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I. INTRODUCTION

”

This courss was des:.gned as pau. of an expermental program
in educ;\non leading to a master' s—deqree for teachers and ad-
ministrators living in an lsolatgd, rural area_xn Maine. Class
meeting dates and times were scheduled to acéommodate the dis- .
tances being driven 'and to take advantage of road condltlons§

: e
; as w:nters are sev*ere. . ! ' ) -~

i

— -

The theorefical content of experxentlal educatiqn is rela-
ttvaly'sparse and scattered. There are parts of information-in
the fields of counun&ty éducation, career educatton, environ-~
mental eduﬂation, and wilderness programs, but/as’ yet a reputable,
cahcreat body of knowledge has not ‘been compiled. -In compiling
tb:is course guide an attempt has been made to r ference all ma- .
terials and include all, course notes and workshzéts, 80 that S
others can perhaps go farther, - i O T

’.

*

Elementary aspects of archaeology were “used as the content
from which to- study experiential educati ~Archaeology was °
1 selected because it is a discipline that 1) most addits in -
edueat1on are not familiar with, 80 new 1earn1ng should ocecur, E
. ,2)-1lends itself’to both indoor and outdoor exper;ent1314gg£psf7 R—
vities and 3) was new content for the instructor which made the _
caursb a stimnlatxng experlence to do, The fleld work was done. ‘: ;
* on- Campobéllo Island, but _comparable field sites ‘can be found -
anywhere. Through the distrihution of this céurse guide it’ is fi .
v hoped .that others will be encouraqed to document and share thexr
experiential learning designs, so that those of us working in '~
the "field" of experiential education can expand our knowledge
and increasg gur skills. ' ' : .
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II. COURSE OUTLINE '
ﬁxperiential Education.as a Teaching Strategy

-

September 11 '5-8:30 . Cn campus ’
September 12 - 9-3 -. ~ Campobello Island - Roosevelt Home

T September 18 5-8 On campus ”"":W S NS
"ﬁ"¥2§§§€éﬁbér 19 9-10:30° Campobello Isand'— Interview Sites
. "11-3 Welshpool School on- Island 7 B
Septebmer 25 5-8 Greenland Point (Can -stay” overnight,

. 7 1t gesired)
September 26° 8&@0-4.’ . Grz2enland Point . ’

5

!

N

- B, _Objectives: : | L.
¢ 1, To develop ratandlﬂg of experiential education
e thrcugh,, : 1) ioretical and practical study

, 2) exposure to the content area of archaelooqv
. 2. To acquire irformation and experience in a varietg,of_
experientially-oriented teaching strateg;es ‘

- 3. Torlearn the scientific method of inquiry ‘

Cv Readzngs. , . ‘ .
s Article of own. choosinq on Archaeology

2. ﬂowa,;gaxeld, 111 “The Role of’ Experience in Education,
Keynote Address, AEE, 1974. Mimeograph from: Association
e~ fer ‘Experiential Education, PO Box 4625, Denver, CO, 80204.

ﬁwr;,w3?’Deﬁey, John. ggggienee and Education. Hacmillan Co., T
-, 866 Third Ave.” I§3§ {Available at Unzver-

:ity Bookstore.) —

| 4. Nuffield Mathematics Project. I Do and I Uhderstand. Joha
\ ' wiley and Sons, Inc. 605 3rd Averue, NY, ﬁ??‘IUﬁIE, 1967,

5. Williansen, Jed. “Designing Experiential Curricula,
- Journal of Eggg:iential Education, v 1I, #2- (Fall, 1979), -
p. 15-18.

6. Sc/5=13, 'Orqanization,of Fieldwork", Usin the Envirenment:
_ngs and Heans, Part 4. MacDanald Education, B850 7th Aﬁi "

1. Neshitt, letiam "o sfmulate or Not to Simulate,”.Intercom
- 475, 218 E 19th Street, NY, NY, 10003 (Summer, 1974) p. -q1.

i

.




D. Assignments; . e
.+1l. Complete readxngs o j

2. Develop criterra for comparing ekperlent1a1 activities

e S

J.v .. ! (Deweyl —

- -3, Develop 2 out-of-class experiential
- . 4. Write up field notes Srom Roosevelt’
Lodge . . :

§
5. Develop, implement, and dccument 2 1n-c1assroom experiential

" learning activities . 3 i

., E., Grade Based On:

© . 1. partidipation in clars experiences
‘ 2, Completion of assignments
3, Test - o

- .‘g ijact ! -
. . , | / s

.F. Desired Outcomes: : ,

To have teachers use more -experiential
for student learning. .

o

¥
-~

[

learning activities
s Home and Ocean V1ew

e

!
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$17. ASSIGNMENTS
3 I ‘ .\ » .’ -
1. Read archaeology article;and complete sheet
! -1 . « i = - - ] - '
.II. Read Howe "The Role ¢of Experience in Education”
III. Read Dewey and cohplété sheet
) IV. Read "I Do, I Understand”
V. Organize and write field nptes . ‘ !
VI. Develop 2 out-of-class experiences . o ’
5 VII. Read Williamson article ' ’
VIII. Read Nesbitt on Simulations and skim catalog o
IX. Deve}op and implement 2 in-class éxperiehtial activities
e - !l ‘ | . ‘ ‘ . .
!I \“
;I
[
e , ) ‘. ,
-
-3 ! !
1 ; \ ’
ks / l 'v
B s
/ - -
/ .
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¢ ' \ - ,
o . o
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’ ‘ IVv. ADDITIONAL .REFERENCE READINGS. AND RESQURCES

" 1. Catal "social Studies School Servige, 10,000 Culveg
. Blvd. 26 Box 802, pept. II, Culver city, €A, 90230.

I, - R N . P o 3. B. Lip-
- & 2.. Cobb, Vicki. Science Experiments You fan Ea;: . B, -
RN gincétt Co., ‘E. Washington Street, EEi%aHeIpExa, pA, 19105,

S 1972" e $l..95ul ” - a [ ;] °

3. collins, Margaret. srackling Problems: Using the Environ-

ment,"” éczség3,MchonaldEducation, 850  7th Avenue, NY, NY,
10019, 7 $5.95. ! !

4. %tion Game, The Kirk Game Company, Inc, PO Box 478, -
Beimont, MA, 02178, 1980 € $12.00. .

.~ 5. Gibbons, Maurjce. *Eleusis: The Secondary School Ideal,”
N Phi Delta“ggppan. {(Jane, 1976) 655-660. B

AR f ' 6. Hart, iDan, ‘et.al. Beyond Your Classroom: _An’ Qutdoor -
‘Activigx Guide. ,Eliﬁg Pratt Aspectuck River valley,. Out- -~
door Educatlon Center, Paper Mill Road,“New Milford, CT, .
06776, 1972. - P -
7. Hunter, savid, et.al. noing?'?ﬁnthr%m' logy: A Student-
Centered Approach to Cultural Anthropol . Harper and

"'"FESIE'EE"'"IE""S?’H’" £OpO_0gy

e $10,95. 3
8. Interact Alle~in-one Catal } Inter&ct (Learning Through
Involvement), PO Box §§7 G, Lakeside, CA, 92043. -
I

9. Reeton, Morris T. ét.al;x/Experiengial Learning: RatidnﬁlgL
Characteristics, and Asséssment, Jossey-Basg Inc., 615 .
‘Montgwe"z'ylsgreet,?ir; Francisco, CA, 94111, 1976 @ $15.00(?)

10. McClure, Larry, et, #l, .Experience-Based Learning: How to
Make the Communit our Classroom, Northwest Regional Edu-
, . gaﬁgogal Lab, §.W. 2nd Avenue, Portland, OR, 97204, 1977

11. Porell, Burce, Digging the Past: Arc 1 in Your Own ’°
Backyard, Addison-Wesley Ppblishing, Reading, MA, s
1‘5‘5&37 € $5.95.. /. \

—

: , / ) ~ . -
12;'Schgoeder, Ted. Social Science Prb'ecekaOELpan Do, Prentice=~
Hall, Inc., Eng;fl.ewoo"__-m'f———Ld Cliffs, NJ, 07632, 1973 @ $5.95
- ’ | s . :
. \ A
{ . ¥ \
- u " ‘\
. ‘.. -
S‘ ,\ ; ~
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SVERVIEF OF COURSE STRANDS ; , . . S -
M L } ) Stratggie- ' . " Experiential Education 2 R
1. Why archaeoclogy? .. 1. Autogrdph Book S e T BT
2. What is archasology? 2. Infer fromswmk T .
ﬁmtmtedqe of 37 “foosevelt's Home e —;——4»» -
¢. Outline of fio}/ 4. oral History | . B S
5. Read articlé and review 5. Brown Bag. T T
£ac}t sign. I) . 6, qu simulatlon . . P
G/R/lationship tq Bxp. Bd. ;. pxpedition Game . < s | R
. .- ' 7. Read Howe "Role of...." ' .
5 ' 8. Present knowledge. of exp. ed.
) o . 9. How is what done so far exp. pd.
'\ | C . 10. How are, activities alike . /
' ' 11, Minidecture I L
J . -, , 12. Write summary stateéments =~ . .
? : : ” - | . 13. Read Dewey and develop crite:ia
Lo . j : : o R i (Assign. II)
’ : 14. Read "I Do, I Understand” (Asui.g
| 1v) :
5. How is field work Campobello ' o
archaeology? B V '
6. Develop field problem (mystery) ' R
7. Fiela assignments: topic, role , C —\
8. Campobello: data gathering, or- ‘ ) . ot o, :
genize data, write field notes : . ) :
9. !-‘i.ndings from readings I & 11 _ ’ Iz ' 4 ’ ‘ - )
0. Pin@ings on Roosevelt o : Co. , ,
mm"ﬂﬁrstory‘ﬁt'a;- ! : — ‘
meulogy?

2.=wevaevw of scientific process - . c . " : K 7 1(
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{Archaeology continued)
23; Interviews of péople knew Roosevelts

r-“24- Verfication of conclusions from
Roosevelts' home :

~

L

Review Roospvelt'work e

4

i 29.
31. Dig simulation .facts

Exgﬁdition game: facts

#

.~

) e T
b

25. Compating 2 field experiences R
26. Brainstorm ou’
‘27,
28.

of class exoer1ences . o
Develop 2 ‘activities \
Read Wlllxamson (Assxgn. Vi)

.

Barriers to Experientiaixgd.

-

30.

32, 'Value of §imﬁrationsﬂ S e T

L
_? - ; - .

Relatlonshxp to exp. ed. AT~ o

235, Facts from Dewey, "I Do, &“Understand” \ L

" 36.° Dewey: Criteria for judqlnq exp. acthltiea
37. Use criteria judging 2 activities

"34.

38{ List ideas for in-clasgs .activities. '

_check against criterxa, shpre I . ) '\\ .
39. Question agking robot- A :
_ 40. Active’ involvement s

o
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.VI. LESSON PLANS

FRIDAY, Séptember llth, ¥

5:00

7200

'

1Y,

i

!

\

4

}

‘\

1

2.
3.

| &.

" . let's develop ‘an ov rview of

5.

~ =Registration

!,JKutograph book ‘on Machias folders (Appendix A)

" -Pile of my stuif on table

What's this r lass about? . e - k

v

-Course outline, expectations, objectives, grades,
. assignments , C
-Why archaeology.- '

‘Who are we:-

~Why.did we do this? -

Who am I? . %

-Infer from my stuff; list on board,’q Qer{fy aL end
.-Why did we do this? N

What is archaedlogy? . .- ST / .

-What did we just do (in #3712 ° :
-From that- can we say/get close to.a defThition of

logy "The science of fipding, collecting,

analyzin aterial r ns the past", .
-In small groupSs: newsprint "p what you
know (your knowledge archaeology) . . ¢
-From your;gxtsting?;nowla e as a total droup
/ field ‘'of archaeol-
ogy tprganizing our’ facts) (Appendix.B). . E
~-Are any of our facts wrong; don't fit, estionabl:?--
-Assignment I::Check out your outlire notes by reading
cany one article about any aspect of archaeoleg - during
the next week( Probably -any .ational Graphic). On S
back of sheet record: bibliographical data of article
new facts: - wrong factzs: surpraises. - T
-assignment II: Howe "Réle of periential E4."
(Appendix E) . _ 7 - ’
-Supper. : /

Where does archaeology fit?. or What is experientialiedé%

-New conteny for most of us as adults (like kids .© . .
lﬁfrning*to read) only we'll be learning it through h
.an® experiential approach e - B ;
‘-What do you conjure up in your mind when you hear the -
“words experiential ed? . - |
tist on board (Appendix D)
-List what things have we done so far?
autograph book
my junk pile
group pooling of facts
organizing facts

L AT

,1:3j '
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-

(Friday, September 1llth continuéd)

7:00 (contlnued)

-How are those act1v1t1es (?) alxke? Whaildo they
have in common? What is experiential ed about? .
(Appendix C)

-Hdw is wbat we've done so far experiential ed?

“~From this discussion write 3 summérx statements.

"what is experiential ed ghout
-Take statements from group.

P

-Assxgnment III Read Dewey snd develop crlterla
(Appendix F).

r

. -Assignment IV Read "I Do, I Understand” ;Appendix 6.

Our Dig Tomorrow

o

~Tomorrow we go to Roosevelt's summer home: How is
that archaeaology? 4 -
-Using archaeology outline¢ What' 's the mystery/
questions?
-Generate class llst of questlons e.dq.
What were the Roosevelts like?
' -Prioritize by voting on guestior £
most interest to total group. (Dlstribut
Field Packet, Appendix H.) _
-How do-we organize to search our arswe:_
P - (by roles or by toplc)?

b ' . -




. .
SATURDAY, September 12 « Meqx}at Campo 1llo.
"{9:00-~ 3:00 our time,~10:00/- 4:00 their tlme)

. S ’
i " AM: Find-—and collect da
- ‘ sheets as needed:

» o i / -
_\- "7 1¥2:00 Lunch . C T

i
PM: Organize/group data
write field notes
Analyze data
Write brief report of’concluszons

/ i?zeld%gacket Sheets: Appendix H)

o 1. Purpose, Categories, Roles
) 2, Field Notes

. . 3. Writing Up Field Notes
4. Thinking Levels \ . w
! L]
- * § «
» y ’
e .
y -
. K 2. ,
"Qﬁ o
r ’ ,
)




September 18th . . ' L 4

4

1. What.happegeq.last'seséion? (Review/Warm—uﬁ)
-Who are we? : ' )
‘-What is archaeology?
-Doinhg an investigation, field work.
-Some onh experiential education. X
-Agssignment - ‘ead archaeology: write findings.
2. Wwhat did we get from readimwgs?’
o "QKE&hiéaiagy“’ ) o o o, o e
. =New facts p
~-Wrong facts . . - o
-~pDefinition of . | -
-Surprises - T : .
~Collect sheets. .
B.jFindings’on "The Summer Life of ﬁposeveit". .
/ =5 minute. report on topic - Findings based on Facts
-As a group - Conclusions we can make. °~  ~ \-
° -points of agreemen /disagreement®- various perspec- )
tives. ’ . . X o - - .
, -Ways -we could verify findings and conclusions (next
steps would be...). List. \ B i
- ' !
Supper, . ) :
4. Doing Oral History (Appendxx‘I)éf h

-As' a way to verify findings and conclusions

-what dq we need information on? -

-how-do we do, it (interviewing)? Pass out. -
-Organizing for Ocean View Lodge (Nursing Home). =

. -Why do this? How does this...

~-further our understanding of

" *archaeology"? . : _
-further our understanding of " -
“"experiential ed"?

.

Review the process Brown Bag.

tWhaf(s'thE’ﬁYste:y/ uestion? "What's in the Bag?"
~Some guesses about,gﬁatis In the bag - hypothesis.
-If the bag is sealed how do we gsearch for the answer:

-Do them. ..

.-

. =Findings., : - ) ' I
-Coriclusion:  Answer to. "What's in the Bag?" based on
findings. . = -
-Verify: °~ open bag to prove. ’ e

Tomorrow at Campobello.
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SATURDAY, September 19th 4(' oo
9:00 (10:00 on Ikland) (Nursing-Home or other
interview sites) \

' - -

: 9:00 1. Introductions
e : 2. Findings places .
© 3. Interviewing S ‘ ’ .
‘ 4. Good-bhyes . . } :
A B - . . .
11:00 \»Welshpool School on Island ‘(lunch) 1 P

I .
B

-Analyzing ‘data in small grouos.
-Findings and Conclusions verified in large gro»ip.
-Next steps if,we:a.to go on OR "What can we do now
. with all “this information?* |
R - -To do's with students, R
' -Value of this technique.. : SR ‘

: -to you. .
~to kids, Ty
‘=to community. -

» : P

‘ *12:00  Lunch
N - \

12:30 Experxential Education "Out of the Classroom"

-what we've done: Roosevelt's Home and Nursing Home.
- <How were these 2 experiences the‘ghnE/DIF?ERENT from
*field trips® as you know them Lt
-oa -List on board ’
v . planning, fodus, tasks, groupings,
) ., follow~up. . -
-Gopds and Bads of these two experlencos : — .
) ~List
.o : ~=Can Bhis 1is+ be .titled "The advantages/disa&%antage
I of experiential education"? , -
# -Only one _xgg of experiential ed. ==~ out of oIass-'
; - rooms (in ssyoom experiential ed. next’ session)?
- . -grainstorms out of class:oom experiences that conid §e
— ' one -
*Listoon board and ‘copy (add purpose to each experief

ﬁssignnent VI: From this list plns other ideas you h;f!

‘design 2 out;o£~e1aasroom experiencés you could do wi
your class that relates to content you presentlv tgas

- x . (Appendix J).
Assignment VII: pass out for reading "Desiqnang Experi-
entielcurrioula' by Wwilliamson (Appendix K). -

e Assignment VIII: Read Nesbitt on "Simulations" and skin
' " catalog (Appendix L),

B : " Note: Collect all findings ~ conclusions on "Summer Lii
) of Roosevelt" plus tapes, plus class work sheets.

May go farther and aevelop a product depending on result
of 11:00 discussion and condition“ of data....

LN

,"—-, -
End e

K
s

ey
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. FRIDAY, Seétember 25th “"Greenland Point ‘—_overnight’-'

L]

. . . '{.‘
-, 5:00 - Pass back Archaeology readings assignment ,
» ' « 1. Clqainq on "Roosevelt". - ‘ ]
St . ‘~Review deécisions last meeting and see if still hold. -
. . : -clola ‘on technigues and value of. .
| 2 mir Out-of-Class, Experiential Ed. Assignment
o - —<Barriers from group. .
- : : -Develop uays to reselve.. ' N
o -break into’ group on each barrier if .,
¢ . ' - _appropriate. -
R o -&st mlutianl “as_total group. .
IR : 'mungagbout&aingthm
- - ’ ’ ! =~Hards/easys. ; :
' - _'! ., i > ) T ‘8319‘ ﬁeﬁéﬁd/hw tO geto e .
S *-t‘:ollaet and win retnxn.
T ' » B
- ‘ ':Sj_ 97‘9‘4‘ N ,y}.. !toving on to “In-(:iusroem Experiential ﬁd. ’
- S - -Dig ?inuiations APPQndix M).
- - . -Read pg.'l, 2, 3 of mstructor s q&iﬁs:
. RO - *  andstudent guide. (Supper). ,
T B ’Diﬂ:ussi‘pn v :
S . S . -Learm.ng on "archaeology" from reaéingz ’
SR AP : ,-a'ﬂ!ings ‘we would "DO" if we did. the in-" =
S — : “‘class simulation, list;
A o -Value of deing this simulati;m with a
- : , class  _ }
' \ 7 ' -Goods/Bads list of doing.
.. =Easys/Bards list of doing.
= —simﬂ.atiéixs you have éenq’knaw about. . 5
S T00 4 Expedition Game l' -
e - -Set up with 6 pl&yers. *
B - - -DPo 10=-15 minutes.
-Iaa:g*.' s from: ;rchaeology. -
- lp to- ‘experiential -ed. .
. / , (ean eantim gm that night,)

j"\ T * ¢« 7

. ‘:\‘\\\‘ . o 3
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1rday, September 26th Greenland Point
. R ': * . - { *
) .. 1. Experiential Education (continued) :
' ~piscussion in small groups on Learnings about
< Experiential EBducation and record

~Facts from Dewey reading. B
: -~=Facts from "I Do, I Understand” read
~Other things we know about expenent
; education.
-Post sheets and mill around room reading. )
-Using Dewey criteria &ssignmeng-. campare lists in
., . groups:
T, compare with ny nst (Appendix N)s.
things I forgot on your sheets. -
~Use qroup list of criteria judge 3 activities

(Appendtx 0). = \
) " e ) : {
. R
i: o 2. Ideas fcr Experiential qucat:.on in c1aasroom .
o -Do individually. * ; . :

- =Check against "Criteria®. :
=Around room share ONE Idea. .

C ' N
10 3. Structutes for Experiential Bducation
' " =Review si-eps of inquiry process.

A

4-Questi.cning ag a strategy. o
N . -0Open ended qmstions or Iughez n:ds:
- o ~Review questions from nursing -ho
1 - what questions got. lots -of ﬂat&j
. : dat&n -
~Revievw class. queltienﬁssfar m
visit (which ones open/closed).
-Review questions on Arehaeology
' ' . Reading.
‘ -Questions which ‘encourage students’ explotatien |
active participation. - |
-Identify key words in guestibns (v‘éfbs and you)
: (Pield ?gekﬁt H, 4. -
- =If & Robot arrived from Pluto ané the re:ponsibi
+ for learning all we could about Pluto was Yeur t
‘ what questions would you ask?
: - [_ - - T'=5 minutes list; select 2 best. -
. ‘ =~Write best on board. ,
L . ~=Only have 30 minutes to interview: -
e questions from nst that would get m
~ information. - :
-what /was our "experience" ~- moving to "fctive
-involvement" ~- why did we do the Robot questicn
-What things (?) can you do in classroom to get m
active involvement? (student interests, etc.)
Qo =Project Guide pass out: Discuss project (Append




urday, September' 26th continued) °
o N Lo S

o+ I Lunch ' .4

0 K Oz,der out: of Chaos'

=Go back to .beginningg of clasa. .

=Order papers and review poirﬁ:s as we order papers.
~Looking at it all: ' review inte and

~invo vemen.t strategies. B .

0 Oral anmrm (%ppendix p)

0 Quie! sPace Tes‘{ - 1 hour alone - Use any matenals yc

. -

CAS gart of your science curriculum you have decided
- -1 to create an_ *experientially based” unit which nsea
¥ the :eﬁael playgrm& etc, {(Appendix Q) .

0 CQJ.Iect Papers and Regrpdp in Small Groups
. —share youxr autivitles and ‘objectives.

0 . Talking Behind the Teacher's Back I S

~Me in- ch&ir back to them.
~What I. thought about: this class...
-Agrees/digagzees .

0 dnivegsigi Evaluations
" we . : . ) T J . ‘;
‘End ’

290N



P. 18 Etxcson ve Columbus twho discoVered America?)

" Puséiiig
rf Process, - . K
using slides and reading (Russia)
using pictyre andi;eadind”(ﬁushman);

= o

'xentlalxﬂducatlcn

*Tdeal Secondary School" Gihbons article
ﬁature*of the lea:ner/steps of the 1earning process
classreom activities promoting interaction

levels. of intellectual étVelopment (NDRE) - Bloom
- | " = Piaget

A}

. R L - - .
ch in May and lead info a 2 week Exper Rptial Program > .

T

adalescents with course partieipants teadhlng it) ‘,*

C -
-

B 4 _

r. Y -
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1

Using, the inside of the folder get the following autographs
e next 15 minutes: ] : . . .

[he signature of a 1eft-handed persop

[he éig:)aCure of a petson who - read #0 books ‘last year. ' .
[he signature of a person who has néver been to Campobellq Island. .
[he  signatute of ‘the person vho lives closest to you. ’

[he signature of a person whose bi-thday is the same nontz as yours.
m§ signature of ,someone vhq has gone camping alone. =

fhe signature of a pefson who has lived in Washington County all

is/her 1ife. ‘ -
The ;ié'natisre of _a person who has\]earned another language.

Ehe signature of ai perscm vhose first name, could be either male

or female. , . ; ! : o
The signa:ure of a friend. .

A signature of someone who has read a book by John Dewey.

ihe signature of a person who attended the Teachers Convention ‘

last year.- - 5 . .

1 — ’

he signsture of soneone who learned to vie a computer.
The s:lgnatu_re of .someone who has been on an expedition.
The signature of someone who has never chopped whod, . '

<

i
P

»




Appendix B
4

7

OUTLINE OF ARCHAEOLOGY

k-

d QE?I\NH-LO\M:-”The science of finding, collecting, and analyzing the
- -material remains from the past.

.
-

\ \
THE MYSTERY o

~

1
- \
- 0
v L]
e

- R '\\' ) ~ 't
THE SEARCH .
/ - )
" THE SOLUTION
k J
\ -
)



 ASSIGNWENT I | NAME L

A v

Bibliographic Data on Reading: ! ) B 3%!‘
‘ _ \ .
\ ‘ ‘ =

NEW FAé;TS ‘ o .-

~ WRONG FACTS:
.
\
)

H

SURPRISES




- .o L ~ 7] Appendix C T

Differences Befueep Experiential -

-

-\ \

, and Traditional, Lgarning , N

!hcoty of Leatnin; how learning takes place in Qs'on
8

ﬂ\tﬁty ei Inscrucbi?ur optional set of activities by "teacher" for-bringing-

-~ - ¥

abour leaming B _ S

d _ S . ’ S s . ’
Lﬁf'omzion Assimilation i f_\‘-»i&berient‘iél Learning o  .°
L. xes:civing information (usually lecture’ B carry out action (does something R
. oh boék) about concapt with-examples - -« ip a particular, situation and sse=___
. assimtlsting and organlzing information |- ’.f““ef“‘:“ -
,?» s0 m‘ﬂ understoed fL * 2.7 understanding effects of what seen ., -
: S " ‘or done . .- -’
{' iafer imﬂ.icltion of cencept . S 3. determining general concepts from
. mly ooncept {use/act) +  particular action - .

) 4, apply understanding in new action .

- l -

dvan:&\ges o ; Advantsaées o ] ~
__Mt time ' ‘ Less easily forgotten :
Easy to do ' I . Depends less on’ language
Large. amounts of information ’ Intrinsic motivation (from action)
isadvantages ' - " Disadvantages -
E:B'epénd;é'heavily on language ' ' Time-consuming '
(written éand spoken) , Don{t do well on written tzsts
Incomplete (understandi\ng rarely - Incomplete (ability to infer to
occurs) ! another situation.rare) ;o
: Extrius:[c mtivation (grades) Harder to do ; L
) . g . .

'.e‘;f:on',,lﬁprris, et al. Experiential Learning: Rationale, Chat‘actériatina .and
smuet&. Jonsey - Bass Inc. 615 Montgomery St., San B‘ra 1cisco, CA., 94111 i&

976, p: 49"6!o N n‘-‘.- ~—

S

[} . : A . - . .

1 r‘ ‘:’ . ¢ . - )




Y T ' - ) " e Appendix D

Four Views of bxpetiential,ﬁducétlgn

- ..

~

John Dewer, 1938 (Problem-Oriented) -~ - - = .

. 9
Thdt the conditions found in present experierice should be used as sources of
" sproblems is a characteristic which differentiates education based upon ex-
- perience from traditional educatien. For in the latter, problems were set
. from outside. Nonetheless, growth depends upon the présence of diffculty
to be overcome by the exercise of intelligence. Once more, it is part of
,tbe educator's responsibility to see equally to two things: First, that
the;p:oblen_grg;gvout'of the conditions of the experience being had in the
‘present, and t it is within the range of the capacity of .students; and,
. sacondly, that:it is suck that it arouses in the learner an active quest
. for information and for production Jf néy ideas. The new facts and new
‘iders thus obtained become the ground for further experiences in which i
nei probless are presented.: - - ‘ o .

- e - .
. N . '

+ Northuest Regional Education Lab, 1977 (Compgnity-Oriented) , ,
- Experience-based learning is a carefully structured serfes of activities -

‘using community resource pcople'and their vorkp® 1ces to provide not only

the setting for sutdent Qearning but also the content. Facilities and ’
.expertise that slready exist in the community are used to teach students

skills they will need as adults-job-related skills as well as things

they must .. ¥ to function effectively as responsible citizens.
- Experience~based learning asks students to take a more active role in

designing anc carrying out their own education, gradually-moving away

from dependence on textbooks toward more independent learning from a

~wariety of resources. -

=
-

- Outward Bound (Wilderness-Oriented) ) .
Wilderness trips: form an important part of the curriculum. Thev offer -
physical challence to keep the body as well ‘as the aind in fit condition.
They offer an opportunity to lesrm specific outdoor skiils; they underscore
the need for teamwork and interdejpsndence; and they provide a Iaboratory
for the study of ecology, botany, and geology.” . - e

°

o

-

50.8£raacgicﬂ;fd; Experiential Learning:

This series provides 50 new, field-tested experiences in four major
categories: the get-aquainted process, self-development, interpersonal
relationships and :sharing, and group dynamics. The activities focus on

su- individual topics as self-awareness, perception, identi eedback,
self-assessment, interactive coamunicati®n dynamics, and value clari tion.
: - ' -~

-

>




‘ ‘ Appendix F

: *
"Assignment @11 B s .
1. Read Experience and Education by -« Dewey, 1:38. .
. \ Vel
2. Develop a list of criteria for experiecntial activities. o
(This l1ist of criteria should allow you to compare two activities
R Y
" and; judge which activity would be the most educationally worthy
of doing )
l/ ’
LS
S

.




hm%lnomd teaching
"how| do children lean ? There are numerous theories
mmgthevarmusaspéctsofteamm All .these are
d on.research, sometimes with animals, sometimes with
ren or even adults. Sometimes observations have been
s -of children or animals in natural situstions. Other
weh has been carried out with individusl children or with
als in’ specially contrived situations. Al of ium helped
wds the understanding of certain aspects of the learning
es8, but none ot it can fully answer the quostton "How do

Weam ”

a is clearly a felauonshvp butween learning and teaching,
gh mich learming takes place without _any -teaching.
srsely there can be teaching that does not lsad to
ing. The'relationship is sometir )3 obscure, The ides of .
scher’ tends to complicate the situation: it could be
1 10 imply that the feacher knows and the child does not
v, and s0 1t1s the task of the teacher to tell or otherwise
sct him. Today it is recognised that a teacher has not so
1 & sat task to perform as a ro'e to play. An interpretation
s role will be outlined in latzr chapters.
&* . . .

n teaching is seen as instruction then it is cloar that itis
gacher who selects the topic (say long multiplication),
nstrates the process in technique, possibly on a black-
i. and endeavours to explain the topic as he go# «long,
by stage. Thunofmcmnamtmseomhd\ Jent
 the use of the imagination in spproaching the topic, the
ul step by step development, and the akill used in
nstion. Many teachers are remarkebly gkilled in this
yet none of them would claim complets success. There
W sama childran who do not seent to understand or
5t E KC ' issyes involved or, having Seemingly

O ey wylpp:ly their new- found lkm and know-

16 Memory and practice

Very frequently childrén are asked to ‘remember’ such things
as number fact$ or computational techniques. Some remprk-

able feats of memory have indeed been noted amohg primary
school ¢hildren. Yet -some ‘children find it astonishingly
difficult ta_remember—certaih-things—It is undeniable- that
some children leave ‘school without bamq absolutely certain
of their multsplccatnon tables, and this in spite of all the efforts
of the teachur = praise, encouragement, or threat . cajolery.

-feward, or punishment have eagh failed to produce thedesired -
. result. '

H

Memo:v although a useful tool, is'clearly fickle: It seems to
op;tata at different levels, and with different degrees of

permanence. It is possible to remember a shoppmg list. & -
series of facts for an exaniination. When the- shopping i8"

done, the examination is completad it is likely that the
memory will cease to hold those particulat facts. it would

into the existing framework a!readv built in the child’s mind.
When teachmo is seen as mstructnan then it will be necessary
for'children to be given the opportunity of practising their
new skill. Children are sometimes asked to work twenty
pieces of computation of a kind directly related to the example
used for the demonstration/explanation part of the lasson,

Undoubtedly, practice is necessary, but there is a significant

difference between practice that is mere repetition, and
practice that reinforces a conceptusl experience. Demon-
stration-»explanation-»memory-spractice can be a successful
way of teaching a new skill, but to be valuable the skill must
be both useful and ussd. Unfortunately children quite
frequently fail to notice probable applications of the skill,
When faced with a problem they might ask ‘How do you do
it? or ‘ls it & long multiplication?" It seems probable that

practice shouid be seen as the reinforcing of something -

recently abcorbed into the conceptual framewaork.

Nuffield Hathmticn Project, I DO, AND 1 UNDBRS

I8

John Wilcy Co. ,1967.

'seem probable that sustained memory 1s closely linked with-
: understanding, and that understanding indicates absorption




witdlagug ﬂ! the basic traﬂmworks of theught,

“mental -structures’. The- situations are play .

éﬁweughmn the research clear instructions &
nable testers to deal with any kind of fesﬁonse
ion; that the child miyht give.

, Geheva and elsewhere has indicated that

se ‘mental structures’ are built up gradually
) be ceftain stages through which all children

-
.

s are enumerated, but only two will be men-
of intuitive thinking -
of concrete operations

. .

indicates that children of about five years of
ge when they enter school in Britain ~ are
thinking mtumvély that things are what they
st they are. If a thing seems biggeit /s bigger.

s working in qune different fields have described
aﬂ the borderling between fantasy and reahty,
thve slow growth of the fantasy/reality adjust-
\neva research has shown the slow growth. and
erim stages that exist, as the child passes from

' intuitive thinking to the, stage of concrete °

-
*

mv ~¢ Zj#~rent experiences the chn,ld is énabled
thc[ KC ance ~of such things as number

ul Text Provided by ERIC k4
s \

This- -stage’ extends Qver many years and 1t seems that

3 -
5 18

abalm/ to discard all real materials and work abstractly ﬂn
emerges at around the %e of eleven or twelvg. Theré is,
however, no spectacular qvemlght change in approach buta -
sequence of interim stages.” ~ -
. . . &;\3\
For. example, some®children of.nine and ten yesrs were
investigating the volume of certain tontainers. They ap-
proached the problem in severaldaftereﬁtways one of which
was to fill hollow home-made inch cubes wﬁh sand and pour
them into the containers. After much Mhﬁg. pounn.g ,and’
counting they declared"We needn’t dg thid: ‘M\‘ more All we
have to do is multlply the dlmensnons Su
Suchta moment of enlightenment does not mdncate that from
then onwards the child will be able to cope with * fcmaq\L
operations’ (the term Piaget uses for the abstract soluuoﬂ.

problems) but that he is entering the significant *transntlbhal %

stage. Any attempt to hurry children through this stage ﬁ'f ¥y
development is hiable to lead to a senious loss of confidence, -
They will discard real matenals themselves at the appropriate
moment, as the above example indicates, and, eventuallv.
when faced with a problem, wiil ignore all dvallabie maternais

" and approach it abstractly.

. .
. -
- TS



;usttomﬁzhechﬂdwbﬁtef@kfor yent;ewhat oy
discngts:hereby@md

R . - B
- B - *
s R R

QNhen dymarv school mathematics consisted tafgeh; af amﬁ-
mistic and was thought of only in-terms of knawledge tobe
acquired and facts to be storeq the subject was frequently
sub- divided into ‘mental’, ‘mechanical’ and ’problems’. A
problem in this context meant a piéce of mechanical arithmetic

" disguised by the use of words. The disguise was afl 1do often
quite successful, and children found dtﬁlCtu in umasefkuc’-
the words and revealing the mechanical arithmetic. On other-
occasions the disguise was thin and no ‘problém; at all was
posed: '

was nﬁwmmm&mmthe
snua!m Eventborr m 1937 there

“the mscmng davdapmems of
aeia\t[v in the post-war yuars. Teachers
”Mtnawhdmeanbemd and facts

;rwotud n teal sttuﬂfons the praeess -

for weachers, as well asctufdfan Fhe

st would seem to indicate that the.majority of
ggmm“pama tﬁmugﬁwhat he

But a real problem involves far more than this, for it involves
both the objective assessment of a situation and the posing -
of a question concerning it. Problem-provoking situations
can arise or may be teacher- contrived. This will be cenaéﬂsﬂ
v-more fully in Chapter 6 ‘The use cf the enwronment -

The solution oi genuing pmblems and the wdgemuw;a{:m’g




T LA 9 SAPWITRTIVG,
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0 encourage him to Wwork towards a

s the posing of a question éoncerning a.
' must be determined who it is who asks
f ' whom. Formerly it was accepted that

who asked the questions in the class-
the children who supplied the answers
> almost inevitably ‘closed’ . there was no
cher already knew the answer, and-posed
' @ way -as to obtain the cofrect response

t al eughts ¥ Ccmect res:mnse,
EKC

wll Toxt Provided by ERIC

It must be remembered that children’s questio

_ varying needs. Sometimes the question is

natural.curiosity. sometimes it reveals an emot
disturbed child will ask questions simply to gair
of the teachet. In recogmsmg this need and -

having a few moments’ discussion with the chil
will be making a significant contribution towarc
stability. !

Questions can arise from an organised group
6-year-olds had made a block graph concerni
days. They noticed, that the April column was hi
of any other month After some discussion a |
emerged, ‘Are there always more people born i
any other month ?' To the children at first it see
was a ‘closed’ question. it could be an
"Yes’ or a ‘No’. Their subsequent investigatior
conclude, ‘Uniess we could ask everyone mn-

L 2 A s R B ..a? Wwer o oa 8 ac o d Shea &



Ms&sﬁ;sthammav &quently
M It is thfough this Jiscussion that -
mmm&maﬁdmgﬂmdfrom .

and so maknome estrmaie of hts progress. )
q “ -
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» . {
!
!
|
- . \
i
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. X S




F;gid Work: Roosevelt's Summer-Home : C B
‘(“ S ‘Canpcbelio islénd

\ N

l- -‘ [

‘l‘a find (and collect) infomcion fron the material remains in

Wl

xmseult s Sume: home that tells us : p

T

.
*

*06 (iﬁ*ﬁﬁ Ietand time) at

oty and ms ‘ | : ,
 of ,seareh ‘ . o .
a ‘\'
| ) ]
loles,: ' .
ireise : e,. recorders (registra't') ~
hotographer £,
apper ¥ . 8-
ibrarian - h.
'!‘ - a1 . _ .« .
gnments R ' -
‘ re
) 4 '
sk:
»
- A
1
needed: : - ’
- , = )
.{ﬁ,‘: - <
) ,3& ) .
o .
_ . 35
A
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e . . Field Notes
e
ey -
-~ ' .
The Search (Finding/Hunting)
(Aritfacte) _ Location (where)
l L ] -
- . . o _ 3
. The Solution (Anilysis) - -
g (Meaning) ’ X ' Supporting Evidence *
, v —— . -
™ ‘;*l
- v o,
2 .
? -




I , A Appendix H
' ~DOWN_OF ; OF THINKING

176:  EVALUATION
: ey decide ‘dispute

infer rate ‘
conclude | - /- set sl:andards for -
select weigh
choose solve
| reorganize
restate
systematize
syabolize
TN .- Vary
- formslate
ainimize
connect
R o i b 4 ;9.
take rt differentiate . subtract
gﬂt of divide ~ associste ©
= 11l in isolate - . - ° relate
"g avay order e pattern
_,te;ahcr ; - separate . group
combine distinguish irrancc
-+ dissect.’ ' ‘
al 3: APFLIGATION LS —
demonstrate . "
show
construct % .
el 2; —GOMPREHENSION : ? .

- ghisify ive mla:iamhip s
summarise ‘ gnérihc in own words *
organize state in own words

| confirm intetpret

ol i [ORVLEDGE, B
renember st . - state
recall def ine . -, describe
recognize ldlnzify o - gather
respond : name : A

4 o
.4

v MAY vant to post th.{n list ‘on ukm inxour ‘room 40 Y“’?

= ba sun walasw ba P



Appendix H

Writing Up Field Notes

L. » lkl;e a list of facts with evidence

2. "gtta;orin and sroup facts .

3. Sequence in utcgatiu. if app:roptiata

4. Draw eoncluaiom
5. itti:e ‘up repgrt

ful Bints:
1. Givc all ﬂidmc’c wvhich supports finding (The more evidence the better).
2. Baly make statements you .can prove.

3}_ Ba dure no other facts contradict your findings.

4. Make conclysions from groups of findings, . - —

S, Make caaclt;nioni tentative (pll'!ab'.nble, ponibil'ities. iikely that)

6. l‘:luck-yeu: p:rccptiom with someone else to be sure no other conclusionl

-

’mr-\t; _probable.. h
7. B vnx spetiﬁe in descriptive detail
8. No a‘hmtim an peraissible, only observable facts.~.

1 - 2,

L2 *
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Appendix H’ E

Sdenqg 5/13 Project, lmi.rngL the Environment Ways and ‘Means. Hacdonald Educational,

'850 Seventh Ave. NY,NY téom, 1975

A

[ W S

Car

Qr amsatlon of fieldwork at a dlstance

K -

m the base

8'50 much of children’s scientific experience

veen the ages of five and thirteen.years will be'
necfed with their questions and the different things
rfmd interesting.wherever they happen to explore,
obvious that teachers must be prepared to adapt the
nisation of fieldwork to suit many situations.

know that children need some time for general. -
pnaissance when they begin to work beyond the
proom, iy order to discover what is there. Ways of
nising these earliest expeditions, so that time is

't sefully yet freedom te explore is not
icted. have alnadv been consodered in the first
me of this book

siume 2 we are concerned with the variety of-
fidus! investigations many children develop when
focus their attention on certain living things or

rial they find particularly interesting. Since they

| to do so many different things at different times,
studies are likely to flounsh when the school day is
nised flexibly and free movement of children

reen classrooms and outdoor places is possible.

fren can also deal with different self-appointed
- in this informat way when sites close to residential
centres are used. \

, .
any cases. however, places at a considerable
ace from school and with-no residential

L ion must be used if children are toWevelop
0Ot s!udies to any extent. ‘

n schoels are situated in very built-up districts this

beé unavoidable at an early stage ; in other cases

g mﬁ seﬂa experience will need to range
:ompare new places with thoss they

4 EKC

Theré will be certain conditions which will become

increasingly limiting when the distance between the
school and the study area increases, for example:
- . “
— ~

1. All members of the class must visit the site at the .

same time. . ) . .

2. Time for reconnaissance and collection of data and ’
specimens may be rather short for places such ds woods
or ponds that offer a bewildering amount of material.

. ¢ -

3. Return visits to the site may not be possible.

In addition to these difficulties, planning and’the giving
of explanations to large groups out of doors are unlikely
to be effective. Therefore some division of labour must
be organised before tha children set out so that they
can reach the site knowing the jobs they have fo tackle. * .
In this way there is a better chance of avoiding .
haphazard collecting, superficiality and confusion Even

{

~ when orgamsanon is more precise the emphasis must

be on exploration. Planning a campaign need not .
involve revealing what can better be discovered.

Y

The teacher’s role _ ““

. \ )
During the month before the outdoor
expedition

Preliminary preparation

1 Visit the site for general reconnaissance and to find
out what investigations are I".aty to prove prqfitable.

Gather data for checklis;s (i‘f‘required). . .

Ascertain what features ave likely to cause problems. _

+



%m in relation to the cht!dren they
!Hcmwttnsiu

m give information to parents about the
’ﬁmmmm safety precaunons o

WMW -

ﬁ ‘the landowner about atcess to the sue (uf .

m:u cothcmnOSmaps basemapofsxte.
mwmm

mm:&«m ltﬁoldmtticy .
wed 10 be adapted tor di problems or for use
&Rﬁwﬂydﬁlﬂmuﬂh&m '

h ennuct with tho Mws—-studonts parents
Q;ﬁm with the eh‘ildr.n R

gnmeheta&msmthammmd consider
kms‘mmm possible on the outdoor site.

ﬁehilmm opportunities of voiunteeﬂng for'the
iwafk mq wish to tackle. Help uncenain children.

mmfmgmupdmumnmdmas
i&mmthesaoroups This is a very vital part of

. ‘_ *
;@ it éﬁowren can conseder:;h&t way of -
fing their time on the site, that is set themselves .
' They can also list the equipment they must take
onstruct any home-mada apparatus they may

-

éu;iiut activity on the site is more likely if previous
of tackling the a;signments have been worked

:ch and mganugmacuce in necessary techniques
pages 50-66). - \

5. Give childeen guidance about suitablg.clothing : S
rubber boots or strong shoes, thick socks, wurm;umpbr L
or pullover, windproof jacket, mackintosh §d hat‘ '
gloves (in winter). .

6. Discuss arrangements about safety. The chcldven
should be told about keeping within the boundaries of
the sita. They must also be told what to do if they -
become separated from their group and instricted
about arrangements for the recagll of groups. Give cleer
instructions about the yse of :tB wmstle for these

purposes T

~ -

— g

Make sum first-aid kit is in qood condmon (see page 84 . -
for detalls of contents). .. - -

thodnybofonthcoutdoor L,

anemmhmcdhmdmmmmmy
mll'nqumandhmpuwodmbmuc for - .
cmymgbacklwmgmitonll - ) .

mders about travelling arrangemems packed ,
lunch (if required); clothing and safety. _ .

On the'site
.1 Establish a base on arrival. A parem cah help by

PREY

L kumng this under obsorvauon




~ .

2, m:mmwmlmmof
’ mmmmw

K Mmmmmmmachum

, .ﬁmmmformtempmrkmdcm'

S mmmndchMmmhmthnm
mgmhbhonmm

* Owm yeturn to school " ’
} hmmmmm material and mum
mwmmm

. whbiaﬂow-upworkbtnm'

- 1 Ac! s consultant $o groups by offering leading
sugpcmog §and critical chmments. .

a 2. See that equipment and raw material required for
ﬂ’mu‘g@pmm and makirlg records are available.

- 3. Teach any techniques required for investigstion or .
‘Mlﬂp records, for example, us.ig simple keys and t/ e
. mm presstving and mounting spmmom

B 3 Gﬁmeenmuﬂmcrimmuqmupworkh
sesembled.

8. Chair tha ciass muﬂng held to consider the work as
2 whole.
Enmmehﬂdm\ to amng. an opun nftomoon
mmm i

- Imm-mmmrsml

!thonehmn hmhodmmoxwkmo nearer home
thay will probably be able to suggest different fisids of
_investigation that must be undertaken in studying an

- prga. for axiample . \

3: The general destription.
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Bird kife.

Common matsrisls,

At certain sessons some additional work could be
undertaken with . for instance the study of

grasses in June, 8nd of fungi in woodland in the

On some sites it may be appropriate for tha children,
especisily as they become more experienced, 10 sham
the study of particular types of plants or snimals.

" Surt
wﬂkﬁ

Pond
anmals .
Free
swimmaers

Dwellers oh .
the bottom

-

Wild mammals are elusive and therefore unlikely to be
suitable for study on single expeditions. Somae of thelr
tracks (skulls, fur, footprints) maey be found, -and thase
will be worth collecung and mcording .

Division of labour

Children can form themselves into smaf! groups for
covering the investigations appropriste to the site -
visited. in some places, for instance woodland, many jobs

. can betackled. Other pleces. such as chalk Sowrfhnd i in-

July, will provide fewer of specimens-—orly
insects and flowering plinte—bui in much greater
abundance. Then it is better f¢r more groups of chijdren
to concsntrate on & smallge number of investigations.
Valleys and lengths of Mdgerow wali and footpaths
have two sides, 50 that if they are studied class groups
must be dupkcmd to obtain/data for comparisons.

The following ehm gives s vLugh idea of tgpdlfﬁion of

——_labour appropriate to different study aress.

i

b




Sd ’ ) - Appendix W
S Genersl  Tress Merlscoous  Smell  Birds M-!to\mlc
o description  sh plmu im Q

e ground v \ \ v \ \
rk or woodiend \ \ \ \ \ \
dosow \ \ . v v v e
thaldes of s footpath . Ny v ' v
oy ’ v vV Vv x -

alk grassiand o vy vy ' v

sth or mooriand L Voo s Vv Vv ‘i» v
e wow |

™ . . v Y vy L
o v Y v

;;llmi mdcﬂdnn -

[ﬁnuawmnmmmm
t;lmwdulwuhphm(mwm).
mammm:m I

soitie childran Should be sllowsd 10 select their |

but usually the more uncértain children are willing to
make thc groups fairly even.

ifa numbof of places are visited chnldun should be
oncounood to undertake different investigations on

Rigations, but groups should not consist of more different occasions and so gain experience of a’wide
ﬁWTmMmﬂmm nngoofthinestobﬂoundinthdrwmundiﬂgs
Group 2 g " Group 3 Group 4 Group 8 :
e Yed e e o -

—— m— e o -

' -

!
i
- ‘\A }" s

e i 3 o
B A I ey

i

e I .
Ll.ow water

MiddhL i Lower

N ———— e
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ﬁllﬂﬂ;
task must be selected
m»mmdﬂnm ‘

i 2 mﬂummmwmmmng
aeinﬂarm

l?htihmofthﬂand whothonnslevel unaven,
with holes, or sloping. -

3. The siopes: their aspect (north, south, east or west)
and any change of levels.

g v...ww

-

4. The position of exposed, sheltered or shaded places.

8. Viﬂbh festures of rocks and soils (quarries, flints,
sand, slluvium, ote).

8. The rats of flow of any water.
7. Conspicuous Gutum

Anu of vogetation or water.
Linsar objects—fences, ditches, walls, footpaths.
Mcundmm—wlom*houovy tree, building.

8. Evidence of influences changing the area: grazing
animals. hedging, coppicing, building, etc. .

S Features of special interest, like molehil :/ the entrance
to a badger sett, @ 3quirrel's eating place, tc.

in addition 10 written notes and sketches children could
1se one of the ways of racoiding information shown in
the table above right.

Mﬂ plnnu—tuu. shrubs and

¢ i ofen wise 10 ask members of groups concerned
ﬁﬁubmmmtﬂmmm'ﬂ

IR ", ~mmon species on the site. Inthiswey -
HEKcmmm(mhmbwmdvm
e B D0 oveided and the need to collect

ﬁg!'"" hW“s*wwawamw e

i

 Appendi W

-

PO - -

Method | Suitablefor Examples !
. Making a plan rth whersthe - par m,w ‘
i of the site © physical festures are
" regular in shape and gvounds ors
easily stcessible for  local park
' messurement
i Markmq Places conumino Woodisnd
significant much variety where
featurss on a ' ail parts may not be'
- base map easily accessible for
supplied by the measuremant
. teacher
Mapping by Small irregularly * Piece of
use Of baseline shaped areas where  waste
and offsats all parts sre easily ground
accessible -
Areas of
hmr'r‘hnd
Moppmg with me s.nail Rock pogol
the aid of a irregularly sheped
string grid ‘sreas . Small
patches of
ground
- undergoing
; ) colonisation .
Constructinga  Whers lsvels changs Hedgerow
profile conspicuously Seashore

spocimom is uducod

On arivel st the site members of plant grough should
reconnoitre for a short time in order to select the tress
and othcf plants they intend to ttudy

After this, three types pf actwitv are hkely to prove
profitable.

Gathering data about the growing plant in
relation to its natural surroundings

Heto are some axamples.

1. Habitat conditions (dry, wet, shady, exposdd, etc).-



investigated for perts that have been shed—lesves, leaf . -
mmmmmm . .

mmummmmmmumm
transport to schpol, and if they are living, they should be

placodinmlmmdhwyonmm
m&&mdcmmmdmwm <
mmgmm}mmmwmm« - Observing small vmohntcmimls
ha.ome ;-and the wey this may be affecting other Mombuldﬂﬁsg'oupmyfmdthcycande,a!mou
nh&mmmm climbing, etc). efficiently with this topic by forming into pairs
Mﬁhmmwmh ofochcr In Volume 2 Part 1, pages 12-15, various places where

-

small creatures can be found and appropriate methods

for collecting them have been listed. Pairs of ‘children can
mmunmomyumm distribute themesives among any sich placés in their -

‘'study area and canry out searches for small crestuies in
mmw Anymckamhucmmm ’ \(
~ shelis, etc, should oba be m

MMBM

- containers should be '
mmmmmmwmm
&mdawm«hﬁomm creature’s name (if known) snd some

- irformation about the place where it was found. -
E:mdammmmumuunkm L ‘
MMMMMMMWMmm -
time quietly obeerving free animals and try to collect L
mmaﬂm for mﬂm and information about some of the foﬂowing thingt in thelr
he intensive study-on rotun. to school fisld notabooks: . \
tm‘b;ﬁmbmmmm .
The visibility of the animal in relation to iic

whthﬁMmmmdtm .~ sufroundings.

7. Bu2 1he abjective shouki be a collection as fully Where it goes Of comes to rest. .

m#mmdﬂnﬂﬂwum its dctions—how it moves, whether i!isfudmg carrying
_something, or making sounds.

b.mmaumm . -Any ways in whieh it may be affecting other things.

Before lsaving the site there should be consultation
between members of the group to make sure that
creatures to be retained for further study in school are
varied. Surplus specimens mu\m be relsased.

mmnmmwmwmmmwm

p'ace their crestures in permanent or temporary ]
accommodation, pupmd beforshand, togcthar with
supplhsoﬂaod
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Y Wn&enmmésmmttbemlymmthatmbeuw
: ”efapenod H:hes:te:srecaitemug

: ab&&x &Emg mcimils and addmg to yeur understaadmg of tl

past.
Frem ﬂ;mews wnh resxdenxs you can hnd out many .

s :hgags ‘What kinds of activities have taken place at the site ov

- the years?. What ghangcsj}avg mm&mthﬂnﬁdmgs and la
Who owned aid waiited the. property and are there any anecdc
abeut them? -

" Chooscan old hause, store, or factory that you weuld like
,knox& s’bcmt ‘Ask around. Is there an elderly‘persenwhehash
in the area for yeats? Telephone this person and ask if you mig
interview Bﬁnﬂt her about the.site that you z:e :n:ezested in.

‘ Prepare same questmns aiiead of t tlme Ask questmns like the:

- Has tﬁz site cﬁaageé mﬁch in apearance over the years? -




mmem*gmmmm e
s:ﬁmtf:rest Good research ﬁeamnpmw L '- : -
= ¥ \ )
mmn importany; hl:d'l'.. .
mhﬂtdﬂmtt&ﬂymmmbnnﬁ.ﬁmry, o
ttenhypeaplz, and each person views sn eventera ‘ ‘ o
% to his ar her own experience. When personal T
ots $he facts, the distortion is called prejudice. Pre- - -

w.up in descriptions even when people are trying
Mmé&e;mtg Wy can sée everything that .
1t ber it accurately.
m&gupﬁm&emnnd may disagree with
mé ma&ééacmms. In the'end it is the artifacts
log mm to form the final report: It is the
cialpi esehseinaerherp:cturc of the

ve =
. e e
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olo t %&émm tonciﬁswns from the data,
n will be compared with other sources. In this -

éocnmentsm%ax%ologeal findings comple- \ ‘\
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ORAL HISTORY

<

 STEPS OF THE INTERVIEW PROCESS

Contact the interviewee| .
"Eiphia tiye "program” to the interviewee
Pﬂpﬁ‘s mterview outline and questions
Practice with ,the tape recorder beforehand
. Mﬁd the interviewee of tbe appointment’
Set up the eqqipment

Begin the 1nterview establish rapport
take notes )
close the interview

o

Send letter of thanks ‘ " -

3.

Referem:e ‘
‘Baum, Willa K. Oral History for the Local Hstorical Society.

;Mericau Association for State and Local History, 1400 8th Ave. Soutt{.

" Nashville, TN 37203, 1971,
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~His story. Limi} your ow
anfries to break the ice, §

guide him along. It is not necessary to give him
the details of your grest-grandmother's tip in a
covered wagon in ordar o get him to tell you
about his grandfather's trip to California. Just say,
| understand your grondfather came around the.
Horn fo California. What did he tall you about the
trip?.’ b,

2. Ask_questions that require more of an answer
than “yes” or “no.” Start with “Why, How, Where,
What kind of, . . " Instead of “Was Henry Miller
a-good boss?” ask "What did the cowhands think
" of Henry Miller as a boss?” '

3. Ask one queition at & time. Sometimes inter- *
viewers ask a series of questions all at once. Prob-
ably the narrator will answer only the first or last
one. You will catch this kinid, of questioning when
you listen through the tape after the session and
you can—avoid it the nest ime.

4. Ask brisf questions, We all know the irre-
prestible speech-maker who, when questions are
called for at the end of a lecture, gets up and
asks a five-minute, question. [t is unlkely that the
nafrator it so:dull that it takes more than a senterice
or two for hin: to understand the question.

5. Start with non-controversial questiony; save
the deficate questions, if there are any, until you
have become better scquainted. A good =lace

" to begin is with the narrafor's youth and  back:

ground. .

6: Don’t let periods of silence fluste you. Give -
your narrator a chance fo think o what he wants to
add before you hustle him along with the next
question. Relax, write a few words on your note-
pad. The sure sign of & beginn'ng interviewer is
- a taps where every brisf pause signals the next

subjects (the most common-problems ars to follow

I'd like to find out how the closing ofl the mine in

w FTITIE rI S THUREE: THEY o4 %
not pacfact and he need ot worey if he isn't either,
It is unnecessary to practice fumbliag & few qya.-
tions: most ofius are nervou: encugh to“do that
naturally. * . "

8. Don't interrupt o good story because you have
thought of a question, ur because your narrator is |
streying from the planned oufline. If the informa- -
tion is pertinent, let him go on, bat jot down your
question on your notepad so you will remember
to ask it later. . ) )
9. If your narrator does stray into non-pertinent

sqme family member's children or to get into a
series of family medical problems), try to pull him
back as quickly as possible. "Before ws move on,

1898 affected your family's finances. Do you re- ’ -
momber that?"”, -
o 10. It is often hard, for a narrator to describe
persons. An. easy way toybegin is to ask him to
describe the ‘person’s apoeatance. Erom there, the
narrator is more likely to move into cheractsr
description, . )

11, Interviewing is one time when a negative ap-
proach is more-effective than a positive one. Ask
about the negative aspects of a situation. For
oximple, in asking about o person, do not begin
with a glowing description of him. “T4now the
mayor was a very generous and wise person. Did
you find him 07" Few narrators will quarrel with
a statement like thet eveh though they may have

- found the meyor a disagresable person. You will

get a more lively answer if you start out in the
negative. "Despite the mayor's reputation for qood
works: | hear he was a very difficult man for his
immediate employess to get along with.” If your
sarrator admirdtd the mayor greatly, he will spring

" 1o his defense with an apt illustration of why your

4 9 | . qc:esﬁon.

4

% ‘ ' | 50
o 32 peum, Wills, URAL HISTORY POR THE LOCAL HISTORICAL SOCIETY,~ Nashville, TN. -

. American Association for ‘State and Local History,1969.
ot et - . B ‘ 3 N L
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3 qunt
) mmwkh%%myﬁm
‘narralor'seccownt. . -

13 &ﬂ}mm?}nmmh
inackurate. Instesd, tiy to dévelop ‘as much in-

M;&;%Mmhuﬁhkﬁr'

rewarihers in sstablishing what probably happened.

Your narrator may be telling you quite accurstely

what he saw. “‘As Waller Lord explained when de-
mibmqhsmhtmw&h%meﬁhhfanm
M%xwmwmmsmp
in the last fifeboat. As | later found out from study-
ing the placament of tha lifsbosts, no group of

lifaboats was in view of another and each lady.

" probably. was in the last febost 'she could ses
leaving the ship.”
4 ,Botac!hﬂy point out fo your. mmtnr that
there is a differant account of what he is describ-

_ ing, if there. is. Start out "I have heard . . " or,

| have read. . . " This is not & challenge to his
account, but rather an opportunity for him to bring
up further evidence o refute the opposing view,
or touphmhwﬂ\dmgafcshb&shod or to
temper whet he hes already said. ,If done skiilfully,
some of your bast information can come from this
justaposition of differing accounts,

15, Try to avoid "off the rpcord‘ information—
" the fimas when your nariator asks.you fo tum off
the recorder while he tells you a.good story. Ask
him to lat you record the whole thing and promise

M

fi. Bﬁﬁf@&mr
much bither Jo warte o little: Tepg, on &
mﬁdﬁmbéﬁlgﬁmk&lﬁm
by & constant on-olf epere

‘ hf &as m i

mm-mihs. ﬁwn&ﬁgﬁg switch, np
it o " fﬁﬁﬁéiﬁhﬂﬁiﬁhﬂtm&nﬁdmt:
whl—fﬂmh@#, -Of courss you can tum off

ﬁam&ﬂnmm@sm"

inferrupts your seysion. -

17. Interviews usisally work out better if there is
mmm&m@hmwm%nm
viewsr. Somatimes two or more nartators can be
mmfﬁﬂyncﬁd;m‘maﬁymhmafm
would have been better slons.

8. Domé&nhfmwﬂlmlbkhm
An hour and & half is probebly masimum. First, you
must protect your narrator agaimst over-fafigue:
ucond.yauwiﬂhthdorni(hm? Some nar-
tators tel you very frankly if they are-tired. or their
wives will. Otherwise, you must plesd fatigue, an.
other appointment, or no more tape.

19. Don't use the interview to show off your own
knowledge, vocabulary, charm, or other abilities.
Goedmfmmdonoi’thiwmﬁymmm
views do,

%
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Appendix

Name:

{ N
' Experiential Learning Activities
"Qut-of Classroom"

Sxplgigiln detail, two of your ide for “out-of-classroom experiential
learning activities"” ¢t felate to content you presently feach. :

\ . what the activity is
. 'whe it's for
. . how long it takes iy
. . purpose, |
. how it relates to present content -

-

@ + barriers to doing : | i

of




VILLIAMSON ~ e - 3
con involvé students, pannb community and scho::l board in the design of v S
od leaming. The m@ordcscubesom such-program, The Mt. Cardigan . ' . —.

- .- ] ~
.mthenm)oburwdandmﬁectedupon andfro-'nthm

reflctions the leamers (3/ ) review the appropriatenessof .
B} ther actions and attitudes and postulate what changes ., ~ *

suggest some i might be dedirable in a similar problem solving situation. . .

d and community-based cumricula %ithina - Then, (4) leamers are placed in a new problem solving. |

chdol context. - situaﬂoninwmchtowﬂmydutrabhchanges . :

L : ) Dhgrammancatly this cycle can be represemed as fol-

k - . o lowst .

oal in every school district with . , ; Actions Consequences

gme in contact can be found tenets upon \ \ ,

MMBMTMQ:“W (1) o
ving, psually stated in this format:' K Concrete Expenence .

 students with the Sills necessary for : /

h a changing world; ' . (4) . (2)

udents how 1o solve problems; Testing Concepts jin * . Observation, i

iudents with challenging and realleam- . New Context ) Réﬂccﬂ@

s individual needs of students; (3) -

denis leam how to communlcau effec- ' Formulation of ‘

sach other; ) ) Concepts and Géneralizations

studends for in uociem bunded L ' ’ '

ocratic a,.ﬂg:g ) To fostér this process in any school setting, certain pre- 7~

!ﬁ&hmo{mhuﬂchmm ~ conditions are desirable. Generally, the faculty would view Co

ich spacifically perta'n 10 "'demoins.ated the school buikling as primarily the place where steps two

n besic skill aress, althiough they' must be and three oecur. The direct, concrete leaming experiences

ugh the curricula. Keeping all of these goals : fdd take place as much outside of school as inside

tate the framework for leaming experien- hool. Additionally, the faculty would view the fole of the i

40 mingite clasd, an eight-week unit, or an teacher as being the problem poser rather than the prob-

%, (1) the {eamets must be placed.in a lem solver. as someone who establishes clear cbyectives -

an which calls for individual orcooperative which focus as much on \hat is happening. a' 1 how. as

sctions and théfr attending consequences ' on content Inshort, the teacher is a process expert asuell -

-as a subject matter expert. The concern is to helpleamers
MSON uoches af the University of New . . : .

w Of Education. He is ¢ &mmnmd no:.:cumb;mm Mﬂmolmhﬂw leaining |
Coleman. ¢ n Hophins Cohclusatrn i1
tLive, Leom, deeathpmgmm whichs Sweven Yean of Research” MMMW??‘J o D.m;l\u;:" .
summer eoww in designing experientiol via nmmmhfmg zwmcu:‘ NJ Prntce Hat 1974 The
Wi faled nhaf 5§ & choc dinin
ed’ " yeorimemsh leodmgroon  Fonirai b giope mameinie s nitin -

" Sciance, New York: Herper. 1981, - v

i * mmmmqemmmmmcm ns -
- B -




% . .

achieve a personal high standard of compre hension Lnd
perception of their outside world and inward lives The
whool curaculum would have an emphasis G integrating
disciplines. and. thereby. for collaborative teaching. With
interdisciplinary units and a core of faculty working with-
one grade. or one group of students. *he 45 or 50 minute
class penad could be shortened or lengthened. and classt
Azes could vary according to need Leaming situations -
-would stress intolving students physically. mentally, and
socialhy, * direct. active experiences

_ Designing Expeiiential { Inits

"~ Whetherore teacher wants to devote fifteen minutes a
wee fo experiennal leaming or a team of teachers wants
0 dwelop a ten-waeek interdisciplinary unit using an-expe-
riential approach. the process for'design and implementa-
tion is the same. The following three tables are Hustrative
of how this accom in thc Live, Learn and

- Teach program. Table A, *'A Checklist of Factors in Plan-

. ningfor Experiential _eaming — A Planning Format.” isa

fairly typical lesson planmng format. while Table Bis a very
specific and detailed expansion of Step IV “The Planning
Process.”” from Table A Table C is but one méthod of
de2rmining if a given unit meets the criteria for experien-
tial leaming. In keeping with the goal of involving learners.
all three tables should be viewed as instruments to be used
by both teachers and studunts

y

L

‘Table A: A Checklist of Factors in Planning for_

I, Logstics

Experiential Learning — A Planning Format

I Theme of the plan
Ratiortale inclu *ng overall purpose
Desired results
Cognitive :
‘Affective’ . S
Behavioral *
Il Resources and needs :
Persofmel
Materials and geographic locations
Budget

" Dates and Places

Trar:sportation
Emergency procedures
Permission/medical requirerr . s

IV. Planning Process (See Tab' ' for aetail )

V. Assessment procedures for student learning {consider
pre- and post-test/assessiment)

VI Journal observations and conclusions

AN [ -

B

R

) i — )
Table B: This is a sample of how the Planning Process in Table A. Item IV, might appear for a beginning lesson on crienteenng

-

OVERALL PURPOSE: A growing sense of competence
;. dealing with the environment

IV..PLANNING PROCESS ' ¢

ACTIVITY: Orienteering
DATE.
NAME

RESULTS
V _at the leamer-centered teacher seeks
to accomplisk Think :n terms of affective
cognitive and behavioral growth

i -feduce potential threat
-TemGve mysterious aspects
-creatd a sense of comfort’ ease
-gain attention of leamers
172 ~-provdesense of allleamers becoming
involved
-provade initial success experience
& vide acquismicn of skil in reading'

3

compas setting compass dal

’
v

EVALUATION
Hixe many - the deared RESULTS wore
attaine ¢ Fhow mudh o the OVERALL
PURPOSE aas achieved? Which teacher
actions must b Chariged toathieve the
Jesired RESULTS?

JEUPUR AV UV U O

PROCESS
What actions the lcamer-centered teacher
takes to achieve the desired RESULTS
Consider also resources. logistics. and
budget

1. *Introduce actwity by (10-15 min ) 1
* -Holding up grapefrunt as representa-
tion of world
-Descnbe “vhere poles and magnetic
pole are located
-Describe charactenstics of compass 2
while handing out - ompass {one for
every fne!
-Break into small groups (4-5
group}
2 Ga td pomnt from which prearranged
sitings have been made and
-Have greups together
-Have them tuen dial to 4¢ " and site
mast qigmif an®obiect in dictance
fave them tum dial to 203 and do i
amy
Continue above processuntit lrarices
have  got it
Pacmg and Jistance
Short course
Larger course
Post actvity discussion

each

[= RS L R S

PROCESS CHECK

What behaviors during the PROCESSwill
verify if the actwity is succeeding or if any
adjustments in ~ctions are needed

Are leamers exhibiting ease under-
standing? (Look for relaxed facial ex-
pressions. physical proximuty’, minimal
movement Listert for relatedness f
questions and contersabion |} .
-Are leamers in small groups win
friends or strangers’

-Are all indiduais involved with task’
Are learricrs siting comructiv?

/7

: kﬁvmat qf Fxperiential Education 'Fall 79
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71

1 Yobie C: Sample of an Experiential Class

Assessment
Format “ ; .
1. This class had the following e)qxrienﬁ;al compunents (on a
- ‘scaleof 1 10 10k -

. students actively involved — physically
sturdents actively involved — mentally
students actively 1 volved — sucially
teachers actively involved
teachers set up problem

_ others

| &

2 The teachers.(on a scale of 1 10 10}

1 - were well organized

_ _ were aware of students’ abilites
. .- were aware of students’ concems
... made good use of resources
. made good use of time '
. communicated well with students . -
. — were enthusiastic about what they were
- ,%nnmwhmmmcsnﬂmhanddﬁekammgmua-

3 The stid’tnts {on a scal- of 1 10 10)

—__. liked the lesson .
__«understood the lesson
ere fair to the teachers
. cooperated with each other
.. . learned something
cther:

4 The things | liked most about this class’

5 Something which could be improved

%
6. Something | did not like or which made me uncomfortable
- - |
. g |

' /|

As an example of what s @ible in a typical American
pubhic school. { will describe how an eight week interdisci-
inary unit, the Mt. Cardigan Environmental Unit, em-
izing a study of the natural environment has been
developed over the past six years at the McKelvie Middle -
School in Bedford, New Hampshire As a supervisor c!
araduate intems in that school for the past several years,
my frst-hand experience has shown that the usual
roadblocks and constraints. such as lack of money. com-
munity involvement. or support. can be surmounted.
In itd current stage of developrhent. the unit works in the
{ollowing manner. During the late spring. parents of

seventh grade students and the students themselves are

_given a presentation and description of the unit. This oc-

curs at ary evening meeting, with teachers and adminis-

. trators present. and includes video-tape and slide pre-

sentations, a question and answer session, and ' forma-
ton handouts Over the summer. the eighth grade
teachers finish the currentyear's revision of the Field Study
Manual. which becomes the guideé bouk for each student
throughout the unit This guide book contains a great
varicty of problems to be solved. with considerable latitude
for each student tp identfy hisor her own particular area of
mauirv The manual is meant to serw as a joumal, as a
l{lC 1o mquiry, as a means 1o record observations and as

H

IToxt Provided by ERI
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L .= Appendix K __
an aid to posing

and solving problems.
For the{is] six weeks of school. all exghth grade students
'the numBRkf has ranged from 125 1 160) and their
teachers YEpare for a week of investigation and explora-

tion on and around a mountain in northem New Hamp-

shire The skills which the youngsters learn prior to the tnp

include water testing, soils testing flora and founa identify
cation mapping. orienteening. archeology. camping first
aid weather observation and gredacnon' food prepara-
tion. and photography All of thuse skills are taught

through actual field problems set up in the school. on -

school grounds. and in the community  Steps one. two
and three of the experiential process are engaged in daily.
with step four presenting a real and immediate prospect in

mind From the first day of school, students work ingroups |

of twelve with at least one adult in ¢ach group School
subjects such as physical training, writing. and social
studies are intzgrated as a result of the kinds of problems
that must be solved thrughaut the unit, i

By the time students embark on their trip to the moun-
tain. they have encountered in a direct and personal man-
ner the_problems they will be solving in the new setting
Although the students are structured into actities such as
a beaver pond study, a plant succession observation. an

archeological dig in“an old fatrm house cellar hole. and a

stream flow study, there is also an individual focus which
each student has chosen, and which will result in a cul-
minating project synthesized during the final week. then
presented t6 parents and the communtiy Such projects
have included making scale models of the 25 square mile

study area, picture Jisplays. written and pictorial recon- .

struction of farm life 200 years ago. a video-tape produc-
tion depicting the entire unit. flora and fauna guides for the

area and a booklet designed tc help other teachers and -

students start such a unit All but a few students choose to
work on these pinizcts collaboratively Teachers and stu-
dents assess whether leaming goals have been met both
by the projects and the continuing work in *he Field Study
Manual ' ’ )
It is hoped this brief sketch of a fairly complex unit will
give the reader one indic.tion of the kind of expenential
approachies possible. In addition t the pre-conditiuns
stated at the end of the first section, some specific detalls
need attention. These details are revealed through the
following interview, which Greg Kniseley. a graduate stu-
dent intemn. conducted with the school pnncipal. Robert
Lutle
The science Cumiculum Coordinator had the task of
reviewing and revising our science curmiculum five years
ago (1973) Ray Landry. and the other scenve b acher
Dick Jandlle. wanted to provide an eaciting han fs on’
expenence for the eighth grade class in a bramstoming
session dunng an eighth grade team planning petic d. the
teachers coneeived the idea of mvolving stud. nts parents
and community leaders m developing an ue s pinan
umitof wstruction, which has now come to bt asthe
Mr Candigan Environmental Unit Ray alw ool d the
JAssistant Supenntendent Rod Manstield i the proimy,
nary stages and this proved o be an e eartant <ep .
gatmng support for the wea Dunng the sammer Rac.wal
mput from his peers used the veinde of the suminer
Cur wulum Dewlopment Committee to have the prograe:
come far enough along in its design that first year so that o
Fall/79 The Joumal of Experiential Education; 17




deecind 8 muc; funding as | could towards the project
/e Bthe case in most innovetive OF New projects, one

‘mﬂﬂyhbﬁm\dmbmm.mdﬂnn

develop the plan. In this case, Ray Landry was the person.

-hd,dibnbﬂ\emmenﬂomd,hebuﬂtanevmetbn

model and kept the right people inwolved and informed

throughout ¢~ "+ ‘
- Wmplick in his statement are some important factors
essential 10 the success of such a venture: -

(1) The project began with a few dedicated teachers,
low-key in their approach, and a principal, willing
but thorough in matters of an exploratory nature,
spending the time in and out of school to launch
the project, taking care'to involve all of the neces-

(ﬂﬂnmcmbegnwuhmodatmpby-mp
Al first, the unk focused entirely o
science and math, fnd did not include all
~peachers in the eighth grade. Year by year, the
unit expanded 10 include the other subjectareas. -
Thcgnmthvelolcomﬁgmykahukhymdl-
cation of the support and involvement of many
ad\hm-thecommunnydngolagencypamcipa-
tion.

App K

_Duringmy five year tenure, | have observed some posi-
tive changes in attitude and involvement on the part of
staff. and | believe this is attributable to the fact that the
leaming experienice has been so obviously successful. as
determined both by zcademic achievement and by stu-
dent and teather attitude. At this point. not only are the
academic subject matter teachers involved: the nurse. sec-
retary. home economics teacher, and physical education
teachers have joined the effort. All staff have galvanized —

in spite of obvious and expected differences in style and
approach — around the task of preparing for the week in -
the mountatns. Jt is a time they enjoy, as do the students. ’

. Although some of the studentsfeel that the Field Study
Mmﬁhndy)&mﬁqmorkbookbbecompbud.
most students use &t for what it is — 2 guide to give
substance o their observations and discoveries. The blend

of experiential and pencil/paper leaming is achieved

through necessity and natural inquiry. This is not to say
that students can choose to do nothing. Rather, it is to say
that there are more options than might be found if they
were pursuing a curriculum in a more traditional manner.

~
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During my five year tenure, | have observed some positive changes in attitudg and
involuement on the part of staff, and I believe this is attributable to the fact that the
leaming experience has been so obuiously successful, as determined both.by academic
schievement and by student and teacher attitude. ' o

R

s

3
i

{3) The teachers' primary motive was to create an
interesting set of leaming experiences from
which observable and measurable skills would
generate. Like their students, these teachers
have developed a_keen sense of ownership of
the teaching materials and the leaming experi-
ences — which is not a fypical response when
using prepared texts.

(8) Teachers ensured that lines of communication

remained open with all the people concerned

Wiritten information to parents, presentations to

school board and community. slide and video-

tape documentations. student projects. parents’
meetings and continual prpgram evaluations are

.

/

Q  Adusniwe — An Engiuh Grade Environmentsl Expenence. Greg
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As to student-teache relationships. it would be apparent.
to an observer that a positive tone for the school year is
generated through the shared leaming and living experi-
ences. - o

It is encouraging to see the many schools which have

developed units of a similar scope The message whigh |

comes through from each of them is that the development
of experiential approaches Is limited only by temporary
constraints. most of which are within the people doing the
developing. As the network of teachers who are currently
able to use these approaches becomes more sophisticated
and as more articles on this topic are wnitten. it is hoped
there will follow a substantive increase in the use of expe-
riential curricula .

o7
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To Simulate or Not to Simulate

by William A. Nesbitt

1

Scene: A peychiatrist's office » }
Cast: A socisl studies teacher on a couch, and the
peychiatrist. '

Teacher: “My teaching isn't going too well, Doctor, I'll

have to admit. It isn’t only that the kids aren’'t what
they used to be—maybe I'm not either. They're bored, at

!

but then, he's ing games with them-I mean literal-
mmﬁ&n m.tW"dl,’ that’s one

ia i'l‘! lti ’"’, i..

of my students asked me why we don't. play

-3
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missed out of hand,
aficionados of simulation. Some fears are quite
realistic, at least for some teachers in some situa-
tions. There are, for example, classes which will
not take serious games seriously enough to make
them work. Some teachers do not feel comfortable
with games (thefe may be ways for them to handle
this, as will be discussed later). And, some games
really don’t teach very much while others might
reinforce undesirable attitudes. ..

But Game A is not Game B. One should no more
* condemn simulation.games as a genre, from a few
unhsuccessful examples, than one should condemn
the use of movies as a teaching device because
some movies are lemons. Moreover, it can also be
argued that a bad game (or movie) can be used to
good advantage as an object for sharpening stu-
dents’ critical skills. For example, a class might
undertake to redesign a bad game by changing the
values of what is exchanged among the partici-
pants, altering outcomes, changing rules, adding
roles—essentially trying to make the simulation
conform more to reality. Such a process can teach
a great deal, even if the revised game is still not
-ompletely suecessful.

However, before considering the ' cnefits and
dangers from their use in the classroom, we must
be sure that we have a clear idea of what we mean
by simulation games.

\

L

.~

WHAT ARE SIMULATION GAMES?

People often loosely refer to the kind of games

being used in social studies classrooms as “simula-
tions,” or as “games.” The most descriptive and
accurate term is to combine the two words—simu-
lation games; this suggests both major charac-
teristics. - )

Model of reality. First of all, mql; classroom

"activities are similar to or simulate a situation,

event, or system in the real world, either past, pres-
ent, or projected. It helps to think of a sinulation
as a working model of reality. The real situation
cannot be ‘
and complicated, too far away, o. surred in the ps

or ray occur in the future. As in the case of a phys-
ical model, like a model airplane, a simulation

. game usually reduces the situation to manageable .
proportions and strips highly complex matters to .
those essentials for certain learning objec-

tives. For example, theﬂlnme of ture does

not attempt to include all aspects of the American

legislative branch but chooses to focus upon the

ss of logrolling. Other simulation games

ave dealt with the Constitutional Convention

(1'787), the Korean War (Dangerous Parallel),
managing a planet (The Planet Management«

' Game), and life in a black ghetto (Ghetto).

3

Simulation. games in social studies cl
tcoms always involve role-playing by the students;
that is, ts take the parts of people, whether

they be leaders of nations, hustlers, parents, or in-
habitants of a spaceship. They step into someone
else’s shoes and g:oom

e that for a period of
time. Through negotiation, aining, decision-
making, and other activities, d ding upon the

simulation, the model comes to life and, it is hoped.
mirrors reality. The students, in their roles in the
simulated environment, mmevcn hdve a gut-level
experience of what the real thing is like.

WHat has been said thus far could apply as well
to a mock Congress or a mock United Nations in
which students play roles and operate through a
model. What is missing in such mock activities,
valuable as they are, is the game element. To de-
fine a game precisely is difficult. To do so in the con-
text of a simulation may be all but impossible. But
all games do involve some sort of contest or compe-
tition and many place the players in situations
that lead to conflict, including simulated violence -
and war. In games of conflict,
incompatible goals; that is, one player's objectives
seemingly cannot be achieved without threatening
those of another. Goals are often, if not always,
some clearly degirable resource, tangivle or in-
tangible. that is perceived to be in short supply—
land, natural resources, money, prestige, etc. Such
a game stresses conflict between individuals and
between groups. The conflict may be “real”; that

o8 ’~ ' -

into the claceroom; it is too big -

the players pursue

=




want badly. In the game of Crisis, for example,
ical countries strive for & rare ele-

various hypothetical .
mt.wawhwh would mean unlimited -

energy a domainant position over those who
did not get it. But the conflict can also be largely
“unreal,” based on imisperception. In the .Q“lphn
Crisis Game, simulating the outbregk of World
War I, countries may take actions viewed by them-

sejves as purely defensive but which Are perceived
by others as threatening, and lead to courjter--
an escalating situation. -

Rules and constraints. It should be stressed
that simulation games, as distinct from role-play
_ exercises, require the players to operate within a
.0 if mﬂund constraints. A group
asked to rola-play a ghetto family living on welfare

tions

- and outcomes clear, even quantified. y
-cause in some kinds of role there may be con-
straints, competition or and a model, as in
~ the case of a model UN, it is not always easy to

make a precise distinction. It is accurate to say
that simulation gimes are more structured
have more of a game quality than role-playing.

Outee‘nu. , ‘l‘here is a game quality in simula-
tions for the social studies clasiroom but this
should be carefully distinguished from convention-

al parlor or gambling games in which the gain of

one arty is the lpss of another;'a zero-sum. Or, as
the

chess said to Alice in Alice in Wonderland, .

*The more there is of mine, the. less there is of
" yours.” Simulation games need not be cake-divid-
ing contests; rather there is the possibility, at
least, of cooperating for mutual advantage and for
enlarging the “cake” or the scarce resource. In
- Guns or Butter, countries can and frequently do
get into an arms race, with accompanying suspi-
cion -ear, and hostility; but they may also coop-
erate to limit or eliminate arms and build their
economies through trade agreements and common
markets. Or, all can lose by annihilating each oth-
er through nuclear war. .
Scme games do not involve playe:s in conflict
but rather in a form of parallel competition. One of.
the first educational simulations developed, Life
Career, has teams of students vying with on~ an-
other to advance the career of a fictitious on;
the team which provides “the most successful life’’
for the person “wins.” S.milarly, in the Planet
Management Game, teams crmpete to see which
one can best manage the pi Clarion, control-
_ ling population and pollu ad providing for
economic development and adequate food.

A number of reputable game developers empha-
size the importance of having clear czutcomes de-

Q

and.

rived from what the players do in the s:mulation
gamc. Samue! Livingston and Clarice Stoll in

imulation Games: An Introduction for the
Social Btudies Teacher state, “In a simulation
game, the scoring system provides rewards which
depend on the results of the players’ decisions.
These resuits and the accompanying reward are
made to g;rrespond as closely as possible to those
in the real’situation.” By the same token, failure of
players to adopt effective strategies should result
in losses that are clearly conveyed by ‘the game
itself. & \

There is a category of games where the outcome
is neither programmed nor determined. Whether
these are properly called simulation games or not

__is a matter of how rigid one is about a quantified

outcome. In'these games the students discuss how
well they played and whether there was a win-
ner” or not. In the Alpha Crisis Game the stu-
dentq attempt to evaluate their own and others’ ac-

tions and decisions in the light of the goals that

- each country had determined for itself. “Winning”

in such a game usually' means préventing a war in
which everyone would lose in the long run, but it is
up to the stndents to determine the criteria for suc-’
cessful play. In Guns or Butter the teacher is cau-
tioned against having thé students adopt a zero--
sum, winner-loser type of thinking since all may
impgove their countries’ positions through coop-
eration or all may lose through war.

+

The teacher should not be God. The reason
why it is. important that a good simulation game
itself rewards play is that otherwise the teacher or
some other authority will too often be in the ?om
tion of deciding outcomes—ef playing God. In a
well-designed simulation . game, the students
should feel ihat it is the system the game is trying .
to replicate that produces the resulta. Thus is not to
say that the students might not feel that thre“run- .
ishments meted out by the game werg.cfuel and un
usual and did not conform to reality, or that vii ue
was not properly rewarded. Indeed, one of the prin-
cipal responsibilities of the students in the debrief-
ing or follow-up is to criticize the game, perhaps
changing the outcomes. But it is far better that he
game rather than the teacher be put in the posi!on
of meting out justice and injustice, and the fiShes
and loaves of the real world.

The question of cause and effect was vividly ex-
emplified in one plzy of Guns or Butter at a con-
ference sponsored by the United Nations Associa-
tion. Several pf the countries in the game were led
by strongly peace-minded people who chose to re-
veal their ldck of armaments as au inducement for
other countries to follow suit. One of the two major
countries was controlled by a student who chose to
play like a Hitler, talking peace while building up
overwhelming military power. It attacked the ex-
posed countries and was victorious. In the debrief-
ing, one of the leaders in the defeated countries ve-
hemently asserted, “This game teaches wur. not




"&3'

ich ihe !ltrlmveﬁian aggressor re-
saches reality.”

SIMULATION ems MIGHT
R MY QTUDENT $—AND ME

7“me 5::%,. Many teachers have '

games results in a.far
p between students and
leumin;enhmeed, 4n the course of
m;misdw toa fellow
% a pnru;vnr

the teacher who

o much about
umpmh!mtm

ag simu

hovers and seol&'s
tules to the
ﬂmulahen

werless groups to-rise out. of their
e was asked during the debriefi

agof the A Criﬁl Game, the
'a (Austria-Hungary) acted very ag-

war against Al-
&emﬂmmo coa-
is own ‘country. Later, the
n ) said, “That was stnpid!" The

did not lose his temper but rephed
didn’t see what wo happen
ive learning. Games are partici-

es; they teach experientially. But

means simply knee-jerk learning, It .

lace games in the framework of the
ing process outlined by Jack Fraen-
lucation (Nov. '73). First, there is an
ding, listening, seeing, and all the
ciated with these. Second, the in-

ation must be organized by the stu-
Q

make it impossi Iefertheks&for-

mt a0 that it fits mﬁo lm mental filing system .

makes sense in relation to what he already

knows. Third, the student should be able to have 7

some active experience with the knowledge or with
" the basic concepts. Finally, there shou
ative phase in which the student uses what-he has
learned to produce something new or different.
" Simulation games, when properly used in the con-
text of a social studies course, can contribute to
learning in all of these phases but especially the
experiential and creative. They do inval data,
some mare than others; the model helps mze
the data in some meaningful-way,; studenu
_ come actively involved in playing the

of criticizing the game, perhapr

" the experience
" changinig the values and outcomes, even vm%mg a

new game, is creative.
Simulation games can teach basic con and
thukmdya teyuﬁonakiortbar in the
Ifmwmtﬁndentﬂonndmtmdthe

muning social classes
poxmdlto behave,. Starpower might be
mypmsofmd:uorhctmlfm

in ‘with fluid alliances, the first
partof The State System Exercise is qmtuﬁec-
- Soreign yolicy decisionmaking, Demgercus ba
oreign policy decision ar
allel can accomplish this in ways that more tradi-
- tional approaches cannot. However, and it cannot
be repeated often -enough, learning does not stop
with the game; in a sense it really begins as the
students reflect, in the debriefing, on what has
' happened and as they use the post-g
more conventional sources to expan ?:n and re
inforce wh;at they have learned

Rewnrd nnupped abilities. Simylation
games also teach and reward certain skills and tal-
ents that are too often neglected, or &t least not
- , in ordinary classroom activities. Lead-
eulup, for example, can often come to the fore

want to get across the concept of an 1Bth-century.
temational

beacre - -

input of -

who are not acadc.aically success- i

, ful. One student, barely passing in most of his
courses, was outstanding as a leader in- playmg
Guns or Butter. And, while still in high schoc!,

- he became much in demand for demonstrating

games with students and at teacher-workshops in

many localities. This leadership talent played no
smal! part in his later going on to college.
n,-depending upon the ame, students may
also leam something about planning ahead, allo-
cating resources, and adopting
achieve an objective, whether that be a desirable

. career goal (Life Career) or a foreign

jective (Inter-Nation Simulation).”

learn to count costs in terms of benefits; and, as

they pursue goal’s and recognize the need for meth.

ods of persuasion, they begin to value the skills of

marshalling facts and arguments public speak-

ing. and negotiating. They also_learn the impor.

tance of domg the game hom@work * following
A

J !

80 . ‘ 0

licy ob-
hey can .

strategies to
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glirections, asid listening to what is being said by
others—to be inattentive in a game can be costly.
Although games are often competitive, they ca
mummmﬁmmojﬂ?n&
tion, for example, may try to go i ~ only

ousted by their fellow ministers.
Countries which try to go off in sulendid isolation -
may find that they have no security or cennot im-
prove their economic position. Or states which are
m‘bﬁn ive may find themselves in a war that
could have been avoided by alliances or by helping
form an international organization. Indeed, in in-
temational simulation games, cooperation is usu-
ally a built-in value that the students are not given
but must discover—or pay the penalty. :

~

_ Motivate? The-reo:nrch on c:lhat games d&‘ils
inconclusive, or particular games t
muu%mum—-mw
mg‘nﬂynjoymeexpeﬁmandaﬂshnomall'
ac!@ummtﬂ_amdﬂya,uochoohmpewitbbom-
dom and dropping out. While not all students
would the way this one did after playing a
simvelation game, the reaction is by no means
unique: “With the game a person can get a better

tanding of the lesson than by the teacher
teaching it. With the games you understand what
And once you learned the rules of
‘you could learn the facts better and fast-

" er. You didn't have a teacher standing over you

talking a lot of stuff you really wasn’t interested in
and they weren’t making interesting. With the
games you léarned the work as well as having fun
indoingit.” (From Livingston and Stoll, p. 10.)

QUESTIONS ABOUT SIMULATION GAMES

Simulation games are by no means a panacea
for what ails American education, nor will“they
solve in any significant way any serious shortcom-
inge of a particular teacher or student. Games are

_ but one arrow in the quiver of the social studies

teacher. They cannot become more thtan that. As
one simulation expert has said, “The game itself <
isn't the teacher, it's just an instrument the teach-
er uses to get something done. . . : A game ... is
something you can use with classroom materials
and arguments and standard teaching techniques,
and get some teaching done in a somewhat differ-
ent mode, and keep people awake, but it isn’t a cur-

riculum, or instant inte ligenceinabox.s. ™

Are they practical? Some reasons wny sim-
ulations are not used more than they are—and by
many teachers who are favordbly disposed toward
them——may be grouped under the word “practical-
ity.” For one thing, they require too much time.
Many games will take a week or more of classes to

prepare for, run, and deorief. This means cutting
out some of the content of an already squeezed cur-
riculum, and for many teachers it might mean
shortchanging some students who. must take a
ColkﬁBond Examination.of -the material cov-
ered. There is no denying that simulations require
- time and that they reduce “coverage.” In deciding
to use simlations tae teacher is often faced with a
difficult trade-off of content for enhancing student
interest and teaching certain skills, concepts and
processes, such as decizion-making. . '
There are other practical obstacles to using sim-
ulations that need only be tou

that simulations require changes in physical ar-
rangements (chairs, tables, additional room, etc.)

~ and sometimes necessitate finding additional
paraphernalia (such as an adding m.chine)—all -

on here because
many are to. specific to particular games. One is

.

r -

of which can be time-consuming and frustratingto ' -

the already overworked
apply more to the exceptional game. Most class-
room simulations, by definition, are designed to. fit
into the usual school situation. Generally games
do require movable furniture, hardly an insur-
mountable problem these days; and while many
will work in the ordinary-size classroom, a larger

" area is preferablé—a school cafeteria, gymnasium,
or team-teaching room.

How about slow learners?  Another -criti-
cism is that games are all ‘very well for the bright
students but not for the average or below average.
An occasional teacher un:g games for slow learn-
ers has been disappointed ‘with the results al-
though most have been enthusiastic. Data sug-
gests that the interest of low Ability students is in-
creased by pladying a simulation game but their
conceptual un
reality, for instance) is not improved, which is

hardly purp;'ising.

How about underachievers? Dale Farran in
her work with underachievers at the North Caro-
lina Advancement School has played even world
crises games “that challenged their iritellect, that

- taught them about the real world. They were in-
volved, they were excited, they were having fun.”

\ Agair?genmlizationa about success are risky, for
it all depends upon such factors as the game, the
social and academic mix of students, the number
in the class, the teacher, etc.

Do they transform people? Other criticisms
are of a broader nature and call into question
whether simulation games have any significant ef-
fect upon the cognitive and, especially, affective
domain; or, if there is an effect, whether it is posi-
tive. The test data on the effects of simulation is
incomplete and often contradictory, but it seemns
fair to say that playing a game does not change

teacher. Such objections .

erstanding (seeing analogies with |
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students’ strongly-held attitudes, beliefs, and feel-

ings. They do not turn the aggressive personality
into the benign, the hawk into the dove, the

thoughtless into the empathetic, the irrational into .

the rational—althoygh they may make a dent, at
least for the moment. Research with Ghetto, for
example, indicates that ‘“‘players held more favor-
able opinions about poor peo&!‘e after playing the
game but that this effect of game was tempo-
rary.” (For the best, brief overview of research on
games, see Livingston and Stoll.) Garry Shirts, de-
signer’ of some of the -best known simulation
games, has succinctly given his impressicn of the
affective domain: "It seems unreasonable to me to
expect that a two to ten-hour expetience or even a
serics of such experiences would be able to change
the selfconcept, personal values, and beliefs
which have grown out of one’s many thoisands of
different work experiences, encounters,
television shows, books, discussions, and s forth.
. Paychiatrists have not been able to demohstrate

that they can make changes in a person’s psyche -

with hours oreven vearsof intensive therapy.”

By the same token, of course, one should not take
too seriously the fear that games, of themselves,
will produce undesirable behavior. One student
said that nothing was learmned by playing, an
economics game “except how to swindle people.”

"It is fair to assume that playing the game will not
turn this student from a presumably honest per-
son into a swindler. :

’

Do games teach factual content? There is
some gvidence that games, at least. those tested, do
not téach-facts as well as other methods of teach-
ing. Indeed, games that require students to amass
a great amount of information can result in stu-
dents being as turned off by the game as by read-
ing materials, especially if their-expectations were
for some fun in playing a game. However, students

. do need certain information for playing almost

any game and that necessity may be the mother of

leamihg as much as of invention. But, there is also
evidence that students are not motivated to plunge
into fact-oriented materials after playing g game,
even if the experience was enjoyable. This depends
upon the students, the teacher, the game, and the
kind of materials and approaches that the game
leads into. ' :

Some simulation games serve as a sanction to
players for letting off steam. If enough students
have aggressive feelings to vent, this can lead to
self-examination and even peer group disapproval.
But the experience can also turn into a brawl in
which serious learning is impossible. A class that
is incapable of playing sericusly, with reasonable
constraint and according to rules. may not benefit

Appendix L

-

Are simulations too simplistic? One of the
most commonly heard criticisms of simulation

. games is that students do not and obviously can-

not experience the real consequences of their deci-
sions. After they have made mistakes or miscalcu-
lations in the game, they cannot go to jail, starve,
or bleed. As Ralph Frick, Professor of Elementary
Education at the University of Atlanta, writes in
Teacher (Dec. '73): “The consequences of each deci-
sion are likely to receive no more than usual-atten-
tion, if any at all.”

This criticism is a variantof the oftén expressed

" view that games are at best a crude approxima-

tion, sometimes no more than a caricature of real-
ity. It is claimied that students playing such roles
as leaders of nations and managers of planetp are
encouraged to think that problems are simple-and
can be solved by a speech, a treaty, an instanta-
neous “decsion.” Professor John Burton, of the
University of London, has called simulation
games downright dangerous, engendering a sim-
plistic arrogance in the young. )

Such arguments are wellintentioned and often
well-taken. It is pcssible to whip up a'simulation,
like a cake mix, and play with simulated people.
like toys. Too often, serious games mnay be used for
a rainy day diversion or a change of pace with lit-
tle or no surrounding material, critique, or post-
game follow-up. But critics often exaggerate the
power of a game'to transform a student into a per-

- son harboring dangerous views of the world. They
also fail to realize that most game designers are
not naive or irresponsible. They know that simula-
tion games must be debriefed thoroughly; the
game alone is not enough. To paraphrase Socrates’
famous comment on life, the unexamined game is
not worth playing. :

"

DEBRIEFING

A simulation game is usually an exciting expe-
rience. Students have been caught up in a situa-
tion, a slice of life. For a period of time the class-
room was transformed into a stage on which they

. were actors in a life-like dramz Frequently, the

from simulation. Similarly, some games may stim- -

ulate resentments felt by the group; Starpower,
when played with deprived minority students, has

- resulted 1n students refusing to play and even in
fist fightsy

ERIC

players had to respond to a crisis that required
negotiations and decisions made under the pres-
sure of time. They may have misperceived the in-
tentions of other teams, taken gut-level actions,
and experienced results that frustrated strategies
and goals. The debriefing is a time when the stu-
dents come fogether after the last round, to mull
over the game calmly, to try to determine what it
meant, and tomilkit for its significance

What happened? The debriefing can be di-
vided into several phases. First, students and
teacher may consider what actually happened in
the game: this may not be easy to determine. Some-
times it is useful to have every student keep a daily
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.game:
. ‘In many games, “winners” and the criteria for

7 vgliary™ to mid memory. Teams may need to.inform
each othier of what they did in secret meetings and
why. The teacher might have to ferret out turning

points of the game that may nat have been evident

.to participants. The students may need to discuss

such questions as: What. strategies seemed to be

most effective in the light of their own goals? -
. Which did not work? Were risks taken that had, or’

might have lrad, sérious results? They might want
to take up the cause and effect relationships in the
t:were the causes of particular results?

‘“winning”’ must be determined. Was “winning"”’ so
costly as to de of questionable’' value? Were there,
in fact, no “winners"? Was the game one in which
everyone could “win”? Or was it a zero-sum kind of

game in which the gain of one feam was the loss of |

another? - ‘ .

-

'l'hc “i'ollit'y gap.” A second phase of debrief-
ing jnvolves determining the extent to which the

game mirrored reality. Every game is unavoidably
a model of reality, a slice of the real world writ
small, How serious was this “reality gap” (Garry
Shirts’ words)? Students generally do not know
enough about what was simuiated to be able to

match up the game world with the real one; their-

conclusions need to be put in the form of tentative
hypotheses that can be tested out in follow-ug ma-
terials. Indeed, what happened in the game should
rather serve as a spring for inquiry about
reality. It should be heuristic, stimulating ideas
and theory for further examination. For example,
Starpower can lead to the conclusion that human
nature is selfish and exclugive; but a responsible
teacher using the game would inquire into whether
such behavior has something to do with our values,
leading to real questions about culturally-derived
versus innate behavior.

. "Discussion of the reality gap should take up the

question of whether action thoices in the game
were realistic. In a few hours no game can create
an environment that closely approximates that in
which real decision-makers must operate; an inter-
national conflict simulation cannot replicate the
r.umerous factors that national leaders must, or at
least should consider. In some games students can
blithely go to war, for examplé, and ignore the con-
straints and penalties felt in the real world. They
do not have to see cities destroyed and the dead
and dying; however, the debriefing and follow-up
activities should arouse their empathies. Also, the
post-game discussion may evoke the wrath of the

. students who were the object of the aggressive ac-

tions. Perhaps nothing is as effective as peer group
disapproval of the behavior of some students.

Discussing values. Games do raise impor-
tant value questions, and these should be dealt
with in the debriefing. The simulation itself may
seem to be imbued with a particular set of values.

.
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_classes of able students a

Agame may seem to be saying that war under any
circumstances i3 wrong. Or that an-increasing
Gross National Product is always a positive value.
Also, students may feel that they were obliged to
take roles or actions that were. contrary to cher-
ished values. The teacher needs to Help such feel-
ings surface and then have them discussed fully,
perhaps asking such questions as: Did you really
have to'violate what you think is imp~rtant or
‘right? What would have happened in the game if
you had done what you wanted to do” Would the -
outcome have been negative? Would this be true in
the real world? .

Rewriting the game. At least for some
al part of the debrief-

ing might raise questions /about how the game

could be ged. How cplild the game be made
more realiftic? If the ties or rewards were in-
creased, what would happen? What if the re-

sources available to the teams were alt~red? What
if some new element were introduced into the-
game? What if the game were put into the future?
For example, a crisis game might be set in the year
2000 with a stre ened United Nations. The
class might revise the game, or even design a new
one, and play it with another class.

GETTING STARTED

- Not many, years ago the problem was that there

were g0 few games from which to choose. Now,the
problem is choosing a game from among dozens, if
hundreds. Of course, the selection is narrowed
down by the fact that a teacher is looking for a
game to fit into a particular course at some appro-
priate point. If the course is American history, for
example, one might look into such subject areas—
in addition to history—as political .science, civics,
economics, urban problems, or race relations. So-
cial studies courses in the junior high. or' middle
school level might l¢nd themselves more to games
dealing with anthropology or geography. It is
probably more desirable to narrow the field of sim-
ulation games by broad subject area than to set out
looking for a particular game to teach a single con-
cept or topic, since a good one might not exist. Or,
put differently, the teacher might look for a demon.
strably effective game for a course and start with it
rather than choose jusf any gaine that happens to
fit a pet project. )
Another cnteria for selection ought to be that the
teacher has some confidence that the game might
be more successful in ieaching the topic than what
has been used. For example, if in a course that
deals with race relations, poverty, and urban prob.
lems the teacher suspects that students are not
gaining an adequate understanding of what it is
like to live in a ghetto, then the Ghetto game
might be well worth using.

t
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- .the rizht game?

-

-

ﬁme. How to go about finding
here may be no substitute for per-
sonal contact with other teachers who have been
using simulations, so that one can draw upon their
experiences. If such teachers do not exist in the
school system or if it is felt that more expert help is
needed, it is often possible to talk with experienced

Choosing a

~ simulators at local, state, and national Social

Studies Council meetings who are conducting

- workshops, clinics, and seasions. Also, each issue

of the Simulation/Gaming/News contains arti-
-cles by and gbout pedple using and developing
games. The editors and contributing editors of this
valuable periodical are among the best-known ex-
"perts in the fiéld and would welcome personal
‘requests.

A number of books, articles, and.bibliographies
can gmmk extensive information about games
‘and how to go about selecting the right one. (See
bibliography below.) Fortunately, annotated lists
of simulation games are now available. The most
extensive, glmost indispensible now, is The Guide
to Sim n/Games - for Education and
Training by David Zuckerman and Robert Horn
(see Key Sources in bibliography). While the price
of $17.00 may seem steep, this work gives informa-
tion that is not easily acquired elsewhere. .

Another useful guide is Learning with Games,
edited by Cheryl Charles and Rod Stadsklev . (vee
Key Sources in bibliography). Co

At léust two materials distributors (see bibliog-
raphy) have many games in stock that can be
ordeéred at list prices and each publishes a free cat-

alog with descriptions of the games available. Ed- .

ucational Manpower, Inc.,.has the more extensive

" selection, while the Social Studies School Service

catalog also includes books on simulation. é

1

[

DOING YOUR OWN GAMES

{
™\,
e

There is common agreement that the ultimate
learning - and teaching experience occurs when
both teachers and students develop their own
games (the same might be said about the value of
teachers and students writing their own text-
books). There are evén teachers who would not
touch a “commercial”’ game with a ten-foot pole,

' but such purists are either exceptional people or

engaging in “teachmanship.” Surely even a gifted
poet would not teach. English literature using only
his own poems, except, possibly, in a graduate
seminar. :

As we have said +designing a role-play exercise
with some of the earmarks of simulation is not dif-
ficult. A good game is much harder. To design a
first-rate simulation game is harder still. Not only
perspiration but inspiration, given to few, is
needed. Yet, if it is true that to play a bad game can
be made productive by providing an object on
which students can sharpen their critical wits, a

Q
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Appendix L

“homemade” game-can-ie¢ even muie useful.

However, circumstancis may make self-made
games more of an ideal than a feasible poesibility
for most teachers. One highly successful game de-
signer has said that “very few people are ever go-
ing to be in a position to design a game. . . . They
haven’t got the time, the energy, or the resources,
or the audience to try them on, and there are very
few teachers who are capable of teaching people
how to design a game.” :

In any event;the teacher who is unfamiliar with
simulation games but interested in game dedifn
probably should start with “store-bought” games.
Experience-with these'will suggest the basic struc:
ture and waye of hamdling the dynamic as .
Since this article is for'the uninitiated, it will omit
what would have.to be a lengthy introductory dis-
cussion of how to design d‘spme. Indeed, such a
discussion might even have detrimental effects by

suggesting $nat there is a clearly established set of
ristice

characteri and rules to follow. Some of the

most exciting. games, like great novels, poems, or -
‘pattern. -
who does want 'to try. .

pieces of music, do not follow the accepted
However, for the teach

developing a gaine, there are several places to find

out more. Simulation Games by Livingston-and .

Stoll, two highly skilled desigriers, has an excel-
lent chapter, “Designing a Simulation Game.” A
short book by Raymond and McLean, Design
Your Own Game, is another ‘useful sourcg. Also,
see the chapter, “How Students Can Malfe Their
Own Simulations,” in The Gujde .to*Simula-

tion/Games. .
S ‘ |
. 3 " [y e
TO SIMULATE OR KOT TO SIMULATE -

Many teachers, not only in the United States but
around the wotld, have learngd that their students
are not responding to the old ways of -teaching.
There is a malaise in the cla Perhaps it is
because the young have themselves experienced so
much. Affluence has permitted meny to travel
more in a few years than their elders did in a life-

[

time. Through television they are daily absorbed -

in exploring the moon, the sea, and, yes, the bed-
room. The commercials for such products as Pepai-
Cola know their generation when they exploit the

desire for movement, action, and hunian interrela- .

tionships. .

The social studies, especially history, have been
up against it because to the young they seem re-
mote from life and do not often involve students.
although every text now has an “activities” sec-
tion at the end of each chapter. Simulation games
are experiential learning, to the exterit possible
within the confines of the four walls and what is
allowed in a school. But they are not pure expeni-
ence; they require information, thought, and final-
lyﬂEﬂection. Good games, when used well, are not
simply interludes for fg

While they can enliven a
class, they can also teach.
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* Some hék;mnd'rending is useful. but choose items
that are not technical or theoretical, at least in the be

Things to Do, Think About, and Watch Out For

Appanf!ix L

* Keep the introduction brief. Let the students discov-
er strategies. ) .
* Do not ‘worry about whether participunts have

ginning. | . , , learned ii: the course of play.

.:a lnmu:ﬁ.gn‘].:g:‘y n(::d“i:g.cz‘:\?eé:em:hufn\:gx *In timing rounds, especially in the bepinning.

h is no substitute for getting the “feel” and’ should you be flexible and “play it by ear™” When strict
. MM." r.h‘" ) the ipant's ¥ ive. * timing is desirable, a kitchen timer can aveid pleas for

m! Wy game from m.ﬁﬂ  perapective. “just onemore minute.” - . 7

things 0 that MG ;’::‘g:?;::}:ggm';m; .dDMt'it l;uver and coach. Let students make mistakes

MEs t0 learn. and profit from them, :
mdéaﬁg&g: content; ather they teach concepts, stra- * Be prepared to improvise, for suimething may g0

" -tegie thinking, communication skills, decision-making,
ise, etc.

need {6 com

.;éne prepared hjﬂﬁ;ﬁa&tﬁ ; that of facilitutor o .o T #“
- A‘Qﬂ " . * Debriefing snd follow-up - :
’ ﬁfﬁww figure .

Expect some confusion, looss ends, improvisation, . | Debriefinig is essential; indeed, failure to debrief ade - ’

and ot loastin some games. - .
o p e ~

* How will the game fit into & ourse? Will it su
ing activities? * o

wrong or the unexpected may happen

quately may leave students with a distorted view of
-what was simulated.

~ * What happened in the game? What were the goals”

;;ﬁb?t\L\Which strategies were effective in accomplishing those
hah?\w'l;i:h had negative resulta? It is sometimes use-

* When can hd:n;e be used with adequate debrief-  ful to havestudents keep “diaries” of what went on.
‘:‘d and followrp, pe:bapo considering winter doldrums * What actions led to what results? Whit cause and

hd l:itgoipg to be interesting and not.too hard or too * What would have hafpn%tz:les ot values -

effect relationship came.out of the ylaying?
had been changed? What if the ies or rewards had

sasy? . .
* Is it realistic, keeping in mind-that all games sim-  been? How would thishave affected action taken?

 plify reality?

* How did the game compare with reality? What ad-

. % Are the pmslhu and rewards from action cheices  ditional factors would have made thé game more realis-

ded in
rols

; m‘m'ld’d"!' ﬂ‘: teacher have to play  tic? How could the game be redesigned, to be more

ealistic? (The discussion of the real world may require

play? 11 ?
. ® Can all the students get into the act, or do some have  considerable follow-up study.) )
little to do? Keep in mind that some games can use stu- * Did what happened in the game seem fair? Was this
dent helpers as “Control,” messerigers, calculators, etc.  the fault of the game o the real world? -
Also, the class might be divided, oné group playing - *Whar hypotheses - about reality did the game
while the other does something else. Or, key roles can be sugges‘t?*&\'hat needs to be done to confirm’ these hy-

doubled up, obviating problems from absenteeism.

theges?

; !
* Can the game be played effectively during class-pe- * Did the game violdte any of the students’ values? If

riods? If not, can students be gotten together
school or on a Saturday? .

* Can the game begin so that a weekend does n
rioubly interrupg continuity?

after so,why did the students do what they did?
* Should the game be followed up with other mate-
ot:se rials, readings, films, etc.? For example, if war erupted
in the game, would it be desirable for the students to see

* Are there the necessary physical arrangements? Is ~  a film showing what war is really like?
the classroom large enough? If not, is there a quiet gym .
or cafeteria rvailable without conflicting with other ac-  gygjuation’

tivitien? Are tables, an overhead projector, a chalkboard,

etc. needed?

‘Playlnetlnmm

* Students should not be gr;ded op how they played
the game, since often what is learned does not lend itself
to accurate evaluation. More important, if they know
that grades are at stake, their behavior will be mhi:‘i}bd

en-

. P{iy the game first with friends or colleagues. Ifpos- and the atmosphere will become simply another cou
sible, include mdgnt helpers in the tg-inl run. Older stu-  tional learning exercise.
dents might be given majot responsibilities, even run- * Should the teacher want some written measurement

ning the game. )
"% Are you ready to start? Are the rules mastered

of the effectiveness of a game that has been played, the
7 Are  students might be.asked to hand in anonym.ous com-

' game materials ready to be distributed? Can some ma-  ments in which they demonstrate understanding of a

terials be reproduced so that everybody has a copy,

ifthe conrept, a change of attitude. or some other objective

- game|does not provide them? Are there plenty of forms,  that the teacher hoped the game would accomplish.

*if they are needed?

* Have you arranged for ﬂ“i"!i“! roles? Should ~For a brief, but informed discussion, see Samudd A iJ\:}tg
!J'mrbepvm out at random, to avoid students wonder:  ston and Clarice Stasz Stoll, Simulation Games: An In-
_ ing why they got what they did? Or, should the, be as-  troduction for the Social Studies Teacher New Yark '“i‘;

signed to insure leadership where needed?

.

millan 1973 pp 17-18
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Appendix M o X

T : ' TEACHER GUIDE

SIMULATIONS AND THE “"NEW" SOCIAL srume‘s

in America today social studies teaching is in ferment.
No lohgee satistied with classroom teaching dominated
by textbooks, teachers are examining courss content and
teaching method in the light of concepts such as the
followmp inductive or inquiry learning; discovery of a
dizcipline’s structure; involvement through interaction.
and value conflicts; learning rather than téaching, One
mothod incorpofating all of these ideas is to apply game
thlory to classroom instructipn by constructing
simulitions. The following educational simulstion.is one
of seversl offered by INTERACT of Lakeside,
‘Califotnia, 3

= s i
-~ B3

: " in DIG your clasroom will become an archeological lab,
filled with ths type of heated discussions and
guestioning interpretations  that characterize the
discipline of accheology. Unusual and exotic artifacts

\ will be axcavated by your studerts using the scientific
techniques employed by professional archeologists. They
will record their obssrvations and measurements on the

same forms used by many museums and universities.
Amr the artifacts have been restored and analyzed, the
“ancient” civilization responsible for the remains wilf
“return” and sllow the archeologists to discover the
accuracy of their findings and intérpretations. While
most museums have cards that explain  what
archeologists think the artifacts mean, your museum
9ispl:y will have additiongl cards that explain exactly
—what the artifacts gmean Besides. axperiencing how it
feels to ba'an arc@oologlst your students will acquire the
following concepts, attitudes, and skills:

X4

i €
4%

Concepts

-

1. All people, past and present, have shaped their
. belisfs and behavior in the face of universal human
problems and needs.
The various elements of any culture are interrelated
and cannot be understood without examining the
culture as a whole.
3. The culture of any society is constantly being
sitered, and a change*in one element will effect
‘changas i.t other elements.
it is difficuit to examine and interpret cultures
differsnt from yourown. >

5. Art reflects the ideas and moods of a culture,

6. individual effort and group success are closely

inW!tad.
' Attitudes
1. Respect and admiration: for creative and skilitul
crafimanship.

[c

'

3

D

2. Rapoct and admiration for tbemdmdual capable of
crutm thinking. -

Skills .

1. The techniques of field archeology
2. The development and refease of creativity

~ Although many of the ideas and approacnes in DIG can 7

bé adapted to any level from the fifth grade through ,
junior college, it was written as a umt for a secondary .
history or anthropology class. While most easily used by -

a teacher with some background in cultural
anthropology, DIG can b utilized by-anyone with social

science training. |f you feel lacking in the aea of
anthropology, the following books are highly "
recommendaed. -t - )
ANNOTATED BIBLI R‘AP“Y: ANTHROPOLOGY*

rG’allagher, James J., An:Annomed Bibliagra'ihy of

Anthropological - ore‘haf.s For Migh School Use.
. New York: Macmillan, 1967,
An essential ‘guide tc the ever- mcl'éasmg

- materigls available fdr use in secondary schools
rating booksmﬁfh?.ultv and interest

Kluckhorn, Clyde; Mirror For Man. New York )
. Whittlesey House, 1949, :

Still the njost readable introduction 1o the fietld ¢
of anthropol :

Peito, Pertti J., T e Srudy of Anthrapology Columbus
Ohio: Merrit Bookls 1965.

Containg a thapter which suggests specific
teaching m’pthods for elementary and secondary
.schools. ,"

*An Annotateﬁ\Archgélogy Bibliography will be Iound
on page 12, ’

|
OVERVIEW * .
fn DIG competing teams create secret cultures. Artifacts
are made that reflect these cultures. Each team buriesits
artifacts for—the-other team to excavate and reconstruct.
A final confrontation reveals the accuracy of each team's
reconstriction and analysis.

PHASE | —~ ONE WEEK -

The first phase of DIG begins when the class is divided
into two teams which have the chalienge of creating -
complete cultures independent of each other Students
excitedly place their culture in a setting and (ime of
their own choosing and decide on 1ts values and ethics
Students next create the culture universals (governmant,
religion, sconomics, etc.). Phase | ends with each tuam
having created on paper a complete culture with atl its
varisd componants, All a team knows of the other
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E il - ONE WEEK e

ltmdmmideaoﬂ’hmlimo
ummdvmmtmmn of the
-tsmmawuwfmmm
Mt&mﬂwﬂ.m«u&m
thrse-dimedsional views of the object. An
whion of why the artifact is a valid representation
¢ universal completes - the blueprint. Language
um.ﬂmshmmmmcmumm
only cle to deciphering the strange tongue.
mmnWmmm!ﬂm
mmﬂomumsm
iss. Fiandish weps must be designed 1o protect the
s from the other teem’s “‘grave robbers.”

lmwtﬂﬂmﬂntcu}umionmwn
udant Must go through the excruciating process of
ml\nbwmtothetianforwmd After
sts are comoleted, BEFORE mussum cards are

~which talt the sxact_function of the objscts..

;/u:tﬁml\qonﬁm:m thess will be compared
the other tsamn’s. interpretations of the

mlﬂm

g Phase 11 the students aiso receive instructions in
schniques of an archeological excavation. Besides
ng the various tasks required and the tools nesded
 dig, they learn the nmponona.of accurate
pihering that is the halimark of scientific
sting. At the end of Phase |1, artifacts are finished,
for “saiting” the site are ready, indwidual and
responsibilities on the dig are clear, tools have been
ned, and sveryone is ready foi Phase 111, the BIG

SE 111 ~ ONE WEEK .

s 111 finds the class in the Tiéid for a week. (The
§* is any place on or adjacent to the schoo! grounds
can stand 10 have several 6 square pits excavated.)
acts are broken and placed in the ground according
ans devetoped in Phase 1. The teams excavats sach
s mlom —eultures, culminating with the
vering of the “secret” tombs. As the teams cheer or
the religious experts attempt to overcome the
cles that have been devised to protect the valuable
xcts. Finishing the excavation, students relurn to
rooms where they' piece toonher and restore the
rered artifacts.

SEMV - ONE WEEK .

hase 1V, thc exciting conclusion of DIG. the teams
i nalyzs the strange culiures they have
rll]: KC!! roup interaction, thy teams come

/

Kppcnd ix M

V.
10 final conclusions concerning the time, satting, and
theme: of the vanished civilizations; Individuals present
their interpretations of the universals (refigron, language,
. government, etc.) and ammpt to get group spproval of
their idess. The excavating team makes AFTER museum
cards which contain thair final analysis. -
Then both teams confront each other for the first ime.
. A team presents its findings and conclusions 1o the team
which created and planted the cuiture. Depending upon
the accuracy of the analysis, this i1s usually accompanied
by much hooting and snickering. When the excavating
team is finished, the team that cre the cuiture teils
all. The teams then change roles and repeat the process

~ 5

After class, the teacher sets up the amhcu in a museum
display, attaching the BEFORE and AFTER museum
cards that tell the accuracy of the interpretations at a
glance. If desired, an Open Hpuse 15 held for students
. and parents, Students give awards for the artifacts each
team feels show thc most creativity and handicraft siall.

. By th , the students “know the hard work and

teilectuai challenﬁs of archeology because they have

experienced the creative thinking and questioning that

- make archeology 30 unique. {Perhaps most important of

all, they have been-placed in a situation where cfeativity
has been possible.) B

]

GLOSSARY OF ABBREVIATIONS USED IN DIG

Abbreviation

"Description
AFRS ...... . Archeological Fe: Feature Recerd Sheet
AMC . .............. After Museumi Card - No. 7
APR . .......... Ascheological Photo Record Sheet
ARBS ........ ... .Artifact Blueprint Shect — No. 4.
ARS . ...... ... Artifact Record Sheet
ASR . .... Archeologicai Stratigraphy Record Sheet
ASSR . ... ... Archeological Sit» Survey Record Sheet
BMC .............. Before Museum Card — No. 5
CAPS . . ......... e Creativity-Artifact Points
o7 o Crew Chief_
CUAS ..... Culture Universal Analysis Sheet — No. 8
CUS . ... .. ... Culture Universal Sheet
DS........ e e Dawum Stake
GAB .......... Grand Arbiter of Behavior (teacher)
MARF. .Museum Artifact Reconstruction Form — No. 6
St .. e ., Specific Instructions
TGBD ....... ... ...... Team Guide to Big Dig
TopoMap .. ........ .. Topoqraphsc map of site

[
Nos. in right column indicate ASSIGNMENT SHE§T$

<. BY7

-

e



" Read CULTURE UNIVERSAL SHEET. Discuse

mih‘sk pertineht questions. )

’

" Append ix
VUNLT TIME A\ - .
. (intended s w ® desired. ) &
C Tu . W Th - F ~
1 - Hour 2 pul -Mour3 , [Phasel - -Hourd P.haul HourS o
sam 1 (2in library) (Team 2t in library) [Team 1 (2 in library] [Team 2 (1.4n Library) !
Determine Crew Chief [SemeasPhassi- - |Decide on universals 'Some*as Phase |
ecide on time, Hour 2 Mssugnmmt Sieet 3) '|Hour 4
tingand themes T ,(Assignment Sheet 3)
ign universals - , ‘
(Assignmant Shest 2) | . } . |
. ? ’ . L . e
W < Houwr 2 Phase 11 - Holir 3 Phase 11 - Hour 4 Phase If - Hour 5
h tesives: Collect eom 2 { 1in library) |Team 1 (2in library) _ [Team 1 (2 in library) |Team 2 {1,in hibrary)
; ARBS Same as Phase If - Explain Dig forms, -
artifacts \IHour 2 tasks, and tools e |
'ors Mussum Cards ‘-
(Assignment Sheet 5) ' \ :
N T, \
1 - Howr 1 o1l -Hour 2 - [Phase i}l -Hour3  |Phase fll-Hourd Phaseill -Howr 5
W |Tesm 1{2 in tibrary) *[Team 2 (1in ubury) [Both teams intield Both teams in field  [Both teams in tieid
JE in field 23 Phase (11 - Tha Big Dig Big Dig continued Excévation of tombs |
€ itacts broken and  |Hour 1 N . Artifacts assigned for )
K in ground® ] »  [|reconstruction ° |
omb finished - ., (Explanation of MARF :
3 . -~ |{Assignment Sheet 6)- |
V-HouwrZ - [Phaw iV -How3  [Phase IV -Hourd  [Phase IV .Hour5
Teom 2 (1 in library] [Both teams: After _|Both'teams: Same ss |Both teams  Open
ne as Phase IV - Museum. Cards Phase IV -Hour 3 - |Hoyse and/or Museum .
Hour 1 Confrontation: with roles reversed  |Display '
a) Team 1 presents in- Before and After
terpretation of Team 2 . Museum Cards :
b} Team 2 presents Special Awards ]l
what is reality Cross-eummauon :
W |Both teams: a - !
E |Unit grade figured i ~ ! ;
E |Evaluation of DIG ,
K » ;
|
5 f
° , Read SPECIFIC INSTRUCTIONS 14 (S! 1-4) before procesding.
.- Nl
TIME SEQUENCE
Student Activity \ Teacher Activity
. oo -
Phase 1 — Hour 1 b
i
Resd Student Guide. Pass out Student Guide and discuss purpoJP of DIG.

Pass out CUS. Explain that these elements (religion, art, language,
etc.) have been -found by anthropologists to be factors in the
cultures of all human societies. Do this inductively if s:’“
permits, Ask what types of behavior or deas are universal’ to
mankind. Try to ssparate learned behavior from instincts and

basic drives.

ng the concept of

rlwudipg st this poin

haman nature can be




Appendii N

- ‘ Criteria for Ex ‘erientiad Activities \

(Stimulated by: cxperience and Education, Jokn Dewey, 1938)

"« An activity should:

1. ;Have a clear éducational pﬁ;pose
2. Be within the range of capacity of the learner
: . 3. Arouie within the learner an active quest fﬁr information or new ideas.
. " 4. Build on the life experiences of the learne®™ |
5. Demand progression of intullectual develcpment. .
&. Iaclude s method for keeping track of information for later intellectual
use. _ ’ o
‘7. Be followed by extensive work:
. clirification of ideas

. . exbansipn of 1&eas ) . ‘!
;l .. organization of ideas, )
o ) . anaiysis of observations .
| » verification of ideas . // N

xtract meaning
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Appendix O .

* ) Three Experiencial Activities

Directions: Read the 3 activities and then 1ist for each activity .the :
"Criteria for Experiential Activities"that they DO/DONK'T \
address. Which do you think is the better activity? Why?

L3 -t

&

I. A 9th grade math.teacher challenged her students (12C or so) to plan and "
serve themselves z monthly lunch. She divided her classes into -eight. teams
and put a different one ir charge each month. On the first day of the
month she collected 45¢ from each student (the amount the sutdents calculated i
to be the-average spent on lunch by the group). The monéy was given to one |
of the teams, which began its planning by opening a checking account at a
" local bank. For the remainder of the month the team researched food prices
at local supermarkets, calculated calories per individual, figured how much
peanut butter was needed to make 75 sandwiches, and did other necessary tasks.

. On the last Friday of the month, tne lunch was served. This project required

; * students to takg responsibility for a real problem. If they had been good
E " problem solvers, everybody got an orange and six M & M's. If they had been
- sloppy with their math, they had to deal with too few sandwiches to go o
around, or perhaps too much food and not enough money in the checking account
to pay the bill.

i
Ron Gager, Teacher Centers and Secondary School Tedchers, Washington, D.C.;

NEA, 1980, p.l/.

. !

2. A 7th grade geography teacher challenges her students to infer about people
Zrom their wasterbasket trash (artifacts). Spread some newspaper on a flat
place and dump a kitchen wastebasket out. The kitchen wastebasket is usually
the one with most interesting and diverse artifacts. You can find everything
from bills to banana peels, pewspapers to tomato soup cans. Pretend you know
nothing about the people who' use your kitchen except what you can learn from
the evidence you find in their wastebasket. Try to answer some of these
questions as you sort through your pile. Remember, you can answer a question
bnly if you have the evidence to support your answer.

, Look through food scraps, and read labels on cana, bottles, and other '~ack-
s aging. What kind of diet do these people have? Are the foods homegrown or
imported? If they are iwmported, from where? 1Is there any evidence about
the kind of fuel used to heat or-do other jobs in the house? Are -r.zre

- any oil bills or electric bills? - Are there any newspapers or pamphlets h
that show the type of community these poepie live in? What kinds of games '
do these people play? Is there a sports page or broken plastic ball? Can FoA
' you figure out any rules of the game you have found from the artifact you :

are examining? R . )

O, —

Bruce Porell, Uigéing the Past: Archaeology in Your Own Backyard. Reading,
MA: Addison-Wesley, 1979, 4-5.

! }

'
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S . : \ Appendix O

| Hart, Dan. Beyond Your Classroom: An Outdoor Activit Guide. Eliut Pratt 13,
Aspectuck River Valley, Outdoor Fducation Center, Paper Mi11 Road, New 3

Milford," CT 06776.87.50. p.43

X, TEACHING AREA . School Yard
. APPROXIMATE GRADE_LEVELS 4-3
CURRIC.LIM. : Science I
. LENGTH OF TIME ' Flexible
NESCRIETION _— " careful observation of a large
puddle in the schoolyard can
coordinate such topics as watcer;
i . weather,. topography.
. N i . ’ 2 . . ..
. PURPQSE mo have practical experience with

the water cycle: to note: the
presénce and causes of change jin .
; : the natural world.

MATERIALS ! Long string; ruler; thermoneter.

PROCEDURE - After a rain, locate a large pud-
" dle in the school yard. why did
the water collect in this partic-
ular place? Perhaps it is lower .
than the rest of the area or in .
‘ an area where little seepage is
€ possible. '

Place the .string around the cntir -
l . circumference df tne ‘puddle.
, ' ' Measure this lengch of strin
- : . with the ruler. Record the cerp-
erature and, if possible, the
. relative humidity of the air.

Repeat thc above procedure 1nv’

several hours (the follcwing day;
”’ the following weck) and corpare
' the circunferences of thesruddle.
pid it stay the same or chanqe 0
size. If it shrunk, where did
the jater go? Is there a correla
tion between the sizec of ti.c pud-
dle and the relative humidity of
the day? Wwhy? )

_gollow:pg_gggigities Trace the water cycle frem this
puddle as the watcr evaporates

into the air, falls upon a moun-

tain, flows down into a utream %>

a larger river and ‘finally, traw
- ) els into the ocean. The ¢cein 18
. a large storage’ tank for water
but it eventually evaporates and
rises into the sky again.
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. ' . ;
had , Oral Quiz on Archaeology (20 min.)
- Directions: ] ’ . ) h A
1. List facts generated from class sessions and convert to questiong.
2. ‘Do orally one question at a time. * . \
3. Check answers ‘orally after each question. ! :
4. Talley score.
5. Turn name and score in on index card, .
(Review scores while written test being give and -make some summary
statements written test given.) . !
»
Yt
y \ \X _,
: " \ X
: \
|
s
\
; .

. , -
-y -
S - .
- ) LA \ o 4 i
- . . :
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R , : Appendix 0

Pinal Exam: 1 nour Name ;

ll..H 280 Educational Institute

1.

- 11.

Expetiential Education as a Teaching Strategy
\

A . »

— - )

As part of your science curriculgﬁ }ou have decided to create an oo
“experientially based” unit which uses the school playground.

Design the unit focusing on at least 2 experiential activities,

their purposes, grouypings, planning necessary ways of recording,

time needed and other structural details. Use any notes or

resource material available that you wish. \ . - ///

Can you do these activities with your class this semester? .
Yes - No: Maybe - . ) : =

Explain — : .o

3




i/

" ' ) ‘ '///.

-

. Lo %sgfoon Applications Project Guide ’ .
; ’ ' .

‘me following “Pro ecty" should be mailed by October 30th to:

( /Dt., S. R. Hassey
. . 17 Driftwood Lane
Scarborough, ME 04074 ‘
. ) ‘ l .
I. Develop and inplenent with students 2 experiential activities. They
maybe An classroom, in school, or outdoors. They maybe 'short (10 min.)
Vf’t 1gng (3 daj) activities<. ) _ \

er inple-enting the activxties write a brief (3-5 pg ). report using
fcllowing as gu:lde for each of the: A )

What was the act'iv:lty'! (Grade. 3evel and subject.\ area)

How long was the activity? ) .
What was the student preparation for the activities? E

(42

'D. What was the follow-up o the activity?
E. What vere the students suppose to learn?

. F. What did they learn?,

' ' G. .What did you learn? , ]

H. Include a self-addressed envelope \for return. -

et
.

L
—-—




