majority of uni;:s (60%) do not

appear lo lie based upon a concept of concept. Information is organized by

topics or by questions rather than by generalizations and concepts. One-

quarer of tile unith view a concept as a general label or category into which

examples can be placed. Few units (16%) develop concepts as rules or criteria

Far ,1;scriminating events. For example, "imperialism" may be developed in

terms of interrelated subconcepts which provide a rule system for student

thinking about events rather than a list of examples for topics. When one

examines the concept of concept implicit in Responding to Change, there is no

consistency between the discussion of concepts undertaken (pp. 90-91) and the

illustrations supplied (pp. 22-45). What a concept is needs to be established

more clearly, because the units examined appear to show some confusion.
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Table 27.

CFNFRAh APPPOACH TO CWICEPTS ( h )

Concepts through examples

concepts throw,h rulef;

Topical

24

16

GO

process"

pear that

We had_difficultv in interpreti..g units in

spocified in Pespcnding to Change (pp. 7-9,

light of the "interaction

14, 04-95). It would ap-

the conceptual schemeteachers also have difficulty in understanding

and "spiral" relationship prescribed. As a result, there are many interpreta-

tions of what a concept i , what the program's conceptual base is to be, and how

concepl., aro to he developed.

The "interdisciplinary" source for concepts assumed in Pesponding to

Change (pp. 99) has many interpretations in the units examined. "Interdisciplinary"

appears to be interpreJod in three ways by the unit developers:

1. Each unit is developed within the confines of one social science.

Over the course of a gr'ade, students would examine concepts from

four or five disciplines separately. For example, grade 10 stu-

dents in one school system study:

(a) "I am an Tndian". Two of the objectives of the unit are
"to learn fundamental concepts of anthropology" and "to

learn the skills of an anthropologist".

(b) "French-English Tensions". In the preamble of this unit
students are told: "In this topic you will be using the
skills of the historian in studying the development of
the French and English cultures in Canada . . ."

(c) "Politics: The Art of Decision-Making". Students are told
that the purpose of the unit is "to aid you in learning
concepts From Hie discipline of Political Science" in order

to understand "man's political behavior".

(d) "Geographic Development of Canada". Concepts are selected
from physical, cultural and economic geography.
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unit develrt by :-eecng cenepto from four or five

disciplin. For example, a student would deal with

go,;-capnical coneLpt:J, then hitory, then .,:ociology, and so on,

in examinin a problem. Diseitlines are kept separate and dif-;-

EJtc6 unit 6; d-veloped 6y :-:electing concepts which are not re-

-d to a di:Ici6line base. The boundaries among

Jpo-roac.h .

two anpro:_icn-s dOfl1 to be cle.ser to being muitidisei-

than although '!.sponding to Change (p. 93) is not

1-ar n 6re:;cntin wht: thr, 41euld be.

1/.1LIJES

-oncept- 7ug,ge.;ted in Fesponding to Change (pp. 6, 91) arc,

-1 na':ure tha-t most (76) of those identified in the units are re-

v of man, Froedom, e.,ua]ity, justicc, empathy, loyalty" and

'n ( 2:3). hiL,wever, th,- primary emphasis of Ihe units i- upon L,ub-

concep`-.7:. 7alue concE-7,pts tend to be more implicit within the units.

Table 28.

VALUE CONCEPT DEVELOPMENT (96)

coneept s reflected in the

.:ugzeGted outline in Responding

to Charw,e (p.

Are th.t- ,,onc.,,,,pts actually developed

in thy unit?

Yes No

76

H5

211

35

t".
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The "valuing process" is not evident generally in units. Part of the

reason for this may he the briefness with which valuing strategies are dealt

with in Responding to Change (pp. 5 , 52-54, 04-74, 35-il6, )8-99). The value

230.

frameworks of Raths and Krathwohl, value clarification technques, and value

inquiry approaches are not used commonly in units. Value clarification does

occur with simulations, attitude scales, and readings which preGent various

points of view on an issue.

Units are not organized generally around a central value question or

a constellation of questions. When value questions do appear in units, it is

difficult to trace their development. One could conclude that value questions

are often "tacked on" to the beginning or the conclusion of a unit, rather than

being an integral part of the unit's objectives, display and strategies. It is

the substantive material that is of primary concern.

The ideal of "free and open inquiry into the definition and application

of individual social values" does appear to be "inconsistent with the application

of theistic goals" in some of the units examined (p. 5). For example, one general

objective of a unipak is to:

Acquaint you with various methods of initiating social change which
are acceptable to Christians today.

A guideline recommended for planning and implementing units is that "the teacher

respect the students' rights to hold points of view that differ from his own"

(p. 53). It would appear that the valuing premises of Responding to Change are

interpreted differently by various school boards.

SKILLS

Skills suggested and developed in the units are related largely to

the student's collecting, organizing, and presenting of data (see Table 29).
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Tnis Dmnhasis is consitent with the designative orientation of the units in

audents are mght primarily to translate information from various

sourees inte their own written expression; consequently, the emphasis is

111)(Al lccating, irpornrr ing, synthesixing and presenting information. The com-

media cther than books and local newspapers are ignored

le:7.itinte data sourees ods of expression are mainly written, consisting

of' 0 answers to quest:ion::, and "reports". Very few of the units can be

interpr-teU as being concerned explicitly with "social" skills (6%), "communica-

H-on" (15), "critleal thinking" (5%), "problem" defining and solving (7%)

asd "deeision making" (IC,).

!:;kills related to the "valuing process" (pp. 74,86), "exploring

85) "interpersonal problem solving" (p. 85), "inquiry" (pp. 95-99)

'
"concepts of methods" (p. 91) as set out in Responding to Change are largely

neg1ecr.d. The premise of the Social Studies program that effective and cogni-

tive F]kills are to be integrated does not appear to be particularly useful to

lc:1:er (pp. 7N).

Table 29.

SKILL DEVELOPENT (%)

-

ArE, the skills reflected in the suggested
grade outline in Responding te Change

Yes No

100

90

0

10

(np. 714-89)?

Are the skills actually developed in the
unit?
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STUDENT INVOLVEMENT

Students were not involved in the development of the units. In-

dividual or groups of t:eachers constructed units for students rather than

with students. This producer-consumer pattern does not appear to be consin-

tent wil) the asumption of Re:Tonding TO Change concerning the classroom as

the locus for unit development:

The planning of a Unit of Study for use with a particular class
of students should he preceded by an assessment of the students

in the classroom a diagnosis of their needs, problems, inter-

ests, background, and social learning . . . Much of this know-

ledge will have to he gathered as the Unit of Study is developed

with the students . . . (p. 51, emphasis added).

Further, a criterion to be applied to the planning of units is:

Are the students involved in the formulation of objectives and

in the planning of content and learning experiences?
(p. 54) (see also p. 8)

None of the units examined showed evidence of student involvement as it seems

to be suggested by Responding to Change.

Furqher, many of the units examined have been published for, and

distributed to teachers for general usage. This apparent trend towards de-

veloping teaching units for teachers is difficult to interpret in light of

Responding to Change:

If groups of teachers work together in planning units of study
the participants ean gain valuable learning experience, especially

those who are less experienced or less knowledgeable in the new
program. (p. 51)

Teachers are not cooperatively planning and developing units of study for the

purpose of their own professional growth. Rather, units are prepared by an

individual teacher or group of teachers for other teachers. A basic presup-

position of Responding to Change is that every teacher lo a program d veloper;

this does not appear to be evidenced in the units examined. Apparently teachers
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need units of study prepared for theNI. Inconsistency in Responding to Change

r:o wtLer are (1) to be developed by teachers cooperatively, or (2)

1:,) he developed by t eacher and students jointly, does not appear to affect the

,-Irvi..:1CpMgr-?71 Oan taken in the units examined. School boards may have

.:ele(.21ted a third option, that of !:aving units developed for and distributed to

This may suggest that two assumptions underlying the present program

i. that teachers have the Interest, time, and expertise to develop

their own units; and

11. that It is desirable or feasible for students to be involved

jointly with teachers in unit development.

What is clear, though, is that further clarification concerning the notion of

"development" is needed by the Department of Education.

However, in some of the units (40%) there is a weak provisionfor in-

put of student concerns and suggestions into the unit framework (see Table 30

on the next page). This input is not in the development of the unit's goals and

objectives, but in the instructional materials and strategies used. Teachers

retain control of what the units are designed to accomplish by defining the

value, knowledge, and skill objectives for students. The assumptions appear

to be that (1) students are not capable of defining jointly with their teacher

what students are to learn, or that (2) this defining should be the teacher's

prerogative. Student involvement in the development of instructional material

and strategies is qualitatively minor and is usually of a supplementary nature.

Students are allowed to choose "topics", for example, although these topics are

generally within a teacher prescribed framework. Especially in those units which

are based on behavioral objectives, as recommended in Responding to Change (pp.

15-20), the possibility for student input into the unit itself is significantly

minimal.
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Consequently, it would appear that the units examined are concuived

by their develoners ;TT: !)ro,.lucts rather than as classroom processes and activities.

The units are frameworks to be imposed upon student activities and tangible'

materials to be mastered rather than problem solving, valuing, and acting.

Significant questions could he raised concerning the social control function

of such units, the view of knowledge underlying them, and their consistency with

present learning theory.

Table 30.

STUDENT INVOLVEMENT IN PROGRAM DEVELOPMENT (%)

Yes No

Is there evidence of student involvement
in the development of the program? 0 100

Is there provision for student input
somewhere in the development of the
program? 40 60

If "yes" to either or both above, is this
involvement

-in the development of goals and
objectives? 0 100

-in the development of instructional
materials? 75 25

-in the development of teacher and/or
learning strategics? 82 18

criteria:

PERSONAL ASSESSMENT

Analyzers assessed the units as favourable generally on the following
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ueful to teachers

II. to understand

2Izat,?Ci

for .-;tudent ,,,-,racie level

trr. oonsisiefle(i 1.(..
:liceptable from n teacing perspective.

under-;rand Z-111:1 communicate witn one another through the Un i hat

In other wordL,, :_o.achero do share a common reality aE: to what

,-1":,1 ria of - teachinE, unit is to be.

, when were asked to eh the student

unit, tnere were a variery of responsoL:. Nan:.

n7,it: are Derc:eived rt lacking in student interest. (See Table 31.)

Table 31.

PERSONAL ASSESMENT BY ANALYZERS (°o)

I

tJae ul for teaching,
Useless for teaching32 27 3 3 12

T:Lla to understand 27 SO 12 3 3 3 Difficult to understand

ioell crogay:ized 32 22 32 7 3 Poorly organized

clearly stated

Aprolcriate for

12 15 3 7 Ideas vaguely stated

fnappropriate for student

student grade leve:. 12 7 7 0 grade level

Interesting for
ntudents 25 13 7 17 Uninterestina' to students
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Gradi_ One:

V. UUIT TITLES BY GRADE

A Family of Long Ago

A Family in Peru

Should I Ever Be the Boss in My Family?

How Do We Get Along Together?

A Dutch Family

A Month With Red Deer the Indian Boy

What is Good and Evil?

Who Am I?

What Is A Family?

How Am I The Same As Others?

How Do I Find About My World?

Is There Anything New In My Schoolyard?

What Should I.Do About Christmas?

In What Way are Japanese Families Similar to Canadian
Families?

A Contemporary Family

Wo.uld You Like To Live In An African Family?

How Do Rural Families Spend Their Time in Autumn?

Physical Environment - Effect on Family Functions

The Family - Would you rather live in your type of family
or in an early Indian family?

Would I Like to have Been a Boy or Girl in a Pioneer Home?

Would I Like to be a Member of a Pioneer Family?

A Family in Japan
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Grade One:
(hnt'd.)

fl,r-Ae Two:

237.

How Should I Spend Christmas

A City Family

What I Am

hould You Have a Pet?

An Overview of Unit Plans for Grade Two Social Studies

Should I Be A Good Neighbour at Christmas?

Why Do People Choose to Live in a Particular Neighborhood?

How Do Rural Families Spend Their Time in Autumn?

Where Would You Rather Live?

Neighborhood Pules: Do We Need Them?

Would You Be Happy Living in Japan?

Neighborhoods: Rural and Urban Neighborhoods

Our Local Neighborhoods

Should I Go to School?

A Family of Biblical Times

Would you Like to Live in China

Why do People Live in the City?

Would you like a Hutterite Neighbour?

Neighbours

A Family of Long Ago

The Indian Today and Yesterday

I Would Like to Live in

The Growth of the City

Grade Three: Are the Bushmen Primitive? Bushmen of the Kalahari

Would You Rather Live in a Larger City?
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r ide Ti, :

(H--)nt'd.

!:,tudy of ',7,efrunity Problems

'c:ould You LiH to Live in a Coffe P H'dt ion in flrrlzi'?

Change is Charactritin of ti.d hv.j. Thviront,
but is this change in his Na'snral Environment the same
throunhout the world?

'1ry is limd So Im!)ortant to ,Ima..?

Life in the Jungle

How is Our Community a Part of Fdr;enton

Pow Was the Eskimo Changed In His Journey Through Time?

Chrit:!!as Celebrated Differently Throughout the World-:

In What Way Does the Fire Department Illustrate Community
Interdpendence?

Are People Livino in Norway Different To People Living in
Echonton?

Would You Like to Live in Africa?

Life in a Modern Eskimo Community

Africa [elm./ the Sahara Kenya

A Contemporary Family Resource Unit

A Comparison and Contrast of Communities
1. A Fishing Village in Japan
2. Life on a Prairie Indian Reserve
3. A Masai Community in Kenya

Man in Communities

Would Today's Indians Se Happer if they had Never Met the
White Man?

Would you like to live in an Eskimo Village?

Would you like to live on a Coffee Plantation?

Would you like to live in Kenya?

A Local Community Problem
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:rade Four: Alber...a and the U.S.S.R.

71's tHe Al!)erta Parks Program Provide .;",dequately for the

Vacationer?

Row Does Alberta's Economy Affect It's People?

Sh()Lild FAronton Have Been Chosen for the Capital of Alberta?

Do Alberta and Argentina Have Similar Problems?

Oil in Alberta and the Middle East

:hat is Alberta Really Like?

7.hould a Town be Allowed to Die? (The Birth and Death of a Town)

Towering Skyways

Should I Ever Be The Boss In My Family: Teaching Unit in Social

Studies

Australia: Local Study V.S. Australia

Would You Like to Have Been an Alberta Pioneer?

Our Cultural Roots

Will We Run Out of Trees?

A Comparative Study of Cattle Ranching in Alberta with Sheep
Ranching in Australia

Early Days in Alberta

The Wealth of Alberta

Local Study Compared to Australia

Alberta: A Vacation Land to be Developed

The Alberta and Araentine Cowboy

Man in Alberta

Would you Stay in an Alberta City?

Does History Affect Native People?

Ap.irtrt Far:ilies Have the Vote?

History of Alberta, 1754-1905
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Grade Four:

(cont'd.)

l!ow Should We Use Our Land?

Should :;inorities Keep Their Identity?

Would You Like to Live in the Outback of Australia?

Grade Five: Canada Fact or Fallacy?

Bowness Past, Present, Future (In Depth Study of a Local

Ar,2a)

Beads, Blood and battle

How Should Peocl Dtennine Land Usage in Which Land ValuaH

Available Llud and Valuable Industrial and Urban Development

Canada: Where Should We Live?

The Search for Greener Pastures

Calgary: Past, Present, Future

What is Culture?

Yellowknife Capital of the North West Territories

Winnipeg - Gateway to the West .

Transportation Past, Present and Future

An Analysis and-C6mparison Geographical, Sociological,
Economical, Historical, and Political of Four Regions

of Canada: Quebec, Ontarid, The Maritimes, and the City

of Vancouver

Should Valuable Arable Land be used for Industrial Develo;)rnent

and Urban Housing?

Should the Canadian Indian Adapt to the White Man's ';:ay of

Life?

Hamilton: Wheels of Progress

The Fishermen of Lunenberg

Okanagan: Valley of the Sun

The North: Should It B'e Developed?

Should a Provice Be Allowed to Secede?
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rirade Six: Ancient Civilizations

Are Some Primitive Customs Worth Preserving?

Should N'igar. Have Been So Horrible?

Tiff, Past So What?

An rban Enviconent Study

How Does Man ChOOS2 a Lome?

Why Did Ancient Creece Rise and Then Fall?

Should The Greeks Tiserve to be called the Backbone of or

Horitage?

Historical Roots of Man: Ancient China

Ancient Greece? The Birthplace of Democracy

Unit Outline for the Analysis of the Development of Nationhood

in Canada

Early Civilization of Egypt

Are Patterns of Our Democratic Government Similar to that of

Some of Ancient Greece?

Did the Ancient Romans Make use of the Ideas of Other Peoples?

Was ti-,e Structure of Medieval Society Dictated by Conditions

of the Times?

Could There Have Been an Egyptian Civilization Without the

River Nile?

Was There Any Justification for the Crusades?

Nationhood in Canada

Civilization An Arithropological View

The Aztecs: Imposed Death?

Medieval Society

Village Life in India

Why did a great nation like Egypt sink into oblivion?

Should We Preserve the Remnants of Past Civilizations?
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Grade Six:
(cont'd.)

2142.

reliOon so important in Medival !an's

flid Wec,turn Civilization destroy the !.ns?

The Incds KinTioin the Clouds

The Phonicians

!Tulture of tho P4'ans

rThrL-Arions V. tiv? Romans

Grie Thr, Cat:adian Indian

Pr2-Industrial Society Great Britain Frorl Ru.7an Occupation to
the Industrial Revolution

Man-Culture-Technology in Pre-Industrial Societies Britain-
Roman Occupation to Industrial Revolution

An In-Depth Study of Canadian Culture

On Values

Social Studies Handbook, Grade 7

General Outline for Unit Study of Pre-Industrial Cultures

Aat is Alberta?

,The Masai

Ride to Nowhere: Indian Culture in Conflict and Co-operation

Man, Technology and Culture in a Pre-Industrial Society The
Australian Aborigine

Man, Technology and Culture The Bushman

What is Culture?

Canadian Indians Coming of 'aite an to the Present Time

Pre-historic Man

Does Environment Affect Culture

Similarities and Differences of Pre-Industrial Cultures

Man: The Dirferent Animal

The Cultural and Technological Progress of Early Man
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!,,dr2 r), V r?n:

contm..)
The CultIlre and Technology of Tasaday

cialiTatinn take place?

Technological Che ole in Eskimo and Aborigine Culture

The Stone Age Cavr,mc.n of Mindanas

rarly .*:111

Cultural Conflict

Aat is Technolonv?

Hunterc and Gatherers: The Bushmen

AfriLan Uorld

Pacific Iclands

Man, Culture, and Technology, in Afro-Asian Societies

chould Lhe Rights of the Individual Ge Considered More Di:portant
than the Rules of Society?

Social Studies Handbook Grade 8

Pardon Ne

Should the Rignts of the Individual Be Considered More Important
Than the Values of Society: Modern China

Ho Should You Respond to a Conflict Between Nations Such as
the One that Created the State of Bangla Desh?

Population and Production in Afro-Asian States

African Geography

African History

India

Industrialization

China

Fc(In()flic IThvelopnt in Africa

r
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Grade Eight:
((unt'd.)

244.

Cultural Chnge in 8f/ica

Culth,.0

Afro-/Man Man

"TarLheid in South Africa

Pnlitical instability in Arro-Asia is oftun a re:ult of a lack

of political experience.

Afro-A',ian Nationalism

Colonial Africa

G; !de Nine: Pcditical Systems Democracy

Should the State k-;sume Responsibility for the Welfare of
Individual?

Poverty

fly what means and to what extent should the state control the
individual?

Individual Liberties

south Anerica (Overview)

The Church in Latin America

Latin America - V.S. Relations

Culture of the Soviet Union

Should Latin American Countric doot Cuba's Policy of
Revolution to Ltherate Themselves from U.S. Political and
Economic Domination?

Culture in the Western World

Political Systems Democracy

fly what means and to what extent can the individual and the
group influence decision making?

The Geography of Latin America

The Individual and Society

The Welfare State
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Dtaft...

(conLid.)

Grc::],e Ten:

Grad.=, Eleven:

To what exLnt have revolutions in Latin hnerican countries

resulted in progress for the people?

Industrialization

is Inr'ustrialization desirable for all societies?

is Chai,je Always ProdreyA

me

! _rope

ill'.,tory of Latin America

The Hi-tory of the U.S.S.R.

Communism V Democracy

. ;.i.atibn in La ti n America

Tourist Hap Interpretation

Social Studies 10 Value Issue III

Social Studies 10 Canadian History

Federal (a game)

Urbanization

Geographic Development ryf Canada

Frencn-English Tensions

C!iddian Ethnic Groups

Riel: Saint or Sinner?

Lanadian U.S. Relations

Study of Canada - Its People and Culture

Politics: The Art of Decision Making

Am Ar Indian

Cultural Conflict

Population and Production

Religion and Channe
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Grade Eleven: Geogrdphy 20
(cont'd.)

Sf..ddies Unit rd-Hi-2 XI PrAijiou 7hdnue

dud ReforLdtion

aat do mean by Trddition dnd Cudnye

Now Does Art Reflect Man's Quest for L;le

Should a Society 46intdin its Traditions?

Now is Change Reflected in Socal f-f.:spc.1 to Prohlc..,ms?

Social Change: The Non-Violent Approach

Grade Twelve: S. Union: A Problem Study

Soviet Union: Value Issue

Geography of the Soviet Union

A Suggested Approach for a Study of the U.S.S.R.

Soviet Union: Motivational Activities

An Introduction to the Study of the Soviet Union

Formulation of Understanding, Problem, and Minor Problems

Group Organizations

Study of India Using the Problem-Solving Approach

Sugoested Opening Activities for What is Technology?

Inferring and Generalizing

Articles on Culture: Change

Suggestions for Developing Objectives, Content and Evaluation
Strategies Related to the Decision Making Process in
Secondary School Social StUdies

Values inquiry in High School Social Studies

Development of Socialistic Democracy vs. Development of
Capitalistic Democracy

Economics 30

253
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Gritde Twe `joc: ii.11 Stud les UniL Grride 12 Conf ict. (Ind Co-oiwrat. ion

( L.d)
Worl d r

ind : In 14.,vo 1 i on
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V!!. A1,51:10,TA ;;OCIAI, ITMRAM ANAMH roRm

(Developed by 1. Auki, D. Massey, B. Connors
W. Werner, D. Wilson, and I. Wright)

1) Thic prooram is a Teaching Unit

(2) Title (as given)

Analyzed by

Date

Phone No.

or Resource Unit

Subtitle (as given)

Develop by School District

Group of Teachers

Teacher

No references given

H
Program is for Div. I II III IV

(circle)
Grade (if identifiable)

School or School District

The program is desioned to be used in the 2/3 prescribed portion

in the 1/3 "unstructured" portion

unable to tell

256
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1.0 ORIENTATION TO TOPIC/PROBLEM

1.1 From the examination of the unit briefly state what you thira is the

intent of the unit:

Hence the unit Knowledge transmissor oriented
tends to be:

Inquiry oriented

1.2 The major emphasis of the unit tends to be (check one)

Desiimative

D1 What was. What happened. (past)

D2 - What is. What is happening. (present)

D3 - What will be. What will happen. (future)

Appraisive

What ought to be. What ought not to be.

What should be. What should not be.

Prescriptive

What ought to be done. What ought not to be done.

What should be done. What should not be done.

SUMMARY OF 1.1 and 1.2

Knowledge Transmission
Oriented

Inquiry Oriented

D1 D2 D3 A

257
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.0

.1 In this section you have three tasks to do.

y;'K 1 n , 11 c t the major suti,, tan concerts tha t are

program.

ikted 11 coltr:o A retle0...L-d itc hi

,..u7gsted nra d on ': ii on in Res.nohding_!!)...C,h.:::nce (pp. "Z1 - 45)

r in 13 -

itn tua 1 ly deve !opr.=.d in the uni t?

llirfl A Column I:.

2.2 Ceneral Approach to Concepts

- Concents throvIn

__

rThnima 1

N_cat

Col umn C

Yes No YeS No

FT-louse

B - Concepts through rules

,csou-fte 1
-- roduct i on,

1 '''harket Regula Ei (A-7' 7
C

I defined by thre interrelated'

rulp.:

i .,,'istributiord __------- -\,,.,. Resource

Consumption].

Using the schemes on the
left as a framework for
analyzing the conceptual
approaches, indicate which
one best represents the unit.

C - Topical

Ted-LTE di nal

Ame ri can !

Ind ians Hcultur1

PrCi6TiTms
258

251.



2.3 The stra tegy of deal i ng wi th concep L3 focuses on

concept a ttai nment

concept forrou 1(1 Li cy;

nei ther

S!.!MMAPY (-47 .2 and 2 .3

Gener.:1 Approach to Concepts

A

Concept attainment

Concept Fo.-mul ati on

3 .0 "Should be" Val u'e'./ ui rja

3.1 1H this section you have three tasks to do.

Te]sk 1 - In col umn A, list the major value concepts that are
id8ntified in the program.

Task 2 - Are the val ue concepts 1 isted in column A reflected in
the suggested grade outl ne in Responding to Change,
(p. 6) or in Experiences in Deci s ion Making TFT 117?

Task 3 - Are the val ue concepts 1 i sted actual ly develnpe(:

the uni t?

Col Umn A

2 5 9

Column B

Yes No

Col umn C

Yes No



4.0 Skills

4.1 In tnir.; i:ection you have three tasks to do.

Tel!4 1 - In column A, list the m3jor skills that are identified in

the proc:rdm.

Arc 1.isted in columr A, reflected in the suryy?,,tr,d

ir. ResporAin(1 to (Chapter 4,p. 749;
, Deeisloh (p. 24)?

the listed acAually developed in the unit?

A Column B
Yes No

Hvolvemrt in Prdra,r, Development

i,nere student involvement in the

intial deve,lopment of the prograrr?

is there prvision for student involvement some-
wriere in ondon development of the program?

5.3 If y 1.7: either or both above, is this involvement

in the development of goals and
objectives?

(5.3.2) in the development of instructional
materials?

(5.3.3) in the development of teaching and/or
learning strategies?

260

ColumriC
Yes k)

F--1 L__1

yes ne,

1.7-1

yes no

H
yes no

I

yes no

[ 1J
yes no

253.



6.0 If I were teaching this unit I would consider it:

Useful for teachinh

Easy to understao

Well organized

Ideas clearly stated

Appropriate for student
Grade level

6

T,ele7s for teachirc
5 4 T ?

to understand
6 5

pocCy organized

ideas vaauely .',tated

6 5 4 3 2 1

inappropriate for student

6 5 4 3 2 1 grade level

Interesting for uninterestircj to students

students 6 5 4 3 2 1
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THE SOCIAL STUDIES IN ALBERTA -- 1975

EPOHT OP All ASSESSMENT

APPENDIX E

THE STF- VISITS -- INTERVIEWS AND OBSERVATIONS

;ntrodution Intent and Execution 256.

:jvHion 1 258.

.

273.

1. .1tor Thh chool 287.'

or Findirz-; 322.

325.

intorviews and observations -- were conducted by
ono For oaoh of tho grade divisions.

icipants were a:7, follows:

DIVPH,LC'N':; I aud 11

onnors
D. NaJaey
H. Toows
I. Wrip-ht

JUNIOR HIGH scHnOL SENIOR HIGH SCHOOL

H. Bal,-.^r

E. Olstad
D. Wilson

T. Aoki
L. Downey
W. Werner

255.
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APPENDIX E

iNTFR7TEW:; AND OBSERVATIONS

INTENT N7) EXECUTION

E

ne si e vSs:ts as r. FIned and executed constitute the third phase

.c11. dit t horins- activitie. The major purpose of these visits was to

;rcvi14 hael-:iround that would he usful in interpreting the results of the

firt-phase questionnairw; and the E:econd-phase document analyses. In par-

icular, thev afforded glimpf-,es into Studies classroom Life, the orien-

atien 01 tachers toward the new program, the reactions of studonts,, thc

viewe of parents, etc. Every effort was made to keep the interviews informal,

;recis accurate.

ralizations from these visits must, however, he guarded. Al-

:owl the ehoois and cl-isrooms were chose n o include large and small, urhan

1:nd rural, pnDlic and sedrate, they constitute only a small portion of the

irevineial lotl, and are not s a.istically representative. The observations

ew Itnder the Laud niy of strengths, concerns and implications

arc he rhuugl CiT a:. illustrative or suggestive rather than as firm

(711 ( 1,011,,i, in .,minatien with other findings they may well be valid).
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:11ring 'the lal tr.n day of 'Apri] 1975. twelve researchers working

in four Loat perons f.,acn for Division T. Hvision IT, the Junior High

MTh :chocj) visited 2 .'hools in and near Edmonton,

The acivl of ,lij1 researchers totalled as

Teaohor'p iherv;owe'l 149

i:tudents 532

rHmin-,rotoro 33

arents int-rv:eed 64

classrooms visited 106

Eirary/resource centres visite:1 41

!:;tudent projects examined 92

Tn:tructional programs examineH 73

:,il.rarian interviewed 16

Others interviewed 7

EMPHASES

interview protols were used for children, teachers, and

paren:F. (see. P-. to '2,3 of this Appendix). The protocols varied depending

un he yinp f the :;ohool, the time available for the interview, and the

Hophii--,--cion of .7.Le interviewee. Within these constraints the following,

:aterics7 of reacion were explored: intructional programs, local program

:repartmont of Education publications, program change, program re-

:our, Program (2%-a1uaion. These categories reflect the organization of the

p.)etinnnairs and of t:he dJ.)-um. analysis. They also constitute the format

nnc!er oi.servaHohs on the site visits, following, are presented..
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I. DIVISION 1

Traditionally there has been a strong attempt made to integrate 1hc:

primary Social Studios program with (-her Elementary School ,,:rogram areas and

particularly the language arts. Thu previous 1964 Elementary Social Studios

program, and prior to that the Enterprise prexam, were both strongly committed

to the notion of integration. However, there is growing support for the recog-

nition of the importance of phenomena which lie more exclusively within the

Social Studies domain. IE young children are to attend to problems which center

around personal and social decision-making, the need TO set aside a portion of

the day to attend to these matters increases. Tf a special pattern of social

science concepts is to be developed from grade to grade, and if children are

to be involved in value processing, it would seem there is need to handle these

matters in moro than an incidental manner as part- of the reading or language

program.

Research which indicates that political ideas, attitudes towards other

racial and religious groups, notions of authority and loyalty, and basic person-

ality development occur primarily in the early years and remain somewhat stable

thereafter, would seem to helie the notion that it is "reading and writing that

counts". Researchers in the area of child development constantly remind us that

children are not miniature adults. "What they don't get now they can catch up

on later" may not be true for young children.

Experiences in Decision Making seems to have made this shift. Although

the authors of the document would probably support the idea of integration in the

primary grades, they appear to make a good case for a definable Social Studies

program in the early years.
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INSTIWTIONAL PROGRAM'S

he (21,tr000 orwitionr; and interview; explored the instructional

in or,,r,11.Lin in Diviion classrooms. Repre:-;entative questions were

:

J!ut doe the program emphasize -- skill development, acquisi-

tion of factual. data or concept development?

;I. the program explore controversial issues or local problems?

is the program primarily designative, appraisive, or prescriptive?

How well is Canadian content being handled?

Hiere be u :ingle or a group of basic texts for each grade?

vi. What kindn of :](:,cial Studies program records are kept or should

be kept?

cne night expQct, the results of the visits showed tremendous varia-

n Provirp-e. From the teacher who indicated that Social Studies was

not prt of her prolram because she had to teach the basics, to the t9acher who

h-r heuvii7 involved in the examination of the proposal for a new pro-

vincial park, it was obvious that the key to the program was the teacher. Her

interoctn, enthusianm, and initiative were crucial. What also became

arn-venr wan that even the most anhitious teacher was rendered ineffective without

the ';upport of adminiJtrators, resource personnc..1 and instructional resources.

Strenrzths

(1) T'r,e team coul ! not hrli but be impressed by the dedication and optimistic

n !tin, T;t:' primary :3(:!lor,J to,Ichr:7, children and as!;ociated parents. The tea-

ohert , many w-r1 ing under trying circumstances, maintain an enthusiasm and zest for

teaching that frequently made up for poor or non-existent program support.

(2) Tlie amunt of time 'znme Division I teachers give to the development of

fliudien -(-)Framn is 'tcnsiderable. Many are involved in producing resource

it.; at the local level. Often this includes writing readable material for young

children -- a time-,onsuminp.
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(3) Where practiee, develo!Iment of valuin was effe-tivo.

(4) i,r:mary ei.ildren were actively involved in L;tudie

learnny exporion,:e:.. A v"He-7. of techniques VP'..1

ind n.slw progr..ms

21,0.

used in bolh ft r,.Hi1ional

:.uch hcse :-.1enec.h were !..-1-1

-:.!,;I.Uir-ib meri: . houl* th7 are not con:,,.;i:-:tent with the

ire st.1.1 e.cifv iw,erestet-1. and ih,-)tivated. Teachers felt

To :-.;Ffer a wAlity ':.,tudie program that would not hve

r,f,ssibte had they attoted rc design their own.

Tho use of the kit in some classrooms was seen as bein e,:,ngruent:

with !.h: of ft Lac.i a I 3 lii. ie program.

(7) Tho develor:mon!7 of a 7.et of s(hool objectives For Social 1:,tudies hy

ca wan desirble.

(1) :lany of the pro)..,,r,c's were designative in nature. -- focusiue, as have

prwrams, on "what "what is", or "what will be". Even here tLe

main thrut was on teacher-d1rected activitie.s, and not on student inquiry. This

appears ontrar-; to the inent of thc new program, which would mcve 'ward the

appraisive or prescriptive (i.e., "what should he" and "what rical ld done"?)

,and on student inquiry.

('2) For many teachem there ha:; heen no change from the 194 Tu-,ogram. They

are using, the same re:_,,ource:-; and materials wl.th the same orientation t:hr,t thoy

have alway w;ed.

(3) T.rimarv chil'ireu in the cl,isses visited are involved in dcci a

ma :Lng units. The ..T!xplortion of persOnal Jni social problems for the most 1,drt

is rir)t: being undertaken at this level.

Tiv, ,:7omf.K)nent of tl:e program is difficult to implement.

Th;, traditional_ progrm toisics mal::e it difficult to focus instructional. prcramF7

on prescriptive concern.

(5) There is, wide concern that the valuing dimension of the program is too

sophisticated for young children.
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261.

Manv ae!':ern felt that i program dio E:J,t illow for individual

(7) teaen,u,s, and in fact all groups, expressed eon-

,-:ontent. Somehow il was felt that the 4tE 7rade

= toji: (1-,:cr,..:Tio. in Canada )

c,-;raTJny, hi r:.-tory , and -

; their

y in benavion.H. This

ae-vities and ovaluati. procedur,,'

if. a new program is introdue,d on th

..,prier to 1.1),,: 1.,yogram it is replaciw, some sort compulsory

V e.lcncrs occur. It would seem tantamount to malpractice

SdncL:tion or local pro:ram administrators to allow young

pro.-TamL thai they have, by virtue of creatini, a new prc-

, our-date-i.

: r.daeil are expecli to devlop thcir own instructional

tar tIrcV as Hven in hool 1.ine. to ,,.accompl'i

availahle t6 explore ways and maans of providing -till:::

ef Education should consider making regional consultant:

t]v Their rcle a!: evaluators detracts from their us-fulne, in a

L(V.41, DEOGRAM DEVELOPMENT

::xp,ren:les in Docilon Making emphasizes the making of decision: by

w:to will afited 1)]: them. The program casts the teacher in the

s ing the Master Plan as a basis teachers dre expected

to develop Social. Studies units based on a diagnosis of the needs, interests and

alAlities of the children in their classrooms. Units which successfully meet the
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criteria set forth ih r_he handbook would meld two or three of the basic concepts

sPt forth, Rath's valuing u oc'ee. a spcifLe levul topic, a number of

skills rlu.ed to model, the concerns of children, the Interests of par-

t , and uvailable resource, into u unit which would resulT in ehildren heinp

involved in personal or ::;ociul action of some hind.

Strengths

(1) A number of teachers indicated satisfaction with the flexibility and

freedom tha-: the Master Plan allowed them.

(2) The new program has caused many teachers To be drawn into projects in-

volved in produciv, reource and/or teaching units which reflect the goals of

the 1971 program. This has been valuable in-service training.

(3) A number of local administrators have demonstrated considerable exper-

tise in involving teachers in the development of programs.

(LI) Satisfaction was expressed by teachers, in their capacity of program

developers, over the autonomy allowed in using the local environment both as

motivation for and as an Integral part of the Social Studies program.

Concerns

(1) The lack of scholarship in a great many of the units and materials

produced by teachern is distressing. Much misinformation is being passed on

to young children. The tendency to accent the exotic when dealing with foreign

nations is still very much prevalent in primary classrooms. Dutch windmills,

Japanese Kimonos, Eskimo ice houses, and berobed desert nomads abound.

(2) The role of the teacher as a program developer rather than a program

adapter seems inappropriate for many primary school teachers. The time, exper-

tise, and interest required to produce a Social Studies unit places an unreal-

istic burden on many teachers who are faced with the responsibility of managing

seven or eight other programs.

(3) Some program developers have exhibited a lack of knowledge of the 1971

Alberta Social Studies program.

269



;

263.

t":11 r,,-- was found that joint tericher/pupil planning was
\,7 `'hovl `Z;oria 1 S;turli

tcl nnn t ira.: van v.irtn.11 non-exi:-..,tr..!nt in the
.; t

) thtre 1), i "t he St udiet; progTam" for the

t 011 . t !I. I w..re I he Provincial levc.1

' ;

!wogr...m: Loth commercia I. and local ly

,t: !,1 u';0(1, irsvo rIct of ohjective!-.7:?

i n7, !In t -;cholarship of the m,-.iteri,-11

! ,
accmpl i Hied by t he Department of Educati on

.''' L'', ' t
who would hi! avAilable to revi I t.:3

)

, , polit Ica] :;('-ience.

111'7 :ihou f2xamlue wayt:i in which parruLu could

I i ( t: prop,rum dveloltr.-sn .

! H'uly,lia tso occur, , rip.)nQy ,;hould bo made

! ! ! yr,t: t. mft fit crOf-71'.11i1 construct ion .

i,'/E):117'/ I-Tib,'SCiaBb,'D PROdH/LMS
Ci' 'LIBLECAT_LONS

,! ; ; ; 1 W,r.-1111: : t rad i t -Lona Lly

! ., -1),u,1::01;1 . , t :1,par tment Eduf.at ion

,du,.at ed t he Provincial legi;;laturQ.

. ;i1 , prw,_ram l:Ifihodied t he ol ical program of

():1t-.! n,., whrt r ar, ly bound to teach , and in-;:ervi re

u! i t i .,%;h I tien L. in and ,-d-t:en t.hodologi ea :,ugge:.;-

t 01,T, , wry i c,n nt-vi prr,ram!,. fn (.1c-;c of primary :3chool teachers ,

. To thea Experiences in Decision Making
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An sh0J1 clearly and succinctly with

a ouLTintions. They should be de-

but not necessarily specialists in

-7
the Dn- of unit developmeu -ather

be available to

265.

" t,nk IlLs deve-lopmeht. chart.

LYrovIde a wide range of 111:t:., at

'hr the auspices of the school ISY7,61:

CHANGE

- of -Y,:ctIniT a char ge-over of Social [::,tudies programs IL

r'r J.iteh7: on 7hnn it haL received. it seems obvious from

primary tear.hors ar' ti1l teachinc7 the

understanding of the aiar. and objectives of

c, Is characteristic of many

, tho wort: of consultant:: seem to haye had

Lh...w>de level. Mot primary teachers are aware

fow are committed to f:eeing it successfully intro-

be IHT.le incentive for primary teachers follow the

.:ure from colleagues, the change does not \I)fft-2r

any adyanipes ih tormt of s.-ived time and effort, and the emphasis on

many flccH ',cal of the 1)asic worth of the program.
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Strengths

2nri.

(1) x,1-; tlrisdicH.ens have proviAcd relea c Time for toacners to

wor'r; on i program. Tn some ca ',This has d the;- now ',;efl i,..

an(1 comp re 1, IP! I riVrAV. T10:1t- CiF 1.1 tf i !: .

(2) i,irict-r.rebarod help ohango

easier For some teachers.

r:OilCC.2r7els

TG dil-i'erent program

(1) The change-over to the now yyrogram was not systmatically planned.

There was not, nor does there currently exist, any way of knowing whether all

teachers in the H-ovinso have heen at leant o:-:posed to the ideas in the new

program.

(2) Ono-shot workshops, institutes and programs seem to be of little

help in effecting changes at. the classroom level. These activities appear to

make teachers awaro of change, yet fall short of committing them to it.

(3) "Earthquake" program changes negate most research that has been done

on change strategies.

(4) Some teachers were meroly handed Experiences in Decision Making, and

some did no even have it.

Implicati-ons

(1) Any program clkl:Ige should he effected in a pJanned, logical manner

prior to and during this change so that teachers are not only aware of changes

but arc encouraged to effect change. This would involve workshops, institutes,

university or other courses and follow-up activities in the school. These lat-

ter activities are of key importance.

(2) The Department of Education should not presume that earthquake change

is either desirable or feasible, but should establish more communication with

teachers and other interested parties to explore the desirability of change.
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TRO(i7s.Aq ELSOURCES

r.::r:erHnees Tn Making places some unique demands upon re-

if I() ;nVOIVVd in exploring pemonal and social

there muL:t be maH,rialL; from which the value positions of

7:!.:y 1,e rugitive marrials of many kinds

newspaper articles, speeches, brochures, record-

iLd Eo ter,. srm t- the hefvt sources for value processing. Traditional

e a, -uch ;rovide -;cm, material for concept development and social in-

;, it y,:11 ,ple.tion, particularly For young, children, require explicit

vaiue-r-rden

Tne tet,-!ntion of the traditional grade topics in the primary program

an Hfusion ti!at many resource materials are available. In actual

ir, when the ide::s in the Master Plan are carried on in the classroom, few

r.he tradit.ional materials are of any help.

(1) Yome excellent resources such aL; the DUSO kits are available for

young children.

(:)) Many !:chool distriotr; are putting together, with the help of their

fits for cirr7ulation in the district.

(3) in:;tructional Materials Centers are providing valuable resources for

student and teacher use. Some teachers felt that resources were both available

and ai)propriate for their studento.

(1) There are few commercidl materials available,, that specifically meet

tho (-ds of the Alberta Social Studies program. Basing a program upon non-

v.ht,'hf L, ,ureen, or Up,11 Ltio;(; which must be produced locally, is at.best a

uuestionahle practice.
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(2) The ro"--...,oure-. 1 .,' nom'? di'...Ytr i"-..tn con.

31.'' i h 1 ,-1111 . I , :'

t. contl trej , 1.oni-rn first graf'...." .

"-11 ) .,! L, 1%21'.

H. stc-. !.. 3 !:'. H Lv tho Hc.,

cf . j I c!". for

: 7." ria : 7., :"/"71

) uot be i.ntroducf-d ur. 1. ;

11.1:r L:_; h:

) T'r.-.)vinci,.: mo."o ,,ivailable to local !ciCc; 111 1-

j lIOC tiThe! yoai.e Of 1.

rd!ri.

1c.; t" ,: 11'

..1:...1fl

) 1:- . I ; k -' ;

:F : 0

that t r
of ;.,

' ; yc"11V, 1 .1r.f.'n

seem to . Till Erue oL a proy,ram nuch ac 1:h.:II MI 3 ii ne,-1

in Exp,..-7 ",..,nces in Dec Ic :on , nyolv...n a thrul:". differc-nt Trom

that of its pr,_Idcesor, and in fact of any program Ip lanada.
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y

i. ,Cr.f 1: : 1 ti,-!f: been done almo:y.

- ,E,-ytb)n

.o!omotp.r,t on fbc. of Little OP :1,,P;:-;-

t

1

en-goinF. ev.:11u,--ition ni

r-bort InfT procedin.e.-,

of what_ ntudents had rH..I and

evaquticYn of tba, prim!'y grades

ni- 'ItHertaken. Tral-and-error attempts at tb

lo evaluaf:on pre,ram. Unit

ass r-iffed.

) ame resources on i programs yt:ar

si. , studrt 7,ut-

( T ) 7rocedures WePo often haphazard or ac gFmcw.:11.

l!tle infc,rmation corp-erning what students wf.:re

. 1. -oy wre pr)gresing.

(' ,:.:oncern regarding the difficulty of evaluating

thr, :affective domain.

should F,tudy methods whereby formative and

f:nuld lie carried out. These methods should in-

clude evjluaLion of used by both teachers and students, evaluation of

stunt ,,,valuatioh of teaching/learning activities by both teachers and
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s ;nts, anfl etudent and teacher ,,Yalet;on.

(2) ce-- prof'eeional development time should ho epent on helping program

developers diaehoetic, formative and summative evaluation tools.

(3) Pr, :rem development projecte ehould have a formdtive ovaluation ,:om-

ponent built into them.

(4) ievelopmental aetivi)ies ehould not be l_erminuteri tetion completion of

the kit or unit plan.

S M41? Y

Despite the non-representativeness of the sites visited, the Division I

team was struck hy ttle amount of variation in Social Studies programs. We saw

both quality Enterprise and "new" Social Studies programs, and very inadequate

Enterprise and "new" Social Studies. We were also made acutely aware of urban/

rural differences. Large urban centres appeared to offer the teacher a great many

more opportunities for professional development and the obtaining of resource ma-

terials than did the small. rural areas. On the whole we also found better trained

and more informed teachers in the urban areas. Yet the amount of teacher dedica-

tion and student interest in tho Social Studies was apparent in all sites visited.

What came out clearly in this phase of the research was that the teacher

made the difference, and that the quality of the difference was dependent upon the

human and material resources available.

It was also clear that implementation activities for the new program

were far from effective and that Experiences in Decision Making was not regarded

as a useful document by the majority of teachers. Most teachers were confused

about the valuing emphasis and therefore rejectec: it or interpreted it in their

own way. However, concerns about the flexibility of the program were polarized.

Teachers either were in favor of classroom autonomy, or wanted a far more struc-

tured and prescribed program. This fact leads the team to wonder if it might not
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, DpartmentT 1-0 htivo d I 1 e rna t ive proFrt-IM

1:!r-;;;.;)I1 .

Hit hi. (-,1- 7 new proy3H": itt, I

J 1- I. I 1 :I :(:);; 1 d file t r'

tt ci t t: tack t...f t, rti.r tippor I or

IN, 1,1, i Ii t . Many i=cacherc ,

LI I i :1 1.01.:)n (.1t,:c. ,tnel vt-ilttift;L

t.a.

',t corworpc:d I bat- i p chil.drccn rece LVci

Thwy wt.rt 1 of: h i ldren exploring ..ra !no

c:ortt :a,:k of I n form,11. I urt they received rei,arttl.ir

. t-x! pt I) i 7'

tr! t;-.. !;'..-uti.vir).. Pat

Cnc) pt-trf.2f I

; ; i, I 11: htJ t. ti orr.;.

V :I; IP t ). I ; 1; t,ti ntere:-.; rod in d71,1 ya ,-] by the jr.

1 ",1;;Jtj ! I v ):;, rieH ; t-0 :,1,.;;uertry of thof-;:t'? ot-:t "!_v

w rh

,,...t.r..tdux 4.1 tit- L. Id P1;ograuf.;:, Liv Itt 1-hc- it

tnt

1
How ,Toe:; Lc- Hwy rxpLon ceLir ;.!, cip:t

; plt; It ,r; rIo t Edi:hor in

: ImiLy or a :;I..t.ttly 01 iul Ot.::.11 ill Jo at t.iv Departnfttrt

:.itc',ti on or I ot....11 1,-;.v. I ,
; "r- t- 11 " or) .! i map/ progoarn.:. i

..1,11t-tt . r;!, 1),:rrrIO ui It itJitLor1;t Itt which

:*)1 ih 1. I I :, i("1?. r 1 iii ' ,ind haf. 1 i t 1,.) or, tio-

!';. i_rv, oil will t Lrit. receiv...-1 Li I. tic: or clxposure to -Ow
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NVHION i1

'
' ' ii !

I; -;1.: : :

which provid- a

mon. (Thvioch Hrec-

tra i ye or pre.3erif :Lye. ; TA:

i t

c.xclur. ivrlv Ort 7...:7i0! ,

.:: ; .:, d are: rhe ntr.rci

" I L .

: ".: ".1 trovc. r, , pen, ona pro! .1f

ohohj : -F in 1 drer act1n7 uoen 11,2 decision:. They

' r' ! i, VI h. W I t" ,fd .11,1e

ijsTt o f units and conceptr: childrer

t tLe ir -7chool career.

' ? T ery at rempted to e;:tent

- Ho ' ' ch i ' Parents . a .-rn o and supi:lart

f L,- :!-; roc F: ions set forth ir, :anAboo': .

vHt- that it narly impossible to speak in general.

The inst,nctional programs were as diverse as

Exce I lent e-,:amples the.

-;, . u:i `A sc.w "7,0e. :11 ftudies were n on . Poor

wen, a Ho ,(1 he Cound. At least two teachers tried

con the it: terviewers re Lurn to rote learni,..e, was essential for

280
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successful oc Lal Studie; however, many of t1e:1r colleagues etpressed satis-

faction with a proces approach to the Social Studies. It is within this con-

tet of confli r view:, that 1:he followirn7. statements are made:

3trenljths

(1) The enLhusiasm and interest of students in the program, whether it

was the old or the new, was admirable. One parent commented: "The gap between

the student and the teacher has noticeably narrowed". The obviously considered

this very desirable and attributed it to the humanism of the Social Studies pro-

gram.

(2) Where instructional programs more closely matched the Master Plan, it

seemed that trained teacher librarians played a significant-role.

(3) Many Division IT teachers are making good efforts in the area of

Canadian content. Tarents felt the 4th and 5th grade programs made a good con-

tribution in this area.

(4) Some school districts arc making an effort to provide continuity and

sequence in children's Social Studies experiences. Various forms of records

have been deyised for this purpose.

Concerns

(1) Many Division Li classrooms are engaged in Social Studies 1*

which are difficult to 11_1H-ify in terms of the Master Plan. One 5th grade class

spent tn,. year studying the legislature. Both the children and the t,echer were

excited about it, but the project hardly fits the criteria established in

Experiences in Decision Making. Another 6-th grade class was involved in a

university-like survey of European and Canadian history. Again, possibly a

worthy endeavor but hardly consistent with the 1971 program of studies.

(2) The policy of some boards in relegating the operation

library aides is unsatisfactory. These people certainly fill a

no way replace a professional librarian.

of the library to

need but they in

(3) Where a school district has created units or resource kits, these be-

come the Social Studies program for teachers in these jurisdictions. Often the

intents of the provincial program become almost unrecognizable. The program in

many cases becomes topic-oriented and focuses almost entirely on designntive

concerns.

28 1



(4) The decision-mdking thrust of the program is being.circumvented.

:pil/ty cher planning !:eems confined to the student selecting from two or

, topicY or activities. Teachers are still making almost all

ruetional propram decisions.

leherlihrarians 1:,Aild by. included in any `locial Studies in-

rams. Their influence -n programs seems lesic to the success of

(2) Th, services of a trained teacher-librarian should be considered

1.e successful operation of an Elementary Social Studies program.

The i.,th rade program should be examined. The study of ancient civili-

breaks the expanding horL7.ons pattern. Consideration should he jvea

:;orth America and South America.

(4) co.i.deration shouLl be given to include more specific Canadian content

al each F,r,71,7 .! eyel.-

('A Methods monitoring pupil progress in Social Studies grades should

he explored. This would he.,. alleviate gaps and verlaps in program development,

prohlem:: ::.ivolved in pupil mobility.

(c.) The eacher-pupil planning aspect of the Elementary Social Stu,lies pro-

Tram needs bolstering.

l..7)CAL Pi:OCRAM DEVEWPMENT

The 1971 Social Studies program casts the teacher in the role of program

developer. The assumptions are: (I) that unTess the teacher does the planning

he/she will have little commitment o the program, (2) that teachers have the re-

uired social science background to identify generalizations and concepts to plan

that teachers have access to resources appropriate :Jr the topics in

thc,.pr o, (4) that 1:achers thoroughly understand th- role of the valuing

proccs: in tIne Social StuOl (5) that teachers can coordinate and plan for the
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10V01.',77crtlit:!rit 0; ; Hi! ch

(7) th4r 00, unit. ,Ippr,Nich ". . 11,1:1-

7, ;11 :111,:l i 1111 H ,

(8) that tk!achor:-_;

fnr. roc 1.-.11

in,r/ ;r('py inJppropriat.,: ;o1- playd hi

Flc.:;:t-tnaro

) /1vo :11

eacht.A:. ! c 1 at.:::-...rr2.r..,rn Ii
u;., c!cy,:ino-ni..1.,1 . ) -rovide who,

t- t. bc.:tt

:71 Hr.! tri

( 3) r,n 1-0 ::T

for t:hoir

) 'cfs.'t .. . fc," ',
:Trom c1:3.:;:roc)n,, , f ccl :17:,:7'..);:i.11:,;(::".1(!:1

I t

(1) A :

ccrI F:ohool wPrc' '11Th
nf

r.)f.

of '..:rf,f,.!-h.-..!nd

C,in,icid :,tir-7(.7,7 crr:;,. i 1
h-od itstic,

-...-;yrnpa thy , or unden; 1.ho A1.1.,,rt a 1;11 orog-r, 71;"1 outl rled

1-..:::periencos in :,.(7..Hion
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'217.

- -)i- ho'h eonn,riran1 and evaluar.,,r

; I , : -..111)1,071'

thf!y had never !,c,en a re)iiona:!. hal

r f.. Ff2c.)rt . th(:. Province in

!-1,--11"1:1=11;'.. it H"!m'

erent wit.ioul. any

,iu.:Lity, or the eFfecting c!

vrillima n;.-ieg.

hired for Llementary

r trainini;.

to clevelop Their -)wn programs

eve sh-)ul be me , avaltele.

Of= !,bould to :-)roduce a ser:.es of

- renlieated jur:sdictions operar.le::

w:'

,] 1Adie2; p,:-.1m development center should be con-

1 cenTer would be to (1) de::.:ign models .for local

(2) as a demonstration center for teachers, (3) traie

4 -, (14) produce model mat,...-rials for classroom

!:(artme of Education should carefilly examine and upgrade the

fon r,iral Alberta teachers. The disparity between many rural

I-1-bae centers is unjustifiale.

( ) rey,istr7 d he established when, unit::: developed by local

' - r-vicw by scholars in the area, suuestions for materi-

::: ie(!.
e!.t.ablii with other groups in the Province worinf on

1:.1ar rhem.-:s.

284



DEPART:',ENT OF EDUCATION
PEESCRIBEE Ph()GPAMS AND SERVICE PUBLICATIONS

Tho inction ilde between the official prouam or studieL and a

service publication such as ''x!:)eriences in Decision iI:i ng dri..; not exinl for

For them, Experiences in Do:ision Maing is rhe logal program. For

example, the sample unils re seen as decreed un.i t.or ,Ich grade, not as ax-

amples of unit (levelopment.

Stry..nql.J.N3

(i) Some t. milers found Experiences in Decision Making useful.

(2) Teachers see and approve of the flexibility in the program.

.Conecrn:3

(1) Many teachers see Experiences in Decision Making as jargonistic and,

containing a number of contradictory statements.

( 2 ) Publications for parents and students are non-existent.

27H.

() Little effor ha% been made to let parents know about the Social Studies

program and to invite their participation in its devolopment.

Trriicalons

(1) Efforts should be made to ensure that service publications are under-

standable by teachers Familiar 4ith Social Studies, but who may not hay- special-

ized training in the rea.

(2) Some clarification of the purpose of a service publication should be

attempted. Me-i,odological concerns might bc.,It be handled separately from the

ral-ionale Ind content concerns.

(3) A publication for parents re "The Social Studies Program K-12" should

be prepared and made available.

(4) A series of articles should be made available on a regular ba-is to

local neWspapers re the Anerta Social Studies program.
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PKOPAM (AlANGE

pro).,,ram chang,e lb i \re dt best.

` pr" t another really et.lr'r 1,..d Out.? SOc:i.,-1.1. tbi

d,1.,,;;L; . Uhl (01,t21'

. I pff.wt.,1 , :ThCi61

ten lwen 61. the phi.loophicat Level, with the actual

prpii let! 1 (, individual teachel,.t..

tudies programs seem to have been tied to particular

H Hi H66 I:, this LO have reSulted in less than

,/aluaHon ol proram prior to imp lementation.

s' ' r...;

) c,!c:12t univ-H.,ity courses familiar with the aims

1 t 1., h)i).'

boardJ .,Eforts tu iuvolve teachers tEl in-service

: v ; , : n , , and resource I, it development .

)
oE many teachers is mal:ing the change

pro).,:ram more et-i'ec!ive than it might otherwise have been.

( 1
nu !ys1,7_,ma-tic hrovi neial program for assuring that ,20ery Social

/ill familiar with or traind to handle the new program.

worir..hups t tel only in providing knowledge-level.

in format .1..11 .Thont the i'.ros-m..)m. :1 b to be done at the commitment or

operatiou tevel

,erv

() ql.111LAIttc, hciVC: nade.juat,- Lime ',t) actually provide classfoom consulting

:It 6 :;Cti',,i1 1, totally inadequate in terms of real assis-

wr,ro ..tlerIL7 unaware of' the chang Soual :_;tudies programs.

They Hit somewhat apologetic about their ignorance of the program.
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(C i HIrft 1 t f I H II I I HRI wt ihi,t..

r ; '1: .. t!! .t

'cot i. rir I II y I

; ' i i - ."ar0,1(--
I , f i Jr, f,», I H,

1;t

" I 1, '

I HiN6 . t t t ,

t,7: , t.'H ,.-;hould '1]

rL'. TI 1;..1! rippcir r-;

IL;

) , CL.. :1. \/.

" .t,t .11 t.-(7) lot pare-NJ fr.1"101,./ TCFCrC

arent:n in pr,--Y-ram plannin

) .;hon 1 d ] 1 e -5Hr lc)ca 1 pporam -tnn L P dt-ve lu

(7 ''vulc'mcrio models t or ;-oc--Tam

r 11,1i joi

rom !;!It-D11 I i na Led durin5, thu pro-

, chani-Q rt 1:0;_lt,:liern to chanr,e propyiirn:;

wit to If li711.:: proTf.ran=1.

noGRAM P,TURCrfl,

Resource il,..trr,y)1:,1.1.:; f sr nom, fl-t_ary (19 ) provides as

annotated list of matals for the new program. Unfortunately the vast majority

of the materials listed, together with those found in school, are
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?%:"

) 1.

:.,:r-: ...!:

:" ::':

) d u

1
;

, ;`" .

( ' r : ; 1 .1" .": -. 1., ' : I :

...:.:117 in *;..

considr librar;o:: and

bi-monThl7 annoted pullicaT:ior. of: boI

od.-ra:=,1v expand rosourcr,:

cr;-:,cor :-.. in ordc,- for rup;31 1.o

o':,eritton may need to 1)

(5) Tho M!y tho lack of matriai.,. could be met by the

flocial 3,-:udies arrannements with

,.Lnduct,-d y t_he oi.i.Lials of th,, Depar=onr.

01) 'Tent',-r for aTy: ;;rorams could examine issuf: such as

mH-in!ormaon !;tereot:yp-, and ...diu'ost suitable r,r,ourre.]; for

In r.1.-

ff!5nre thc :.i-jemctmtA;rion of programs the availaiAlity

o nu T-t-able reourc.?:: :hould be carefully oxplored.

CY; PAM AT I ON

a cr'ucial component of anv pror,2m: `-hio is

recognized in Experiences in Decilon Making. Formati, eraluation, if it has

taken place, has been the responsibility of the classroom teacher. The traditional
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r ! r;
(1 ) t I. prey,r)arr, has t_ 1.0

":..;
virtuJlly total ly 1'0 *Lc

F 4 - i on ;hc,21: ("'l7tic'd (.11 Ty

Flt I (.11' ptir!.-.)ue more rol(-:vant

.: will,. in 1 he

ir reporLinF; 0rd0r )

7.0,H

; 1
:-.:hc,017 are providing chi I dren with the :tame rourc.)2ft

iC t )r, with 1 Je )--2voluation of the m.iteriais tr.r:d or-; of

'.., -r-rojj

)) v,ijdr! ole for 1.,-acher uso are scarce. The Canadian Terit of Basic

]uaf: mop reading and work srudy skills, but it of limited

/, :t 1.1:1,--t during p lot ing of the Provincial pro,4ram
provi ded irte model:-.) for

7r: 7. that" On jnstriiinerits.

) T;. Lchl,:o.)S.,:i: provid(-: where.1); formaLive ond

7.1;.1!, : 11()I.C3 -.' Thc.!::` r hod: ;7>hould

studynt, ovaluation of :A.udent

,Ictivitie:: by both teachers and students,

1,o-th )-oachert- and othdents.

,:ar, Full y , awl r0::ults widely

Hin-,'.! i)7-0g ra3C-1 irtpt,r9c,n1 Lit ion.

0) cowenent should be bui3t. into program development

ari )), ) C ion .

.;hould be continuouly upgraded by means of teacher
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fl!. li;U('P HIGH T'.TH001,

L,ea 1. r.',Iud

1. no LI loo." inH t.,(t.(;(.1. n

;
prctH::' c," ro iT ; ; r t, ion that ",c1-lools

a clear, cowsistent and de.fensible :-:vstem

Curi:L,,rmore, Le a i:teady emphal,:'..s on "free and ()pelt

iii 1,:aLL)TI of Individual And soeial vaThes".

,
and this were nut

i. I ii; V in

f'

iar:TAYIC7'I6NA1 PRO(NA145

t':; IA:11 on- widely di,;,.eminated artion..c,; uachsro

Framework for classroom instruc-;7.7.

dr'' iroN H Iii v,,riety .;ome are modified to suit irdi-

pre17,ented without modification

u. s ma e r t 0110-th15d t ime up!. ion.

the!r preference for units organized around

f.o level . The attempt it "concepts", however,

,.ohmon17 to ,jvc. w07 to an ompha;js on who was or what is kinds of infor-

-... ic, of factual worksheets that simply

n: or s`Y,.17! , rather than po,ssessing a unifying idea.

Th.. -.-,vera,:ie la .
tearlv .vident in class examinations and handouts.

For :z.-imp1e, tar i !row a ireoF,rdpIly unit indicate e%tensive map work --

produets, etc. -- with little at-tempt to apply

or relate such i.ec.,raphical Facts to an idea or to an issue. Units focusing on

294
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;hiv

Whi.le we ':y rTr halance and emphais and the i.-,ene-2ral

quaiity of activitio;; in valuin, we :3aw enouh impresive work to confirm a View
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I

) !it 1-!!' i! ". t!.! t I v!!!".' !:;1.("1: it.,';';.!.;!,

1 , i. f c!i! ; I ii ; ., ! OIl 0 ;11,!q! ; !H. i :!.11:;C ." or v.. s , I !

I. FL, !. !,,! I H !,.-!!!

1!! i ri: .' ! Lin

".:;!!!!.!! ' .1;

'le

! ;et.

. 1(1.: I 1.. t!

!.11.t,' Lii. ;' ;:!!! -;

ti!!!.; 2.!1".:;r7.. L'.' .

r::)1c 1!.. ;

1 1111;,o-r'' tnt r.11 YE F : ,;;1",.11

(i) 11.,-(1!' in in-!*rvic!.! 1;()t-h f,)r

tea.;"l;ors, ou;',1-0- similarly to he studid.

(14 ) i(Jr 1 o. 00110151 .11-, 1,0-1 h lie-

;;;;011!!1 noi,otiatc!cl. A four 0'cic),-..4,

for ,.!enrive;; me-1 teachers nf opportunity T.o mal:e use of-

service's .

( ) !;1;ritild Li mon: r' Frill lo ci udent interests and local needc-:

(value, or t..)rit-%nt!-!!!) r,:.ther t.;kin to -t...4,-"h!-",nr,;' (e"i

t ory opt on:; ).

LCCAT, PECKNA Dit..,7ELC174Fiv'T

A ellaracteristic response by parent:3 to questions as to whether they are

Involved in proram planning is "not really". A characteristic response by stu-

dents is "not very much". The toehero, say most of our interviewees, do the

pT(7.,?Y!In.

We have described (above) the main ways in which teachers make use of

units adoption, adaptation, or development, for planning purposes. We have
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2q1..

:.f tt; -! ill ! jitit! ; t tr!" 4 111t

t teacherr, and , awl ol- J., opions.

-7 u''t I I: .u,ated Ii .;(H, Cl 1 ;twleut par--

;
I ht -i Ii : It, 1107 1:-;:-7,41,-;" Or ii !Jahn imp :',11MAgle.

n excu.-;e fhe ir 1 ae'r: of dirc-cf in-

;' c N;;;', t.hat they mai, the ir inf 1 uerwe ielt

! , t hrough home and g.chool runtacts , tlirough

u-ue, or v fj I ndieat iory,.; of a p provril or non-approval vi.a

Ind clic! i.-11,10t7 St-Ildont.t.t however , are 11101.12 fin-

1;,. i F nc)t act 1 to pro1e:-;1. tiir lack of involvement

in;, d isfact ion not only wi t:h refipect to

rie- ", ,t 1 };: " t ic two--th

1 in many (!aez., school an 1/or regional teacher groups are engaged in ef-

;Ay 1...nt-tu-pri:;e:..;.

num:,er L iictirc ci. cr t'1(.j1iil teacher groups solicit

7 I. lit.. N eurrioulctm planning.

( )

tt t I w c.. : , uderm ccliooi. and/or. curriculum c!ommittet...!;.;

n 1 ty group:3 are not involved in pro-

, 4.(-)/"Ir, eyu.

; xeeLf generally excluded from -the plan-

Liv. C to :.;elect issues for individual or

.:Tro;iv

(1) cIcol:c c.lcil1 attempt ro create broader opportunities for public in-

vol..f:,mont plaunini;. TIW: would nol mean that all parents and public
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(:)) II: .1 rit.:Hp:
"Hol-

rarrt,,., of icl-a!; not Lin(1,.r H. old roL.ram.

( 1) teach, r: 11

t. i c I.:* )1, uoc,

(2) art Ar :JJH

!()r th,
. i4P.7,'

'r,ri -fed or prparecl,

itr(trtif-: J 1L ( iv.:1-i.!) und-r TOL:truct Iona] 1..rngratm--; an(1

!;11 1. under :ar rit 0 f- ION PuLl i C,li, OnS [Mr i LC,1 I ionic.

Piin;PA2 fiE.(701J:?CES

,.-;t3 to a 1,r,-)ml :.;[ trum of re Puree materials is elearly crucial

to the succes of the new program. This is generally understood. Indeed, most

teachers and liltrarians nave made special efforts to acquire for their programs

material:; !-],-yond textboos pampluets, periodicals, report, television pro-

grams, audio-visual and audio tapes, filmstrips, pictorial and graphic materials.

S,trenl-Itho

(1) The resources .,ituation broadly (perhaps partly because of special

allDcation for the 'ocial Studies) ranges from adequate to good hoth as *r,

primary material hr)t.1:1-'d in cla3srooms, and broader reference materials in

(2) -teacher:1 have attempted to he .clective in their choice of re-

source materials -- relating them to specific program topic::: as well as to the

program generally.

(3) The instructional media center begins to errrge as an economic and
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:" ft. 1,; 'rT/V 1 1,

.0;!..,

; T .

1

')q5.

1).-2t.n uncluly Or tii(Jir

1 ir:.-1,k,cluat.ely !:upplied.

rano and aeguacy of maerials, there are serious

d.LtriLution aryl access. These result in part from failure to think

'
;'1.1c.,n.. of -latc:rials (as beuween library and classroom), and

rf: Ce ,c,usinc: (which hinders availdbility, promotion and

provision of suitahl(- Canadian materials.

-
ill .:nderprivileed :_xho(Jls and classrooms must be broup,ht up

tandard. All m.:t be :Lupplied with a sufficient stock of those varied re-

:: Cu r:ae 1.road approach to the Alberta Social Studies program feasible.

fl) 1-1, I. ilities, n0,-)ly library space and equipment, require up-

, ;

( 1'1 :eheols need to re-examine the relationship between libraries, resoi .oce

r
n,e1 , f-c) TO better coordinate the purchase o. ma-

rH1. and lo imrov- ace( to them. Tn many instances more effe-tive consulta-

rh beuween unA teachers. (Many library holding:: appear

h- u,:d 1,7 sudents.)

(-) Macher I:;i" Pfoi rlion as to the r.inc-,e and availability and

:F

In::tr T. : (TT IT1 C'c 1,./ in rur.il arean.) warrant further

ihere is ,-reat variation hero. Evaluation in some schools is rigorous.

:r , plac at all, i- bas,.'d simply on the ci-)inion of
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(1) ind ()1.7 valuat ion .

LDear m njniaJ n des4,,n and only in

nn-t tr1:1%, :

(1,..vt-1oprnerrt

not ,Appe,lr to LP 1.111'1,!(.1 by

1: i rlt-t evalua ,;rn,-; dure- hnt rather fiy ('-lc her r<-

;

ind cDunl 7 cl H 17.'1.1c:A s appear to sponsor numerou:: de-

o t
!nd ro Le directed Loward new developments rather

-han improvement of existing programs.

(T) There L; nee(1 to bu;ld into the program formative evaluatim activities

(beyond 1-,=!ocher :pinion':). and lo
make available teacher time and resources for

this tas.

(2) The Department and school districts should be more concerned with the

role of evaluation in pro,iTam development (as distinct from new programs).
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2'13.

IV. SLHIOR HIGH SCHOOL

The ex;lec-::ation of the Department of Education for Social Studic_

ins!ructioN exppenned in the Program of Audies for flenior High Schools, as

Follows:

Eiy activly confronting value issues, students will come to know the
ideas and feelings of themselves, their peers, and the adult genera-
tion; they will deal not only with the "what is" but also with the
"what ought to De" and will have the opportunity to make this world
a more denirable place in which to live. (p. 131)

The Department's prescription is that Social Studies at all levels

should be concerned with three modes of inquiry based on the basic problems of

wha ohat evht to be and what ought to !ic done. This provided us with a

basin for interpreting aspects of the instructional programs in the Senior High

Schools included in the site visits.

In interpreting and assessing the instructional programs in the Senior

High Schools, we utilized the concepts of verification and validation. By veri-

fication we mean the interpretation of the variance between the instructional

programs and the Master Plan (Responding to Change/Senior High School Program of

Studies); by validation we mean the interpretation of the variance between the

instructional programs found and external criteria. This approach enabled us to

identify strengths and concerns of the instructional programs and to draw implica-

tions.
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1,7,-.:Th7c [1 OiJAL PROGRAMS

leparter:7 of:fieial and :;orvice documents (Program of Studies for

!"ellol:; and 1.1.e::pc.ndin;; o Chani,e) set olit gerieral indications of

and content in the Social fltudier., but leave the detailed programming

:or r.:ct ion o teacher ,.ind clars , with the prescription that such in-

.1curaional "consi:-;tent with the objectives" outlines in the major

n tnio oo:.ton rei,ort, the following aspects of instructional

; ,11;;; I (]c

Program Emphases

In:7truetun::d Portion (one-third time)

Teacher Commitments and Attitude

Impressions of Pjrents and Students

F.!.1P1fA.',F:S

(1) in terms of content selection and teaching/learning strate-

i-e i.en-eived L,achrs to Le the program's major strength. The program

.1,lai.ted to accommodate l.ocal concerns and interests. Topics specified in

:Yoi,ram of '.;tudies/Responding to Change are not perceived by parents, students,

an.1 .0aehi.:r interviewed as being restrictive. We found, however, that teachers

interpret tne prograr: in a vari,,ty of ways.

(1,1) Many t,--?achcm paren and students interviewed were supportive of the

t-hr. !--1,-ii11; of problem solving, critical

and valuinE.

(t) The ronmporarv orientaion (7,f the Social Studies is a source of con-

und enthu.-Hasm Among ::;tudents. Social Studies appear to be

o71 new -111 ;17 f increa-. nc7. popularity among those students who

ori-nt ir-ion in most of the "value issues" in Social Studies

10, in the unit on "Population and Production" in Social Studies 20, and in the

":: An.] .stems" in Social Studies 30.
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(1;) . and cenc erns is well -Is teachers' interests and

predisppsitions can be in7orporat-d into programs. ':!e did find th:lt the involve-

ment of student inter. integral aspect of program development was in-

'pt.iSl tn, st W,C; heing impl.!mented by some teachers.

( Li: oi1 5 CI; thr J..7laVO aspects

progTam (i.e, infermatnicn ivilig thru:;th traditional forms of lecturing,

) t ill in voye. The ,3/.7::;,,../;;;:z7vc

:,ectfl the pro.gram are only L...glit3y in evl'! -ice: valuing processes 5:::veM tO

5,: MI inder:;tctc:l ot reTh( , g,any. The preccriptive aspects arc_: virtally

ignored: :or in) t on 1:1).-n promoted.

(2) Ther e tervi; to a usi.71isciplinary (primarily historical) rather than

ephasis 5057 situatins. A large number of the teachers

ntryieweri arc teaching. historY rather than :ocial Studies. This orientation

'cmards history is especially evident. In the Social Studies 20 unit, "Tradition

aT-H Change" and in the Social fltudie:r; imit "Conflict and Cooperation". Crade

10 value i!..;sues are also approached by mny teachers historically. Teachers

justify this emphasis by stating that the value issue approach lacks rigor and

bael-ground convent needed by students.

(3) There is a prominent feeling among teachers and parents that students

do not know where places are located: consequently, geography is perceived as

'an important aspect of the program, especially at the Social Studies 10 level.

However, geography, as taught, s largely a recital of place names and physical

features. Rarely is (?conomic or cultural geography utilized.

(4) A "report syndrome" has resulted from the Master Plan's encouragement

of student involvement. Almost all research for reports is interpreted as search

of information on topics, and is conducted in the library. Seldom is the community

used as a source of data.

Implications

(1) Tt iTears that teachers find difficulty in implementing the appraisive

and prescriptive aspects of the program: consequently, a designative stance is

taken by most teachers. The Department should consider new ways to foster teacher

commitment to valuing and to social action inquiry.
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_

. .

'jr . ,11:1_,e.,-irs to be ra ed for

1.1me

prc-;eet.

by

Hon!: cnrri-,nt even-L.,

-r-t '

:. : !Jpo:-. rhO t-opic:-:

ir.terviwE,d

wr l-aff:le( tV yl

of 1.en.,1,(I.171',.7 to CLanc.--:.

301.

Lf f;Tuden:

t rC ';r; men for r .orcl:7

wo found that c..nc r.rmlp of teach= Ir. a

o;- all ?.-7.-1ects an(1 toricr-: LA7

th j1 Social ft uhino. proiTram vc ndividu-

: ::::udents complained al,out tot. ic ovr..rlap

gnIden. 1,Ibrariam7. .-nIggested thaT .3c.me

ortion) !..7.eem "overworked" by teachers.

(1) q11,-2 P,Tartrent of Education. the ATA Social Studies Council, and Univer-

ity p, T-Ionnel ahouiri d,,velop in-:-;ervice and pre-service progranv, that focus on
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302.

the intention of the one-third unstructured time, and on ways in which euccessful.

(eaeers Lave .levelepe(.: a teacher-student jointl:/ planned program.

TT:AI:HER COMMITME:ITS AND ATTITUr:

,:;1;pen7t710

(1) There is evidence that many teachers are eommitted in varying degrees to

the new '1.ocial Stees. Most. Social Studies 1.% teache-2 interviewed indicated

general satisfaction will the value issues that comprise the content of the program,

althowh they had some reservations about the relevance of a few of the options.

(2) Most :ocial Studios 20 and 30 teachers interviewed were supportive of

topien of the two preucribed units.

/..:oncerns

(1) Though a large proportion of teachers express commitment to the new pro-

gam, it appears that they aro more inclined to adopt the themes and the issues

than they are to adopt the processes of valuing and inquiry. Although a large

proportion of teaehers approve of the flexibility in the program, many of them are

overcome by its implicatione.

There are a number of reasons for this state of affairs. In the first

place, many teachers of the Social Studies an untrained as Social Studies teachers;

such teachers almost inevit-Ibly fall back on textbooks, prepared units and the

student report as the hases for instruction and learning. Also, many teachers

lack the expertise in and the time for program development which this program calls

for: as a result, pacaged materials become attractive. Finally, many teachers

claim that teacht:r edneatin program do not prepare them to cope with the demands

of the new programs: as a result, when confronted with the realities of the real

teaching situation, they find it necessary to depart from their ideals and search

for alternative, make-do, approaches.

.Clearly, it is a complex mixture of attitudes, commitments, and pressures

that makes Social Studies teachers respond as they do to the new program. Most of

them feel they were "not allowed in on the plan" at the outset; most of them agree,

nevertheless, that the basic ideas behind the new program are sound though in

need of refinement and clarification. They accept the themes and issues; but they

find that the task of development and implementation remains extremely difficult.
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(1 ) There are gr,Ta) differeuees among teachers in the way they define

geog,ranhy, as rmilti-disiplines, as cocial

!al :e7ene , and so on. These differences have influenced the

rieeptaii,- and inplementation of the program.

303.

) ?:(;ttly dr;(1 ou:HiH3 ori,fltiLtions of the program are not well under-

mhhy Leaener. Major diffieult:es are experiL-nced by some in attempting

'71!. -ions (a n inquiry alyd valuing from Responding to Change into

;Lrogram Ljanninp and instructional procedures.

(i) :rid pre-service programs need to be developed tc provide tea-

and ,,,thd.nt-t,ac.hers with conceptual tools that will allow them to view at

i-Jevel the varietie-) of forms of iniuiry that can exist.

T :flTcf TONS OF PARENTS AND TUDENTS

:',.treK(Itha

(1) generally, students and parents perceive Social Studies as relatively

but difficult to teach and study in comparison with other high school

':ublect . The greatest, parent and student interest in and support for Social

L:'.t:udies was expressed in those schools which have successfully implemented a value

and inquiry oriented program.

(L) ihqause parent- are not very familiar with the Social Studies programs,

,eir impre: sionL, arc gaite vague and their recommendatic7s are general rather

an ,tect,Lc. ',ome parents, of eourse, deplore the demice of history and geo-

as "stuff)) mademic thought. Others, however, applaud the

u on centemprary issues and express gratification with their youngsters'

rns P present-a7 affair-L. Al! parents advocate "more Canadian content".

( / ) I u d , n ) re ietieh., are :-Imilarly mixed though for different reasons.

"1) 'fll,!,-Mt the Ite of student input into program development and

,-nts resent the emphasis upon history and geography

and rtJ.Leat-c that they prefer an emphasis upon contemporary issues. Many students

- aivrly o the "re: ':yndrome": they believe there must be other ways
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T)11.

of achieving :;tuderl invc.lveiTenr and 1,;:cnot.ini,' individual inquiry.

DEr,licat

(1) Wf: had dilficultv finding 1,rnt:r who were- in(ered in discussing

'12P': also ,:x;:rv. concern ovc:r lack of succe::: in

acAlievir,; any 1.ari,h1.1 ir,yelvement 'Ln lh- 'cogtam; they also expresed dc)ut.t:::;

and f(.a:liliiit7 (A- such att,Tipts. Careful con:.id

tier ned tr_ ,iv,n to b-.0-11 1:alic-)n.11,, and apppeachi:s preg,.,ntly used to intorrn

r1; tamiliacHe var(nts wL!, new :rc_am:., and t7c involve parentr; in apects of

di,yeloit and ,valualion.

P [77'0T1711%!

!,7iste Han (Program oF !t-udies for Senior High Schools/Pesponding

tot) list:7 the aims and oH1cLiws of the Alberta Social Studies as "a

general indieaLion of the proee ses and .L:on tent of learning opportunities in the

hocial ':LuAfts". the Master Plan ho]ds each teacher and class responsible

FrYV detailed Harming of ::1:Jrncti(mal programs (Program of Studie:::, p. 133).

Local program development is a key feature in the Master Plan for inr.truction.

We see in rhi prescription at Least two basic concepts. First is the notion of

"decentralization of program development", i.e., personnel at the local level are

held responsible for detailed instructional programming within the basic framework

of the aims and objectives.

Second, since the Master Plan holds that "schools must assure the explicit

responsibility of cooperating with the home, the church, and other social agencies

in helping students find how to live and what to live for", it is clearly implied

that the eommunity ought to be involved in program development activities. Hence,

one requir'rTcorft of- the ne',1 oeLa] SUidi es ,s that program development become a task

involving not only teachers, but also students and parents.
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tiLrd un-,!.ructu! !

time" prescription is, in fact, a device

ihEvii;uai :pidont br_ allowed lo pursue al. least a

t.ro;:,-ram according to his own choosing.

: in!erv:ew. wi_th cireri 1, Judents, and teaeuers, we

prograr:

I t .h!.!'_P!!., of

.Activit;:es n Ic Pck,ols we villed.

ou, we a wHo varialion ir the range (i,f loca2

I found tlat in about half of the nih: Nigh

level el Social Studies program development

t.h;a1: most of the teachers were conducting

vi: in V..;t:o7! to their regular teaching duties, the num'ner of

'n irogram developmont may be regarded as reasonably high.

wr 1.1(' found a hi7,1-I level of activity in program

7 mc-ivated and committed t:eachers. It seems that

.H, ;opmen. ictivity is the presence of commHted

thi.s commitment program devpment activity woul
,

:ty) wi .
a igfi level of program development activity,

"ivenes!;" which seemed to change the whole Social.Studies

WLen students were asked to rank order major suLjorts

';tudies ranked first or second .

developmental activity was designative: i.e., emphasis

iO5 en the topical and factual knowledge.

central arrahln of the now program is that program develop-

.- rc-rv a qldeavnr -- involving at least teacher and student and,

re:eral.." teacher , ,tudenrs and parents. The one-third unstructured time is,

in fact, a device for in:.>uring that the individu,s1 student will he allowed to
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3-06.

pursue at least some learni.ngn oF ilLs own chooning.

ve-.7

.

iicwever, we have foun,1

(3) A eoneern t.t,t ,acher: 7). y ].-7. 1"

-t

Me,-;t: --et;

ITN

of ih:ltrumental

ac'.t (:f resolirces -- time ant IHn.t. 10 f-cert .::onsidere more

crucial by teachers);

cf consultative assistance in program development activities.

(1) Tt is apHrent that many teacher:7 ore interested in trogram development

but lack exertise in such activity. If local program development is to occur

in local schools, prevision mt_it- be made to provide service programs to teachers.

LIuggested are:

In-service ;:rog,rams: teachers organizations, Department of Education,
Facultics of II:ducation might launch in-service "local program develop-
ment" institutes;

Pre-service programs: program development skills might be included as

a part of pre-pervice teacher education programs.

(2) It- is apparent that many teachers who are willing to be involved in

program development are unable to do so ,bocau:ie of the lack of time. The time

re,mirements of program development as a part of a regular teaching load should

be explored Ly admjnistrators and school boards.

NAn'TEI': PLAN AND SERVICE PUBLICATIONS

The Program of Study and parts of chapters 1 and 4 of Responding to

Change are prescriptive. These handbooks outline the rationale, objectives and

topics to be utilized by teachers for planning their instructional programs.

Service publications include Pesponding to Change (chapters 2, 3, 5-12)

and Resource Materials for Social Studies. These documents interpret the pre-

scribed program in terms of method" -f, teaching aids, and reference materials.
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ere:, eit,ed to)eie aTel the rationale and oh-

- :Teeihied ;n ne hanj:e.e-e ere eummarieed in this eection.

pee- te-,O t op i es appropriate for each grade are out-

1e, !. tere 1. let ti et: Yee teend Le (..:hange.

307.

fl) topiee appear to he accepted and implemented by most tea-

in tudiee 10, we found an emphasis on the following

,
lee; ree;one diei.e:i;v, poverty, urbanieation, consumer problems, national-

h t-achere erel etudent.: indicated consistently that at the Social

e .. Ivt._ they feeee on "Population and Production" and "Change vce-sus

ec_tei,1 indies 30 teachers were satisfied with the prescrP 'd units,

'Th.tIlical nd teer.emic :;ye:ems" and "Conflict and Cooperation". We c_. luded

ih trueeHhal erorame 'in the schools visited reflect a high deg: 7 fi-

:, le-, the topic: sreeeribed In tee Naster Plan documents.

teacher:: were eupportive of the content of the handbook in a

viriety ot waye. Some in.lieated that the handbook wae useful in providing a

e.eneri orieefltion towerd inquiry and valuing; othere indicated usefulness of

t. it- provided cii direction, still others because it of-

r,',! A lerate .leeree oF eenen :e yuidelines in lesson planning. Teachers,

e .weves, ;r) is lemiiiarity with Peponding to Change.

':)ely ell. :eaeheee, Ion S and etudents interviewed were very favor-

,S1- r. rattedian acoont th f;o,:lat rtudies 10. They indicated support for the

ef 1;i'e ertvlente aro able to examine through the

ieelee li:1 ed in the Progr.im of r,tudies.

();) eeme eeneete teachers have given serious attention to the question

1 'v. Into or or)ice for .:)udents, particularly at the grade 10 level. Some

.efle: :-e-Leee were ceneerned with the ahstractnese of some of the value

7, 15 uiH.h !
earticutarly,the issues concerning multiculturalism,
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bilingualism, regional ,!isparity and foreign aid. Thee att,--mptw.1

to mal-e =rr con(-rte: for e:.:ample, valu

with multioulthralism tran:7formed into u case study of an appropriate

Canadian othni ::,roup (i.e., Huttrite'.:) and its relarionship to th doinant

(:)cietv. '2'.2ch adaptive evforT-; are encourai-ing.

':;112.(n.

Th;:re some eviden,.! ':u.,,;gest that the over-all program may, 7n

';ome respect...;, he lacking in seauence. !,tudents in 10,

For ,!xample, appear to lack the haic knowle(!ge for dealing with the (7omplex

(ssuf:.:: they f-noounter in cours.

Althouij: many F,1-,de 10 :::tudonts sp.)ke positively of the 1:(Plaian con-

!:ei':t of the 'ocial fltudien 10 rrwram, many of them expressed serious concern

ahout h,, limited -mphasis on r2anada in grades 1,-9, in which the program is as

follows:

Hitorical Roots of Nan

(rade 7 - Man, Technology and Culture in Pre-Tndustrial

(-0" - Trohnni,gy anci in Afri-Asian Societies

r]rade Man, Technolovj and Culture in Western Societies
(exeluding Canada)

:;tudehts were not implying rciection of the topics listed above: many of them

expressed approval of knowing about regions beyond Canada. T:ather, they were

concerned aout thir uf inowldi7e of Canada, and deplored the fact that

they seem to know more African and Asian countries.

(3) Social Studies 10 students and teachers interviewed were in general

favorably disposed towards certain of the value issues: urbanization, and high

mass consumption (interpreted as consumer education). However, they were 10.:Js

favorably disposed to value isties on Canadian national unity, bilingualism, non-

alignment and foreign aid. Some studentn and teachers regarded these as adult

issuos relevant ro some stu'ents (usually the bright ones), but non-relevant to

the interests of many students. TeacherF., indicated that in attempting these

value issue_: they had not be.,11 successful. in generating student interest, and

would ii(.t:lintf' to emhar on th,

Many indicated concern for the difficulty level of these issues. They

were concerned that studentn lack the knowledge base required and interest in

dealing with "difficult" topics such as national unity, bilingualism, non-alignment,
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:109.

T.() rja1n cc should ho frk..1 r!-1 2 : ,

!rhouild bs

2:1.2 for the difficull.y level. In suer, re -

51
' F1,-)r

)
. .

was the freedom tile document-:

1-.;ve.r7 4ho wa-, conducting a z..:w.:ces::ful

favoTablv the valuing and inquiry orion-

H.oeum,nt;-:.

)

C.1no teacher stated:

and limitation, as do mot.- programs. However,

and democrat lc vitlues and if one feelf:
nuc t. given guided experience in the complex tat--1 of

H,en one 'lhou1:1 :::upport tIlis new curriculum. 11.

.cailefjrsjto ;.:tep in tly, riprht direct.ion, par-
:71 with the. old course of .studies.

.:esponclim.,, to i-TiarilFe.presented

V.,:.t:-;tor Plan, F:(..:.;pondini: to ChanEe, wore mi.xed.

7:: 7; 7.V). .2n.1 u:;eful in its tr:7:atment of iThilosophy,
lound it vw.rue, inconsi..;t:enT: and :_mprdr.-.7..ic,.;:i in

r wL,t L'.;ac crs considered to he the ntren7th:-; and
0105ce to unanimous :in their ooiniorc that

-T-uide to t,2aching dnd to pro-ram

documnt littLo mor -. than to the

courr-;es.

(1) nec,d for a fundamental re-examination of the program's basic
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philosophy -- followd Ly a strong reaffirmation or modification.

(2) There i1.1r need f-or a more acu,rire definition and description

of the inquirz! and 0,:z%aiX, orientation:: of the program. Unless these are better

understood, thy will be ;:assed off as "]argon".

IMPLEM0A';' JOTI AI1P SERVICE ACT f VITT rf

The following intentions are clear:

That implementation activities be shared by the Department, school

.in,1 teacher:

The 1;opartmen: of Lducation develops lists of objectives and curricu-
lum outlines in broad general terms. In the school system, and within

a specific .:chool, it is expected that further sp2cification of ob-
jectives, content, and processes will be developed. At the classroom
level the curriculum "comes alive", for there, under the guidance of
the teacher is where "the action is". It is at the classroom level
that interaction between the curriculum and the student occurs. In

the final analysis, it is the decisions and expertise brought to the
learning situation by the teachers that determine the nature and im-
pact of the curriculum.

(Responding to Change, p. 50)

That implcmentation of the general prescriptions provided by the Depart-

ment (see Responding to Change, chapters 1 and 4) be the responsibility primar.ily

of teachers:

In planning and implementing the new program in social studies, a
teacher's primary concern is an understanding of the theoretical
basis of the curriculum and of teaching skills for implementing it.
To achieve this understanding teachers will need to participate in
activities which foster their professional competence, such as in-
service meetings and workshops, study groups, visits and discussions
with other teachers. The reading of current professional references
and periodicals related to social studies is recommended also.

(p. 50, emphasis added)

Thar familiarity with the program initially be achieved by means of

werlflhops, and the h

That activities be provided by the regional offices, Department publica-

tions, A.T.A. specialist council, universities, and the central offices of school
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,/r )....

)

irle! )11di,.-,t-1 them to he more or less successful

w- concluded that a host of FaHors were in-

iHt e Ifik; ,:ommitmet were judged to 1-). more important

'r,71.11.1.1. t iv (. :-.crvir:c2 in the achievement of success.

') ased how Limiliarity with th c. intended program was obtained,

.,,h-t intervl.Jwed said -,..hat workshops conducted by teachers who had

Hpiomenred the program within their own classrooms were of most

tea(U:ers interviewed were, on the whole, complementary about

the IU,!vincial Ithdies Council to promote the implementation

. new o.--,rar:!. teachers p:articipated in workshops, institutes and

of (-:onferanc-s hdid
1 the ATA Provincial Social Studies Council.

( :1
;7rohp activity seem more productive than i 'ividual

ucivity. Mos, schools in which the program was implemented most

had u o Ll Pt a..1flies staff who were committed to change and worked

'_her is icint plannirw. These teachers perceived themselves as being in

wi7h .!;P;'' philosophy and set of goals for their de-

They jointly olanned and .:,valu-ited programs. Continuous collection

resourc- materials, nieh a7, newspaper and journal clippings, was

'hese teachers all areed that it was possible to im-

: h ;so,iram .1(!!: group commitment and activity.

(-) a Pt 1 implementrn.lon due in part to support provided by school

This .,:;.port hot onl:,/ financial hut philosophical. Tn The

r,dhf:ois wtlich ,'vid,ho'd she ,--,reafest deg,ree of implementation, all of the

toa,-hors r-ere, :v-d 711(f princiFal as understanding the valuing

a:, apT.ieh oF program. These. teacnors Felt that they

-onfinuous program and resource development.
:

Lihravirins ,qheur so b F07 individuals in successful implementation

it:!..rstand the and rationale of the program. We found that these

rarian: :ocial Studies teachers, primarily by clipping and

filing mal:ori,111.
epecially -r7o the grade 10 value issues, putting teachers

in cont(- ellrrent material, and working with individual students.
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'rl I ibrary rather t1iUI the clos:trei,m LI a focal . point for many tediero

170i:0701f;

( ! ) cal I (11M of the in it Pl imp l ementa ion oc..,7ram

of fl low -up aeti-fitie providel by variou:-.

t ,JC:. ::1,1 ! 1,1 t lter ttii,t..'y '..t!i1(.201.1roged to 1,t:C.Or',1..

vo.1.-red in , eor.ly p 7. lot to he ignorf..d 71,11 t:he

312.

n-

d,ne hut thy are un41 10 c learn ,Ipyihin di.)01.11 tLe re otherL-;

!0-1 neglect,1 vie made hy ;ely Fiency to h!p them ":,rt started"

on the -Jew Aft! I other , younger teachers, are eriticol of the

of: Lhteotioh

when tue I r en.t(,rid 1 tp. p ro ion .

va iuini IIIC1

them -to Iii properly with the pro;Trams

tOYL-1.1. :Wince of the program has not Ipeen im

ci many 1:2a(!ip--!rs.

(4) :nefThetiveness oi the implementation program has had significant ef-

who do no-7, fu V r:omprehend the new program and have not "inter-

ibilo:Topby, nrbntot Hr wyl feel insecure. In their in-

curity +-hey demand more n true-ture, more history content, and prescribed text-

1)GO'KS.

(5) Now tbat the programs are under way, teachers remain critical of the

support flrvi.,;es they receive. They allege that the Deportment's consultants

are not very helpful to them in coping with the program. They judge workshops

sponsored by 4eHolist (:ouncil, the Univemities, and the Department to be

virtually useless. And th-y contend that some efforts to provide service (notably

the develonment and distribution of units) are dysfunctional and in contradiction

to the philosophy of the program.

(b) Pu. t'n unsucce'IstUl implementation, some_ school districts and service

agencies (cnsultant!,; and the epe cial.ist council) are making available unit plans

to teachers. Ti i. trend Is perceived by some teachers as being contrary to the

intents, , anj thr, proryam. Also, the quality of scmo of

these units is questioned by teachers.
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313.

1T,',1:H- Ion, it -,-;(-cond phane of impiementa-

t. v! m.; warranted . The second phase should not , however, ,

wayn 17hnnid be sought to "spreitd" and in-

; !;..v are

Hr; i. fat-

; for;..u.-:.

i-mer! , f.he pre..nrairly. and alteri:ative

; a.

!11-servicinp, :..ould be attempr.,-.1 by

, .4!.: have beer succe:;fui in im;.lementin'g,

V. n jr!,' in order to work with other schoc..!:;

L'.71' p poriod of two or three weei-;:s such a tea-

:71-ou;: 1:.-afler:-, to develop and implement their own pro-

' idea:- For resouree, and alternative ways of plannin

would be shared by this joint activity.

is. af hducatin she-:uld re-examine their role to determine:

whY e m:-2n7 hegir:nim:, teachers regard nrc much of their exporienee:
HL the Fae:u e)f.- :7,(iueatixon as irrelevant;

-oald he tp prepare teachers to c.ope better with the new

hny -;:ev mi aid in the -t,rofessiona) development of practicin

. whv

:.!:csiild re-examine its own cervico re-ilo to determine:

7'5 :1;1 tants are not viewed as helpful by toTIchers;

st in formative evaluation;

t teachers, particularty in rural area:,,, to
se:.-11r.-- materials.

; ) need to he devisee; to help iClachers develop

. ;.; . :Tr. :;;,-'!work of in(juiry , valuing, and student in tc ise.ts .

PESONECYS

The tier p of 'he- Social Studios program depends upon availability and

1;propriateno's of a variety of instructional resources. Value clarification and
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inquiry are related to the extent and qualit:v of materials and data utili::ed by

: :;. chang# :It ;: (7.1.(-!arl the ro resc,ure:: arr t(1- uccapy :

The new social Judies program requires a wHy range of insvldr.tional

ra;:ouree!.-,. testhooF will do. -hts will need a variety

a:Thropr 1,3 te 'V int ma I. .'2` in Is :,!1.1::!- r$._: I (..!rerii.. : ,

newspaper , let L. arid .
, 7. need r.

read ing; and `^erfzl l^aroiug ivi t t|v. of audio-Y

o ;ter :
a:: cr7 , fi EIStrii,' , !2. ir} , 7, 3 y , iag,rart!!:: , talThe

ahd models.

AVAlhAthITY F,D.,,OMD.T;".:

()) fri 1,1ny vHit-Pd, it wa.: apparent thrn concerted efforts have

heon made ninc.! t-he establi.H;ment of- the new Soeial Studie.:; to develop instrue-

f.ional reource centers, H^ have found that typically in large ';chools (e.g,

urban compoite ,.:hool) a dpecial -instructional Resource

ent,.,r has Leen e;tahlied, usually housd in the Social Studies leaching area

,:ot:11 print and non-print materials are housed here. The establishment

of such a center ir.enerally a cooperative venture involving leachers, department

heads, school and cniral office administration,

in the:;e ,:enter::: we found the following:

i. multiple sets of print materials;

collections of xeroxed articles;

simulation games;

iv. selected segments of hits (e.g., from Harvard Social Studies

Program, Anthropological Curriculum Study Project [Chicago],

renton's Inquiry Program, Sociological Resources for Social

:1-.11dies, etc.);

v. videotapes of selected TV programs;

vi. audiotapes (cassettes)/filmstrips/slide sets

vii. others.

Concerns

(1) Th,-, smaller schools where the Social Studies teaching staff numbered

only a few (one to three teachers), we found the classroom itself to be the in-

:Aructional resource center. The quantity of holdings in these smaller schools

was generally lower than the holdings in urban composite schools. This situation

raises a concern for equality between urban and rural schools.
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(2)

t-.

hibrarv holding:, partieularly in the rural heals visited, are not

to a mulri-reource program. iN such situations we found

:

A
'!

1.. .1 PH -7,,trt

wspaper:..

,-ir; Time, T1-1(. Plain Truth, and two

(-) .!rade cuur:;(. :epresenring the greatest problem. Secalu:e

' 1;2 e e()L1r:le, 1)(3(1 materials suitabl. e for a

w idability rrine. Teacher:: Find that much of the material available and

r.-ley-int to "ana(lian 1:.!:ues (nevional disparity, poverty, urbanization, mass-

e(aisumption, national unity, bilingualism, non-alignmeni, economic autonomy,

and fign aid) are Hot always readable by grade 10 students.

(!:) T-aehers and students were concerned about the lack of Canadian

material available.

frTr.7,-2",_!at-Con:3

(1) Teachers and librarians in rural areas recommended that the Department

riodically Dublish a lir7ting of possible sources, especially of non-book

material, which mav be available for the major value issues of the program.

This listing could include publication titles, addresses, or even suggestions.

(:-") Th n, nt 1 1 a manifest need for methods to implement the following

mendarion found in lesponding to Change:

rnfortunatelv, school budgets generally restrict the annual funds
:na.lable far the purchae of this instructional material . . .

iroups of teachern in a school :1r in a school system should find

idvantageous to coordinate their efforts in assessing, accumu-
ll'in,;, and organi. ing the resource materials. Social Studies

Lesource Centres mav be established to make more materials avail-

al le far all t irhers in a school or school system.
Cp. 50)

:;ch()ols where a re'nrce center is established find it invaluable.

a:Tear fl:at at isn `eacer would benefit by being shown how to establish

,:ercern 3nd how ro .d.are titm among schools.

AlPF:OFIATENl: n1" RECEfl

The new program nas given impetus to the development of new and better

resarce materials at all levels. Most schools are endeavoring to place such

mat.ria rhe disposal of n dents.
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L'tPctiz:t

(1.) i)Lt::, inirw qua| y not nearly 1..le problem it five

years 1,)un,1 tit e.,:Let.,; ,rn,1 librarians ha'.7. 11 up ov.-r (

leo ion.- ot leo t :ool .; .1nd rile:: pel,.!van t o al 1 i,rade

( 1 ) ctr pr: Le;:. n tt, eurren : resource 1.m- tecialc for ir,c,--tu.t,

11,lt I irtn iioard of t.en 10 t.o

L,eretore ne)t t

appropriat.:t fe!, dealing wilh "perplerinp value

..teutempor:2-: sooiety" (.i.:e!:.ponding to Change, r. Where

:,-)c,1, I!!, f ound tiltat

tt!.! I'te,tluse :imc factor inv()lved ;n

0,v. v ec),.1.t-.!:;.or v !;of:p, r,Hp'cr, have interpreted the 10

rornr]e t!v! hT.:--ey and/or i,eography.

( .11.1 ievels :;ome ,:tudent complaint about 01,, oiol,te

(-3) representin,' a variety of viewpoints on political and so' ial

al-e no' enor:1117 in evidence. Teachers and librarians in emdller .;r:hools

Ideked ion t111- .H,ereen ::uch mn'erial:s.

1-7cl-7-cations

(1) nome of +the concern::: in(Feated in this section ca.11 for major undertah-

ings in the developmenL nf instruntiona1 1-,tources. N.F.B. films and T.V. shows

aro produced primarily Cor viewin puhlic, are designed to give information,

and place viewers in t-iy, :!tance rI. recipients. Pedagogical. needs may well demand

a different approach lo film production. However, such undertakings would require

a large financial and human resources commitment, and appear now to be, heyond the

capabilities of any local program development group. It appears that the Depart-

ment should identify these resource nee(ft., and explore the possibilities of funded

resources development activity.

EXTENT OF RESOURCE USE

Teachers, librarian::, and sludents were interviewed concerning the extent
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v Mu ip le resources in

ii, -.1 . o,im vH its (-111 5 ericoitnlcI tedcher rel i once

-Irv; uni t .

'Hrcci, ..rre ivel y .

-I-plated to Topics under study.

I : (]h:111 t

H ; I Ho r,...
-f: community 1,ersons, Institutions, and

idered a..-7 well in planning the

r flf speakers, fi,irld trips, interviews,

.c..? by t-ne involvement of students in community projects,
A can (frav upon community resou f or

(p. 50)

we lad t-o conclude that students rarely utilize any

in the .--lassroom or 10 library. Non-print data source

Heglet ed eve:I in The one-I hird unstructured portion of the courses.

! -11s.. mat er s Are b. lug produced commercially, , many teachers

en t ers ) are unawaro of them. imula t ions , televii on ,

1 ,nd posters are not extensively used, except in the largest

317.

( ) 1.-bers Ilere tends I o be an emphasis unn class sots of

s
'A,Dlita teachers recommend that textboohs be recom-

p:e r
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i'1:0(Ni'AM Pi/1111/171011

Re:;pondirw,

All too often it (evaludtion) -;een i fl were only rJ,dhnrement
-- a 14;1%7 of (1,,i-Ininini*, grad,,s dnd crHit:. However, when
-valudtion in more broddly viewed as feedb.AcA, it re;;onateE; tAironr,h

evr7 htdrp of the oducationdl tr(.,00ss and contrdcl'S the next :tep
in Li onr educationdl docinionn. (p. F,Y,)

The objective of thi eontinuons evaludtion "Fcedbdck" are improve the pro-

pydm, the dilocati,:.7: of renource:-;, and thk2 prformanre of tear:he-vs and of stu-

dents. The role of evaluation is thus perceived by the Department as primarily

formative. We attempted to determine the extent of Formative evaluation under-

taken by teachers during local program development and by the Department during

Provincial piloting of the program.

FORMATIVE EVALUATION IN LOCAL PROGRAM DEVELOPMENT

Strengths

(1) We saw a variety of evaluation procedures being used by teachers. For

one instance, student:; were encouraged to share responsibility for evaluation

through self-evaluation.

(2) No students and few teachers wanted Departmental examinations. Those

who did wanted such exams on an optional basis. Parents, however, were generally

in favour of centralized examinations.

Concerns

(1) Evaluation focuses primarily upon knowledge objectives, there is prac-

tically no evaluation of skill and affective objectives. Teachers expressed a

general concern for both the desirability and feasibility of evaluating "valuing

processes".

(2) Evaluation is defined by teachers as measurement of student knowledge

and achievement. Testing thus becomes an instrument of social control by the

teacher.

(3) A variety of evaluation methods, as suggested in Responding to Change
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rier not: evidenee in th propyams we examind. Written reports

prmary mrs for attrihutilw marks to students.

(L) (..:(-)mmon Ha:;--;room ,:valuation (tering) practie.; should be examined

t-t,rm:; und,!riyihg interests and assumptions.

LI. iNALUATION TN PROVINCIAL PILOTING

!,

319.

(!) The currioulum Branch conducted a series of pilot tests for the courses

im;'Lemente(i. A malor aim of f.he piloting was to assemble evaluative data for the

pu.rpoe of making revisions. We found several teachers who were involved in pilot

testing; this we take as evidence of the sensitivity of Curriculum Branch person-

r!el to 111, need to be in touch with teachers during program development activity.

/ \
1 L / Nowever, it appears from comments received from pilot teachers that there

so planned prcgt: of formative evalualion. This lack of planning may be the

reason why some of the pilot teachers were not called upon in any serious way to

evaluative data for program revision. Because of this failure to follow

tnnough, pilot teachers tend to have a negative attitude toward those who initially

re,;ue ted th.r: pilot activities-

(I') Lack of any planned program of formative evaluation during the phases of

Program has al.lowed the program to evolve in many diverse and unmonitored ways.

(3) There is concrrn ameng some teachers that there was insufficient time

1,etweeu program dfvelopment and Province-wide implementation. It is felt by

these people that not suffcient rime was allowed for satisfactory revision of the

pro,)rams following piloting.

Imp7.icationf3

(1) It woli:d appear that, in future, a formative evaluation program should

be built in with a program development activity.
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PLO .1-uct:r2;.; Zoca I p lor-mcn

Strw,ytho

(1) AL all levels there is evidenee of he int,E'rest, enthu:s_tiasm, energy

and indeed the dedication of a stthstantial core of teachers committ,:d to making

t-he 1if-14 program work.

(2' At some level:; (notahlv Division I and TV) students ar

uality prograu. not heretofore possible.

CoKo,?rno

(1) Programs are often too !esignative -- stressing historical, geoF,raphic,

or ocher "facts" via traditional teaching, techniques rather than inviting student

inquiry and valuing.

(2) Teachers Jr(! maing almos

student or parent involvement.

all program -- with virt-ually no

(3) Units, however enerated, are often abortive poorly patterned, some-

times offbeat, or rigid.

IrTlie(21;ion

(1) Attention to teacher selection and oducation, both in-service and pre-

service, is

sultants.

very much indicated. go also is the role and availability of con-

(2) If teachers are to be program planners and developers, they must be

given time and opportunity for these tasks.
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MASTER PLAN AND SERVICE PUBLICATIONS

Strengths

(1) Teachers generally approve the freedom and flexibility of Master Plan

documents.

Concerns

(1) On balance, however, teacher 1.eaction is unfavourable. Responding to

Change, for example, is regarded by most teachers as "not very useful". Experiences

in Decision Making is criticized broadly on the basis of readability, jargon, and

vagueness.

Implicat-Zons

(1) Tt is generally felt that service publications need to be reviewed and

revised wi.h a view to clarification of philosophy and intent, simpler and more

.'uccinct statement of ideas, the provision of high quality sample units, skills

development pro cedures and valuing strategies.

PROGRAM CHANGE

StwnglAr,

(1) This has been most effective where group commitment and involvement have

sn fo-3Lered through system provisions of various kinds -- released time, work-

,cumenlary and other resources.

Concern:':

(1) mos!:, teachers have not truly grasped the spirit and intent

new prs in, c.yr ,!o they evince the sensitivities and skills necessary for

dementati-m.

(1) Change mus1 be systematically planned, with sustained support activities

raniing frr pre-servcc education to in-service education (including workshops and

itut(t-1), ircNgthf,r with easy access to resource materials. A second phase of
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VT. INTERVIEW PROTOCOLS

TNTERVIEW SCHEDULE (TEACHERS)

.2.,tructiona1 Program; (Teaehing,/PeLmurce Units)

(Ttl, 11, 13, 14, 1J), 1G, 17, 1'1, 20, 21)

your program emphasize:

hi-cory?

interdiciplinary/multi-disciplinary?

pLorat:ion of feelings/values?

r:hallene r;ocietal issuea?

:.;tudcr i.rivolvement in community?

many views?

orentation to

Canadian conten+?

precribed c mAle text at each grade?

oncerw',

ocommE.ndationr;

'ecord of Topic:; (1/3 time) (T10)

Are reoords ept?

Continui

Trrun.m

-"ecomnlation'.71

T'rogram Development

Hlave ea:thers (vu) aumed
of tranAating partnir,nt l'recriptions?

Nave local teachen; been involved in tran3-

1,atini', intr!rent 7. oF n(q4 prorTams?

Hcm: durLng nchool tim(!?

332
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RVIE ch.:ACH:0
Interviewee:

s the school a common set or S.S. objectiven?

e ohje. stated bah7:vially?

e based upon u,iliro:eraial issues?

o are i in goal ser-tir.:;? home, church,
students?

o are involved in development of instructionel
materials? lione, church, students?

o are involved in development of student learning
activitie3? home, church, students?

teachar:i :hid students jointly plan 1/3 time?

ncerm,;

commeniations

er Plan (T6, 10, 34, 35, 3)

esponding to Change/Eperiences in Decision :.!ekin3/
ograms of study)

find documents easy to understand?

clear in idea presentation?

suitable organization of content?

- flexible/broad in content?

Dverall value to you.

usefulness in teaching?

usefulness in program development?

ncerns

:ommenda Lions

liaritv of new prozram (T3?, 40, 41, 42, 43, 44)

ailinrit:y obtained from whom?
;i.e. ,:-,:Koltants, other teach?rs, workshop, etc.)

) tQt h...:pful in you becoming familiar with:

resoure., and materials?

333
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. , (TA',NE±-ts)

cctt strazegies?

;112,a1s/objectiv,L,;?

(For .

oi Units for

developmet.

Concil!"(1

Recommendions

lstructic,n21 R.:.sources (T33, 37, 39)

appropriateness?

how wall used in class?

Concerns

Recommend]tions

Drmative Evaluation (T29)

during local program developmant?

durip:; provincial piloting?

Concerns

Recommenjations

334
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fNTERVIEW SCHEDULE (STUDENTS)

Instructional Prorams

Interviewee:

- What Ls the emphasis in social studies? (4, 8, 9,

10, 21) (Past, Present, Future, Canadian Content,

Human Values, Feelings)

Do schools tl.1 you wnat to helieve.! (5, (,)

- Controversial topics are exp1alned in SocAal

Studies? (12, 13)

- Are students involved in cenmunity social action

,,L1r1ng class time?

- sel,,-.cts topics for social st-udies? (17)

Teachers, Parents, School S.:,ard, Students, Church)

- Who is involved in planning social studies goals?

lc:arning activities?

(18, 19, 20) (Parents, Church, Students)

Does social studies give students opportunities to

act upon decisions made in their studies? (23,

21, 22)

Does social studies cause students to change their

actions in daily life? (24)

Comment

Recommendation

Evaluation

- Should there be Departmental Examinations?

Gd. 9?

Gd. 12?

(7)

- How should progress in social studies classes

be reported?
(16)

Comment

Recommendation

335
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I.;TERVEEW WHEDULE PAREIT)

tne L, studies programs?

1,_trrent ha;:neniv.::, Canadian content)

10, 12, 16, 17, 1:3, 13)

tn social studies?

tiecners, studonts) (8, 6, 7)

ccrl[crsLal iO beLng explored in the

:.

(P.c0,11.yHn crntr:,1)

Studies stud,:nts invo1ved in ti-,e comm-

u!.ity ciasstime?

prescribec :-.:xt.book? (9)

vour r,ichool aave a statement of purposes?

Comment.

Recommendation

Implementation

Are you familiar with the new program? (14)

Where did you learn about it?
(teachers, child, school program)

- Are parents informed about their students programs;

if so by whom? (Dept. of Ed.?, H.S.A.?, School

Board?) (28, 29)

Comment

Recommendation
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INTERVIEW SCHEDULE (PARENTS)

. Grading

- Should Departmental exams bu held? ( 1 1)

- How is progress to be reported to parent?
(interviews, grades, %, written comments) (23)

Comment

Recommendation
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