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Abstrget

In a previous report, the author critiqued the 1988 Silver Burdett & Ginn
elementary social studies series (&LL!g;_ng;Qggg_g_giggiﬁggigl_ﬁggg;g§),
treating it as a representative example of what has been called the de facto
national curriculum in elementary social studies. The present report begins
with brief critiques of three other market-share series: the 1987 Macmillan
Social Studies series, the 1987 Cinn Social Studies series, and the 1986 Holt
Social Studies series. It concludes that the latter two series are superior to
the former two as vehicles for teaching elementary social studies for under-
standing, appreciation, and application, but it also notes that all of the
series have significant drawbacks and thus are not consistently or unambigu-
ously distinctive as sets of curriculum materials. Various distinctive
materials are available in social studies, however, in the form of supplemen-
tary materials that focus on limited topics. Most of these are targeted for
the sccondary grades, but some have been developed for (or at least are usable
irn) the elementary grades. Several sets of these distinctive materials are
critiqued in the areas of economics; government and law: history; and critical

thinking, reasoning, and decision making.
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DISTINCTIVE CURRICULUM MATERIALS IN K-6 SOCIAL STUDIES

Jere Brophy1

The Center for the Learning and Teaching of Elementary Subjects is en-
gaged in research and development on elementary-level teaching of mathematics,
science, social studies, literature, and the arts, with particular emphasis on
the teaching of these subjects for understanding, appreciation, and applica-
tion. Various phases of the work have involved review and synthesis of
scholarly literature, interview of experts, inspection of state- and district-
level policy statements, critique of curriculum materials, case studies of
exemplary teaching, and improvement-oriented intervention efforts. Similar
quescions are being addressed using similar methods in each subject area.

The analyses of commercially available curriculum materials have been
guided by a common set of framing questions designed to produce comprehensive
and detailed analyses (see Appendix). The analyses consider not Just the
content of the student text but the larger curriculum that would be enacted if
the teacher not only used the text and any provided ancillary materials (work-
sheets, tests) but also followed the manual’s suggestions for lesson develop-
ment and follow-up activities and assignments. Thus, the framing questions
call for analysis of the goals and intended outcomes of curricula, the content
selection and representation choices, the coherence of content explication in

the student text, the suggestions made to the teacher about questions to ask

1Jere Brophy, University Distinguished Professor of teacher education at
Michigan State University, is co-director of the Center for the Learning and
Teaching of Elementary Subjects. The author wishes to acknowledge and thank
Roger Niemeyer for his comments on an earlier draft; Fran Minnick, Nancy
Bredin, Tom Kreft, and Linda Schramm for allowing him to observe the Mini-
Society program and June Smith for her assistance in manuscript preparation.



the students and about the kinds of classroom discourse that should occur, the
nature of the activities and assignments provided with the text or recommended
to the teacher, the purposes and nature of the evaluation methods supplied ox
cecommended, and the nature and extent of the rationales and othar explanatory
material in the teacher's manual.

Where possible, we have analyzed two types of commercially available
curriculum materials in each subject area: (a) one or more of the most widely
adopted K-6 curriculum series (based on consensus among recent scholarly re-
viewers of such materials, we expected that most of these market-share series
would be ill-suited to teaching school subjects for understanding, apprecia-
tion, and application) and (b) other K-6 series and supplemental materials
that, whether widely adopted or not, are distinctive because they have been
developed with an emphasis on teaching the subject for understanding, apprecia-
tion, and application. In some subjects (notably muthematics and science)
there are not only supplemental materials but also complete K-6 curriculum
series that are distinctive in this regard. This has not been the case re-
cently in social studies, however. Both scholarly critiques and our own exami-
nation of market-share series published from 1986 to 1989 indicate that these
series are all similar to one another in adopting a citizenship transmission,
cultural literacy approach that offers a primarily factual coverage of topics
sequenced w'thin the expanding communities organizational framewofk that starts
with the child and moves gradually outward in space and backward in time. The
emphasis is on communicatirg cultural literacy facts, developing various skills
(using maps, globes, charts, and graphs, conducting research, organizing infor-
mation, and writing reports), and inculcating citizenship values ard disposi-
tions. Typically, there is not much emphasis on structuring krnawledge around

powerful ideas draﬁn from the disciplines, teaching skills as strategies to use



in the process of applying the knowledge, thinking critically about value-laden
aspects of the content, or applying such critical thinking within decision-

making contexts,

Analyses of Commonly Used Series

The 1988 edition of the Silver Burdett & Ginn (SBG) series (Silver
Burdett & Ginn Social Studies, Morristown, NJ: Silver Burdett & Ginn) was
selected for detailed analysis because it is one of the most representative and
popular of these widely adopted series that have constituted a de facto na-
tional curriculum in elementary social studies. A comprehensive critique of
SBG is presented in a previous report in this series (Brophy, 1990), That
report points out that, although SBG contains some good units and individual
lessons and offers certain general program strengths (particularly its graphics
and its program for teaching map skills), its potential effectiveness as the
basis for an elementary social studies curriculum is lirited by problems that
recent critiques have commonly noted in curriculum materials for school sub-
jects in general (Elliott & Woodward, 1990; Tyson-Bernstein, 1988) and for
social studies in particular (Beck & McKeown, 1988; Beck, McKeown, & Gromoll,
1989; Larkins, Hawkins, & Gilmore, 1987). Commonly mentioned problems that
were found in SBG included (a) emphasis on breadth of coverage over depth of
development of ideas; (b) presentation of information as disconnected parades
of facts rather than as networks of connected content structured around impor-
tant ideas; (c) too * .ay paragraphs that are unclear because the material is
too compressed and elliptical; (d) frequent disruption of the flow of content
by inserted vignettes or skills exercises that have no connection to the rest
of the unit; (e) excessive space allocated to pictures and graphics that are

not related to important ideas developed in the text; (f) general lack of




coherence and reader friendliness in the exposition of content; (g) needlessly
thin, redundant, and superfluous content in the K-3 texts; (h) sanitizing of
content and avoidance of controversy thr~ughout the series; and (i) general
lack of integration of the skills content with the knowledge content.

The Brophy (1990) analysis of SBG also identified several additional
problems that have not yet received much attention in the scholarly literature:
(a) The teacher'’s manual did not provide much rationale or explanation, either
for the program as a whole or for individual units or lessons, to help teachers
focus on important social education goals and to teach individual lessons with
aware :ess of where they fit within the bij picture; (b) the stated goals did
not appear to be the primary considerations driving curriculum development;

(c) few of the activities labeled "critical thinking" or "application" actually
involved these cognitive processes; (d) the texts emphasized a narrowly
American purview rather than embedding the content within a global context;

(e) there was little attention to students’' preexisting knowledge or misconcep-
tions; (f) there was not enough content in the early grades but too much in the
later grades; (g) many of the caption questions focused on irrelevant details
oi photos or illustrations instead of conmnecting them to important social edu-
cation ideas; (h) the suggested questions focused on recitation of miscella-
neous facts rather than on structuring reflective dialogue or other thoughtful
discussion of the content; (1) there was not enough use of data retrieval
charts and other mechanisms for analyzing and synthesizing content in ways that
promote understanding; (j) many of the suggested activities focused on trivial
aspects of the content, did not promote progress toward significant social
education goals, were unnecessarily time-consuming or complicated, or otherwise
were not feasible or appropriate; (k) many of the skills exercises and most of
the activities that ostensibly promoted integration across subjects or tie-ins
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with other subjects did not have significant social education value and did not
belong in a social studies curriculum; and (1) the provided test questions were
mostly limited to factual recognition and retrieval items that required little
or no critical thinking, development of an argument, sustained writing, or
other higher order applications. Brophy concluded that SBG and similar social
studies series are limited in value as learning resources for students, not
only because of the problems in content selection and representation and in
expository coherence and reader friendliness that various scholars have noted
in criticizing the student texts but also because of problems in the teacher's
manual and in the ancillary materials that limit the likelihood that the mate-
rial will be taught with emphasis on important sccial education goals and key
concepts or will be followed up with teacher-student discourse and learning
activities that would help students to understand, appreciate, and apply whac
they are learning.

Subsequent analyses have focused on three additional commonly used 1986-

1989 elementary social studies series--the 1987 Macmillan series (Macmillan

Social Studies, New York: Macmillan), the 1987 Ginn series (Gipn Social

Studies, Lexington, MA: Ginn), and the 1986 Holt series (Helt Social Studies,
New York: Holt, Rinehart & Winston). These will be discussed only briefly

here, rather than analyzed in detail as in the Brophy (1990) report on the 1988
SBG series, for two reasons. First, closer analyses confirmed our earlier
impression that these series are more similar to SBG than different from it.
Consequently, most of what might be said in detailed analyses of these series
would simply repeat what was already said about SBG in the Brophy (1990) report
and summarized previously in the present report. Second, any newly prepared
comprehensive critiques of commonly used 1986-1989 materials would be obsoles-

cent. The publishers bring out new editions of their series every year or two.
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Often these reflect nothing more than very minor editing, but sometimes they
involve substantial revision or even creation of new materials. Because of
increasingly widespread discontent with the materials they were publishing in
the 1980s, and especially because of the pressures put on them by newly devel-
oped curriculum guidelines and related policy initiatives advanced in the late
1980s by the State of California (Freeman, 199C), most of the leading publish-
ers are preparing or already offering substantially new elementary social
studies series. We will monitor these new series to see if any of them appear
to be distinctive as tools for teaching social studies with an emphasis on
understanding, appreciation, and application. If so, we wiil provide compre-
hensive commentary on such series in future reports. For now, we offer only

brief commentary on three additional 1980s markei-share series.

The 1987 Macmillan Serjes

This serles is extremely similar to SBG. Within this context of similar-
ity, there are two consistent differences. First, the photos and i{llustra-
tions, although not as sharp and attractive as those in SBG, are connec.:d more
consistently to the information developed in the lessons Better comnections
are established both through choice of the content shown in the photos and il-
lustrations and through choice of suggested questions to address to the
students about them. The second consistent difference is that, compared to
SBG, the Macmillan series offers teachers more suggested questions and other
guldance concerning classroom discourse hut fewer suggested follow-up activi-
ties and assignments. Thus, if teachers followed the suggestions in the
manuals, students taught with the Macmillan series would spend more time in

teacher-led recitation and discussion but less time in seatwork or other

follow-up activities than would students taught with SBG.
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At first glance, one might infer from these differences that the
Macmillan series provides the basis for enacting a4 more coherent curriculum
than does 3BG. However, the potential advantages inherent in richer discourse
guidance and better connection between the verbal and the visual content is not
realized in greater coherence of impact. The content is still a mostly discon-
nected parade of facts, and many of the questions suggested for structuring
teacher-student discourse amount to intrusions of isolated skille practice
exercises rather than opportunities for critical reflection on and application
of the content. Given these proulems and the fact that the Macmillan series is
not as good as SBG in certain other respects, there does not appear to be any

significant overall difference between these two series.

The 1987 Ginn Series

This seri;s offers several advantages over SBG and the 1987 Macmillan
series. Instead of just a few pages of hype, the introductory sections to ghe
teachers’ manuals provide xeasonably detailed information about the educational
goals and philosophy that guided development of the curriculum. These include
two key features not emphasized in the other series: an emphasis on important
content that is worth learning and a deemphasis on breadth of coverage in favor
of treatment of important ideas in more depth. The materials not only claim
these features in the introductory sections but display them throughout the
series, at least in comparison to the other series. Thus, the Ginn series is
better structured around important ideas.

The Ginn series i{s also more coherent in other respects, because there
are more connections between different sections of the krowledge content,
between the knowledge content and the skills content. and between the ideas

developed in the text and the ideas that form the content basis for the




exercises in the workbook. The Ginn series addresses a narrower range of
content than the other series (there is less material on rules, laws, and
government, for example), but what it does cover is organized more clearly
around key ideas and developed with more coherence and depth.

The content is also developed with more emphasis on understanding and
application. It uses key ideas to talk ahout the social experiences and activ-
ities of people rather than presenting disconnected social science definitions
and generalities, and the questions and activities focus on applying the con-
tert rather than on practicing skills in isolation. Most of the suggested
ruestions and activities would be useful for helping students to analyze or
synthesize the content, tc think critically about it, or to extend the lesson
in some other useful way. Although far from perfect, the Ginn series is much
better than the other two in these regards.

The content is relatively bland but clear and well developed. It is both
more realistic about the social world and less larded with the vague "happy
talk" that often substitutes for substantive content in primary-grade text-
books. The geographic and social content emphasizes commonalities and general
principles over the exotic, and the history content emphasizes economically
based explanations for general trends rather than stories of individuals or
romantic or chauvinistic content. The graphics and inserts are mostly relevant
to the key ideas being developed and often excellent. .

Although the material is structured around key ideas drawn from the
soclal sciences, it is written with the child’'s point of view in mind. Many of
the extended examples focus on or are told through the eyes of children, and
coverage of various topics often emphasizes things of special interest to
children (although as with .ae other series, this is sometimes carried too far,

especially in geographic sections). Boxed inserts focusing on children are



used effectively to socialize citizenship values and attitudes. Many of these
inserts focus on children taking civic action, such as an urban child who
initiated a program to help the homeless and a rural child who initiated events
that led to establishment of a library in the local community.

Despite its many positive features, the Ginn serius shares many of the
same weaknesses displayed by the other two series and thus falls short of being
truly distinctive as a vehicle for teaching elementary social studies for un-
derstanding, appreciation, and application. Despite its reduction in breadth
of coverage in favor of depth of development of important ideas, it is still
cluttered with a great deal of trite and disconnected content. Some content
linkages appear forced; many of the special inserted features on technology,
the environmeat, celebrations, or citizenship are intrusive and of questionable
value; and many of the questions and activity suggestions amount to little more
than isolated skills practice. Certain potentially useful content is absent or
minimized (government and law, examples of "land to hand" connections in devel-
oping products from raw materials). Suggested activities for special learners
are mostly pointless. Suggested test questions focus mostly on low-level
knowledge recognition or recall. The fourth-grade text is notably weaker than
the others, being less clearly structured around important ideas and containing
considerable content that is redundant with content covered at other grade
levels (perhaps because the publishers expect that many schools will concen-
trate on state history in fourth-grade social studies and avoid or minimize
their use of the fourth-grade text from the series). Finally, the series
contains frequent errors in composition and editing, many of them apparently
caused by mistakes introduced when collating material retained from earlier

editions with material prepared for the latest edition,




Ihe 1986 Holt Series

Another market-share series that offers several distinctive advantages as
well as some familiar disadvantages is the 1986 Holt series. One immediately
noticeable distinctive feature of the 1986 Holt series is that it contains much
more content--there are more words and sentences per page, especially in the
K-3 texts. Inspection of this content revealed that it is not only lengthier
but also more substantive and challenging than the content found in the other
three series. Instead of vague happy talk or condescending emphasis on the
exotic or the childish, it treats the content as important information and
treats the students as serious learners. It provides considerably more infor-
mation and especially a great deal more explanation than the other series.

The 1986 Holt series follows the expanding communities organizational
structure and addrasses the same kinds of topics addressed in the other series,
but it offers better coverage of most topics not only through its moire exten-
sive text but also through its more complete instructions to teachers about
developing each lesson. Instructions to the teacher include many useful
suggestions about additional information to provide to students, key points to
emphasize, and ways to structure content-related discourse around questions or
construction of lists or charts. Many of “he suggested questions focus on
cause-and-effect relationships, comparison and contrast of examples, or other
processing of the content in ways that promote understanding. Many of the
suggested activities call for application of the content to examples in the
local neighborhood or community or to the students’ own lives outside of
school. The questions and activities tend to focus on key ideas rather than
minor details, to emphasize functions and relationships rather than Just
definitions and isolated facts, and to call for ideas and opinions rather than

Jjust recall of information.
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Most of the suggested lesson introductions should be effective for
getting students to think about the topic, and most of the suggested lesson
development plans should be effective in personalizing or applying the material
to the students. There is good use of photographs and customized artwork and
charts., Even the workbooks that accompany the text are worth noting, because
the activities contained within them usually would be useful for extending
students’ social knowledge, not just providing practice in vocabulary or
isolated skills.

Of the four 1986-1989 market-share series that I inspected, the 1986 Holt
series offers the best combination of good content in the student texts with
good guldance to the teacher about how to structure lessons and provide addi-
tional input to students, how to structure discourse through questioning, and
how to extend the lesson through useful follow-up activities. Students should
both learn more new information and be exposed to less redundancy and trivia if
taught what the 1986 Holt series than with the other three market-share series
reviewed.

However, enthusiasm about the 1986 Holt series must be tempered by at
least two sets of concerns. First, the material is challenging, both in terms
of the reading level of the prose in the student texts and in terms of the
conceptual level of that prose and of the questions and activities suggested in
the teachers' manuals. It is possible that some of these text sections, ques-
tions, or activities are more demanding than many students at the designated
grade levels can handle. In the absence of systematic field testing data
(either for this series or for any of the others), it is difficult to judge.

Second, along with {ts many advantages, the 1986 Holt series embodies
certain important disadvantages. Foremost among these is that it emphasizes

breadth of coverage in addition to depth of development of important ideas, so
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that it contains more content than teachers are likely to be able to cover in a
given school year. While it is true that most of the lesson development guide-
ines and suggested questions focus on important ideas, it is also true that
the texts contain a great deal of iuformation that is trivial or tangenti:zl to
these important ideas and that coherence is fraquently interrupted by skills
exercises or other insertions that do not connect directly with the content
flow. Also, in addition to a nvmber of directly relevant and usually quite
good suggestions for follow-up activities, the teachers' manuals contain
numerous suggestions lor ostensible lesson extensions that tie in with other
school subjects, and many of these have little or no social education value.
Thus, the 1986 Holt series suffers from many of the same problems of
clutter and disrupt.ve intrusion of extraneous content and isolated skills
exercises that were noted in SBG (Brophy, 1990). In addition to adding sheer
bulk to the textbooks, thls problem makes it more difficult for students to
retain focus on the key ideas and see the continuity across lessons and units
(which is there, for the must part, although it is forest that is easily lost
for the trees). The 1986 Holt series would benefit from a reduction in breadth
of coverage in favor of focus on depth of development of key ideas, as well as
an emphasis on some of the other reuder-friendliness features built into the
1987 Ginn series. Such changes would also reduce the demands made on the
students’ reading-to-learn abilities, a change that would be especially useful

for this highly informative but also highly demanding series.

¢onclusions Regarding Market-Share Series

Of the four market-share ssries that I inspected, the 1986 Holt series
and the 1987 Ginn series provide a significantly better basis for teaching

elementary social studies for unde.rtanding, appreciation, and appiication than
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the 1987 Macmillan series or the 1988 Silver Burdett & Ginn series. Even so,
the two former series had some notable drawbacks and the two latter series had
certain strengths. Clearly, a new series that combined the best features of
these 1986-1989 market-share series, while also avoiding their drawbacks, would
be a much more powerful basis for good social studies teaching than even the
best of those series are now, In particular, such a series would combine the
positive content coverage and lesson development guidelines features of the
1986 Holt series with the emphasis on depth over breadth, the structuring
around important ideas, and the use of questions and activities to apply knowl-
edge rather than practice skills in isolation seen in the 1987 Ginn series.

There is some reason for optimism concerning the likelihood of develop-
ment of such series, because a broad range of critics of 1980s market-share
series agreed on these and other criticisms and their implications ior improve-
ment. Also, certain states and school districts, led by California, have begun
replacing their lengthy and disconnected lists of knowledge- and skills-
coverage requirements with briefer and more integrated statements of elementary
social studiea goals and curriculum guidelines. These changes may create
changed market pressures that will allow or even encourage publishers to pro-
duce more coherent curricula,

However, current developments may also produce additional market pres-
sures that will exacerbate existing problems or create new ones of their own.
Most of the major publishers are currently moving to place more emphasis on
higher order think.ng skills and cooperative learning in developing their
social studies series and also to augment the regular textbook content with
inserted selections from children's literature. If these new emphases are
incorporated into the curriculum development process in ways that cause them to
be implemented only where they fit most naturally and can be used effectively

13
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to extend lessons in useful ways, they may result in improved materials. How-
. ever, if they are traated as ends in themselves and injected into the curricula
in disconnected and intrusive ways, they will have the same kinds of counter-
productive effects that attempts to integrate across subject matter, inject

b sic skills exercises, and provide teaching suggestions for mainstreamed

students had on the 1980s series.

Analyses of Distinctive Materials

Inspection of the 1986-1989 market-share elementary social studies series
identified some that offered certain noteworthy strengths, but none that were
unambiguously distinctive as tools for teaching elementary social studies for
understanding, appreciation, and application. However, inspeccion of various
supplementary materials did identify several that were distinctive in this
regard. A few of these had been nominated by experts consulted for advice, and
others were located through the catalogs published by the Social Studies échool
Service, a clearinghouse for distributing books, video cassettes, computer
software, and activities packages for use in K-12 social studies courses. Only
a small percentage of the supplementary materials advertised in these catalogs
were targeted for the elementary grades, and most of these were workbooks
limited to vocabulary drill and isolated skills practice. Some of these mate-
rials, however, were designed to engage students in tkinking critically and
making decisions about social education content, and thus would promote the
teaching of social studies for understanding, appreciation, and application.
Most of the rest of this report is devoted to critiques of these distinctive
supplementary materials,

These distinctive materials are clustered in the areas of economics;

government and law; history; and critical thinking, reasoning, and decision
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making. No such materials were found for sociology, where the few available
supplementary materials are targeted for the secondary grades. No distinctive
supplementary materials were found for geography, either, even though a great
many supplementary materials targeted for the elementary grades are available
for this subject. The problem is that these materials emphasize isolated
practice of map skills and place geography facts, offering little opportunity
for critical thinking, decision making, or authentic geographical reasoning or
problem solving. This includes the popular "Where in the World is Carmen
SanDiego?" (1985) software program and its derivatives.

No recently developed distinctive materials targeted for the elementary
grades were found in anthropology, either, although the anthropologically based
Man: A Course of Study (MACOS) program (Education Development Center, 1970)
continues to be used in many classrooms. Designed for use in the middle
grades, MACOS relies on novelty, incongruity, and contrast to stimulate stu-
dents’ curiosity and cause them to address the content in an inquiry-oriented
mode. It frequently introduces topics by presenting application prcblems and
inviting students to formulate guiding principles and generate possible solu-
tions on their own before reading further. Thus, students might be invited to
explore questions such as, "How does one get through territory where there are
strong predators?” before reading information on this topic. Or, they might be
asked to ingpect maps irdicating the physical features of an area and then to
speculate about the locations of the capital city and major seaport, the
economic emphases likely to develop in particular regions, or the placement and
functions of major highways or railroads.

MACOS is difficult to evaluate because little research is available on it
and because attention to its pedagogical features and effects has been obscured

by political controversy over its emphasis on evolution and its depictions of
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cultural practices that some consider immoral or unsuitable for presentation to
children. Among social educators, some believe that the MACOS materials are
among the best available, others find them useful but unremarkable, and still
others criticize them for being too focused on disciplinary inquiry at the
expense of more basic citizen education or focus on contemporary societies and
issues. Evaluation data on MACOS suggest that students enjoy it and achieve at
levels comparable to those of students using more traditional curricula (Cole &
Lacefleld, 1980; Cort & Peskowitz, 1977). Since the MACOS materials have been
well known for more than 20 years, they will not be described further here.

We now turn to recently developed distinctive supplemental programs, be-

ginning with those in economics.

Mini-Society

The Mini-Soclety program was recommended to me by several social educa-
tors as an example of an elementary social studies program that was uistinctive
as a vehicle for teaching for understanding, appreciation, and application. It
was the only program mentioned consistently by the experts that I consulted.
For that reason, and also because I had the opportunity to observe the program
being implemented in a local school, I developed a detailed critique of it

using the framing questions shown in the Appendix.

The Mini-Society manual is enc’tled Mini-Society: Experiencing
Real-World Economics in the Elementary School Classroom (Kourilsky, 1983a).

The subtitle provides an apt description for this economics-based program. The
author elaborates on this idea on page & by noting that learning by doing is
the crucial, pivotal element in the Mini-Society approach to instruction, which

is described as "a self-organizing, experience-based approach to teaching
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youngsters about economics, government, career options, consumer issues, and
values clarification."

The program is embodied in this teacher's manual--there are no student
texts. It {s composed of two interwoven components: semi-structured experi-
ence (in which students establish and participate as members of a society that
features its own money system and economy) and the formal debriefing of ideas
derived from this experience. Mini-Society has much in common with role play
and simulation approaches but the economic and civic activities that the stu-
dents engage in are quite real, and they do so as themselves rather than as
fictional characters or role players. Thus, although it is simplified and
scaffolded for use with elementary students, Mini-Society is better described
as a series of realistic practical application experiences than as role play or
simulation. Kourilsky identified the following as essential characteristics of
the program: (a) It involves students personally, not just vicariously; (b) it
enables them to learn actively, not just passively; and (c¢) it requires them to
make business and policy decisions that have real consequences which they will
bear.

To implement Mini-Society as recommended, teachers must be prepared to
commit significant time to it. The manual calls for periods of 35 to 60 min-
utes per day, at least three times per week for a minimum of 10 weeks, Thus,
Mini-Society is not just a relatively minor supplement to the regular social
studies program. If implemented as recommended, it would require 25-50% of the
time that is allocated to social studies in most elementary classrooms, and

thus would substitute for a significant portion of the regular curriculum.
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A. Goals. The goals of Mini-Society are selective, focusing primarily
on economics concepts and principles but also including government, career
option, consumer issue, and value-clarification goals that relate to the focal
economics goals. These goals are stated in general terms early in the manual,
and then are operationalized in later chapters in the form of introductory
lists of objectives and concluding checklists of what should be accomplished
during each stage in the development of Mini-Society.

The goals emphasize not just knowledge and skills but related values, at-
titudes, and citizen participation dispositions. The debriefing component is
designed explicitly to foster conceptual understanding, and the "learning by
doing” nature of the experience component couches learning within an applica-
tions context. The students engage in critical and creative thinking, problem
solving, and decision making as they establish and run businesses, vote on
policy issues, and participate in other Mini-Society activities.

The curriculum was clearly designed around a network of key ideas drawn
from economics, and the spplication emphasis and debriefing guidelines are de-
signed to help ensure that students will appreciate the connections among these
key ideas and their relationships to economic experiences in life outside of
school. Students who attain the knowledge goals of the curriculum will possess
an integrated and functional basic knowledge of economics.

Through {ts commitment to learning by doing, Mini-Society emphasizes
procedural and conditional knowledge goals as much as propositional knowledge
goals. In fact, the program calls for quickly involving students in key expe-
riences without much advance structuring around concepts or principles, saving
most o. the latter for the postexperience debriefing discussions. Events that

can be expected to occur during the planned activities enable students to

‘18- 27



experience directly the implications of many of the key principles. However,
experiences relating to other key pri:sciples are less likely to occur, so it is
up to the teacher to recognize the need to take action to stimulate such
experiences. Also, the degree to which students develop formal knowledge of
key principles and their associated concepts, as well as the degree to which
they learn to use this knowledge strategically and with metacognitive aware-
ness, will depend on the extent and nature of the debriefing discussions that
the teacher leads them through following the activities.

The program’s attitudinal and dispositional goals are concentrated on
participation in a market economy couched within a democratic society. Overt
goals include development of a sense of efficacy as a thoughtful economic risk
taker and various attitudes and dispositions relating to resolution of policy
issues through democratic processes (as members of the soclety, students vote
on taxes, government services, and various other policy issues). Cooperative
learning goals are not stated explicitly, but Mini-Society provides numerous
opportunities for students to work cooperatively, both as participating members
of the society as a whole and as business partners with one or more classmates.
Also, although the emphasis is on individuals pursuing their own economic
self-interests, the program does call for students to consider and support the
public good and to consider assisting individuals who experience economic
misfortune, It also promotes the value that there are some things that we
should do for reasons of courtesy, morality, or social obligation rather than
because we get economic rewards for doing them.

The stated goals clearly drove the development of Mini-Society. In many
respects it is a model example of a curriculum designed to accomplish limited
but specific goals. As a set, the goals appear to be appropriate to the learn-

ing needs of the specified target population of 7- to 12-year-old students
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(third through sixth graders), although more so for students at the higher end
of this age range than for students at the lower end. In the absence of a
student text or even a list of key concepts and principles, the degree to which
students acquire conceptually based knowledge and retain it .n well-articulated
forr will depend heavily on the extent and nature of the debriefing activities
structured by the teacher.

B. Content selection. Given the goals of the curriculum, the selection
of content is clearly coherent. The program is built around basic economics
concepts and principles treated as an interconnected network. The content
tends to be appropriate for use with elementary students, because it
concentrates on aspects of economics that affect the individual citizen acting
as provider and consumer of goods and services and it approaches these by in-
volving the students in realistic concrete experiences. For the most part, the
program avoids macroeconomics and abstract concepts and principles that are not
easily exemplified through individual economic experiences.

Because the content selection focuses on basic economics concepts and
principles (e.g., the rationing function of price, wealth defined not as the
amount of money that one possesses but as the amount of goods and services that
that money will buy, advertising as a way to increase demand for one's product
or services), students should develop an appreciation for economics as a body
of knowledge and related skills that has practical application to their lives
outside of school. The emphasis is not on economics as an abstract social
science but instead on its consumer and citizen participation aspects. The
latter include both the entrepreneurial activities involved in starting and
runn’1g a business and the value analysis and decision-making activities in-

volved in clarifying and voting on policy issues (e.g., Mini-Society rules).
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Content selection is faithful to the discipline of economics and repre-
sents its substance and nature validly, at least within what is consistent with
the emphasis on consumer and citizen participation aspects. The program begins
with activities designed to develop understanding of scarcity as the central
economic problem of all societies. Students learn that scarcity is the problem
posed vwhen limited resources are balanced against relatively unlimited wants,
and they study the advantages and disadvantages inhevent {n the vasious eco-
nomic systems that socleties develop to allocate their scarce resources. Then
they are challenged to create a Mini-Society based on market mechanisms
designed to handle the resource allocation probiem by arranging for members to
pay for scarce resources with something of value.

Initially the society includes a name, a flag, a currency system, civil
servants (money cutters who cut printed sheets into individual bills, paymas-
ters who distribute the money to individuals), and some established mechanisms
through which citizens can earn money by meeting criteria of good citizenship
or accomplishment (as a way to introduce money into circulation). Students can
use this Mini-Society money to purchase items from classmates willing to part
with the items in exchange for the special money, but the main focus of
development of Mini-Society at this point is to encourage students to begin
businesses that will offer goods or services in exchange for Mini-Society
money. Incentives to do so include not only the opportunity to earn
Mini-Soclety money through entrepreneurial creativity and energy but also the
need to acquire money in order to pay various taxes and fees that are levied to
Pay the civil servants for their work, Pay the teacher for needed supplies and
consultant advice, pay the principal rent for use of the space, and so on.

Once several businesses begin and a thriving market economy develops, students

begin to have experiences (business successes and failures, conflict between
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partners, indecision about how much to charge for one’s product or service,
etc.) that provide grist for debriefing discussions.

The debriefing discussions, supplemented by teacher explanations and con-
cept development questions and activities, are designed to develop student un-
derstanding of such topics as goods and services, supply and demand, selecting
a location for a business, advertising, keeping records (expenses, sales,
profit or loss), obtaining capital (savings, stock sale, loans), auctions,
opportunity cost, cost-benefit analysis, competition (price vs. nonprice, fair
versus unfair), monopoly, shortages and the rationing function of price, market
price, price floors and subsidies, functions of banks (checking and savings;
how banks make money), barter, money supply and inflation, comparative advan-
tage, and planned versus market economy. In addition to these economics
concepts, there are likely to be debriefing discussions on policy and value
issues such as the trade-offs between working conditions and pay, what
constitutes fair versus unfair business practices, bankruptcy, welfare, the
public good, and protection through copyrights and patents., An early-arising
policy issue, likely to be debated and resolved through a vote, is whether the
society should pay its civil servants from tax money or rely on volunteers. If
the Mini- Society includes establishing a formal government (this is optional).
there also will be debriefings on political science concepts such as democracy
versus dictatorship, the branches of government and their functions, and legal
contracts and their implications.

The learning-by-doing approach ensures that conceptual knowledge is
linked to procedures and applications, including applications to life outside
of school. Mini-Society provides practical experience in how market economies

work.
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Although laudable in many ways as a simplified yet valid way to introduce
elementary students to economics concepts and principles, Mini-Society incorpo-
rates some questionable assumptions about prior knowledge, both in teachers and
in students. The manual says that it contains all of the information that
teachers will need to teach the program successfully, but I believe that this
is true only for the very small minority of elementary teachers who have sig-
nificant backgrounds in economi:s. Similarly, the manual implies that the
program has been designed for use with 7- to 12-year-old students, but the
suggested activities vary considerably in scope and complexity and many of the
examples (especially in the chapters on debriefing) allude only briefly to
rather abstract concepts that are not developed systematically. The manual is
good at providing teachers with information about what kinds or ideas (both
accurate ideas and misconceptions) children are likely to have about the issues
acdressed and how they are likely to respond to many of the questions and
activities., Nevertheless, it strikes me as overly optimistic in its implica-
tions about the kinds of learning that can be expected from students (espe-
clally younger students and students taught by teachers without much background
in economics). The manual contains sufficient information to enable teachers
to establish and maintain the experience component of Mini-Society, but I do
not think it contains enough information to ensure that they will systemati-
cally develop key concepts and principles in their debriefing discussions.

Content clearly was selected with students’ interests, attitudes, and
dispositions to learn in mind. The activities incorporated in Mini-Society are
interesting and exciting, and the concepts and principles to be developed
relate directly to these experiences and help students to understand them.
There are no special provisions for student diversity linked to status charac-

teristics such as gender, race, ethnicity, or culture, although the activities
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allow for a great deal of individual autonomy in making decisions about how to
participate (whether to start a business or to work for someone else, what kind
of business or work role to adopt, how to spend one's earnings, etc.).

C. Coutent organization and sequencing. Organization of the content is
something of i problem, even though the entire curriculum is included within a
200-page manual. The first part of the manual is organized in terms of the
sequential steps that the teacher take . in preparing the students for, launch-
ing, and then maintaining the Mini-Soriety. The emphasis in these chapters is
on what to do and how to do it, without much emphasis on the concepts and
principles to be developed. The latter material is contained in subsequent
chapters dealing with the debriefing discussions. Thus, the material on the
experience component and the material on the debriefing component are presented
in separate sections, without much connection between them.

Furthermore, the material in the chapters on debriefing is organized ac-
cording to major topics (economics, government, and values analysis, rather
than according to the stages in the development of Mini-Society in which the
issues addressed are most likely to become salient. Yet, within each of these
chapters, the material is organized according to case studies representing 20
commonly occurring triggering events rather than according to a logical se-
quence of concepts and principles. As a result, it is difficult to move back
and forth between the experience chapters and the debriefing chapters, and the
debriefing chapters appear to offer only a representative selection instead of
a complete and systematically organized treatment of key concepts and
principles.

In summary, the first part of the manual is sequenced effectively to
gulde teachers through each major stage in establishing and maintaining a Mini-

soclety. The second part of the manual, however, is not sequenced in ways that
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make it easy to c.rrelate with the first part. In combination with the absence
of a student text and of a content scope and sequence chart, this problem makes
it likely that teachers who lack sufficient background in economics will be
successful in establishing a workable Mini-Society that provides the desired
experience component to their students but less successful in handling the de-
briefing component in ways that develop the desired levels of understanding of
the implied scope and sequence of content.

D. Content explicotion in the text. This section of the framing ques-
tions does not apply directly to Mini-Society because there is no student text.
Content is explicated (actually elicited through questioning, as much as possi-
ble) by the teacher during the post-experience debriefing discussions. Here,
the teacher leads the students through an examination of recent Mini-Society
experiences, and in the process helps them to analyze and synthesize these
experiences using economics concepts and principles.

The marual provides good guidance to teachers on how to present or elicit
good explanations of key concepts and principles. The timing and nature of
these explanations are linked to recently occurring Mini-Society experiences,
and the suggested definitions and explanations are phrased in ways that should
make them meaningful to the students. If teachers heed the advice given in the
manual and make use of all or at least most of the questions and activities
suggested for concept development, most of the key ideas will be addressed in
depth and with attention to students’ prior knowledge and misconceptions.
Similarly, skills will be developed within application contexts and used as
tools for extending understanding rather than pricticed in isolation (e.g.,
students are often required to use mathematics during Mini-Society activities
but always in the context of conducting cost-benefit or pricing analyses or

keeping business records). Because of the emphasis on learning by doing, the
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program is unusually strong in developing connections between propositional
knowledge, procedural knowledge, and conditional knowledge.

In summary, the manual provides some very good guidance to teachers about
what key concepts and principles to develop and how to develop them through
debriefing discussions following relevant Mini-Society experiences. However,
the degree to which the intendad curriculum ultimately will be experienced and
retained by students will be limited by two key factors: (1) the degree to
which teachers (usually with miniual economics backgrounds) are able to under-
stand and willing to implement at least the minimal requirements for accom-
plishing the intended curriculum and (2) the degree to which the combination of
the experience component and the debriefing discussions (perhaps reinforced
with worksheets and other activities) will be sufficient to support students'’
learning and retention of key concepts and pPrinciples. I fear slippage between
the intended and the enacted curriculum due to the first factor, and slippage
between the enacted and the experienced curriculum due to the second factor,
Thus, I believe that the program would benefit not only from a more complete
and systematic handling of the debriefing component in the teacher's manual but
also from the addition of a student text or at least a study guide that focused
on each of the key concepts and principles that should be included in what the
author would view as the core curriculum.

E. Teac.ier-student relationships and classroom discourse. The program
calls for a great deal of teacher-student discourse. Much of this occurs
during the teacher-structured debriefing discussions and related concept
development activities, but the experience component also includes a great deal
of discourse in which teachers consult with individual students or partnerships
about their business élans or work with the class as a whole in democratic

problem-solving or decision-ma%ing meetings. Although the teacher retains
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ultimate authority concerning what activities will and will not be allowed in
Mini-Society and is the person charged with structuring debriefing discussions
around key economic concepts and principles, the manual calls for the teacher
to act primarily as a resource person and discussion leader rather than a
lecturer or fount of authority and wisdom. The emphasis is on engaging
children in experiences prior to considering the key concepts and principles
they will be learning, ewd the debriefing discussions stress elicicing insights
through questioning rather than teaching through didactic lecturing. Questions
are designed to focus students’ attention on salient experiences and help them
to develop explanations for and generalizations from what occurred. Thus, most
questions are authentic ones calling for thoughtful reflection, not just re-
trieval of facts or definitions from memory. The emphasis is on building
understanding of economic Principles and processes, so that recommended ques-
tions tend to be open-ended ones calling for causal reasoning or other forms of
higher order thinking rather than closed-ended ones calling for convergent cor-
rect answers.

Similarly, the value aspects of the pProgram emphasize analysis and clari-
fication, not inculcation. Rather than tell students what to think or do, the
teacher leads them through analyses of the trade-offs involved in alternative
courses of action. Primarily through que: :{,ning, the teacher helps students
to explore the economic and other advantages and disadvantages embodied in
proposed solutions to emergent problems and, as much as possible, leaves it to
the students to resolve these problems through democratic decision making.
Sometimes this will mean living (at least temporarily) with group decisions
that the teacher believes are unfair (i.e., they arbitrarily place certain
students at an advantage over others) or are likely to lead to problems that

the students have not foreseen and that eventually will force them to develop a




different solution. Teachers who are accustomed to inculcating values may have
difficulty switching from their accustomed role of values arbiter to the role
of values clarifier as envisioned by Kourilsky. For example, the manual calls
for teachers to help clarify for students that, from a purely economic stand-
point, sharing and cooperation are options that may or may not make sense
(rather than being "obviously"” good things to do) and that there may be eco-
nomic incentives for engaging in such practices as stealing, counterfeiting,
declaring bankruptcy, cheating on one’s partners, or paying graft for competi-
tive business advantages. It should be noted that the manual goes on to sug-
gest that teachers lead students through analyses that consider these activi-
ties not only in terms of individual economic incentives but also in terms of
larger issues such as the public good and fairness to other individuals.
Still, the implication is that these analyses should lead to personal or group
decision making by students rather than to resolution through teacher state-
ments of what is right or appropriate.

In summary, the guidelines concerning teacher-student discourse clearly
emphasize thinking and reasoning, problem solving, and decision making rather
than recitation or drill, and this is true of value and policy issues as well
as the more purely academic content focusing on economics concepts and princi-
ples. Teachers accustomed to a reading/recitation/seatwork approach to curric-
ulum and instruction and to a values-inculcation approach to citizen socializa-
tion will find it difficult, at least at first, to implement Mini-Society in
the spirit intended by Kourilsky.

F. Activities and assignments. As a set, the activities clearly provide
students with a variety of opportunities for exploring and communicating their
understanding of the content--this is an activities-based program. There is a
good mixture of activity forms and of cognitive, affective, and citizen

3o
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participation aspects, and they provide numerous opportunities for students to
engage in critical and creative thinking, problem solving, decision making, and
other higher order applications. Given effective debriefing, the activities
amount to a sensible program of appropriately scaffolded progress toward the
stated goals,

In addition to the general model of involving students in on ongoing so-
clety in which they engage in business activities and make both personal finan-
clal and civic policy decisions, the Mini-Society manual suggests numerous
useful activities such as experiencing shortages of supplies or other aspects
of scarcity and then deliberating about and mi:king decisions on a fair or
appropriate way to handle the problenm, filling out job applications requiring
them to give reasons why they would be well qualified for the civil service
jobs available in the society (treasurer, paymaster, money cutter), conducting
market surveys to assess demand for a product or service that they are
considering building a business around, assessing the relative profitabilicy of
alternative business ideas, engaging in various banking transactions, keeping
records of business activities, Planning and constructing advertisements for
their businesses, participating in auctions, and participating in democratic
decision-making meetings (or optionally, in the various roles embodied in
whatever form of government is adopted) to debate and make decisions about
social policies. Another useful {orm of activity is the value analysis
discussion in which students address such questions as whether or not it is
fair or appropriate to make false or misleading claims in one’s advertising,
capitalize on a classmate’'s idea by opening a competing business, give special
privileges or discounts to one's friends, engage in graft as a way to obtain
competitive advantage for one's business from governmental leaders, or steal

from one’'s employer or cheat one'’s partners.

29. 3t




None of the suggested activities could be described as fundamentally un-
sound in conception because they lack relevance or amount to pointless
busywork. All are linked to developing und-rstanding of and ability to apply
xey economics concepts and principles, and many provide for opportunities to
bring misconceptions to the surface and confront them. Once again, however,
the extent to .uich students develop conceptual understandings and learn to
interpret their experiences using economics principles depends heavily on the
extent and nature of the debriefing discussions that follow the activity
experiences.

Some of the activities (e.g., constructing demand curves and using them
along with other information to make decisions about pricing and about the
probable profitability of a contemplated business venture) would be difficult
for many if not most of the students in the 7-12 age range to complete success-
fully without considerable assistance from the teacher. Also, some of the
debriefings depend on experiences that involve noticing trends occurring in the
society as a whole (inflation, changes in supply or demand). Even at the level
of Mini-Society, these trends are more d.fficult to notice and understand than
one’'s own personal experiences as an entrepreneur or,consumer. Furthermore,
some of them may not occur at all unless the teacher has been very successful
at getting the students to stay within clear limits on how much they can bring
in materials from the home or in other ways introduce resources from outside
the system (many of the economics principles developed in Mini-Society are
based on the assumption that a fixed amount ¢f resources is available, and this
assumption starts to break down when students briny unauthorized additional
resources into the system). Thus, some of the recommended activities involve
conceptual or procedural complexities that might make them difficult to imple-

ment successfully, either with the class as a whole or with certain students.
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Many Mini-Society activities involve Integration with other cubject
areas. In particular, a great deal of mathematics is involved in planning for
and keeping records of business activities: and consumer aspects of mathematics
are invoclved in such activities as shopping for the best bargains, lenaing or
borrowing money, or writing checks. There also are opportunities to apply
language arts and writing skills, especially in developing advertisements for
one’'s businesses. Knowledge and skills from these other subject areas are used
naturally in the process of lmplementing Mini-Society activities--there are no
instances cf forced or artificial integration.

G. Assessment and evalugtion. The manual provides good guidance to
teachers who wish to evaluate the degree to which they are imr lementing
Mini-Society guidelines successfully and the degree to which their students are
acquiring the intended understandings and dispositions. Each of the chapters
on how to set up the experience component Jpens with a list of objectives and
concludes with a checklist describing what the students should i.ave accom-
plished before moving on to the next stage. Similarly, each section within the
chapters on debriefiizs lists objectives thac should be accomplished (phrased
in terms of s._udent outcomes)

In addition to this material embedded in the chepters, an appendix in-
cludes an integcated list of all of the objectives, a 22-item multiple-choice
test featuring knowledge and comprehension questirus, two mathematics tests
covering mathematical knowledge and skills used in the program, and a list of
21 "journal questions® that teachers should aduress if they wish to keep ¢
journal in which they record saiient events of the Mini-Society as it unfolds
in their classroom. Thus, the manual does a good job of providing teachers

with criteria to use in determining whether or not they have implemented the
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experience component of tre program successfully and, to a lesser extent, the
degree to which students are learning key economics concepts and principles.
The emphasis is on assessment of the level of implementation of the pro-
gram and its general effects on the class as a group, not on the grading of
individuil students. Although test$ are provided, the tenor of the manual as a
whole suggests that Kourilsky would emphasize qualitative assessment based on
the degree to which the teacher succeeded in establishing a functioning Mini-
Society featuring a lively market economy that provided studen:s with the de-
sired learning experiences, as well as in following up on these experiences
with effective debriefing discussions that helped the students to use key
economics concepts and principles to understand what they were learning.
Because of the learning-by-doing nature of the program, the Mini-Society
activities themselves function not only as learning experiences but as assess-
ment devices, for the students as well as for the teacher. There is no simple
one-to-one correspondence between mastery of key principles and success in
developing one’s business and pushing one’'s agenda in the society, but students
who have mastered the basic principles are likely to draw up better plans and
implement them more successfully than othar students. Because money is
involved and decisions have serious cansequences (poor business decisions can
lead to loss of income and anticpated purchasing power, even bankruptey), stu-
dents are motivated to learn and likely to pay attention to the feedback that
they get rfollowing their decisions. Thus, students will get realistic feedback
about the degree to which they have understood and correctly applied basic
principles. Similarly, teachers will be able to assess progress not just
according to test scores but according to the quality of the business and

consumer decisions that students make during the experience component of the

-32.

37



program and the quality of the policy debates and answers to questions that the
students provide during the debriefing discussions.

H. Directions to the teachex. The Mini-Society manual contains instruc-
tions on how to establish and manage each phase of Mini-Society, along with
case-based examples of debriefing discussions; a few reinforcement worksheets;
various test items; and samples of currency designs, contracts, job application
forms, and the like. The manual does not contain systematic exposition of key
economics concepts, but it refers to a companion publication (Kourilsky, 1983b)
that does provide such information.

The suggestions to the teacher clearly flow from a coherent model of
teaching and learning economics that i{s intended to foster higher order think-
ing. The degree to which the model is manageable will vary with the teacher
and the setting. To implement the model as intended, teachers not only will
have to be willing to make the significant time commitment that Mini-Soclety
requires but will have to have access to sufficient and appropriate space :o
set up and run the businesses (preferably a gymnasium or large utility room
rather than an already crowded classroom), sufficient economics knowledge and
understanding of the program to be atle to structure the debriefing discussions
effectively, sufficient personal confidence and classroom management skills to
be able to handle the sometimes controversial content and the frequently
free-wheeling and noisy processes involved, and parental support both in
tolerating the controversial aspects and in cooperating with the established
participation rules (e.g., limits on what students are allowed to bring from
home as salable goods or other business resources). Mini-Society is not for
the timid.

The introductory part of the manual provides an adequate rationale for

the program but does not include a scope and sequence chart or even a list of
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key concepts and principles. Although most chapters begin with a brief intro-
duction and statement of objectives, the organization of material in the manual
is parallel in many ways to the design of Mini-Society itself: Initial empha-
sis is placed on experiences (instructions telling the teacher what to do and
how to do it), with "dubriefing® (discuséion of the concepts and principles
that each phase of the program is meant to develop) occurring only afterwards.
This might be sufficient for teachers with a good grounding in economics, but
other teachers will probably have to read the manual several times before
things begin to fit together clearly. Most teachers should study the manual
along with the companion volume that provides an overview of economics
(Kourilsky, 1983b) before attempting to implement Mini-Society. Better yet,
they should take a course or attend an inservice program that provides support
and opportunities to practice implementing Mini-Society, as well as
supplementary materials such as lists of key concepts and principles.

A strength of the manual is the experience-based information that it pro-
vides to teachers about students’ probable knowledge and misconceptions abcut
each issue addressed, along with their likely responses to questions and activ-
ities. The manual offers a great deal of engagingly written and practically
useful guidance about how to respond to various possibilities that may develop.
However, locating the information may sometimes be a problem because the de-
briefing sections are organized by topic (within the general headings of
economics and consumer education, government and law, and values analysis and
clarification), whereas the rest of the manual is organized in terms of the
sequence of steps to follow in setting up and running Mini-Society.

The manual also gives reasonably good guidance about the kinds of
teacher- student discourse that should occur, although it does this primarily
through examples based on cases of debriefing discussions developed in response

3.
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to 20 commonly occurring Mini-Society experiences. For each topic ac ressed in
the debriefing sections, there is a statement of objectives, an explanation of
key concepts and misconceptions that should be clarified, and a suggested set
of questions and activities. Even when taken together, however, these sections
offer only selected examples, not a complete and sequenced curriculum. Thus,
it is left up to the teacher to recognize and follow through on opporfunities
to develop economics concepts and principles in response to events that did or
did not occur during recent Mini-Soclety activities. Given the very limited
economics backgrounds of most elementary teachers, this is a dubious strategy.

Except for the limited guidance concerning debriefing discussions, the
manual is quite effective in providing information about how to structure
activities and scaffold student progress on them. It is clear about what main
things are to be accomplished at each stage, providing both genera' principles
and lists of representative examples.

No guidance is given about grading or credit for participation in dis-
course or activities. A few reinforcement exercises and test items are. pro-
vided, but it is left to thé:tedbh;r to decide whether and how to use these
resources. An appendix offers useful guidance about how teachers might
evaluate the effectiveness of the Mini-Society developed in their classroom.

It includes an integrated list of all of the objectives stated in the various
chapters in the manual (which teachers could use as a checklist of accomplish-
ments), tests of economics concepts and principles and of related mathematics
concepts and skills, and framing questions for use by teachers who wish to keep
a journal,

Although Mini-Society is complicated, the suggested materials are easily
accessible to teachers. In addition, many of the suggestions about how to
impcse boundary conditions around what will and will not be allowed to occur in

49

<35-



Mini-Society appear to have been motivated by a desire to minimize the complex- /
ity and expense involved.

In general, the manual appears to be sufficiently clear and detailed to
give teachers the information they need to initiate and sustain Mini-Societies
with their students. It does not provide them with the basic economics knowl-
edge that they would need to teach the program most effectively, however, nor
with sufficiently systematic guidance sbout how to structure the debriefing
discussions that are so crucial to accomplishment of the program's goals.

Tﬁus, although the manual would be sufficient to enable teachers to structure
Mini-Society experiences that would be valuable in a number of ways for
elementary students, these experiences would be unlikely to accomplish all of
the goals or achieve the levels of sophistication reflected in some of the
examples given in the manual unless the teachers were considerably more
knowledgeable about economics as a discipline than most elementary teachers are
likely to be. The companion volume (Kourilsky, 1983b) should be helpful in
this regard, but perhaps not enough to make up for the manual's lack of

systematic guidance about how to handle the program’s debriefing component.

Observation of Minj-Society in Action

Although it is unconventional and complex and it requires the cooperation
of the principal and the parents, Mini-Society is feasible for implementation in
Grades 3-6 and deserves consideration as a supplement to (actually, a substitute
for some of) the standard social studies (and to a lesser degree, mathematics)
curriculum. The manual is based on information gathered on over 1,000 implemen-
tations and is replete with practical advice. Furthermore, research on the
program (unfortunately not discussed in the manual) has shown that it has

achieved significant success in teaching the key economics concepts and
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principles it was designed to develop (Cassuto, 1980: Kourilsky & Ballard-
Campbell, 1984).

Furthermore, the program delivers on the manual's claim that children
enjoy participating in Mini-Society and tend to become absorbed in its features.
I was able to observe an implementation recently in a school in which Mini-
Soclety has been included in the fifth-grade curriculum for the last several
years. It was clear even in advance of the beginning of Mini-Society that both
the teachers and the students were looking forward to it because it had become
institutionalized as an annual "big event." Many students had heard about it
from older siblings and were eager to participate themselves. Once Mini-Society
began, the students participated eagerly and sustained high levels of interest
throughout the several weeks of the program.

In this school, Mini-Society is implemented by three fifcth-grade teachers
who work as a team and combine their classes into a single large society involv-
ing about 80 students. Businesses are set up and operated in a large utility
room, thus avoiding the crowding and storage and other complications that would
arise if these activities were carried on in regular classrooms,

In previous years, the teachers had devoted 18 weeks to Mini-Society, but
this year an unusually large number of new and competing demands had to be
accommodated, and the teachers found that they could allocate only 7 weeks to
Mini-Society. Although this is less than the recommended minimum, they went
ahead wic.h the program anyway because they are convinced that the experience is
valuable for students and that a truncated version would be better than none at
all. Consequently, they instituted shortcuts such as relying somewhat more on
didactic instruction and "leading" questions and relatively less on guided dis-
covery (compared to what Kourilsky recommends) in order to pilot the students
quickly through the early stages‘in which the society is established and money
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is put into circulation, leading the students briskly through policy discussions
and voting through show of hands (rather than allowing for more lengthy discus-
sion with time for students to talk among themselves in between meetings and
eventually vote using paper ballots), and allocating less school time for stu-
dents to work on constructing their business storefronts and developing their
advertising (students were told that since time was short, they would need to do
more of this at home).

Despite these less-than-ideal conditions, a Mini-Soclety was formed
quickly that included a name, a flag, and a currency system (available in denonm-
inations of "cool bucks," or CBs for short). For two weeks, students could earn
CBs by getting to school on time, avoiding misconduct, and getting an "A" on at
least one assignment. With teacher guidance, students had voted to adopt these
mechanisms in preference to alternatives that were viewed as less fair because
they would give certain individuals significant advantages over others. The
third mechanism still favored high achievers over low achievers, but much less
so than the originally suggested version which would have required earning an
"A" on al] assignments for the week as a condition of payment.

After two weeks of earning CBs in this manner but also being required to
pay out CBs in order to purchase materlals for their businesses, pay taxes, and
pay rent and other business costs, the students had two weeks in which to act as
business entrepreneurs and economic consumers. In all there were five sessions
in which goous or services could be bought and sold--three restricted to the
students themselves and various school staff who dropped in to participate, one
in which the parents came to spend, and one in which the grandparents came to
spend. The parents and grandparents had CBs to spend either because they sold
their child raw materials for the business or because the child gave them some

of the CBs that he or she had earned (either through the mechanisms available in
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the previous two weeks or through business activity itself). The room buzzed
with excitement during these "business hours,” and a bonus to the Mini-Society
program as it was implemented in this school was that it Provided an opportunity
to bring in parents and grandparents under very positive circumstances,

All of the students were involved in a business, usually in partnership
with one or more friends. Most of the businesses sold goods, especially snacks,
school supplies, or items currently popular in the child culture (Ninja Turtle
materials, trading cards, pictures and posters of popular entertainers). Sev-
eral businesses combined these and other items, billing themselves as "general"
or "discount” stores. There were also several recreational businesses offering
miniature golf, miniature basketball shooting, or video games as well as a "hair
stuff" store ("Sorry guys, just for gals, unless it’'s your girlfriend"). The
only true service business was a massage operation built into one of the general
stores ("Back Rubs, 5 CBs; Neck Rubs, 2 CBs; The Works, 7 CBs").

Although the students clearly enjoyed this Mini-Society, it is difficult
to tell how much conceptually based knowledge they carried away from it (no
formal evaluation was done). Concepts such as scarcity, inflation, and price
changes in response to changes in supply and demand were introduced in the
process of setting up the Mini-Society. Debriefings focused attention on such
topics as fairness; democratic decision making; taxes (including determination
of penalties for late payment): the value of advertising (also the costs--
students had to rent wall space for posters from the principal, and one of the
teachers mentioned to the students that "Word had it" that the principal had
offered a bounty of one CB to the school's maintenance man for each unauthorized
advertisement that he found posted), glmmicks and special bargains as ways to
lure customers (one free back rub to every seventh customer). Debriefing also

revealed that stores offering items that suffer from low demand or direct
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competition will probably have to lower their prices; stores that have cornered
a market on high-demand items can raise their prices; it helps to take the
initiative and approach potential customers directly or to give away free
samples; and it helps to display one's wares on top of the counter rather than
Just keep them underneath it.

It seems likely that many students learned at least the gist of these
principles but unlikely that very many could discuss them in generalizable terms
using formal economics concepts. Because no one began a banking business (even
though some students recognized a need for one because they had printed too many
large denomination bills and not enough smaller ones, so that making change was
a constant problem), students did not experience personal or business banking
transactions and their associated record keeping. Also, because business
operations laste. only two weeks, therc was not enough time for certain
experiences to develop (e.g., recognition by many students that the market for
their product had been exhausted, thus providing motivation for them to develop
a new business around another product or perhaps a service that would enjoy more
sustained demand). Even a considerably longer time period would not guarantee a
continually thriving Mini-Society economy, however: One of the teachers noted
that last year the economy gradually petered out because students became sati-
ated with the goods and services being offered, but none (or at least not
enough) of them came up with ideas for new businesses that offered something for
which there was a sustained demand. Thus, the latter sort of creativity will be
needed if the economy of a Mini-Society is to sustain itself over significant
time periods.

The Mini-Society is broughc_to a close by auctioning off all remaining
unsold stock. Typically everything goes, because students realize that this is
their last change to exchange Mini-Society money for valued goods or services
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(although one teacher noted that many students enjoy keeping at least some of
the Mini-Society money as a memento of the experience).

Even taking into account that it was a truncated version, my observations
of this implementation of Mini-Society reinforced the impressions I had devel-
oped from studying the manual, I see it as an ambitious program that offers a
great deal of excitement and enjoyment to students and provides them with a
variety of experiences that can become valuable grist for debriefing discussions
that will enable them to understand these experiences in terms of economics
concepts and principles. The degree to which such understanding will be devel-
oped, however, will be determined heavily by the teacher's ability to recognize
and exploit teachable moments, which in turn will be determined heavily by the
teacher’s knowledge of key economics concepts and principles.

Any curriculum becomes what the teacher makes it when enacting it in the
classroom. Given the poor economics preparation of most elementary teachers anc
the spotty guidance in the Mini-Society manual concerning the debriefing compo-
nent of the program, and given considerable developmental differences observed
within the target 7-12 age range, one can expect to find broad variability in
the degree to which Mini-Society implementations approach the ideals implied in

the manual.

Qther Economics Programs
Two other economics programs worth noting are Small-Size Economics (Skeel,
1988) and Children in the Marketplace (Joint Council on Economic Education,

1986). These are less ambitious, more conventional programs than Mini-Society,

although they are designed to teach many of the same concepts.
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Small-Size Economics

Small-Size Economics is a social studies curriculum supplement for grades
K-3 designed to teach basic economics concepts through 20 lessons and 13 accom-
panying worksheets. The first 10 lessons, designed for kindergarten and first
grade, teach the concepts of needs and wants, scarcity, goods and services,
producers and consumers, resources, and division of labor. The content and
related activities address these concepts within the contexts emphasized in the
kindergarten and first-grade social studies curriculum: self, family, and
school. Lessons 11-20 are designed for use in second and third grade. They
review the concepts taught earlier and also teach the concepts of competition,
economic decision making, production and distribution of products, interdepen-
dence, barter, money, and profit. These concepts are addressed within the
contexts of neighborhood and community which are stressed in the second- and
third-grade texts in contemporary elementary social studies series. Thus,

although $mall-Size Economics is a curriculum supplement, it can be integrated

within the typical K-3 social studies program rather easily.

Small-Size Economjcs presents two or three lessons per concept, depending
on concept complexity. Lessons follow a standard format ths* includes naming
the concept to be emphasized, identifying the teaching strategy to be follcwed
(inquiry, discussion, discovery, role play), identifying the context in which
the content will be addressed (self, family, school, neighborhood, community).
describing the instructional outcomes that constitute the objectives for the
lesson, describing the teaching procedure, and suggesting a method for evaluat-
ing student learning. Reproducible activity worksheets that may be used for
follow-up or evaluation purposes are provided for some of the lessons. The

manual notes that lessons may be adapted for use with children of different

<42-



ages, depending on their experiences and capabilities, but does not glve
specific guidance for doing so.

The overall goal of the lessons is described as enhancing students’
ability to make wise economic decisions. However, only one of the lessons and
just a few of the worksheets engage students in (simulated) economic decision
making. Most of the lessons and activities develop understanding of the basic
concepts but do not call for students to apply these concepts in economic
decision-making contexts. Thus, they call for students to list or classify
examples of goods and services, to recognize that lowering price will increase
demand, and so on. The concepts, examples, and activities appear well chosen,
however, so that primary grade students should find the lessons interesting and
the concepts comprehensible. Some lessons and activities call for using props
(examples of products, Paper and construction supplies) and some of the
activities call for engagement in various simulations or field trips into the
surrounding community. These curriculum elements appear to be feasible and cost
effective, however, because the supplies are cheap and easily obtainable and the
simulations and field trips are brief and do not require elaborate preparation.

Small-Size Economics should be a valuabie supplement to the economics
content found in the K-3 materials supplied by major publishers of elementary
social studies series. It contains a few elements that students might find
confusing (e.g., fuzziness in distinguishing between needs and wants), and it
could use some additional activities calling for students to engage in economics
decision making. On the whole, however, it will provide students with a much
more :xomplete and coherent introduction to cconomics than their elementary

socias studies textbook series will provide.
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Children in the Marketplace

children in the Marke%tnlace is a series of eight lessons (with
accompanying hand-outs and activities materials) designed to teach basic
economics principles to third and fourth graders. The lessons teach that (1)
people live in a world of relative scarcity, so that everyone must make choices:
(2) people use resources to produce what other people want, and producers
continually make choices regarding the combination of resources they will use to
make goods and provide services; (3) people always want more, so that a market
system functions to distribute most of the resources that satisfy people’s
wants; (4) people’s wants stimulate production, so that consumers who are
willing and able to buy products can influence output in a market economy;

(5) the forces of supply and demand set the prices at which exchanges take
place, so that people benefit from trade; (6) in an economy based on market
prices, people are free to substitute one item for another, so that consumers
often have a wide range of alternatives, or substitutes, from which to choose;
(7) people must decide how to allocate income, and they can choose to forgo
present consumption in order to be able to consume more in the future; and

(8) the behavior of Americans as both consumers and producers determines what
takes place in the U.S. market economy. These basic principles subsume 37 basic
concepts (advertise, consumer, demand, opportunity cost, etc.) that are listed
in a glossary that includes both formal definitions meant for teachers and
simplified definitions meant for students.

The lessons are described as "classroom-tested."” No specifics or data are
provided to elaborate on this claim, but the lessons ic seem feasible and
appropriate for use with third and fourth graders. Each lesson includes an
introduction that summarizes and elaborates on the key principles and implica-

tions to be taught, an estimated time allocation, a list of key concepts, a list
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of goals phrased as key understandings that students are to achieve, a general
description of the activity and any needed materials, a step-by-step description
of what to do with the students to develop the lesson and activity, and instruc-
tions for review. Reproducible masters for handouts or lists of supplies needed
for activities are also included.

The manual states that examples and activities have been selected with
aw;;eness that third and fourth graders are concrete operational learnmers.
Consequently, the focus is on concrete examples, data that are directly evident,
problems that are based on particular situations in the immrdiate environment,
and events that are only moderately novel to students and .hus relatable to what
they already know or have experienced. Each lesson is designed to provide op-
portunities for students to first hear about economics concepts and principles,
then apply and experience them, then review them, and then generalize their
applications to concrete situations.

The content, questions, and activities appear to be well chosen--feasible
for classroom use, appropriate for developing and applying the concepts and
principles taught, and likely to be intecesting and understandable to students.
The lessons are particularly strong in providing'for reflective closure through
review and discussion questions and activity suggestions designed to help
students to generalize their learning.

Children in the Marketplace could be used effectively in conjunction with
Small-Size Economjcg to create an economics component to the K-4 social studies
curriculum that would be much more complete, coherent, and likely to be accessed
and used for life applications than the sporadic economics elements in typi:al
elementary social studies series. Children in the Marketplace is estecially
useful because it emphasizes economics principles and decisions, not just basic

concepts,
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It should be noted that Qh1lg:gn_in_ghg_ugzkggglggg adopts a not merely

uncritical but virtually reverential attitude toward the U.S. market economy,
stressing its benefits in several explicit ways but never even suggesting that
it might also embody costs. In effect, it is the National Association of
Manufacturer's version of economics, in which profit is an incentive for busi-
ness enterprise, advertising is a service to consumers, and so on. Many teach-
ers may find this appropriate, given that the lessons focus on microeconomics
and are intended for elementary students. Other teachers may want to leaven the
material with a more critical perspective, however. 1In any case, the lessons
and activities offered in Children in the Marketplace should be effective for
teaching economics principles for understanding, appreciation, and application

to life outside of school.

Government and Law

Three sets of supplementary materials dealing with government and law are

described below. Like the Small-Size Economics and Children in the Marketplace

economics materials, these are relatively conventional lesson supplements.

Everyday Law for Young Citizens

Everyday Law for Young Citizens (Lipson & Lipson, 1988) is a law-education
curriculum supplement for Grades 5-9 that is self-contained in a manual of
approximately 160 pages. There are 17 pages of material for the teacher at the
front, followed by 142 pages of content, questions, and activities built around
22 legal cases. The case material is printed in large print, avoids unnecessary
legal jargon, is written at an elementary reading level, and is illustrated with
humorous cartoons. The material is fictional and built around characters with

humorous names (often children or adolescents) but built on actual legal cases.
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Each of the 22 cases begins with a presentation of the basic facts of the
case. Then comes a "What's your opinion?" section in which questions about the
case are posed and then auswered according to law. Next comes a "What iz
section in which variations on the case are explored through additional opinion
questions followed by more law-based answers. Finally, the case closes with a
page of suggested activities. All of this is written directly to the student.
Teachers could copy just the case material and then us: the questions and
activities or they could order a copy of the book for every student. The
activities call for a range of discussion, role play, debate, and so forth. The
cases are well chosen to focus on both criminal and civil problems that children
and adolescents can understand and relate to. Students working through this
curriculum would learn a great deal about law and also have many opportunities
to think critically and communicate arguments about issues of fairness, rights,
responsibilities, and so forth. Although usable with elemeritary students, the
material does not correlate in any way with the content in fifth or sixth grade.

I find the material and questions and activities attractive, both because
students should find them interesting and informative and beczuse they call for
discussion of the fairness or appropriateness of the laws in addition to
teaching what the laws say. There is also a good balance between rights and
responsibilities, instead of just a focus on the latter. Thus, a knowledgeable
teacher could make very good use of this material, although it is not clear at
what grade level or how it would be fit into the existing curriculum,.

The manual provides very little help to the teacher who 1s not already
knowledgeable, however. The back cover of the book describes the material as
follows:

A practical, down-to-earth approach to the law for children and

adults. It includes 22 lively cases and 95 related activities built
around topics of timely interest and concern to young people. Each

-47- .
52




chapter features a four-part lesson plan that helps structure

discussion, writing, and role playing. Each case invites student

opinion, gives instruction in whac the law s#' s and changes the

facts of the case for A variation on the theme. Written and

illustrated with humor and clarity, the book offers a general guide

to legal principles and concepts while improving students’

analytical and problem-solving skills. It contains a comprehensive

glossary of legal terms and instructions for a mock jury trial. The

relevant, easy-to-use classroom resource. For grades 5-9+,

Unfortunately, the material in the first 17 pages meant for the teacher
does very little to expand on this hype. There are suggestions for an opening
discussion designed to raise students’' awareness of why we have laws and what
they do, as well as an activity designed to help them become aware of laws and
the evidence of laws all around them. There is also a brief p imer on basic
principles of law, comparison of civil and criminal law, lawmaking, law en-
forcement, and the Constitution. However, the material then goes directly into
the cases. Nothing at all is said to the teacher about how much time to spend
on the material, whether to teach it as a single extended unit or spread it out
over one or more school years, how to adapt it to different grade levels, or
anything else. The case material occasionally contains additional information
for the teacher, but this is information about the laws that apply to the
issues raised in the case, rather than information about how to teach the
lesson. There is not even any guidance about whether the teacher is expected
to select a subset of them to focus on. Thus, although the materials are very
attractive and potentially valuable, the manual offers no teacher guidance.
emoc ung

Democracy for Young Americans (Atun, 1989) is an a:tivities book that
includes 62 activities in slightly more than 100 pages. Most of the activities
provide some information and then ask the student to write out answers to one or
more questions. Some call for the students to conduct research using textbooks
or encyclopedias, and a few call for them to engage in other activities such as

)
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collecting survey data, The activities include historical notions about democ-
racy; comparisons among the major forms of government; the three main branches

of the U.S. federal government and their workings; key features of the American
legal system; and case studies focused on currently debated legal issues, state
and local government, and American citizenship.

The back cover describes the matarials as follows:

Students explore the historical background, the values and the

implications of the democratic system. Issues, terms and democratic

principles are analyzed and evaluated as your students examine the
rewards of democracy as well as its shortcomings. The local, state

and national governments are all presented, giving your students the

full process of American democracy. Hypothetical simulations will

help children learn to better appreciate living in a democracy

without imposing values on them. An excellent resource and activity

book that provides you with hands-on learning! Auswer key included.

For Grades 4-8+.

Inside, a "To the Teacher" page cautions teachers against attempting to
present only the positive aspects of the American political system and urges
them to elicit their students’ ideas and encourage their active learning as
they work through the materials. Other than this, there is no guldance of any
kind for teachers, who presumably will reproduce and distribute whatever
worksheets in this ~ollection they believe are useful.

The reading level and especially the cognitive sophistication and background
knowledge assumed by many of the questions in this activity book would limit
its use with elementary students, despite the claims made on the cover,
However, many of the activities could be useful at the junior high level, espe-
cially for courses or units in law, government, or civics. The contant focuses
mostly on understanding concepts and principles rather than just learning

facts, and many of the questions call for critical thinking and decision

making,
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The material does deal with negative as well as positive aspects of
American democracy, including both the general inefficiencies built into our
political processes and specific miscarriages of justice such as the intermment
of Japanese-Americans during World War II. Rather than taking a neutral stance
and genuinely questioning the system, however, the materials consistently
project the message that our system is the best one despite its flaws. The
front cover describes the materials as "activities to enhance a greater appre-
ciation of the American system," and this seems an apt summary of their
intended (and probable) outcomes.

Because of the range of activities included in this collection and the
time that it would take to complete them, no :eacher is likely to use the
entire collection in a single course or during a single school year. However,
teachers teaching the appropriate courses might well want to use many of these
activities as group activities or individual assignments, and they might also
want to borrow some of the questions embedded in other activities as foci for
group discussion or debate. Teachers looking for case studies or other raw
material to serve as a basis for critical thinking, decision making, and
related life applications of civics content will find this activity book

particularly useful.

Qur Living Constitution: Then and Now

Cur Llving Constitution: Then and Now (Aten, 1987) is a similar activi-
ties book, described as being for Grades 5-8+. It takes students through the
Declaration of Independence and the Constitution, proceeding in sections and
using a two-column layout in which exact quotations from the original documents
appear in the lcit ~olumn and paraphrased versions rewritten to be more under-

standable to students appear in the right column. The material is preceded by
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background explanation and followed by comprehension questions and various
exercises. In addition to the documents themselves, the materials include
supplementary sections and exercises built around explanations of how the
federal government currently functions, examples of legal cases dealing with
current issues, accounts of historical incidents in which various aspects of
the Constitution were implemented, and so on.

These materials would be very useful as the basis for a course or an
extended unit on the Constitution and the American federal system of
government. The author has done a nice job of paraphrasing the Declaration and
the Constitution into language that will make these documents much more
accessible to students, and the questions call for a great deal of critical
thinking and decision making in addition to demonstrating basic comprehension.

Unfortunately, no guidance is provided to the teacher about how the
materials might be used ir various grade levels. My impression is that the
materials would be most useful in Grades 7-10. Even though vocabulary demands
have been minimized, the nature of the content addressed is often so abstract,
technical, or otherwise complex as to limit its appropriateness for use with

elementary students,

History

The history materials are more varied in nature and scopa than the gov-
ernment and law materials. They include a handbook for developing one’s own
family history, a series of guidebooks for teachers, and an activities

supplement,

\'4 rv b

& Family History Handbook (Rife, 1985) i{s a 113-page textbook/workbook

that provides students with information about families and family histories and
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guides them in developing their own family histories. It comes with a teacher's
manual and a large family history pedigree chart covering seven generations.

The teacher’s manual expands a bit on some of the material and provides answers
to questions raised in the text, but it says nothing about the grade levels that
the materials are intanded for or about how they have been or might be used in
the classroom.

The text begins by describing different types of families and terms used
to discuss family relationships and engages students in recording information
about themselves and their families. Then comes a series of lessons, examples,
and exercises relating to different sources of information that may be mined by
students in developing family histories: Bibles and other family records,
church records, diaries and journals, cemeteries, census records, photographs,
immigration records, interviewing of relatives, wills, family coats of arms,
vital statistics records, newspapers, and military service records. In addition
to focusing directly on the nature of these sources of information and ways that
students might tap them to develop their own family histories, these sections
also teach more general concepts and information about each of the topics
addressed and seek to develop students’ skill in understanding and interpreting
the information that might be found in these sources. Thus, questions and
exercises call students’' attention to some of the details of photographs. from
earlier times; question them about the information embedded in sections of a

sary written in 1870; and invite them to take a minicensus in their own neigh-
borhoods using a simplified census form, to interview relatives, and to
interpret and write wills.

The material is interestingly written and illustrated, and the forms and
exercises should be useful for daveloping students’ understanding and helping

them to develop a family history. The material appears to have been written

(A1)
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with junior high students in mind, but most of it would be understandable to and
usable by fifth graders. Few teachers would want to invest the time needed to
work through the entire program, but teachers interested in having their
students develop their own family histories as part of a history course will
find much useful information and many useful handouts in these materials.

The materials could be used in either a short version confined to a single
curriculum unit or a more complete version spread out across the school year,

In the short version, students would confine their purview to information that
coild be developed from sources available in the home and from interviewing
relatives. In the more complete version, students might also write for census
records, military records, and other sources of information that would allow
them to trace their families back as far as they could, using information
acquired from external sources in addition to information available in the home.
Since it would take several months to accumulate such information, it would be
necessary for the teacher to schedule an initial family history assignment early
in the year and then revisit it later toward the end of the year,

The materials would be of some use even to teachers who did not want to
get into a family history assignment but who did want to teach their students
something about interpreting historical documents. The materials include a
variety of reproducible documents (a funeral program; a diary; a will; an obitu-
ary; military service records; pension records: and sample, birth, death, and
marriage certificates and census forms), usually accompanied by questions or

exercises.

Guidebcoks for Teaching U,§S. History
U.S. History. Book Qnpe: Beginnings to 1865 (McBee, Tate, & Wagner, 1985)

is a 225-page guidebook designed to help teachers teach the "conceptual history"
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of the United States. It is one of four guidebooks designed for that purpose,
and it is designed to be used in conjunction with whatever textbook the teacher
is using. It says that it can be used in teaching "any; American history
course, but the level of the content and the demandingness for student abilities
and indepcudent work are such that it would be restricted to high school
courses, and perhaps even honors courses.

It is predicated on some interesting assumptions and contains some impor-
tant goals and objectives. Key assumptions are that our country reveals cooper-
ation, coexistence, and occasional conflict among three visions of America: a
nation founded on belief in the rights of the individual; a pluralistic soclety
in which various groups coexist; and a nation that reveals a sense of homeland,
patriotism, or being American. Students are to learn about these themes as well
as come to understand that we are evolutionary products of the past, live in the
present, and shape the future. History is seen as an evolutionary process com-
posed of recurring themes, so the curriculum emphasizes examining how and why
changes occur and how these themes have shaped the current world. Pages 4 and 5
list key concepts, classroom activities, themes, and skills.

The material is simply too advanced for elementary school, but study of
some of the key concepts and themes for each historical period might be useful

in developing questions for interviewing students in fifth-grade American

history courses.

ities for History
Creative Activities for Teaching U.S, History (1988) is a series of pack-

ets of reproducible black-line masters containing problem-solving and critical-

thinking activities for use in U.S. history courses. I examined the "Westward
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Movement" packet, which contained 20 puzzles, games, and activities focusing on
life and times in the American West in the 19th century,

Some of these activities focus on relatively minor details (constructing a
covered wagon from a milk carton: guessing the names and functions of personal,
household, and horse/wagon items 111u§trated through drawings; interpreting
cattle brands; and guessing the meanings of colorful but obsolete terms used by
cowboys and miners in the old West). Other activities, however, allow for more
substantive critical thinking or decision making. For example, one activity
calls for students to make a series of seven decisions that had to be made by
the Donner Party (a snowbound group whose survivors eventually resorted to
cannibalism). After students discuss and make the decisions, they get the
opportunity to find out what decision the Donner Party made and what the results
of this decision were.

Other activities provide students with basic information about key i{ssues
or events in the development of the West and call for them to take the roles of
the original decision makers (as the state governor, decide whether or not to
call out the militia to put down the vigilantes; as a Mexican miner, decide how
to respond to newly passed laws designed to drive you out of California; 1s a

cen of Owens Valley, choose among strategies for trying to stop construction
of the aqueduct that would divert water to Los Angeles);. There is also an
interesting vignette scriét and associated decision-making exercise involving a
railroad developer who has to decide whether or not to go along with potential
investors who will invest only if they are promi.ed kickbacks and other forms of
special treatment. Finally, there is a simulation exercise calling for a :eam
representing the U.S. government to negotiate with a team representing the Nez

Perce Indlans concerning land claims and ways of life,
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Teachers of American history, including fifth-grade teachers, might well
wish to use several of these decision-making activities in their "westward
movement" units, as well as comparable activities from other packets dealing
with other historical periods. These activities will be most effective,
however, if they are structured and scaffolded optimally by the teacher and if
they are followed up by appropriate postactivity debriefing discussions. Unfor-
tunately, the materials provide no guidance to teachers about these aspects

of implementing the activities in the classroom.

Cxitical Thinking. Reasoning. and Decision Making

In addition to the previously described supplementary materials that focus
on particular school subjects and their underlying disciplines, there are sup-
Plementary materials designed to assist teachers in engaging their students in
critical thinking, reasoning, anu decision making about a broad range of social

education content and issues. Three of the best of these are critiqued below.

Cicizenship Decision-Making

Citizenship Decision-l.aking (LaRaus & Remy, 1978) is a set of supplemen-
tary lessons on basic decision-making skills intended for use in Grades 4-9. It
is a thoughtfully developed and packaged program that is self-contained in a
single 242-page manual. The pages have been perforated for easy removal and
punched to accommodate storage in a three-ring binder. The latter features are
important because many of the pages are black-line masters of material to be
copied and distributed to students for use during activities.

The curriculun is meant as a supplement to regular social studies courses,
s0 its content is not correlated with the social studies content taught in any
particular grade leve.. It consists of 25 lessons designed to fit one or more

30- to 40-minute class periods. The authors note that tlie curriculum would
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require about 11 weeks if taught in sequence as a single continuous social
studies module, but they also suggest that the four units could be spread across
the school year or even taught during separate years. Unit I (Decisions and
You) introduces students to basic decision-making concepts and skills and
develops their awareness of decision making in their environments (10 lessons).
Unit iI (Making Decisions) develops decision-making skills by providing students
with experience in making decisions (6 lessons). Unit III (Judging Decisions)
develops students’ skills for assessing the appropriateness of decisions and
increasing their awareness of how decisions affect them personally (5 lessons).
Unit IV (Influencing Decisions) builds students’ skills for influencing decision
makers (4 lessons).

Certain lessons could be skipped because they are confined to review or
focused on various specialized applications (e.g., simulated courtroom trials or
decisions by government officials). Also, optional extension activities are
suggested for each lesson and examples of reading and literature correlations
are given for each unit. Thus, the curriculum is quite flexible, and teachers
can either contract it or expand it to fit their goals and time frames.

The lessons typically consist of 2-4 Pages of instructions followed by
several pages of black line masters. The instructions typically provide a good
deal of useful information and suggestions to teachers, including ideas about
how the recommended procedures might be simplified or scaffolded where neces-
sary. The instructions for each lesson follow a standard format that includes
the following elements.

Duration. The approximate time needed to complete this lesson (one, two,
or three class periods).

Purpose. A statement of the overall goal of the lesson (corresponding to
the unit goal),
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Objective. A statement of the particular competencies that students will
acquire through the lesson.

Materials. A statement of needed materials (typically just copies of the
black-line masters supplied in the manual, but sometimes additional materials
such as construction paper or equipment such as the overhead projector).

Background information. Several paragraphs that the authors describe as
"a minicourse for the teacher" on the topic of the lesson. Included here is
elaboration on the theoretical background for the material taught in each les-
son, as well as on the intended functions of the lesson and how it fits within
the larger curriculum.

Vocabulary. A listing of new key words to be emphasized with the students
(typically just two or three).

Strategles. Step-by-step instructions for opening, developing, and con-
cluding the lesson. Lessons typically include 5-10 steps.

Instructional options. Optional suggestions for expanding the lesson with
plays, art, poetry, map exercises, and other activities. These also include
value awareness exercises and suggestions for visits to town councils and court-
rooms or other inquiry into local political decision making.

The instructions to the teacher are helpfully detailed without being un-
necessarily rigid or formally scripted. For the most part, I found them clear,
easy to follow, and helpful in keeping teachers informed about where each lesson
fits within the bigger picture, calling attention to key ideas, anticipating po-
tential problems, and suggesting ways to tailor lessons to different age groups.
Although no formal evaluation data are given in the manual, the authors note
that the development process included field testing with a wide range of stu-
dents, and insights gained from this process are reflected in the manual.

Instructional design. The authors identify several principles of instruc-
tional design that guided development of the curriculum. First, the lessons
represent an experience-based approach to instruction., They involve students in
making, jurlging, and influencing decisions concerning personally meaningful con-
tent that they have experienced in daily life. The second principle is active

learning. Students learn by doing as well as by reading and discussion. Les-

sons call for them to perform the tasks of decision making they are learning



about and then to reflect on their experience afterwards. The third Principle
is appropriate practice, Most skills practice is embedded within various
decision-making activities, so that students learn basic skills and processes
through pattern recognition and cumulative reinforcement. This relates to the
fourth principle, which is transfer of learning. By focusing instruction on
decision-making tasks that students confront daily, the lessons maximize the
likelihood of positive transfer to their lives outside of school.

The tifth principle is cultural pluralism and diversity. This {is probably
mistitled, because, instead of attempting to build a great range of cultural ex-
amples into the materials, the authors have chosen (appropriately, in my opin-
ion) to focus on generally universal experiences and thus make the curriculum
meaningful as common preparation for all students regardless of sex, race, eth-
nicity, or socioeconomic status. The sixth principle concerns values. Values
are handled by engaging in exercises built around Lasswell’'s eight social
values: affection, enlightenment, power, honesty, respect, skill, wealth, and
well-being. Also, these values are used as the basis for the decision-judging
activities featured in Unit III. Students are not taught values as such;
instead, they are taught to analyze decisions by identifying the values and
associated goals that will be served or not served 1f the decisions are
implemented,

The seventh principle concerns critical thinking skills. Lessons are de-
signed to give students opportunities to apply study skills and critical think-
ing skills to decision-making problems. The final principle concerns evalua-
tion. Lessons are designed to promote constructive assessment of student learn-
ing by phrasing objectives in terms of student competencies to be acquired and
then calling for learning activities and evaluation tasks that are designed to

allow students to develop and display these competencies,
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Content and activities. The authors use *"skills" language and have devel-
oped the curriculum around their conception of decision-making skills, but they
have included a great deal of propositional knowledge in addition to procedural
knowledge about citizenship decision making. They define a decision as a choice
from among two or more alternatives, and political decisions as decisions about
the management of groups that involve making rules, setting goals, or distribut-
ing resources. The groups include families, peer groups, and school classes in
addition to towns, states, and nations. Lessons address not only the process of
making decisions, but the process of making judgments about dec:sions and the
process of attempting to influence the decisions of others.

Early lessons in Unit I focus on these basic definitions and help students
to appreciate that decisions about rules, goals, or resources (1.e., political
decisions) that affect them are being made all the time, both in their own
families and social groups and in society at large. For example, families have
rules about bedtimes and places that children may or may not go on their own;
friends have rules about the games they play or the social behavior they expect;
schools have rules about clothing and behavior in the halls; and communities
have criminal laws, traffic regulations, and inspection codes. Students learn
to appreciate that these rules are all decisions that have been made from among
a larger set of alternatives (albeit sometimes by default). In the process,
they engage in exercises, discussions, and simulation activities (e.g., deciding
whether or not a new peer should be allowed to join an ongoing ball game, acting
as a state legislator voting on budget priorities).

Students learn to see rvidence of political decision making all around
them (street signs, library, government workers, fire hydrant, building permits,
etc.). They also learn that volitical decisions are often made necessary by

scarcity of resources or by conflict among groups with competing goals.
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Finally, at the end of Unit I they learn to "climb a decision tree" (graphically
illustrate potential decision alternatives as separate branches that might be
taken when climbing a tree; record the positive and negative consequences that
each alternative entails; note the values that will or will not be promoted as a
result of these consequences; and then synthesize this information to determine
which alternative will yield the most desirable set of outcomes given the values
that one wishes tc emphasize). Again, students apply these ideas through
various exercises, discussions, and simulations (e.g., deciding a.ong alterna-
tive responses to being picked on at school by a bully, taking the role of a
Native American spying on Vikings who have landed in 1,000 A.D. and deciding
whether to welcome and trade with them or to attempt to drive them away).

Unit II begins with a review lesson, then a lesson that elaborates the
concept of a decision-making occasion as an occasion that requires a cholice
ameng alternatives when the basis for decision making is not obvious. Students
learn that a rational process for making decisions in these situations is to
clarify the goals and associated values (from among the eight social values
listed by Lasswell) that one wishes to promote, identifying potentiai alterna-
tives and predicting their probable positive and negative consequences, then
evaluating the consequences with respect to one's values and deciding accord-
ingly. Included here is a simulation activity involving an incident in a
Flayground that is designed to be analogous to the 1968 Pueblo incident (a group
of friends goes to play ball but "some tough big kids" grab the ball, start
playing with it themselves, and won't glve it back). A suggested optional
activity is another simulation in which students would act as decision makers
for a "large, strong country" that has had one of its ships and crew captured by
a smaller country that claimed it was spying. In each simulation, students are

to proceed by generating alternatives, considering the potential advantages and
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costs of each with respect to the values that they place highest priorities on,
and then finding the alternative that offers the most favorable set of
trade-offs. Here and throughout the curriculum, the emphasis in exercises,
discussions, and simulations is not on arriving at any particular "right
answet," but instead on learning to apply the decision-making model (in ways
that are consistent with one's value priorities).

Subsequent lessons in Unit II teach that there are three basic ways for
group decisions to be made--by authority, by consensus, or by voting--and that
each involves advantages and disadvantages. Simulations here include debate and
voting on issues such as whether the schools should be kept open year round as a
community resource, whether parents should have to pay for property that their
children damage, and whether the nation should ban discrimination against all
people. Voting would be done under realistic conditions that include verifica-
tion of registration, issuance of official voting slips, voting in booths that
ensure privacy, placement of votes into an official ballot box, and supervised
tabulation of results. Subsequent activities call for students to make deci-
sions by acting in the roles of various governmental decision makers (director
of public service, county engineer, director of public works, director of publi.
welfare). Again, the decision tree process is used to clarify alternatives,
consequences, and value-related outcomes.

Having learned a systematic decision-making process in Unit II, students
learn to judge decisions in Unit III. Lesson 1 includes exercises designed to
help them appreciate the fact that not only family and school decisions but
city, state, and national decisions affect each of them personally, for good or
i1l. They consider various decisions that have been or might be made at each
level and ask what the consequences of the decision are for various groups;

whether the decision concerns a goal, resource, or rule that affects them; how
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they feel about the decision; and whether or not they consider it fair and
appropriate.

In Lesson 2, the students learn to assess various policies and decisions
from the points of view of different groups (e.g., gun control policies analyzed
from the viewpoint of police officers, firearms manufacturers, delivery truck
drivers, hunters, store owners, and soclologists). In Lesson 3, students
re-create a courtroom trial based on an actual Supreme Court case concerning
students who were suspended from school for wearing arm bands to protest
American involvement in Vietnam). 1In addition to trying the case, the students
analyze the effects of the decision on students, teachers, and school adminis-
trators. Working from role cards, various students enact the roles of baili.f,
clerk, judge, jury, prosecuting attorney, defense atturney, and witnesses on
both sides (principals, parents, students).

The remaining lessons in Unit III provide additional practice in judging
decisions according to the four criteria mentioned above. The students are
provided with facts and opinions related to several decisions (a teacher cancels
recess for an entire class because of an action by &a individual student when
the teacher’s back was turned, a town decides to issue nonlethal weapons to its
police, a school board decides to switch to a year-round school calendar, a
government decides to pass a law protecting hawks, etc.). There is also a
simulation activity in which students act as a town council debating whether or
not to attempt to attract foreign-owned industry to th.e town.

Unit IV introduces the students to five methods of influencing decisions
(exercising authority, using pover, offering rewards, offering affection, or
providing information that will persuade the decision maker). After hearing
about examples of how thesa various forms of influence might be used and

discussing their probable positive and negative consequences, students use the
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decision tree tool to role play and evaluate the relative effectiveness of
influence strategies that might be adopted by two students depicted in a
scenario involving teacher punishment for something that they didn’t do.

Later instruction and activities focus on how students might be able to
use information to affect decision making--both by making persuasive cases to
the decision makers directly and by analyzing to see how the decision would
affect various groups and rallying support for onme’s position from those who
share a common interest in it. Unit IV then closes with a lesson reviewing the
curriculum as a whole. A brief test of recall of information is also included,
although the manual emphasizes that the various learning and application activi-
ties included throughout the curriculum provide observable criteria for evalua-

tion of not only learning but transfer.

Analysis and evaluation. I am favorably impressed with most aspects of
gitizenship Decision-Making. The manual is particularly impressive, being

unusually clear in presenting the goals and rationale for the program, providing
background information in addition to iustructions for the activities, offering
options, and suggesting ways in which the lessons could be adapted tc varying
needs. I believe that most teachers would be able tc implement the program
effectively working from this manual, even if they had not had “he opportunity
to see the program in action.

The curriculum offers a rich and well integrated network of propositional
knowledge about decision making, procedural knowledge of decision-making skills,
and opportunities to apply these within authentic citizenship decision- making
contexts. If anything, the curriculum probably encompasses too much content,
given that it is a supplement that would have to be grafted on to the regular
social studies scope and sequence. Teachers who were not willing to allot the

time specified for the full program could pare it down to a reduced but still
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coherent version by eliminating most of the review lessons and skills practice
activicties as well as lessons that focus on content not central to the decision-
making mod2l (e.g., lessons on scarcity and conflict as causes for decision
making, the unit on influencing decisions). The basic decision-making model the
curriculum is built around (generating alternatives, assessing probable positive
and negative consequences, making the decision based on optimizing valued
outcomes, using the decision tree tool) is familiar to and would be endorsed by
most social educators. However, many of them would question the almost
completely value-neutral stance taken throughout the curriculum,preferring
instead an approach that identified certain values as basic (e.g., values such
as justice, equality, responsibility, freedom, diversity, and privacy that
underlie our nation'’'s basic social contracts). In the latter approach, students
would be taught to emphasize decision alternatives that are most consistent with
these basic values, rather than to seek to optimize whatever values the students
chose to emphasize (whether they were consistent with these basic values or
not). Teachers who wish to adjust Q1;izgnghip_nggigign;ugking in this way can
do so easily,

Many of the activities (e.g., most of those mentioned previously) apjear
well designed to provide authentic opportunities for application of the knowl-
edge and skills taught in the curriculum. I was particularly impressed with the
discussions, simulation activities, and citizen-participation activities that
. vovided students with realistic opportunities for decision making concerning
their current social lives (in their families, in their peer groups, or at
school) and in their lives as citizens both now (through current citizen-
participation projects) and in the future (via simulation). However, a few
activities seemed unnecessarily childish (activities built around fantasy char-

acters with names such as Peter Potsenpans and Freddy Frankenstein), framed the




decision to be made or the list of alternatives in oversimplified or unrealistic
ways, appeared to be more trouble than they were worth (e.g., a game called
"Button Battle" designed to exem, ..y how scarcity creates occasions for deci-
sion making), offered nothing more than low-level vocabulary or skills practice
(e.g., word searches), or involved examples that were too far-fetched or unreal-
istic to have much authentic application value (the Freddy Frankenstein case
involved trying to decide what to do about Freddy who had eaten a magic mushroom
and ballooned to such gigantic proportions that he was crushing furniture and
scaring his classmates).

A few other problems with the curriculum are worth noting. One is that,
like most other social studies curricula, it sometimes introduces definitions or
distinctions that are not completely clear or consistent. Sometimes this is due
to the inherently fuzzy nature of the concepts themselves and sometimes to the
way that the concepts are handled in the text or the associated activities.
Problems of this kind in Citizenship Decision-Making included a tendency to
treat goals and values as synonyms rather than to distinguish clearly between
them, fuzziness in distinguishing between and providing consistent examples of
conflict and scarcity, and confusion between governmental functions typically
handled at the local level versus the state l( vel.

Those concerned about teaching basic values might object to the values and
attitudes portrayed by :ertain of the fantasy characters that appear in the ex-
ercises or by the limited alternatives listed for certain decision occasions.
Peter Potsenpans, for example, is portrayed as a slothful hedonist who cynically
manipulates his mother and teacher whenever they attempt to make sure that he
fulfills his responsibilities. He evades as many duties as possible and per-
forms the rest only to the extent needed to avoid hassles. In another exercise

entitled "Being Picked On," the listed decision alternatives are all relatively
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low-level or unrealistic ones that do not include the kinds of alternatives that
sensible parents would teach their children, and the discussion of the merits of
various alternatives minimizes the potential resource role of adults and places
far more emphasis on conforming to pPeéer-group pressures than most parents (or
psychologists concerned about development of a healthy sense of autonomy and
efficacy, for that matter) would see as appropriate.

[0} ion. I believe that Q1;izggghin_gggigign;ﬂgkigg has a great deal
to offer for individual teachers or school social studies departments interested
in adding more emphasis on decision making to their social education curricula,
Although it is not correlated with the social studies content taught at any
particular grade level, Q1;1;gn§hig_ggg1§19n;ugking is clearly a social educa-
tion curriculum because it emphasizes decision making in social and civic
contexts. Compared to some of the more generic decision making curriculum
supplements, Q15izgnghin_nggigign;ugking is more closely linked to the social
education curriculum in its content and more likely to provide authentic
application opportunities in its activities.

Although the authors recommend it for Grades 4-9, it is probably best
taught in Grades 6-8. Some of the content, especially that calling for analyz-
ing projected decision alternatives with respect to the degree to which they
promote each of Lasswell’'s eight social values or projecting the probable conse-
quence of decisions on various categories of stakeholders, may be too abstract
or otherwise confusing for younger students. Another consideration is course
content: Q1;izgnghin_nggigign;ngking would be difficult to integrate with the
content of history courses, but relatively easy to integrate with the content of
courses in geography, civics, or social problems.

As noted previously, teachers who feel that they cannot allocate much time

to decision making as a curriculum supplement can create a reduced but still
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coherent version focused around the most essential concepts and the decision-
making model. At minimum, teachers could borrow selectively from the lesson
content and activities offered in this curriculum as substitutes for the

decision-making content in their regular social studies materials. I believe

that even this relatively minimal use of Citizenship Decision-Making lessons and

activities would improve the decision-making elements of most teachers’ social
studies curricula, because citizenship Decision-Making is better rationalized,
more coherent, and more likely to develop citizenship decision-making disposi-
tions and skills that students will retain and use in their lives outside of

school than typical social studies series are.

easo \4 Value
v : ) United States

History (Lockwood & Harris, 1985) uses historical episodes as a basis for
teaching students critical reasoning and value-based decision making. The
materials consist of an instructor’s manual and two volumes of episodes that
students can read as a basis for discussing ethical problems. Volume I covers
1607 through 1876, and Volume II covers 1877 through the present. The instruc-
tor’'s manual contains about 30 pages describing the curriculum (rationale and
goals, content and organization, questions and answers about the curriculum,
guidelines for teaching the episodes, and guidelines for grading students and
evaluating the success of the program), followed by "an.wers"” for the activities
in the other two volumes. The latter are the expected answers/major points to
be developed in handling each question addressed to students.

This curriculum is intended as a supplement for secondary history courses.
Teachers are advised to use two or three episodes per month, correlated with the

content taught in their American history courses. Although the curriculum will
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deepen knowledge of particular historical episodes, build discussion skills, and
have other effects, its main goal is to promote social responsibility by
engaging students in thoughtful reasoning about ethical aspects of historical
events., It does not seek to indoctrinate students into a predetermined set of
behaviors, although it does assume general agreement on a set of democratic
values (authority, equality, liberty, life, loyalty, promise keeping, property,
and truth). Using actual historical events as the basis, it confronts students
with situations in waich these basic values conflict and honest de'ate about
what constitutes responsible action is required. Based loosely on principles
developed by Kohlberg and others, it aims to advance the quality of students'
ethical reasoning through discussion and related assignments.

Each episode calls for a four-section sequerice of activities. (1) Histor-

ical understanding: Answer questions about the broader historical context from

which the episode has been drawn. (2) Bgz1gg1ng_;hg_ﬁgg;g_gﬁ_ghg_ggﬁg: Answer
more specific questions about the episode. (3) Analyzing ethical issues: Dis-

tinguish factual from ethical issues, recognize the values embedded in the
eplsode, explore the meanings of these values as applied to the episode, and
identify conflicts among the values. (4) Expressing your Xeasoning: Make
judgments, orally or in writing, about right and wrong in the episode.

The "questions and answars about the curriculum” section creates distance
between this curriculum and the values clarification approach, which is rejected
as treating value issues superficially, promoting ethical relativism, failing to
respect the privacy rights of students and their Parents, and having a weak
theoretical and research base. This curriculum avoids ethical relativism and
does not ask students to reveal personal information about themselves or their
families. Furthermore, it is based on historical events and thus embodies a re-

moteness from the content that allows for "more dispassionate reflection about
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right and wrong." Of six general types of value education (inculcation, moral
development, analysis, evocation and union, clarification, and action learning),
this approach combines analysis and moral development,

The manual gives relatively detailed, yet flexible, guidelines for teach-
ers. The basic four-section sequence appears throughout the curriculum, but
teachers are informed that they will need to make choices. Typically, either
one or two class periods are spent teaching an episode, depending on how many of
the provided questions the teacher wants to instruct the class to address,
whether everything will be done in class or some as homework, whether students
wilz be expected to write in addition to discussing, and so forth. Typical
one-class and two-class lessons are shown.

A basic choice is whether to do both analvzing ethical issues and express-

ing vour reasoning or only one of these activities. If the choice includes the
expressing vour reasoning activities, only some of the items should be selected
because

there would not be sufficient time to discuss all of them properly.

For most episodes, an attempt to discuss all of the items from this

activity would be futile. The result would be a superficial glance

at complex ethical questions, which require careful reflection and
extensive dialogue.

To help teachers make choices for the expressing vour reasoning activities, the
authors have rankec. the items, beginning with the one that addresses the central
ethical-value conflict represented by the episode.

Instructions are given for presenting the activities in various formats
(large-group discussion, small-group discussion, using either agreement groups
or disagreement groups), using written dialogue (in which pairs of students
successively respond to each other’'s arguments), recorded dialogue (following a

debate format), and historical acting (role playing).

-70- ’7:)



Teachers are urged to teach students how to have good discussions of
ethical issues and to make sure that they all participate actively (because
those who merely watch and listen may mistakenly believe that their own
positions are clear, when attempting to articulate them would reveal that they
are not). Guidelines are given to help teachers focus discussion on ethical
issues rather than move toward a particular right answer. Suggested model
questions for probing students’ ethical reasoning include raising competing
values, examining ethical consistency, clarifying terms, seeking relevance, and
taking roles. Discussions are to conclude with a summary of the key values and
arguments addressed. This section offers positive and negative criteria for
Jjudging the effectiveness of discussions, and the section on grading and
evaluation offers additional ideas about both grading the achievement of
individual students and dassessing the effectiveness of the program as a whole.

This would be a valuable curriculum supplement for American history
courses taught within a citizen education social studies program, but both the
reading level of the materials and the complexities of many of the issues
addressed limit their application to the secondary grades. Elementary teachers
could adapt aspects of some of the episodes for use in fifth grade, if they
provided the necessary base of information to the students through explanation
or handouts. The basic four-section plan and guidelines for discussions and

activicies should be just as useful in fifth grade as in higher grades.

Critical Thinking Hgudbooks

Richard Paul and his colleagues have published three handbooks designed as
inservice professional development manuals for use by teachers interested in

infusing more critical thinking into their lessons. I inspected the two

handbooks meant for elementary teachers: Critical Thipking Handbook: A Guide
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S

ng Le ts, Soc s, and Science
(Paul, Binker, & Charbonneau, 1987) and Critical Thinking Handbook: 4th-6th
Grade d ng ns ge Arts, Socjal Studies
and Science (Paul, Binker, Jensen, & Kreklau, 1987).

The handbooks do not contain materials meant for direct use by students.
Nor do they contain systematic sequences of lesson plans meant to be taught as
intact curricula. Instead, they offer an elaborated definition of the concept
of critical thinking and a systematic model for first critiquing the lessons
found in popularly used language arts, social studies, and science series and
then remodeling them so as to emphasize the authors’ concept of critical
thinking and the principles and strategies associated.with it.

The authors define critical thinking as thinking which evaluates reasons
and brings thought and action into line with our evaluations or our best sense
of what is true. It implies not only the application of critical reasoning
skills but also the operation of attitudes and dispositions associated with
fair-mindedness. Thus, the authors speak of developing "strong sense" critical
thinkers who use their skills in the service of siicere, fair-minded understand-
ing and evaluation of not only others’ beliefs but also thei: own. This con-
trasts with "weak sense" critical thinkers who use their skills only to attack
the positions of others and to pursue their own selfish interests. Thus, in
addition to skills, there is considerable emphasis on the moral virtues of the
critical person, such as intellectual humility, intellectual courage, faith in
reason, and fair-mindedness.

To assist students in becoming critical thinkers, the authors define and
suggest methods tor teaching approximately 30 critical thinking strategies
(slightly different lists appear in the different manuals). These are subdi-

vided iato affective strategies (exercising independent thinking, developing
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insight into one's own egocentricity, exercising fair-mindedness), cognitive
macroabilities (clarifying ideas, developing criteria for evaluation, evaluating
source credibility), and cognitive microskills (distinguishing facts from
ideals, examining assumptions, recognizing contradictions). These strategies
are incorporated into remodeled lessons, in which the content is reorganized to
focus on key ideas and students are given opportunities to engage in critical
thinking through Socratic discussion or role Playing and reconstructing opposing
views.

Socratic discussion is structured through Socratic questioning, which is
based on the idea that all thinking has a logic. The purpose of Socratic
questioning is to expose the logic of someone'’s thought. Thus, questions are
designed to raise basic issues, probe beneath the surface of things, pursue
problematic areas, and help students to engage in critical dialogue on the
issues. Supportive questions may seek clarification, probe assumptions, probe
for reasons or evidence, ask about viewpoints or perspectives, probe implica-
tions and consequences of argued positions, or call for clarification of the
issues or questions to be addressed. Role playing and reconstructing of
opposing views can be accomplished both through some of these questions and
through various role taking exercises.

The authors note that popularly used curriculum series seldom systemati -
cally employ these or any other strategies for helping students to learn and
apply critical thinking skills and dispositions. Often the content of lessons
does not lend itself to critical thinking, either because it is restricted to a
parade of facts or because it is restricted to isola:ed skills practice. Even
where the potential for critical thinking is present, the authors frequently
find flaws such as calling for debate but with an emphasis on winning rather

than on developing fair-minded understanding of the various positions, or simply
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asking students to agree or disagree with conclusions rather than requiring them
to show that they have understood the varying positions and rationally evaluated
them in order to reach a reasoned judgment.

After elaborating on these and other issues and describing the underlying
principles and suggested application guidelines for each of the teaching
strategies, the manuals then present examples in the form of remodeled lessons
in language arts, social studies, and science. There are 19 such remodeled
lessons in the Grades K-3 manual and 15 in the Grades 4-6 manual. The remodeled
lessons include a list of objectives of the remodeled plan, an abstract of the
original lesson plan, a critique of the original lesson plan, and then the
remodeled lesson plan itself. In addition, the complete original lesson plans
are given in an appendix. The lessons sample from each of the grade levels
covered in the respective manuals, as well as the different kinds of lessons
taught (history, geography, citizen decision making in the future, etc.).

I found the critiques generally justified and the suggested remodeled
lessons generally appropriate, although with some partial reservations. First,
the remodeled lessonz rely very heavily on questioning/guided discovery ap-
proaches, even for topics that might be unfamiliar to most students. A second,
and related, reservation is that ma.y of the lessons, especially in the K-3
handbook, appear too advanced for the designated gradc level. Thus, for many of
these lessons, I suspect that the teacher would have to either give the students
more input through lecture and explanation than the authors suggest in their
lesson plan or else confine the dialogue to those aspects that are most
accessible to the students.

The lesson plans could also be criticized on the grounds that they are
confined mostly to discussion. Many teachers would want to add a writing
assignment calling for students to articulate and defend positions on the issues

7
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discussed (or in some other way to synthesize and communicate their views in
writing),

Despite these reservations, I believe that these handbooks are valuable
resources for helping teachers to understand the concept of critical thinking,
formulate critical thinking goals for their own curricula, and adjust existing
lessons or invent new ones that will do a better Job of infusing an emphasis on
critical thinking into subject-matter teaching (in language arts and science as
well as in social studies). Teachers who emphasize the citizen education as-
pects of social studies will be especially pleased with these handbooks, because
they emphasize not just critical thinking skills but "strong sense" critical
thinking dispositions that are crucial to civic decision making in a democratic
soclety. Teachers who are looking for ready-to-use curriculum materials will
not find them here, but teachers seeking to advance their own professional
development will find a useful resource that will help them to critique whatever
curriculum materials they may have and to infuse more critical thinking into

their lesson plans.

Conclusion

Most of the supplemental social studies materials available to teacliers,
whether conventional or computerized, are confined to workbook activities that
drill students on disconnected facts or skills. The sources reviewed here,
however, provide teachers with ideas and in many cases also with materials to
use for engaging students in critical thinking, reasoning, inquiry, problem
solving, or decision making about social studies topics. These and other forms
of higher order thinking are important for teaching social studies for under-
standing, appreciation, and application, but are often omitted from or minimized
in elementary social studies series.

§0
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The materials reviewed here vary considerably in nature and scope, and
many of them should include a great deal mcre guidance to the teacher about when
and how to use them with students. Some were developed primarily for the
secondary grades and would have to be adapted for use in the elementary grades.
All of them pose time allocation and curriculum articulation problems, because
teachers contemplating using them will have to decide wh-t to omit in order to
make space in the curriculum for these supplemental activities and how to insert
then into the ongoing flow in ways that will support or at least minimize
disruption to curricular cohesion.

In the ideal situation, the distinctive elements offered by these supple-
mental materials would be systematically incorporated into the major market-
share elementary social studies series. If done well, this would maximize the
effectiveness of such series in addressing a broa..r range of goals, and in the
process would eliminate the need for supplemental materials of this type. Until
such optimal K-6 social studies series are produced, however, distinctive sup-
plemental materials such as those critiqued here will be a valuable resource for
teachers interested in teaching social studies for understanding, appreciation,
and application. Even if they do not have the time to use the supplemental
programs in their entirety or the resources to purchase full sets of materials
for all students, teachers stand to benefit considerably from acquiring the
instructors’ manuals from these materials, studying them carefully, and using

selected ideas and activities in their classrooms.

768 ]



Aten, J. (1987). v : The . Carthage, IL: Good
Apple.
Aten, J. (1989). ung c . Carthage, IL: Good Apple.

Beck, I., & McKeown, M. (1988). Toward meaningful accounts in history texts

for young learners. Educational Researcher, 17(6), 31-39.

Beck, I., McKeown, M., & Gromoll, E. (1989). Learning frem social studies

texts. Cognition and Instruction, 6, 99-158.

Brophy, J. (1990). to u lementary social
gtudies: Cr \'4 (Elementary Subjects Center
Series No. 17). East Lansing: Hichigan State University, Institute for
Research on Teaching, Center for the Learning and Teaching of Elementary
Subjects.

Cassuto, A. (1987). The effectiveness of the elementary school Mini-Society
program. Journgl of Economic Education, 11(2), 59-61.

Cole, H., & Lacefield, W. (1980). : S ects versus jcs
critics (ERIC Document Reproduction Service No. ED 194 397).

Cort, H., & Peskowitz, N. (1977). A longitudinal studv of Man: A Course of
Study, Summary report (ERIC Document Reproduction Service No. ED 151

275).
\'4 v t . (1988). Stockton, CA:
Stevens & Shea.
Education Developme~t Center. (1970) . g Washington,
DC: Curriculum Development Associates.
Elliott, D., & Woodward, A. (Eds.). (1990). the

Uniced States (39th yearbook of the National Society for the Study of
Education, Part I)., Chicago: University of Chicago Press.

Freeman, D. (1990). Cg’ ' enta

0
schools;: 1983-1989 (Elementary Subjects Center Series No. 16). East

Lansing: Michigan State University, Institute for Research on T2aching,
Center for the Learning and Teaching of Elementary Subjects.

Joint Council on Economic Education. (1986) . k ce:
ns 8 (2nd ed.). New York:
Author.
Kourilsky, M. (1983a). - : -world the
elepentary gchool clajsroom. Menlo Park, CA: Addison-Wesley.
Kourilsky, M. (1983b). : o
axperiences for students. Menlo Park, CA: Addison-Wesley.
-77-

82



Kourilsky, M., & Ballard-Campbell, M. (1984). Mini-Society: An individualized
social studies program for children of low, middle, and high ability.

Social Studies, 73, 224-228.

LaRaus, R., & Remy, R. (1978). citizenship decision-making: Skill activities
and materials. Reading, MA: Addison-Wesley.

Larkins, A., Hawkins, M., & Gilmore, A. (1987). Trivial and noninformative
content of elementary social studies: A review of primary texts in four

series. Theory and Research in Socjal Educationm, 13, 299-311.
Lipson, G., & Lipson, E. (1988). Everyday law for young citizens. Carthage,

IL: Good Apple.

Lockwood, A.L., & Harrls, D.E. (1985). Reasoning with democratic values:
Ethical problems in United States higtory. Instructor's Manual. New

York: Teachers College Press.

McBee, T.L., Tate, D.J., & Wagner, L.A. (1985). U.S. History. Book One:
Beginnings to 1865. Dubuque, IA: William C. Brown.

Paul, R., Binker, A.J.A., & Charbonneau, M. (1987). (Critical thinking
handbook: K-3. A guide for remodelling lesson plans in language arts.

social studies, and science. Rohnert Park, CA: Sonoma State University,
Center for Critical Thinking and Moral Critique.

Paul, R., Binker, A.J.A., Jensen, K., & Kreklau, H. (1987). Critical thinking
handbook; 4th-6th grades, A guide for remodelling lesson plans in
and science. Rohnert Park, CA: Sononma
State University, Center for Critical Thinking and Moral Critique.

Rife, D.M. (1985). A _family history handbook. Logan, IA: The Perfecticn Form
Co.

Skeel, D.J. (1988). Small-size economics: Lessons for the primayy grades.

Glenview, IL: Scott, Foresman.

Tyson-Bernstein, H. (1988). A conspiracy of good intentjons: America's
textbook fiasco. Washington, DC: (Ccuncil for Basic Education.

Where in the world is Carmen Sandiego? (1985). San Rafael, CA: Broderbund.

-78-




APPENDIX

ues

-79.

0

Qd

s



‘l

1.

ERIC

Aruitoxt provided by Eic:

Phese II Study 21 Curriculus Metsrisls Analyeis
framing Questions

Ars salective. clear. specific goals steted in terme of student
ocutcames? Ars sny iaportent 90als omittes? As & set, grs the goale
ppropriste to students’ learning aeede?

Do goals include fostaring Ccohceptual understanding and higher order
epplications of concent?

To what eatent does sttsinment of knovledge gosla iaply learning
netwvorks of knovledge structured sround koy idess in eddition to the
learning of facts, concepts. end principles or oenersliisstions?

¥het ere the relationships between and among conceptuel (propositional),
procedursl, and conditional khoviedge goale?

satacognitive sspects of Processing the knowledge for nesning,
organising it for Tenembering, and accesaing it for epplicstion?

What stritude and dispoeitions) gosls ars included?
Ars cocperstive leazning goels part of the curriculua?

Do the steted gosls clearly drive the curriculum [content, activities,
sssigrments. eveluation)? oOr doea it sgpear thet the goals ers just
118ts of sttrective teutures being cleimed for the currie* or post
facto retionslisstions for decisions made on scme other . setla?

. CONTENY SELECTION

@iven the goals of the curriculum, in the selection of the content
osherent and WProprists? Is there oohe.ence 60T088 unita aend grede
levels? (Mote: sll questions in this section should be ansvered with the
9oele 1a mind.)

¥hat is communiceted about the naturs of the diecipline tram which The
8chool subject originatad?

8. Mov doss ocontent selection Tepresent the substance and naturs of the
diecipline?

®. I8 contant selection feithtful to the d1scipline from which thy
ocontent is drawm?

.l

1.

3.

6. Whet doee the relstionship among conoceptual (propositional),
conditional. and procedursl knoviedge communicets shout the aature of
the discipline?

Te what eutent wore {ife applicstions wead as & criterion for content
esolection and treatment? Por etmple, in sociel studiee, 1 learning
how the werld vorke end hov 1t got 1o be that wvay eaphasized?

What prier student knoviedge 1o sssumed? Are ssoumptions justitied?
Where approprists, doss the CORtent sslection address 1ikely student

aisconceptions?

Dose content selection reflect oconeiderstion for student intezcets.
sttitudes., dispositions te learn?

Ars thera wny provisions for student diversity (culturs, gender, rece,
sthnicity) ?

(- CONVENT ORGANIZAYION AD FEOOXRCING

Given the gosls qf the curriculum, {s the organisetion of the content
coherent and appropriste? 1Is theze coherence across units and grade
levels? (Mote: Alld Questions in thie section ohould be answered vith
9osle kept in aind.)

To wvhat extent 18 the content organised in mnetvorks o/ information
structured in weys to explicets key idess. sajor themes, principles,
generslizetions?

¥hat 1s communiceted sbout the faturs of the diecipline from vhich the
school subject originates?

8. Now does content organiaation Fepresant the substence and nature of
the discipline?

b. Is content orgenigation foithtul o the discipline from vhich the
content is drawm?

c. What dose the relationship emong oonceptual (propositional),
conditionsl, and pracedursl knovledge communicets mbout the nature of
the diecipline?

Mow 18 ocontemt seguenced, and what s the retionals for saguencing? pPox
axapls, 1s & lineer oc Merezchical sequance isposed on the content eo
that students move fres teclated ond lever level aspects towerd noTe
integreted and Righar level SEpects? What sre the advantages and
disadvariteges of the chosen Sequancing compared to other choices that
sight have been made?
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ERIC

Aruitoxt provided by Eic:

It the content 1e spirelled, ore scrande treated in sufficient depth,
end 1in e non-repetitious aanner?

0. CONYEWY xXPLICATION I YUB TRxY

1o topic treatment appropriste?
8. e content Presentation clear?

b, 1t content g, oimplified for young Studente, does 1t retain
velidicy?

e, Mow successfully is the content eapliceted in reletion to atudents’
prior knovledge, experience, and interest? Axe ssoumptions acourate?

d. “hen appropriste, 1o there en esphsste on surfecing, challenging,
and correcting gtudent alsconceptions?

Is the content trested wieh sufficient depth to promnts conceptual
understanding of key ideas?

Ie the teat etructured sround key ideas?

e. Is there elignaent between themse/Rey idess used to introduce the
materiel, the content and organisetion of the main body of materisl, and
the pointe focused on in Summaries end review estions et the end?

b. Are text-structuring devices and formetting used to call sttention
to key ideas?

€. Where relevant. ere 1inke betvesn sections and unite aade explicit
to etudente?

Are sffective r@presentetions (e.g., examples, anslogles, diagrans,
Pictures. overheads, photoe, Sapa) used to help students relsts content
to current knowledge end sEperience?

S. When spprojriste. ere concepter pepresented fn mulitiple vays?

D. Are representetions 11kely to hold student interest or etimulete
interest in the oontent?

€. Are repressntetions 1ikely to foster higher level thinking about the
content?

d. Do representetions Provids for individua] ditferences?

When pictures. diegrame, photos, etc. ore used, ere they 1ikely to
Promote understending of key ideas, or have they been inserted for other

ey

{

Yeasons? Are they oclear and helpful, er likeiy to be aleleading or
é1fficuit to interprot?

designed to promoce: SEMOrising; recopnition of koy 1daas; higher
order thinking; diverse réaponsss to materiele; rateing more Qastions;
Ppplicetion?

When skille orr cluded (0.8.. nep skille). are they uesd to extend
understanding or ) content or just added on? To whmt extent ieo skille
inetruction embedded within holietic applicetion apportunities rether
than fsoleted o8 practice of tndividuel ekille?

To vhat extent are shille tought as otrotegies, with ephsstie not only
on the skill feeelf but on doveloping relevant conditionsl inovliedge
(vhen and why the eixi1) wvould be used) and on the ®0teoogn .tive espects
of Aite stretegic applicetion?

Are adjunct gquestions inserved betfors, diring. or efcer the teat? Are
they

8. YRACHEA - sTWDENY RBLATIONSNIPS AND CLASSROON DIsCOwRSE

that forms of tearher: student and etudent-student discourse ore called
for in the reccmmsna.a activitios, and by vhom ere they to be initieted?
To vhat extent doss the r discourse focue on o asll nmber of
topice, wide participation by meny students, Quastione calling for
higher order Processing of the content?

What are the purposes of the recammended forms of discourse?

®. To vhat axtent ig clerificetion and Jueeiticetion of ideas, criticel
and creative thinking, reflective thinking, or Problen-solving promoted
through diecourse?

b. To vhat extent do otudente get opportunities to oxplore/axplein new
concepte and defend thetir thinking during Clessroom discourse? What 1e
the nature of those opportunities?

Who or what stands out 8 the suthority for knowing? 1o the text to be
taken a8 the authoritative end complete Curriculum or ae o starting
plece or utline for which the discourse 1. intendad to elaborets and
eatend §t? Are student explanstione/idess and veryday examplee
elicited?

Do recowsended activities include opportunities for studente to interect

with sach other {hot just the teacher) in discuseione, dsbates,
fooperstive learning sctivities, eto.?
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1.

F. ACYIVIVIES AND aASSIGMEETYS

As @ set. do the ectivities and sssignments provide studente vith o
veriety of activities and epportumities for enploring and
communiceting their understanding of the content?

6. Is there an eppropriate minture of forms and cognitive, effective,
and/or sssthetic levele of astivities?

b. Yo whit wxatent do they call for students to inteprete idess or
engage in oriticel and ereative thinking, prebles-eolving. inquiry,
decieion meking, or hgher order agplicetions ve. recell of gacte &
detinitions or busy work?

A @ set, do the activities and sssignmants smount to & saneible pregren
of appropristely goetfelded progress tevard steted goale?

What sre azamples of particularly good activities end sssigrasnts. and
vhat sakes them good (velovant to evccmpli~-“mant of sajor goels, student
intersst, foster higher level thinking, feeaibility and vost
effectiveness. 1iheliness to Promots integretion and 1ife applicetien of
key idess. eote.); :

8. Are certein ectivities or sssignawnte miesing that would have odded
subatantislly to the value of the unic?

b. Are certesin sctivities or sssignaents sound {n conception but fleved
in design (e.5.. vaguenees or confusing instruction, invelid sssungtions
sbout etudente’ prior knoviedge, inteanibdility, ete,)?

C. Are certain ectivities or sssignuents fundamentally wisound in
conception (e.9.. leck zelevance, pointless busy work)?

To vhat extent sre sssignmente and ectivities 1inked to understanding
and eppliceiion of the content being tsught?

e. Are these linkeges to be made emplicit 1o the students to
oourege them to engege in the activities atretegicelly (1.9., wik
sstacognitive evereness of gosls and etretegies)? Aze they fremed with
teacher or student questions that wil} promote devsiopment?

5. whare appropriste, do they elicit, challenge, and correct
alsconceptions?

¢. Do students heve adeguate knovledge and skill to complete the
activities and gesigrments?

¥hen sctivities or assignments tnvolve integration with other subject
oteas, what sdvanteges and disadvantages does such integration ontally

1.

To wvhat extent do sotivities and sseigrments csll for stutents to write
beyond the level of s single phrase.or sgntence? To what satent &» the
chosen forms angege studente in higher order thinking?

Do the recommended evalustion procedurss constitute an ongoing uttewpt
to determine vhat astudents ere coming te know and to provide for
disgnoeie and remsdietion?

What do evaluation ftems t oconatitute ssstery? To vhat extent do
eveluation iftens esll for pplicetien ve. recell?

8. Ve vhat extent are multiple agprecshes ueed te assase ganuine
understandting?

b. Are thare stteapts to essass sccouplishment of ettitudinal or
dispositionsl goale?

€. Are there sttempte to assess metacognitive goele?
d. Where relevant, ig conceptusl change asseesed?

e. Are students encoursged
understanding/shill?

to engage in essesmment of their own
What axe some particularly good assessment items, and vhat makey them
ovod?

What ere sor s flaws that 1imit the usefulness of certain ssseesment
itzan (0.9., Iore than one ansver is ootrect; ~stended production fera,
but etill esking for factual zecall, eote.).

Oo suggestions to the tescher flow frea & occherent and sanageadle sodel
of teaching and learning the subject mstter? 1f so, to what extent does
the model foster higher erdes thinking?

To what extent doss the curriculum come with adequate retionsle, socope
ond seguence chart. introdustery section that provide elesr and
sutticiently dsteiled infermation ehout what the progrem is denigned e
m:tunmum-mmsmuant

Does the combination of student text, sdvice and rescurces in teechers
sanusl, and additionsl sater.sle conetitute s tots) packege sutficient
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to enskle twaohers to iaplement o resscnably good progrem? If not, what
slee is needed?

6. Do the materisle provide the teacher vith specific intormation about
otudents’ prier knowledge (or wvays to determine prior knovledge) and
1ikely responses to instructiom, Qestions, activities. and sssigrmente?
Doss the teschers sanusl provide guidance ahout vays to elaborete or
follow up on text aaterial to Gavelop understanding?

b. To what saxtent does the teachers manual give gsuidance concerning
kinde o: susteined teacher:student digcourse surzounding assigneents and
sotivitiee?

a. What guidance is given te teachers regarding hey to structure
sotivities and gcaffeld atudent Progress during sssigrment completion,
and how to provide fesddack following completion?

4. what kind of guidance ¢ givan to the teacher sbout greding or
viving credic to perticipeting ta clessrocs discourse, work on
sssignments. performance en tests, or other sweluation techniques?
®. Are suggested materisls scceseible to the teacher?

Whet content and pedegogicel novledge ie required for the teacher to
use this curriculus offectively?
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