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INTRODUCTION

4
By January 31 "1975, some 4,000 individual coples of Pe&ép@ct&vebo
Social Stud&eé 7- 72 were placed in the hands of most gecondary social
studies teachers in Iowa. This dissemination repregsents the culmination
of a three and one-half year ‘effort by the duthor and. the Department of
Public Instruction to improve the way sbcial studies is taught in the
secondary schools of Iowa.

Part I of Penépecttveé treats the pedogogical moves assoctated with
objectives, questioning, valuing, inquiry, simulation and evaluation as
!'Methodological Perspectives'" which are necessary prerequisites for mean-
ingful curriculum change. As a change model, Part I of Perspectives is
designed to whet the teacher's appetite for the "new" gSocial studies and
to create a climate of opinion conducive to district-wide curriculum re-
vision. The assumption underlying Part I of the handbook is the contention
that experience, analysisland application of the content and methods of the
new &urricula can, 1f-it 1s used reflectively, change teacher behavior pat-

terns. o

3

. "Analytical Perspectives,”" Part II of the handbook, is designed to aid
teachers individually or collectively to systematically analyze key aspects
of the total school curriculum. The assumption underlying Part II of
Perspectives is that analysis of teacher behavier, curriculum materials,
and' school district programs will provide the parameters within which
curriculum change can t#ke place.

Part III, "Implementation Perspectives," is designed to codlesce this
curriculum experience and analysis into a workable curriculum revision pro-
gram. The ten step’ curriculum revision model that makes up Part III will
provide the teachers of Iowa an opportunity to 2pply their experiences
and theoretical backgrounds to curriculum revision in their own classes
and school districts.

. s !

Part IV, "Resource Perspectives,”" provides the kind of up-to-date

resources necessary to support and maintain a vibrant social studies:
cutriculum in the schools.

The problem being addressed in'this Presenter's Glide does not treat
Penépectiueé as an educational product, but rather its concern is with the
extent to which Pespectives brings about the change it advocates. Pei-
spectives, as it s presently written, i1s designed for use by individual
teachers working in their own classrooms. ’

This supplementary PAeéenien'A Guide is design®d to stimulate collective
teacher use of Pe/spectives as a semester-long inservice training and curri-
culum revision program. Thé potential for change 1s greatly increased 1if
teachers can form into task-oriented action groups with the interaction,
encQuragement and mutual support that collective behavior provides. The
gulde will include a short orientation to Perspectives and provide a brief
*summdry of the content and methodology of this handbook. The bulk of the

a
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guide, however, will deal with the task of plugging a specific cdﬁtgnt area
into Penépectiveb'methodological and analytical framework as a prototype
for later more extensive curriculum revision. The initial content focus

‘will be limited to law-related education but the scope, of treatment will

be expanded to include the entire K-12 curriculum. It is hoped that this
initial troefment of one social studies area will be followed by an. equally
systematic treatment of the others. o .

-
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AN ORIENTATION TO PERSPECTIVES.
Educatoro pay lip service to the fact that people "learn by doing,

but rarely do they apply the principle to themselves. If aschool ad- .
minigstrators and teache¥b are tp make sense out of the curriculum reform

. Dovement, they must begin to utilize the products and processes.of the move-
ment. Through the systematic use of the new materials, educators in Iowa
can develop the .criteria to analyze, evaluate, modify and incorporate the -
content and methOdo of the "new" social otudies into their school programs A
as alternatives to what io presently being done. If this implemenfation can
take place, teachers will capture the spirit of an age and continue into the
1979'5 the womentum of curriculum reform started in the 1960 8.

<

Asgumptions

¢  The Surpoge of Pertspectives 1s to provide the teachers of Iowa with
the necessary background to revige their school curriculum. Impetus for .
curriculum change has not come from programs based on traditional curriculum
agsumptions which were limited in their scope to the products of learning.
fore the poor curriculum—poor teaching-poor curriculum cycle can be
) .bryken, curriculum agsumptions must be broadened to include the process\xt ’
v arning and the creative involvement of teachers in these processes.
. Peuspectives is based on the following new or rew&sed apsumptions about
learning and curriculum change; j’ ’ .

.

1. Meaningful curriculum revision cannot take place without a
_ gimilar revision in the attitudes and teaching behaviors of
> the people who Jpse it.

s
/

2. The degree to which the new project materials are used in
the schools 18 the degree to which the project content and
methodology become viable alternatives to what 1is presently
being used.

3. At this moment the most efficient uge of teacher time in
curriculum revision precludes the development of teacher-made.
materials; Instead, teacheze should be encouraged to analyze,
evaluate, select, and adapt what is valuable from the exist-

- ing poo{/gf curriculum resources. .

« ‘“ S

4. Scope and sequence in curriculum should be conceptually based,
rather than be based on geographic regions or historical
chronology. .

i 5. The use of new curriculum and the subsequent incorporation of
inquiry based methodology will allow teachers to be the change
agents- in curriculum. By continually selecting new materials

L which support a process-based curriculum, the teacher canm truly

-
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5. (cont.)
» . . v
become the dynamic component within the curriculum. Thig .
will ghorten the’ "thinkér to pupil chain" that has always )
separated what ig happening on the frontiero of knowledge
and what ioc being taught in| the achools..

-

6. Peuwspectives widl be effective in preparing for curriculum- . *
. change if it is supgorted by innovative curriculum materials,
by dedicated teachefs and administrators, and by communica- .
tion feedback from studento, colleagues and the community
as a whole. . ~
Rationale

School visitations as well as recent literature in educational journals
demonstrate that the federally finanted curri;}lum efforts of the 1960'g are
not being implemented in the schoola. The prdject developers who authored
the ''new" social studies were very ad{pt in the research and development phages
of curriculum change but once the projects were completed they ignored the
very important phases- of diaaemination and implementation. , The potential value
of rhése new gocial studieg ‘projects as curriculum alternativea cdn be seen
in the variety‘and scope ®f the materials now available for classtoom use.

As valuable as the productis,of the reform movements are for innovative ¢lags-
room teaching, the processes used by the reformers in developing, designing
and evaluating their materials may prove to be the most valuable contribu-

tion of the new social studies. The processes underlying the student materialgs
force the ‘'students to take an active role in fheir own learning. 1In a like

-manner, the processes und@rlying the teacher materials forde a reversal of

the traditional teaching role. Used in tandem, the new student and teacher
materlals can provide better social studies content for the classroom, and

at the same time, can be powerful instruments in changing the behavior of
the people who use them. . . N

- B 6
General Objectives o - . , N

e [

The purpose of Part I of Perspectives is to provide teachers experience
in using the instructional processes of goal specification, questioning,
valuing, inquiring, simulating, and evaluating to improve learning in their .
own classrooms. This general goal orientation’ presupposes that teachers
will be able to answer the following broad questions, and through the process
of answering them, come to kndw and to value: o

v !

- What should be taught?
What constitutes thinking? . . -
What should be valued? ’
What sustains an open learning environment?
What aspects of instruction can simulate reality? -
What is necessary to determine if learning has taken'place?

: ) ' | b
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Informational Objectives (Cognitive)

In answer to the queation,Q:WhaI should be taught?"
. ' <

1, Participhnta will be providéd examples of performance-based
- objectives and be required to categorize the objectives accord-
ing to the following classifications: Student Role Orienta-
. - tion; Levels of Thought; Domains of Response and Structure.
,'2. ¢Pdrticipants will be provided examples of performance-based
‘ objectives and will be required to transform these objectives
., into test items that measure their intendé&*behaviors.

3. Participants will be provided examples of objectivesg at the
information or knowledge level and b¢rrequired to rewrTte those
objectives into objectives that require higher.level thought
processes -ag outlined~in the taxonomies of educational objec-
tives. .

In answer to the quegiion, "What constitutes thinking?" '
4, Participants will be provided a familiar social science concept
and the subject matter content suitable for teaching the con-
. cept. They wil) Jemonstrate their ability to writesgeneric
questions by sequencing them according to the three cognitive
tasks outlined in the Taba Model.

N E

5. Participaﬁts will be provided a list of question categories
and ,a series of oral claseroom questions. They will demon-
strate their understanding of Parsons' Schedule "A" by match-

“ ing the category system to the questions. -

6. Participants will be able to write each of Parsons' Schedule
"B" response categories following a hypothetical student remark
which would call for designated responses.

N\
In.answer to the question, "What should be valued?" '

7. Participants should recognizé the need for affective develop-
ment on the part of students and be able to list worthwhile- )
. intellectual, public, and personal values. ' .

8. Participants will be provided the,nameéqof various approaches .
to values education and demonstrate their -understanding .of the
approach by listing weaknesses unique to each.

In answer to the question, "What’sustains an open Learning environment?"

’

9. Participaﬁts will be able to infer from the various student
role orientations of teachers, the type of inquiry implied in
- each orientation and match the two using the number of teacher
cues as criteria. ’ W,
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10. Participants will he provided an outline of the ,Suchman Model

i - ‘ of Inquiry and a description of a teaching sequence. They
. will demonstrate an understanding of each component of the
model by assuming the role of a student in the example and
describing the process of inquiry@the student goes throqgh

In answer to the:question, "what aspects of insthwuction can 44mu£axe

neality?" , .

11. Participants will be provided with an outline of the varidus
structural components of a simulation and f1ll in the outline
with appropriaté examples from one of the simulations treated
in the workshop. *

o . 12. Participante will be -able to describe appropriate _teaching
) ' gtrategles to implement simulation, varying the strategles
according to the differing teacher rqleﬁ required in the
game introduction in the actual game activity, and in the
final. game debriefing.
In answer to the question, "What is neceAAany Lo detenmtne Af Learn- .
T Ang has taken place?"

13. Participants will acquire and be able to demonstrate a repertoire
of teaching strategies and be able to use those strategles
within the limits of sound teaching theory. /f

- ‘14, Particibants‘will recognize the functional relationshipvbe—
‘ . tween objectives and evaluation by being able. to match
specific objectives with the test items that measure them.

15. Participants will be able to judge the evaluation instruﬁenteg_q/
' : used in PenApectchA and criticize them in terms of such instruc-
° tional components as: objectives, asgessment, activities, im-
plementation, evaluation, and hidden components.

Informational Objectives (Affective)

As a result of using Pe/uspectives:

1. The participants will value a learning climate which promotes
inquiry in the classroom. They will demonstrate this through
a preference for a climate which permits the use of":

a. Student-centered"ﬂ'\;yities . , .
, b. Audio and visual aids .
. ¢. Simulation and role playing - ' .
.\ - -+ d. Newspapers and mhgezines )
/7




1. (cont.)
e. Evaluation measuring student attitudes
"f. Higher level classroom questions ' ©
g. Lessons which challenge student beliefs and attitudes

2. The participants will valuye a learning climate which promotes
N inquiry in the classroom.{ They will demonstrate this through
less frequent use of:

a

a. Teacher-dominated clagfroom discussion
b. Teacher lectures
c. Recitation on textbook readings
- d. Evaluation for the sole purpose of grading students

v

o 3. The participants will feel less threatened by student activity °
. in the classroom and be more gomfortable with methods which
promote: ro ]

+

a. Group work, debate, and managed student conflict v
b. Student involvement in lesson planning 2
//AQ c. The freer flow of ideas and feelings in the classroom
d. Student to student interaction, .
e. A gotimuli rich classroom environment . {

_4. The participants will be more inclined to take ‘an interdisciplinary
approach to learning by selecting curriculum:
a. Which stresses student activity :
b. Which emphasizes the development of thinking skills -

c. Which deals with persistent sgsoclal problems
d. Which treats concepts asqtools for student thought v/

e. Which deals with the models uged by the social scientist
- to understand his world

Informational Objectives (Skill)

-

.

By completing the application sections of each workshop theme parti-
cipants will not only understand and value these methodological perspectives
‘they will be able to use them to carry out the curriculum revision mandates

. of Parts II and I1I of Perspectives.

1. Participants will be able to use linear models as tools in
the clagsification and interpretation of data.

2. Participants will be aé&e to use cybernetic analysis to look
- at complex systems of human behavior.

*These are the only objectives that will not be evaluated formal%y in
the program. Because they are skills, the participants should be evaluated
throughout thF course on their repeated attempts to apply the skills.

) C

’
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Participanta wiﬁ}\bexable to apply cybernetics to the learning
process .and be able to incorporate systemo management. tech-=
niqueg in improving inetru&tion.

R 4
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. ORGANIZATION OF PERSPECTIVES ‘.
) One of the reasons for_the lag ih our, schonl currijulum is that . A

education fs-not-viewed as an integrated process of instructon. Teacherg
often see their own individual ¢lassroom -in isolation from the broader
ial context of which it is" a part. This myopic view of education !
cements téachers Anto a traditional posture which blinds them to’ the myriad
of forces that are operating to change the school curricylum, In this
traditional posture, the teacher will seldom develop a conceptual grasp
of the processes of instruction, By failing to gfisp education‘as "ipgfruc-
tional process" the.teacher will be unable to consider the wide rangénﬁg
insfructional alternatives that are available. The téacher will be unable
to see the interrelatedness of isofgted eclassroom experlences to the broader
instructional process of which it is a part. Education 1is.a system, but
before it can operate as a gystem the teacher must be able to reduce educa-

tion into its component parts and come to grips with the relationships -that

tie the system together. % .

¢

-

- . 8 -

K& model is a simplification of reality Which-allows the observer to
see the structural relationships ‘between the component parts of anything
and its whole./ Model buf&ding is necessary in educationimggr_%irte&chers
are to grow in the profession they must develop an exper posture’ toward
teaching. In that posture they will make and tes} hypothesis about insgtruc-
tion and constantly re-evaluate teaching in light of -their findings. It
is this experimentation which will allow the teacher to become the change
agent in the instructional process and not only close the gap between theory
and practice, but develop new educational theory better suited to the educa-
tional needs of today and tomorrow. '

The model of curriculum revision undérlying Perspectives could be
simplified into four components. It is a linear model because each com-! j§ C
ponent ‘'of the model builds on the one that came before. : e

i

* Methodological Analytical Impleméntation 1. 'Resource~‘
Perspectives Perspectives Perspectives > Perspectives

-

- -

In the first component of the model, teachers utilize the content and
methodology of the new social studies in a format designed to develop new
perspectives about teaching. 1In the second component of the model, teachers
bring these new perspectives:to bear on their own curriculum and analyze it
in terms of how well it meets the needs of the students in their schools.

The third component of the model assumes that the teachers will initiate
curriculum reform, and it not only provides a framework for change, it
points .out the problems that can be anticipated while undergoing a district- .
wide curriculum revision. The final component of the model provides support
systems to ald the actual curriculum revision that takes Rlace.

r\ . & . . ’
. * . :
’
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I. Methodological Perspect\yes

b d

The purpose of Part I, "Methodological'PerSpectives," is to provide

encounterd with the content and methodologies of the ‘mew social a

studies so that teachers will interact with model curricuta.

‘Through

the analysis of these encounters, the teacher will develop a way of
thinking.about’learning which will promote better social studies

content, improved teaching strategies, and a more stimulating learn-

ing environment. The experience and analysis of various ideas,

theories, constructs, and ways of thinking about curriculum will ‘
be followed by their application in the teacher's own classroom. ’

.FIGURE 1 presents the internal‘organization of Part I and the various .

components that make up the section.

a

FIGURE 1
Methodological
’ | Perspectives
’ Part 1.
New Social
Studies
Content .
Experience Analysis .| .Application
. A B
Chapter 1, Objectives: In-- - In~
) - servicejschool«
, Chapter II Questioning ngplica Applid
: - tion cation
| Chapter III Values .
Chapter 1V Inquiry .
Chapter V Simulation
Chapter VI Evaluation
. &
4 )
~{

)

c
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A. The new social studies provide a rich curficulum base which sup~
plies much of the content utilized in Peispectives. HMany of the
activities used im Part I are taken directly from project materilals
that now exigt; .These materials serve two functions: first, they
introduce teachers to the types of curricula that are available
and second, they illustrate the methodological tHEmea’that,make .
up the inservice aspects of the program. . '

B. The change model used in Peispettives embodies the 'learning by
doing" principle. The model 1s based on the assumption that the
best way to learn the content and methodology, of an exemplary '
curriculum is to experiénce it. The educational theory used.to
arfalyze the experience will be functional because it is related
‘to the teacher's actual classroom setting and evaluated in terms
0f meaningful student learning. The Experfence, Analysis, Applica-
tion model is designed to change teaching ferspectives through
the utilization of the content and methods of the new social studies.
"With'thié content and_methodological bdckground the teacher can e
'become the change agent in curriculum. Each of the six method-
ological themes are treatsgethrOugh interrelated chapters that
build one on the other. chapter themes represent a total
learning system leading to an increasingly sophisticated level .of
involvement on the part of teachers.

>

C. The structure of the program begins in Chapter I with a treatment
of educational "Objectives" within the broader con'text of sound
educational planning. Chapter II on "Questioning" and Chapter
III on "Jalued" underscore the need to treat cognitive, affective,
and skill objectives so.that students reach higher levels of think-
ing and valuing in the classroom. Chapter IV on "Inquiry" and
Chapter V on "Simulation" treat alternative ways of looking at
learning and curriculum, all designed to move the teacher toward ..
a more systematic and consistent philosophy of education. Chapter
VI.on "Evaluation" provides an already sensitive teacher with
tools to answer the how, when, where and why questions of learn-
ing. Evaluation becomes more than a'way of grading students; it
becomes a tool which will allow teachers to utilize past learn-"
ing toward the improvement of present and future learning.

Analytical Perspectives , ; . g

Better social studies content, improved teaching strategles, and a
more stimulating learning environment will increase teagher sensi- -
tivity to good curriculum. The purpose of Part II, "Analytical
Perspectives,”" 1s to look at the components of curriculum and to
determine how they influence the type of learning that takes place

in the schools. FIGURE 2 presents the internal organization of

‘Part II and the various components that make up the section.

Y

o . N '
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.  FIGURE 2

) . Analytical Perspectives ;
- . ‘Onganization Part 11 R .
% Ce 7
" { Analytical Perspectives '
. | Part II
B C
. Curriculum
Interaction Materials
Analysis Analysis
Chapter VII Chapter VIII

District-Wide
4 Curriculum
.D Analysis . -

- Chapter IX

a

In her book, Strategies.forn Planned Cuviicutan Innovation, Teaaﬁﬁfg’_§
College Press, Columbia University, New York, 1970, Marcella

Lawler has organized curriculum into a model showing the relation-
ship between the student, the curriculum, and the teacher. Lawler's
use of a whéel as an analogy for curriculum places the teacher, the
various components of curriculum, and the student into perspective.
The outside rim of the wheel isthe.teacher who mediates between  :
what is happening in the world and. what takes place in the classroom.
The Methodological Perspectives of Chapters I-VI strengthens the

. teacher's mediating role in the learning process. The spokes gf the

wheel are its supports in the form of instructional tools which the
teacher uses to change student behavior. Part I of PQAApgctLueA
introduces these tools while Part II insures that the teacher can
interrelate all of the inst tional sub-components into_ worthwhile

. social studies programs. e hub of the wheel is the student around
. which the entire curriculum turns. Student behavior is the focus

of Part II as it is reflected in each of the analysis systems used
in Chapters VII-IX. : ) >
AN
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. pack on student and teacher behavior in-:the clabsrpom. Chapter
-~ ° VII will provide techniques to map this behavior And will help \
' . teachérs develop their own ‘instruments of analysis. Interaction- ’
analysis will help teachers cloge the gap between what they know 7

to be true about learning and what takes place in’ their day to day .
; : '~ teaching. . oY

B. ‘Inﬁeractign analysis gan'provide syétematic and q:zntitative feed-

¢ C. Because of the scope, variety, and expense of project materlals, 1t’
is necessary that teachers have the criteria to make wise curriculum
choices. Chapter VIII provides for the type of systematic curriculum
. analysis which 1is vital 1f schools are to have gsound goclal studies -
content embodied in worthwhile instructional materials.

D. If Perspectives 1s effective in changing teachers as individuals,
it will have little impact on the total curriculum unless collective
teacher and administration action 1s taken. Chapter IX 1s based on
a district-wide curriculum analysis whith will point out the weak-
ness of the existing curriculum and provide criteria to follow in
the curriculum revision which should logically follow.

III. Implementation Perspectives

The purpose of Part III .is to weld the teacher's methodological and
analytical perspectives into an active curriculum revision. /Part I and
11 of Pespectives could be considered support systems for curriculum :
change in that they influence both ‘teaching behavior and curriculum - .
norms. It would be unrealistic to think, however, that the teacher and
{ the curriculum are the only normative influences -in the schools. Some
norms work against change. Barriers to change are assocjated with over-
crowded classes, non-teaching duties, ﬁoor_facilities, limited finances,
and the lack of administrative and community support. In most school
districts the rewards of the system accrue to those who mailntain the
status quo. To overcome inertia and to enliven the '"comfortable"
curriculum, change must be purposeful, systematic and planned. FIGURE
3 pregents the internal organization of Part III and Part IV of
Pe&ApectLveA. Parts III and IV'are treated together because of their
close Supportive relationship to Parts I and II.
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- * A. Implementation Perspectives establishes_.a comprehensive ten-step

curriculum révision’program providing guidance for the entering,
. starting, maintaining, and monitoring phases of curriculu re=-
wigsion. Although the entering strategies are a self-contained
portion- of the revision program, Step 1 and Step 2 are a natural"
outgrowth of Part I and II of Pespectives. The starting strat-
egles are based on a problem-solving @pproach to curriculum change
in which selected materials undergo limited ¥ield testing and
evaluation. During the maintaining strategies teaching trials
are expanded and the resulting courses are formalized and dis-
seminated throughout the entire school system. The monitoring
phase of the process iz concerned with keeping the curriculum
flexible and up to date.

B. The information included in the Resource Perspectives provides an
up-to-date resource guide to supplement the type of curriculum
change envisioned in Perspectives. Resource Perepectives have
been used throyghout; first, as they relate to the new social
studies which provided input into the program, and second, as"
regources used to support the type of experimentation and imple-

. mentation envisioned in Part III.
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Stated in its broadest terms the goal of Perspectives 1s to aid the
teachers of Iowa in the ultimate revision of their sacial studies curri-
culum: This goal 1B partially served by the present format of Peispectives
which allows its use by individual teachers. The format 18 realistic glven the
limitations on teacher time and the demands made by theilr crowded workday sched-
ules. The present format takes these limitatlons into account. Yet an
alternative format permitting the use of Petspectives by groups of teachers
would greatly enhance its impact. Under the design suggested in this guide,
groups of teachers can use the same teaching themes, outlined for the in~
dividudl teacher, in a format conducive to group inservice work. The in-
gervice format has the advantage of involving teachets collectively in the
difficult task of curriculum revision. The inservice format should insure

wider <dnvolvement and, .in turn, have a greater impact on social studiles

instruction in'Iowa;ﬁchoolB.

The flexibility of using Peispectives as an inservice program by groups
of teachers increases the potential of Pe/spectives as a teacher training
and.curriculum revision tool. As an 1deal, a complete revision of social
studies curriculum has a great deal of appeal. As a practical matter, however,
it makes better sense to carry through a limited revision based on a specific
area of the curriculum that needs attention. A limited revision could then '
become a prototype for addressing other more inclusive areas of the curriculum
that need change. A limited application would have two additional benefits:
the first benefit being a specific content orientation which is presently
lacking in the application "B", sections of Perspectives, and the second bene-
fit being the reality of a Pre¥enten's Guide to Perspectives which forces
teachers to deal with a legitimate and manageable educational concern.

This problem focus assumes that teachers can read Perspectives on thelr own
for a general background, thus freelng the gulide and the inservice program

it treats, from needless duplication of activities. This content focus

will provide the inservice programs a task orientation they might otherwise

be lacking. It will also allow the revision process to involve elementary .
as well as secondary school teachers.

-~

The metﬂodological perspectives of objectilves, queetioniﬁg, values,

‘inquiry, simulation and evaluation will be organized into a model of in-

struction which will be equally suitable to the development of a single
lesson plan, or to the development of a year-long course of study. The model
which follows is similar in design and function to the model used to organize
Perspectives, but it uses computer terminology and can be applied to a great
number of process-related activities.

@r Inputs ] —> | Transactions | ——> [ Outputs |

When applied to the {nstructional process, the inputs could represent the
blend of time, space, materlals and personnel that go into instruction. The

T e
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! tradsactions could be the interactions of all of these inputs in daily
. sc¢hool encounters. The outputs.could be the amount of learning measured
in behavior change that has taken place as a’result of the ingtructional
process. Thi%s model, 1like the one used in Perspectives, shows the inter—
~ relatedness of each of the model components and indicates the functional
relationships that exist between them.

R

°

The instructiona{ model used in the Presenten's Guide will take this
linear model one step further by adding the two components necessary to
make 1t a cybernetic system of analysis. A cybernetic model has a linear ~.
base similar to the model presented above and helpd explain how change
in one of the instructional components will affect change in the others.

In addition to that, it has standards and measurement components linked by
a self-corrective feedback, loop that together provide for goal setting
and goal maintenance. . ' ; ’

-

tandards) —> | Inputs | — <Transaction

&)

—> | Qutputs | —>

A . | , Feedback Loop 4

When applied to the instructional process the standards youldxbe instruc-
tional objectives written as behavioral prescriptions to define the goals of
the tagtructional process. The inputs would represent the time, space,
materials and personnel that go into instruction. The transactions would
be the interaction of the various teacher, student and curriculum inputs in
learning activities which are central to the instructional process. The
outputs would be the amount of learning achieved on the part of students in
the system. ,Evaluation would measure the correspondence between behavioral
outputs and fnstrucgional objectives and would initiate any corrective
action needed to bring student behavior into line with the pre-established
standards of performance. A cybernetic model of instruction was basic to
the planning of Petspecitives. Cybernetic planning' will be equally-basic’
in the development and evolution of this Presenter's Guide and the inservice
program it helps to establish. . {;

E 1 - )

&

Program Content

The Pregenten's Guide will agare;;\thé formidable problem of blending
effective methodological processes with meaningful social studies content.
The problem 1is formidable because it embodies a traditional feud between
colleges of education with their preoccupation in the processés of education
and academic departments with their preoccupation in the content of education.
Before the content-process dicotomy can be treated, educators from both frames
of reference need new sets of conceptual models and theoretical constructs to
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bridge the content-process gap. Regardless of the area of one's teaching,
competency in the formulation of' behavioral objectives 15 evdidenced by the
use of. content. Questioning behavior, if it is to stipulate higher level

‘thought must, in the final analysis, be related to the structure of content.

Valuing of any kind presupposes that there is a content which gives values
form and gubstance. fInquiry, if it 1s productive, must involve the intel-
lectual ‘manipulation of content, and in a like manner, simulation 1g only
as valid as.the¢ content it models. Evaluation, like its counterpart ob-
jectives, 1o evidenced by the ability or the inability to use content.
Academic content 1o a netessary compgnent of the instructional process,
but by itself 1t 1s not sufficlent to make the process work. An equally
important component of the proceas 1g the teacher who commands the method-
ological skills necessary to translate content through various instrudtional
moves into meaningful student learning. Another bridge between content and -
process 1s the curriculum materials used in instruction. If the materials
are both academically and pedagogically sound they will improve classroom
learning. If the same materials are used as a basis for inservice teacher
training they will provide teachers a means through which content and
process are made applicable in classroom pract%ceﬂ

The most pressing need for the immediate future, in the author's opinion,
is law-related education. This concern 1is shared by the Iowa Department of
Public Instruction and the Iowa State Bar Assoclation which have joined
forces to glve substance to legislative mandates of the 1974 S.F. 126 bill
dealing”with instructional standards in the social studies area. Section 6B
of Chapter 257.25 addresses the need for basic legal concepts to be woven
throughout the gocial studies curriculum. In recognition of the need to
develop law-related educatlion programs the Young Lawyers of the Iowa State
Bar Association in their September 11, 1974, meeting passed the following
resolution:

N

Resolved: The Young Lawyers of the Iowa. State Bar Assoclation
favors the esfablishment and funding of a law-related education
program which will: ) 9
1. Develop law-related education at all levéls of primary

and secondary grades in Iowa schools.

2, Develop curriculum in cooperation with the Iowa State
Bar and individual lawyers in Iowa.

. 3. Involve both lawyers and teachers in the planning,
development and lmplementation (of law-related curri-
culum). . f

4. Encourage preservice and inservice training of teachers
in law-related educatiom.
5. Encourage local cooperation of lawyers and teachers in
the teaching of law-related subjects.* ?

‘

*This resolution was also adopted by the Board of Governors of-'the
Iowa State Bar Association on December 4, 1974.

q
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This regolution suggests that -the socialization of youth is simply teo—- -
important a function of gociety to be the sole domain of schools and educa-
tors. On the other hand, it suggests that law_and the administration of
justice ig too pervasive a concern to be left entirely in courtrooms, law
offices and law enforcement agencies. The resolution, while giving sub-
stance to S.F, 126 by recognizing that youth in Iowa need the perspectives
law-related education can provide goes beyond S.F. 126 by recognizing that

" almogt every aspect of - life is touched either directly or indirectly by law. o

' and authority figures who enforce it. The resolution addresses a societal

“ need as well, for the very 'essence of a democratic state demands a citizenry
1mb¥£d with its fundamental values; a citizenry which can cope with con-

flict as a natural. and constructive ingredient of the political process;

and 2 citizenry which will obey the law or act responsibly to change it.

A aensitive and response approach to law education can bring the legal
and education professions together in a marriage which improves citizenship
v education in our schools. Working together, they can complement each other
to better dischdrge their responsibilities to youth and to society. Work-
ing tegether the professions can close the gap that has separated education
with its goals of knowledge, dignity, creativity, and self-actualizationm,
from law with its rules, sanctions and processes due in the orderly resolu-
tion of conflict and normalization of behavior. The content and processes
used in this Presenten's Guide will provide the inservice training that
will make law-related education an achievable educational priority in ‘the
state of Iowa.

)

Program Format

Peruspectives is a total learning-teaching system made up .of such instruc-
tional components as: rationale, objectives, content, activities, strate-
gies and evaluation. Because it represents a complete instructional system,
any reasonably prepared and motivated social studies educator can teach the
program. However, this would not rule out it being taught by a curriculum

. specialist in the district or by a professor from a nearby college or
university. The teaehing strategies used in this guide model the strategies
suggested in Penspectives in that they maximize inductive teaching techniques
and minimize the use of didactic front and center teaching.  The guide pro-
vides background for teaching each theme and is keyed to appropriate sec-
tions of Perspectives. The bibliography in Part IV, "Resource Perspectives,'
provideé selected references for outside material related to the ‘chapter
themes. A support mechanism not built into the program but nonetheless
important to its success is released time. Under ideal conditions aLi of

the participants in the program should have some released time from their
teaching duties.  If this is impossible, the instructor at least should be
provided sufficient time to prepare for each workshop session and have
gufficient secretarial help to organize and -prepare workshop materials.
Because the content of the workshop is law it is.highly desirable to involve
a lawyer in the teaching of the program. The Iowa Bar encourages the in-
volvement of lawyers in the planning, development and implementation of
law-related curriculum. This is a much more meaningful use of, lawyer time N
than one shot "law day" encounters in the classroom. Lawyers, working in.
teacher education, will maximize their impact on the schools of the state.

v
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Any inservice program should be organiged in a manner which optimizes
the number of teachers who are able to participate. The type of inservice
‘ schedule suggested here would be a point of departure from which.a suitable
o ; plan could be degigned. The organizational chart in FIGURE 4 15 based on

. an agsumption that the program would cover the better part of-a 20-week
. semester. ", The workshop sessions would be approximately two hours in length

&7

The two-hour district-wide workshop would provide the participants with an

'-, and would ceonstitute some 8 to 10 district-wide workshop sessions. .
. . - | .’ u l I'd . o
7 o . | FIGURE 4
- - , , *
. . - Onganizationak Chart !
_— v ) - (Inservice Progham) :
Week T Week II Week ITI
o . - '
. Application of Theme ‘ (/
. Building A . .
\\ ° ER Class 1 Class 3 Bldg.
T Class 2 Class 4 Meetings : ‘
"District~ Building B District~ o
wide —> | Class 1 Class 3 Bldg. —_— wide .
Workshop |- Class 2 Class 4 Meetings Workshop
] Building C - | |
. Class 1 - Class 2 Bldg. .
A Class 3 Class 4 Meetings
> \ > 4 -
/ 1
|

|
opportunity fo experience and analyze each of the methodological themes of .
Pespectives. The participants would be provided an. opportunity to apply
_the theme in the workshop itself, but the more extensive application would
come later in the participants own bullding and classroom. Building meet-
ings, formal é6r. informal, are suggested befause they would. insure that ‘
3 teachers develop a dialogue while at the same time have an opporthnity to
collectively evaluage the impact ef the inservice themes on their own
teaching. Teacher evaluation from these building meetings would then pro- -
vide additional input into the next district-wide warkshop. Once the in-
service program is completed the group of teachers would be reconstituted
ag a curriculum revision committee and with the aid of Part II and III of
. Perspectives, take the collective action required &n carry a soc’ -1l studies
curriculum revision through to completion. .

1 (\ ’ Txtt

v -

*This model is based on a school district with three buildings and 12
classroom teachers. It could be modified to include more or fewer buildings
and teachers.
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One thing that prevents meaningful change ig the tendency to react to

problems only in crigis situations. Unlesg legal, ‘governmental and educa-
tional agencles can anticipate problems and plan for them systematically,
solutions are cosmetic and treat symptoms rather than cauges. Worge, thege
crisis gituations lead to cannibalization of .programi not "blegssed" with
priority attention and funding. A part of this reaction psychology is
that°the shattered dreams of one reform movement provide the rationale and
proposalg for the next, leading to new promiges, new dreams, and new cycles
of hope and disappointment. Problems require responge, but if problems are
anticipated, the solutiong can be goal directed, coordinated, and responsive
to the unique nature of Iowa and its people. A by-product of these solu-
tions can be prototype change, communication, and digsscemination models
‘that break institutional constraints and facilitate change, not only in
law-related education, but set precedénts for the solution of a wide range
of current and future educational problems. N ’

A Ratiqnale for Law-Related Edgcation: A National Concern

]

National Crime Statistics tell us that the-total arrests of youth under
18 years of age incrased 124.5 percent from 1960 through 1971. Murder and
negligent manslaughter arrests showed a 226..3 percent increase; forcible
rape arrests, a 97.9 percent increase; and aggravated assault arrests, a
158.3 percent increase for the same period. Although arrests for violating
nafcotic-and drug laws represent a greatly expanded effort by local, state
_andl national law enforcement agencies, these arrests increased by a shacking
3,R05.2 pércent.l Even more shocking 1s the fact that these national crime
stlatistics represent only half the adult crime committed in this country and
only one third of the crime a%ainst youth. Two thirds of the crime against
youth is simply not reported. This indicates that youth either do not
understand our system of law, or they have little faith in 1it.

A Rationale for Law-Related Education: A Concern of Iowa

The broad patterns of rising crime in Iowa are similar to those cited

at the national level. The FBI figures for metropolitan crime in Iowa show
an increase of 100% over the same period in 1972. Yet because of her limited
population (2,825,000), her rural orientation (42.8% live in rural areas),

i the relatively small number of large urbanvareas, Iowa doesn't have the
" magnitude of crushing problems that many states have in the areas of crime,
political corruption, social disorganization and alienation. This orienta-
tion is reflected in the attitudes of yeouth in Iowa and is a tribute

. X ¢ A
IS

lStaf:istical Abstracts of the Unflgd States Bureau{of the Census, 1973.

2Remarks made in an address by Donald E. Santarelll, Administrator
LLEA, to the Third Annual Conference on Law-Fdcused Education, Chicago,
April 5, 1974,
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to the state and itg people, but it io scarcely a reason for avoiding an
existing problem, and one that could reach erisis proportions unless measures
are taken to solve it. The FBI figures ipdicate that althéugh the crime

rate ig lowver in the suburbs and in rural anironmcntb, thegse areas continue
to record the fastest rates of increase. Between 1960 and 1970 the popula-
tion in Iowa's urban centgrs increased by 10.5% while its rural population
decreased by 6.7%. As Iowa becomes more yrbanized, the family as a social-

Azing force will decrease, necegsitating an increased institutional role in

the socialization of youth. .
: ‘ . _ e
The lack of a crisic environment, coupled with the absence of a syotem-
atic program for law-related education in Iowa pointg out the dimensions of
the problem being addressed in this Presentern's Guide. One dimension of the
problem is that the youth of this or any state need the type of perspectiveg
law can provide in their everyday lives. They need these perspectives
becauge almost every aspect of their lives is touched either directly or
indirectly by law and by authority figures who enforce it. If a political

‘system 18 to flourish, it must educate youth in the values, tradition, norms,

duties and laws of society. A sensitive and responsive legal/civic education
will lead youth to an appreciation of the fundamental civic values of society,
teach them to accept and deal with conflict as a natural and constructive
ingredient of the political process, and encourage them to obey the law or

act reoponuibly to change it. -

A second dimension of the problem is the isolated nature of the legal
and educational professionsg. The socialization of youth is too important a
function in society to be left Lntircly to educatorg. On the othe® hand,
the administration of justice is too important a process to e handled
entirély by.policemen and lawyers. The legal profesgion's responsibility
for youth ig more than Law Day programs, Officer "Friendly" visitg to the
local schools, or a proliferation of courses based on the "law school"
model. The education profession's responsibility, on the other hand, is
both the letter and the spirit of the law. Law-focused education is too
important to become just another contentless educational fad. Working
together, lawyers and educators can complement each other to better dis-
charge their responsibilities toward youth. Working together they can close
the gap that separated education with its goals of knowledge, dignity,
creativity, and self-actualization from law with its rules, sanctions, and
processes due in the orderly resolution of conflict and normalization of
behavior

N o
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Content Focus: Toward a Substantive and Syntactical Structure
of Law
i o . . > .

It is not the purpose of this guide to develop law courses which would
supplant existing social studies programs. This could be the result, but a
more meaningful outcome would be the teacher's ability to weave law pers-
pectives throughout the K-9 cur?iculum and then to develop high school
programs based on the type of specialization required by various student
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role orientations, or in the schglarly, public, or personal. arenas students .
enter after graduation. The content focus will be conceptual, dealing

with the interrelated and developmental nature of key legal concepts. The .
concepts authority, due process, freedom, and, equality represent a sub-
stantive structure of the program made up of a logical ordering of the major -
concepts of law. These .concepts are interrélated and spiraled through the
curriculum so they challenge student inquiry at various levels' of sophisti- -
cation. \ )

The program has a syntactical structure as well which imposes an en-
vifonmentdl ordering on each of the substantive concepts treated .in the
program The syntactical structure parallels the substantive structure
permitting students to make generalizations growing out of the relation-
ships that exist between and among each of the paired concepts. The syn~
tactical structure insures that substantive legal concepts are not treated
in a vacuum, but in a variety of contexts permitting students to experience,
analyze, and apply legal perspectives to their own lives. The syntactical
structure shifts legal inquiry from the law office to an environmental set-
ting students know something about ‘and over which they have some control.

The program has an attitudinal structure as well which has as its focus

the concept justice. The assumptions underlying this attitudinal structure

posit that the "search for justice" is a powerful and driving human quest.
Each student involved in this quest is a moral philosopher in his own right.
I1f. justice is explored systematically its treatment in a variety of settings
can challenge students toward progressively more abstract differentiated,
and advanced levels of moral reasoning. .The model which follows in FIGURE

5 i1llustrateg the structure of law used in the development of this proposed
law-related education program. :

. The concept authority is a fundamental underpinning .upon which the
structure. of any law-education program can be based. The founding fathers

of this COuntry respected authority, but because they feared its abuse they
built into the Constitution an elaborate system of checks and balances.

Often teachers' behavior will demonstrate a singular disregard of the- author-
ity concept, ,and for its use and abuse in the classroom. In the society -

of the classroom, teachers can unintentionally violate the very precepts of
democracy by simultaneously making law, enforcing law, and standing in judg-
ment over people breaking law. This doesn't suggest that authority does

not, or should not, exist; it merely suggests that authority can and should

_be a legitimate area of student inquiry. Law education can provide-a system-

atic inquiry.into the nature of authority and thereby establish in concrete
terms, the need, for law and a governmental structure based on law.

If the substantive concept authority is combined within the syntactlcal
context of transactions it is possible to explore authority in a variety
of realistic settings. Authority is defined by such attributes as sources,
functions, characteristics, scope and limitations-all of which can belex- _
plained in a context that is meaningful to children and appropriate to their
level of maturity. Questions relating to the variety and forms of transactions

-
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FIGURE 5

A Structune of Law forn a Proposed -
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in the home, school and community put authority to,the test, 80, to speak,

and account for.the way authority s defined by the legal practitioner.

At the first stage of the proposed law education program the practitioners

of law are K-2 teachers and their primary grade students. For them, .authority
will be broadly defined through the transactions of parents and children,
teachers and students and citizens -and their government. If authority 1is
defined through the transactions which give it play, it is evaluated by the
yard stick justice or for children at this age in ‘distributive justice which
deals with the fair allocation of the benefits and burdens of society. The
concept "In loco Parentis" does give teachers-aathority, but in- ‘the trans-
actions which manifest authority, teacher behavior must be ‘tempered by
reason, mercy and the processes due in the just and even handed application
"of authority. Authority that is arbitrary and capricious, on the other

5whand will result in student behavior that is at best confused and at’

worse irresponsible and destructive. 5 - .
\7#
Participation which is another underpinning of a law—related educational
program, tempers authority with justice and makes both realizable human .
aspirations. Like authority, due process does not exist in a vacuum but 1s

defined by the syntactical context of participation. Participation implies

_ decision making while due process suggests the procedures by which just

décisions are made. Questions of participation and its sources{ functions,
-chgracteristics, scope and limitations test "due process'" in a variety of
ways. If lower primary youngsters can conceptualize authority and its
jurisdictional limitations in their earliest years of school, later in grades
3.and 4 they should begin to-participate actively in the democratic process.
A systematid inquiry into the various forms of participation, along with
practice in the procedures necessary for fair decision making, will promote
citizenship educdtion. As participation becomes a more achievable classroom
goal, due process should become a functional and ever increasing part of the
school's socialization effort.

Within the legal system, due process consists of an orderly decision-
making process whereby individuals are apprised of their rights including
such provisions: as the presence of counsel, notice of charges, calling of
witnesses, and cross-examination. Due process protects the accused against
self-incrimination, unreasonable searches and selzures, and cruel and
unusual punishments. Due process is the procedure which gives substance
to our basic rights; it formulates the delicate balance between the rights
of the individual and the rights of society. In-a classroom sdciety, the
tights of the individual are usually subordinate to the rights "of the .
groups A law education focus can redress this imbalance and establish ‘
reasonable and even—handed procedures for handling conflict in the classroom.

Consideration of the substantive concepts authority and participation
along with their syntactical counterparts of transactions and due process
provide numerous opportunities for law-telated learning. Disruptive student
behavior could be a potentially useful educational encounter and be turned
into meaningful classroom learning while at the same time insuring that
some semblance of justice has been afforded thé offending student. When
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" conflicts arise over the use or abuse of authority or the scope and limita-
:tions of student participation, the resolution of conflict would be a natural
-springboard into the study of law, its need and its practical application.

The resolution of conflict, on the other hand, demonstrates: the need for
due process. .If due process is formalized into a quazi or prototype legal
system in the classroom this cooperative exercise in civics would allow
teachers and students to share autheority and at the same time routinize

_and systematize classroom management. Management, then, would be based
- on an exploration of authority and the jurisdiction over which both the

teacher and the students have some control. _

Yet another bond between education and law 1is the concept freedom.
It is difficult to suggest that freedom,be treated without a balanced ~. -
treatment of the responsibilities that give meaning to freedom. Without
responsibility, freedom becomes chaos, which 1s counter to man's individual
and collective right to exist. In society our First Amendment freedoms
strike a balance between liberty and license. A similar balance should be
struck in the society of the classroom. Freedom, dignity, creativity and
self-actualization do not grow firom chaos; rather, they restlt from order
and its foundation in the rules, sanctions, discipline, conformity and

rationality that make them operational. The former virtues emanate from the -

"search for knowledge'" and”intellectual needs of students. The’}dtter
virtues emanate from the. "search for justice" and the equally important
and interrelated moral needs of students.

Few concepts better demonstrate the interrelated nature of contezﬁ)and
process in law than freedom and responsibility. It is a truism that
freedom of one person to swing his fist ends when it comes into Titact
with the second person's nose. If freedom is defined in a vacuum, it 1s
little more than the absence of external restraints or internal constraints.
If freedom is defined as it relates to responsibility, .then freedom is de-—
fined in terms of moral reasoning and rational behaviog Questions of
freedom and responsibility and their sources, functions, characteristics,
scope and limitations test the two concepts against each other but also
against what was previously learned about authority, .transactions, partici-
pation and due process. Students from the intermediate grades (5-6) can
confront the dilemmas growing out of conflict between their’ individual
rights and their collective responsibilities.' Students can evaluate their
choices in terms of the fair distribution of benefits and burdens, the
fairness of the proredures used in making their choices, and in terms of

the justice or injustice of their actionm.

A meaningful law education program will also develop in students a
deep and abiding understanding of the concept equality. If ¢lassroom
management procedures are based on applicable principles and rules of law,
there will be equality before the law. There 1is another aspect of equality
which is based on the fundamental uniqueness of each individual 1in class.
Every individual must have an equal opportunity to develop hig uniqueness.
This gives substance to the dictum that teachers must "meet the needs" of
the people they serve. Equality implies a dual responsibility for teachers.
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In a legal sense, it involves the development, the annunciation and the
consistent application of reasonable classroom procedures, sanctions and
rules. “In a professional sense, it involves substantive educational pro-
grams and teaching behavior which help students develop to their fullest
potential

, The substantive concept egquality implies that in like cases dealing
with issues of distributive, procedural, and corrective justice that these
cases should ke treated alike. The syntactical concept diversity provides
an equally important dimension to equality by implying that in cases which
are different in regards to distributive, procedural and corrective justice
that these cases should be treated differently. The struggle for equality

. in all things equal and for diversity in all things different Will tégst
‘not only our legal system but our entire institytional structure. Sfudents
in junior high school can use questions of equality and diversity tp explore
themselves, their family, their education, their religion, their government
and their occupational choices. In senpior high school they can contract.
for the specific law courses or programs that will help them to actualize
their individual potential. The study of equality and diversIty will
highlight the important contractual relationships that 5h°U1d exist in
education and society. Teachers, as educational specialists, have the
contractual obligation to provide, on the one hand, for the equal education
of all, and on the other for the uniqueness of each individual 1in class.
Students, in turh, have ‘certain contractual obligations as learners. In a
social sense they have contractual obligation to society as a whole and
to its general welfare. As students become speclalists themselves they
will enter into their own ‘contractual relationships and im a personal
sense use contractual relationships to insure a just return for their
own specilalization.

The final and most pervasive bond between education and law 1s the
concept justice. Within the legal system, justice is a universal and
categorical standard which measures the goodness or badness of law. Al-
though justice cannot be sepagated from the bonds and linkages discussed
earlier, it deserves mention; its own right as a vital attitudinal com-
ponent of the law-education pYogram. As an abstract standard of measurement,
justice provides a criterion against which authority, participation, freedom
and equality are measured. As a standard of judgment, justice also measures
the reasonableness of transactions, due process, responsibility and diversity
in terms of universal principles rather than expediency or conventional
morality. ‘Morality cannot be instilled through the imposition of values,
but through the processes teachers and s dents use in determining the
rightness or wrongness of behavior. This invokes the type of choice and
decision making which accompanies the resolution of conflict, the mediation

. between equally "correct" solutions to a problem, and the application of
justice to the decisions which give meaning to life.

- Justice in the classroom 1is an overriding concern of children and its
frustration the source of most classroom disruptions faced by teachers. If
law education can capitalize on this vital student.concern, the search for
justice can become the basis for a meaningful program in affective education.

P
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The systematic treatment of justice in the K-12 law education program can
have a Gequential and developmental influence on the levels and sophistica-
tion of students' moral reasoning. Lawrence Kohlberg and his colleagues

at Harvard have an emperically derived process to promote cognitive moral

"development in children. This process capltalizes on the potential that

gocial and moral issues can have in gtimwlating progressively more com-

plex, more differentiated, and finally more integrated moral responses on-

the part of students. By concentrating on the way students reason ‘through
various moral dilemmas rather than on the products of that reasoning, teacher
can avoid the dual problems of indoctrination on the one h¥nd and situational
ethics or value relativity on the other. This process of cognitive moral .
development can be directly related to the substantive and syntactical con-
cepts of the program as they relate to the’concept justice.

Moat students enter school at what Kohlberg would call the Pre-
Conventional level.. In the K-2 grades students will typically reflect the '
firagt of Kohlberg s silx stages of moral development. At stage I they )
moralize from a blind obedience to power and make moral decisions from a
punishment and obedience orientation. A systematic treatment of issues
involving distributive justice (the fair distribution of benefits and
burdens) would model the type of moral reasoning that will help students
achlieve the more rational reasoning characteristic of stage II. Pre-
adolescents of grades 3-4 representing stage II would typlcally moralize
from a self serving position, that justice and right, are best served when
they satisfy the self's needs and occasionally the needs of others. Pre-
conventional morality can be challenged at these grade levels by a systematic
treatment of issues involving procedural justice (the procedures for fair
decision-making) By mpdeling stage III reasoning the students would come
to dccept the standard conventions of society-that define good and bad be-
havior. In grades 5-6 a similar challenge can be made to move students :
into the final stage of conventional moral reasoning. By the systematic
exploration of corrective justice (the fair correction. of wrongs and
abuses) the students will be able to reason through issues using an authority
and order maintaining orientation. Students will come to understand the need
for law and value theéY stability and order "that law can provide. The treat-
ment of justié\as itgrelates to issues obf equality and. diversity of the
junior-senior@Ygigh grades have the .potential of/ moving students into the post

.conventional 1¥els of moral reasoning. At these levels of reasoning gtu-

dents began to formulate their own self chosen standards of conduct. At ) R
stage V, the highest stage atftained in high school, they embody the con-
tractual legalistic reasoning§rhat represents the spirit as well as the let-

ter of the law. At this level students can grapple with the ideals of

justice embod¥ed in the Pream and the first eight amendments to the

U. S. Constitution.

If educators and lawyers,?'\rough mutual cooperation, can develop
meaningful inservice programs, taw-related education can involve all three
domains of student response. In the cognitive domain the substantive con-
cepts authority, due process, freedom, equality and justice ‘can be wdven -
through current events and the subject fields of history, economics, ,politi- .

cal sclence, anthropology, soclology and geography. In the affective domain,
. '
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questions of fundamental human rights provide springboards for tough-minded
value clarification exercises. Many times the legal issues treated in
class are not between a right and a wrong behavior, but between two seem—
. ingly equal and correct behaviors that are in conflict. YProblem-solving '
< and conflict-resolution develop the student's inquiry and critical thipking
‘ skills, while such syntactical concepts of transactions, participation, .
responsibility and diversity test thege skills in the social arema. Law-- x
related education should not supplant the social studies programs that ‘
presently exist in the school; rather, law-related education can enliven
the social studies and make it more responsive to the complex issues of

our times. \

Process Focus: Toward a Stéucture of Educational . °
Methﬁgology . ' "

-

_ The teaching strategles used in Pejspectives follow a theory of learn-

ing which equates thinking and learning with the creation of new meaning.

Suchman® describes the creation of meaning as the interaction between en-

tounters and organizcrs. Encounters are the contact points between the

jndividual and the environment of which he is a part. 1In a teaching-learning '
' system these encounters can be developed by the student or be provided by

the teacher. An encounter will generate little meaning unless it 1g related

to an organizer. An organizer is a creation of the human mind in the form

of words, ideas, theariles, constructs or wayé?of thinking. Organizers group

and categorize the repertoire of experience an individual brings to bear

when facing his world. They organize thinking and allow an individual to

act on the environment in patterned and purposeful ways. In a teaching-

learning system organizers can be developed through encounters that require

the use of new perceptions and insights. In this way existing organlzers

are altered or transformed so that new learning 1is possible. On the other .

hand, organizers can be provided directly by the teacher in a manner which ) :

allows the student to use them as new tools in their ever—-expanding creation ' :

of meaning. - ' b

P}
H -
-

o

FIGURE 6 outliues a serles of twelve teaching sequences which are the
building blocks for the teaching strategiles uscd 17 Perspectives. Each
gsequence is described in some detail and follows in order the Encounter-
Organizer-Verification-Evaluation structure used in planning most learning
activities. Verification sequences are added because they actually inyolve ®
students in the creation of new meaning. Evaluation sequences are added
because they allow teachers to dlagnose the extent.to which new learning
has taken place. These teaching sequences are not all inclusive for they
ecan be cembined in numerous ways to achieve the objectives established by
the teacher. Appepdix E of ‘the gulde provides seven different teaching

- gtrategles that are comprised of various groupings of the twelve sequences
outlined in FIGURE 6.

*Suchman's Model 1s presented in detail in Chapter IV of Peruspectives.
- :
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OBJECTIVES OF THE PRESENTER'S GUIDE

As a result of completing the inservice program the £okiowing changeag .
are expected
A. In school administratoro, university instructors and curriculum
gpecialistg. :

. 1. An increased understanding at the application level of the -
methodological, analytical, implementation and resource -
perspectives required for curriculum change in general.

2. .An increased awareness of the need for law-related education
in their schools and the important role it can play in civic .
education of youth and the profesgional development of
teacherg. o

3. An increased willinghesa-to work with others in the planning:
of legal education programs and to assist them in developing
objectives, adapting materials, implementing activitiet and

. evaluating their own law-related education programs.

4. A closer collaboration with the legal and law enforcement
professions as a way of insuring cooperation and involvement
of a wide range of community resources in the social education

* of youth.
' , =~ s, An exploration and formalization of a variety of change models‘
,/j that can be prototypes for addressing other areas of the school

system where change is needed.

6. A willingness to experiment with Peispectives as a'way of im-
proving social education in Iowa and to provide feedback which
will improve its effectiveness as an inservice teacher train-
ing and curriculum revision tool.

B. In teachers taking the program.

1. An increaded understanding of the legal and political system
and the content perspectives that law can provide to a viable
social studies curriculum.
+2. An increased integration of such concepts as authority, due
. process, freedom, equality, justice and the principles they
represent into the teacherbk ongoing behavior patterns and ¢
through them the teacher's interactions with their students.

) N
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3. An ability to defend law-related curriculum in terms of the
otudent behavior it will footer and in terms of the higtorical
emphasig given various student role orientations in social
gtudies teaching.

4. .An ability to groupﬁdata from a teaching-learning gystem into
the various components of indtruction and through the usge of
models be able to détermine the structure underlying Peispectives
and the law-related education progtam puggested 1d the Presenten’s
Guide to Pers pectives. ‘ ‘

. . 5. An ability to use cybernetic analysis to look at complex oystems
of human behavior. *

6. An ability to apply cybernetics to the learning process and to
incorporate systems .management techniques in improving instruc-
tion.

7. An ability to classify law-related objectives according to their
‘student role orientation, levels of thought, domains of regponge
and structure.

[ 4

8. An ability to write or rewrite general objectiveo into a format
that requires specific behavior on the part of students.

9. An ability to write objectives which ‘blend appropriate legal con-
tent and instructional processes and .which match the maturational
levels of students.

10. An ability to use analytical questions. at appropriate gtages of
the instructional process to aid in the planning of lessonsg, units,
and courses of gtudy. b

11. An ability to explore the learning potential of selécted learn-
Ing activities and to improve the cognitive, skill, and affec-
tive objectives of the activities. o .

12. An ability to use written and oral classroom questions follow-
ing such models as Sanders, Parsons, Taba and Suchman which
require higher level thought and to sequence these questions
to develop a more complex and integrated cognitive structure
on the part of students. .

13. An ability to employ a repertoire of teaching strategies.
Teachers will be abke to gear these strategies to different
learning situatidns ¥y pursuit of self-chosen objectives, and
in accordance with .the varied needs of students in the area of
law-related education. -

e N ®°
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- 14. An ability 4o recognize the need for affective development on
- . the part of students and be able te-list worthwhile intel- Sy
: lectual, public and personal values which correspond. to the
. - student role orientations they are developing in the class-
room. . , ’

15. An ability to use teaching strategies that are aporobriate to , © .
the development of intellectual, pubfic and personal values. '

16. An ability to apply the Kohlberg system to exploit value
conflicts and their potential for raising the levels of moral .
' reasoning of students. 'Y .
17. An ability to use the general model of instruction to analyze ‘
learning activities for their inquiry potential. o

18. An ability to analyze inquiry activities in terms of the
thinking, leadrning and activity they require: of students.

19. ﬁn ability to exploit simulation games in terms of teaching . v
, objectives and in terms of their potential for law-related ’
learning <in the classroom. o

. 20, An ability to vary teaching strategies according to the dif-
fering teacher roles required in game introductior, in the ;
actual game activity, and in the final game debriefing.

. * N

© 21. An ability to construct teacher: made simulations in the area .0
3 N of law-related education.
'22. An ability to demonstrate mastery of the inservice objectives . L

.through\cognitive and affective evaluation.
23" An ability to judge the evaluation instruments used in the
inservice program in terms of good eyaluation techniques.

e

’

24. An ability to judge the inservice program in’ terms oﬁvformative‘l
evaluation as it relates to objectives, assessment, activities,
implementation, evaluation and hidden components of the program. s

25. An ability to apply cybernetic anaiysis to their own law-
related educational program. .

@
.

e 26. An ability to use self analysis in improving social studies ° , o
instruction. - o
27. An ability to apply interaction analysis techniques to their
’ own teaching behavior and the behavior of others. .

[ : !
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28. An ability to apply curriculum materials analysis in im—
proving the type of curriculum they select.

29. An increased control over the type of social studies instruc-
tion that takes place in their buildings and school disfricts.

~

&\:’l
[o

In students as they are affected by the program participants:

\4

:

1. An increased undérstanding and apblication in their own
social setting of such legal concepts as authority, due
process, freedom equality, and justice.

4

. 2. An increased understanding for the necessity ofi law and a

governmental structure based on law.
'

3. An increased understanding of their rights and obligations as
citizens within the legal framework and a willingness to be-
“have in accordance with them. : R

4. An increased understanding of the laws set forth by society gnd
the ramifications for themselves and society when these laws
are violated. ' ’ . s

5. An increased G;derstanding that law is not‘stat;c and that
citizens can challenge the legal/political system through
constructive ard .orderly processes~designed to lawfully effect

change. .

-~

6. An increased understapding of the limits of law and the in-
creased ability to cope with the frustrations that arise when
law cannot solve all society's problems.
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SESSION 1 . , Title-~PLANNING A PROGRAM
Overview

.It is very important to the success of any inservice program that parti-
cipants understand what the program 1s about and what will be expected of
them. Each participant should have a copy of Pouspectives for 1t will pro-
v%ne the background learning required of the workshop sessions. The main
purpose of this introductory session 1s to provide participants the same
type of orientation provided the instructor in the opening remarks on
this guide. A second purpose 1s to take care of some organizational chores
that meed attention. A third purpose is to demonstrate the methodology of
the workshop through the experience—analysis-application model.

Objectimes

1. Participants will:be able to gronp data from a teaching-learning
system into the various components of instruction and through the
use of models be able to determine the structure underlying

Perspectives.

2. Participants will be able to use cybernetic analysis to look dt
. complex systems of human behavior.

3.7 Participants will be able to apply cybernetics to the learning
process and be able to incorporate systems management techniques
in improving instruction.

"

Actdvity 1 Affective Evaluation . Time: 15 minutes

(1) Pass out the "Questionnaire on Teaching" (Appendix A - p. 135)

(2) Tell participants to be as honest as possible in f11ling out the~instru-
ment. These will not be graded but will bé given again and class means
will be compared tQ}determine attitude change over the course of the in-
service program. At some time in the future the“instructor should fol-
low the directions provided for in Appendix E and compute and analyze
the test results.

Activity 2 ' ' Orientation Time: 45 minutes

<

(1) Pass out Perspectives and have pgrticipants read the Introduction.

(2) Focus attention on the Rationale and Objectives of the program. (These
are stated earlier in the guide and are listed .In Chapter VI.)

(3) Discuss each ‘of the Assumptions from page 3 of the teacher's guide. Ask
‘ teachers if they agree or disagree with the assumptions. What type dﬁg
program would reflect these assumptions?




#

(4) Place FIGURE 1 on an overhead projector. Use the model to illustrate
while discussing"-the design of Part 1.

Place FIGURE 2 6n an overhead projector. Use the model to illustrate
while discussing the design of Part II. :

Place FIGURE 3 on the overhead. Use this model as a starting point

for exploring Part III. Explain that although Perspectives 1is: con-
cerned with revision of the total social studies curriculum, the
Presenter s Guide will be limited to only the revision that relates *
to law-related education. This mini application will follow the 10 me
steps suggested«in FIGURE 3 but it will concentrate on curriculum re-
vision at the classroom and building level rather than at the district
wide level. Most of the ten steps will be treated in the revised
application "B" sections of the Presenter's Guide and will be incorporated
into the workshop sessions. Although the revised application "B" sec-
tions of the inservice program will be introduced at the conclusion of
each general workshop session -and discussed at the beginning of the next
session, the bulk of the work with application "B" will be done in the
building meetings. '

Complete the'discussf%h of FIGURE 3 by calling attention toc the "Re-
source Perspectives'" which make up Part IV of Perspectives. The re-
sources that would be highly recommended for law-related education and
which are not included in Perspectives are: ‘

The Law in a Free Society Series-606 Wilshire Boulevard, Santa Monica,
California 90401. This serles treats 8 key legal concepts, four of which
will be used in this inservice program. The materials consist of
Cwvicibum, Lessons Plans, A Guide for Teacher Education and A Casebook
for each of the concepts treated in the series. The total cost for the
material 1s around $70.00 and constitutes possibly the best investment

of funds tliat could be made in the area of law-related education.

Project Benchmark, 2150 Shattuck Avenue, Room 817, Berkeley, California
94704 provides free, on request, single unit booklets dealing with
Evidence, Fair Procedunes, Juvenile Justice and Welcome to Yourn Counts.
Theke materials are ekcellent and contain a variety of interesting

earning activities. : ;

The Constitutional Rights Foundation describes a number of very good
units and course designs in The BiLL of Rights: A Handbook fonr
Teachers and its counterpart The BiLEL of Rights: A Source Book for
Teachens. These materials are relatively inexpensive and can be
‘purchased from Benziger Brothers, Riverside, New Jersey 08078.

The Youth Education for Citizenship Project of the American Bar
Assoclation provides free following materials: . )

To Reason Why, 16émm film intended for educators, lawyers and community

leaders. Shows need for law-related education and documents success-
ful classroom and inservice training techniques.

l .

c | ]
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Directony of Law-Related Educational Activities. Describes approxi- ~
mately two hundred law-related projects throughout the United States.

Bibiography of Law-Refated Cuwiricubum Materials: Annotated.
Describes hundreds of law-related books and pamphlets suitable for
( | ° students or teachers. >

‘ | ' Reflections on Law-Refated Educagion. Essays on the theory and
‘ practice of law-related education. BN
g . 4 R - Jl
Hekp! What fo do, Where to go? Practical information on.ways of |
beginning and sustaining law-related educational programs, and

descriptions of several successful programs. )

¢ i
FOR INFORMATION & MATERIALS contact: Joel F. Henning, Staff Director
YEFC, 1155 East 60th Street, Chicag®, Illinois. 60637.

The Foundation Press, Inc., Mineola, New York 11501 'has an excel~
lent single volume to develop the teacher's background ,in law by

Johh Kaplan, Criminal Justice: Introductory Cases and Materials,
1973. :

Probably the most helpful resource for the &orkshop itself would be
a lawyer from the local. community. The presence of a lawyer at the
insetfvice meetings would help guarantee that the law content of the
curriculum is sound. A lawyer could also suggest the legal implica-

~ tions and potential of existing currigulﬁm and help modify nationally
_ developed curriculum to conform tq state and local law.,

Activity 3~ ‘ Program Methodology Time: 30 minutes

f : ) Expléig that in thé three short exercised which follow pgrticipants
! will use éybernetic analysis as a way of explaining social processes.
In the first exercise they will experience the "Want-Satisfaction
Chain" which is a cybérnetic model of the circular flow process in-
. economics. In the second exercise they will analyzg the components of
2 - cybernetic models in general. In the third exercise they will apply

. cybernetic analysis to institutions. The purpose of these eserciges

is to demonstrate the experience-analysis~application model used in the
program methodology. . .

{

(2) Hand out Exercise #1 (Appendix B). Have partiéipanfé complete the ex-
- ercige either individually or in small groups.’ 4

4 (3) Use the following suggestions to complete Exercise #2: (large group
; instruction) ’

E s e . ,
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ka) Place the following model on the board

Inputs |—> Trang-\—> Outputs
action

What type of economic data from the Want~S2tisfaction Chain could
be grouped under each component of this more general -model?

What are the attributes of the data classified under the circles,
the aquares, the diamond? .
What is the relatiomship between the circles, the boxes and the
diamond?

~1

(b) Explain‘that cybernetics is taken from the Greek word meaning _
"helmsman." Explain that a system is a grouping of parts into’
a whole for a purpose.

) \\\\ How mighf‘the word cybernetics explain the "feedback loop" be-
tween the 'two circles?

s’
o

(c) How might the model be used to explain a heating system in the
home? A pilot landing an airplane? The ecological balance of
an African game park? ‘

(possible answers)

~
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Heating 4 ,
System Pilot Game Park
. . Standards A setting of A smooth *  Equilibrium in
F; . 700 . %  landing .nature
3 -
’ " Inputs Fuel & air Training & ~ Animals~food~
\ . ' experilence space
\L ’ of pilot
il Transactions Combustion Flying Natural selec-
' tion . B
Output ..
utputs, . Heat Proximity of Survival
' plane to land-
i . . ing strip
LS Measurement A thermostat Pilot judgment Equilibridm in
; ' . and instrument nature
~ reading

In every example the feedback loop would provide for self-corrective
feedback between the goal setting and goal maintenance aspects of
the system.

N

(4) Use the followingasuggesti&hs to complete Exercise #3 (large group instruc-
tion)
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(a) ®Place the following on the board:

| 1 oy T

What labels would you put in the model if you were describing
the learning process?”

What type of data 'would be grouped under standards? Under inputs?
Under transactions? Under outputs? Under measurement? What is "~
the relationship between objectives and evaluation?

(b) Compare the answers developed through Class discussion with the
following answers provided by the author:

Objec= Teacher Behavior } /Eval-
tives }—> | student Change ‘ uation ’
Materials |

¢ \\\ When applied to the instructional process the standards would be

: \ instructional objectives based on the goals of soclety as they
relate to the present and future needs of the students. The inputs
would represent the blend of time, space, materials and personnel
that go into instruction. The transactions would be the interaction
of the teacher, the curriculum and the student in various learning
3 activities. The outputs would be the amount of learning achieved

’ on the part of both the student and the teacher. Evaluation would
measure the correspondence between outputs and objectives and would

signal the need for any adjustments necessary in the learning pro-
cess to meet these objectives..

b (c) ~An application of the cybernetic model to the justice system
would be an appropriate entry point for the lawyer-ingtructor
who is working with the group. It is important to demonstrate
¢ that law is understandable as an educational focus: It is also
important to demonstrate that law is only one of the many sys-
tems that are treated in social studies classes.
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REVISED APPLICATION "B" *
(Session 1)

.

The application section of each of, Perspectives' chapters requires the
limited usd (application "A") and the extended in-school application (ap-
plication "B") of the various methodological and analytical themes of
Perspectives. The revised application "B" sections will constitute the
course assignments of this inservice program and the content focus of the
individual building meetings which would follow each general inservice ses-
sion, (see p- 9 Organization of the Perspectives). The revised application "B"
will require the development of a K~12 law-related education program./ﬁT ig
law education program will evolve out of inservice vork done over the {K\
semester and can take the form of individual learning activities that can -~
be used in existing social studies courses or a series of activities that
can be combined into units or courses of study that would satisfy the need
for law-related education in the social studies curriculum.

- A logical place to begin any curriculum revision is with”an analysis
of the existing curriculum. Before this analysis cah be made, however, it
will be neeessary to present the existing currieulum in a highly visual and~”
systematic manner. This presentation and analysis will be the focus of the
building meeting where building teams representing grade levels or subjects
taught will develop thumbnail sketches of their social studies ¢oyrses.
Each team should be provided a felt tip pen and a five or, six foot length

J of butcher paper. Each team will fill in their sheets of paper with a

description of their semester or year long courses. To provide uniformity
across buildings the sheets might look like the one provided on p. 198 of
Perspectives. These course descriptions are to be brought to Session 2
where they will be analyzed. . B

Assign Chapter #1 of Perspectives. Ask that teachers work through the
exercises in the .chapter. The content of the workshop will révie% the
understandings of each chapter but the assumption is made that participants
will enter each session with a common background understanding gained from
reading the appropriate chapters of Perspectives.

[
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SESSION 2 ‘ Title~-OBJECTIVES 4

+ Querview

It is not by accident that objectives was chosen as the first theme
treated in Part I of Pe/uspectives. Session 1 treated objectives as the
first component in a larger model of instruction. Session 1 also treated.
five key concepts from law, the application of which will constitute a
K-12 law-education curriculum. The purpose of Segsion 2 ig to blend the
content of law with the pedogogic moves of writing Yobjectives, which if
properly done, can provide the focus necessary to develop a viable law--
related curriculum in the participant's school. If properly done, the
objectives that emerge at the end of Seasion 2 will help participants later
when they gelect content, Sequente ingtruction and evaluate learning out-
comes.

-

Objectives

1. Participants will be provided éxamples of objectives common to
most law-related education programs and will be required to
categorize the objectives according to the following classifi-
cations: Student Role Orientation, Levels of Thought, Domains
of Response and Structure. - .

2, Given a list of general objectives from law-education: Parti-
cipants will be able to rewrite these objectives so that the
objectives truly reflect the behavior desired of students in
their social studies classes. -

3. Participants will be able to write objectives which match ap-
ptopriate legal content and learning processes to the maturational
level of their students.

(1) Handout "Appendix C" and explain that the objectives are a modification
of a set of objectives determined by the Program Committee of the
Colorado Legal “Education Program to be common objectives of most of the
law-related curricula used in schools across the country. )

(2) To debrief the activity to determine if most of the objectives on the
worksheet were classifed as follows:

Classification Reasons for the Classification
1. Student Role Orientation 1. The Public Man classification
&% (The Public Man) applies because:

a. The objectives address
gsoclal issues rather than

one particular social studies
discipline.

Activity 1 Objectives Exercise ' ’ Time: 30 minutes

~




2.  Domaies of Respphme

X

,¢~*"ﬂ,' ~ (Non-Specific-General) a.
N % . ! - :

£

b.

The implied coptext for.
treating the Ohjectives is
social, rather than academic
or pergonal.

2. The Cognitive Domain classifica-
(The Cognitive Domain) ~tion applies becauge: '
! a. The starting point *for each
- 18 a golid knowledge of. the
content of law asc it applies
to society and the individual's
role as part of society.
. b. There are affective elements
. ' of most of the objectivés but
the agsumption is made that
- knowledge proceeds the atti-
‘ tudes and valuesg it fosters.
3. Levels of Thought ' 3F:\Middle and ‘higher level
(Interpretation and . thought is suggested because:
Application) . a. Each agoumes a bagig of

factual understanding but

the objectives require stu-
dents to draw inference about
that knowledge. (Int.)

‘In several of the objectives

atudents_are,reqpired to ap-
ply the knowledge in their
own lives.

P=S

4. Specificity and Structure 4. Nonspecific and general because:

None of the objectives de- -
fine student performance in
behavioral ‘terms. ~
They would not be helpful in
informing students of what

is expected of them or in

writing evaluation instruments.

Activity 2 Conceptualizing a Structure of Law \ Time: 40 minutes

attitude about

Refer participants to "Appendix C" .which will be the broad general ob-
jectives used in the development of the participants' own law-education

- |curriculum. Write the following questions on the board: '
. 1. What is ) . ? How is it defined?

2. What factors or influences affect a person's or a soclety's

?

rd

3, What are some of the costs and benefits associated with " ?

A8

4, tht, if any, are the limits placed.on

£

v

Divide the participants into five small groups and assign each group the
| task of plugging one of the five concepts (authority, due process, freedom,
equality, justice) into the blank spacgf contained in the above questions.




Ask the group to answer the questions and assign a group member the task
of recording and reporting. The group regponses might be written on news-
print so that everyone can read the responses and refer to them later.

After each report tape the newsprint to the wall and. agk participants
to describe the relationships that exist between the concepts.

Follow the discussion on conceptual relationships by an attempt to
reach concensug on what concept should be taught first, second, third,
etc. While the discussion is going on, jot down on the board the rationale
given for the structure that is selected. It is important that the lawyer-
ingtructor correct any misuse of the legal concepts that surface in the
discussion. If teachers misus€ legal perspectives in Pheir own discussions
they will misuse them with students in the clagsroom. : o

[ 4

Activity 3 Curriculum Analysis Time: 20 minutes

Based on the treatment of law from the previous activity, it is pos-
gible to suggest the type of revisions that might be made in each grade
level of the social studies curriculum. Reference should be made to the
"Needs Assessment Summaries" developed in application "B" of Session 1.
Keeping the discussion about the structure of law in mind, raise the follow-
ing questioris about the existing social studies curriculum: .

1. What is the nature of the existing social studies curriculum?
a. What type of individual does it develop - scholarly, public,
personal? .

b. What type of attitudes and values does it promote?
o . .
"c. UWhat level of thinking does it promote and is it concerned
with cognitive skill development? ‘

]

2. What is the nature of the content of the curriculum?

a. Does it represent a cross section of social gcience disci-
plines?

° Q

b. What are the gaps, overlaps and duplications of the programs
within the curriculum?

c. How can the gaps, overlaps and duplications be justified?
3. How can perspectives from law be better treated in'the curriculum?

As a concluding statement you might read or preferably duplicate as a
handout "Toward a Substantive and Syntactical Structure of Law" from page
22 of the guide. The structure suggested by the author is relative to the
purposes of this inservice program. This structure will -be followed in the
application sections of the workshop.-

-
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} Jectives that provide more specific hehavioral guidelines for the curriculum

- 1. What is . ? (questions of deflnition) .
eeiiee oo o- . 2. What factors or influences affect a person S or society S .
attltude about ? 9_ T - T T T I T s e s T e e
3. What are some ok the costs and benefits associated with ‘
9 ~
. 4. What, if dny, are the limits placed on ? :

‘the next general session (Session’ 3) might be to take only the first objec-.

focus based on the above assignment. This assignment is taken from the first

REVISED. APPLICATION "B" ‘
(Session’2) »

R
\

. -
< [y

The assignment to be completédd over the entire semester 1s to break
down the general objectives listed in Appendix "C'" into informational ob-

developed in the workshep. A more specific and manageable assignment before

tive - "an increased understanding and application in their own social set-
ting of such legal concepts as authority, due process, freedom, equality
and justice'--and use its breakdown as a prototype to be followed later f
with the remaining five objectives. To make the ass1gnment even more speci-
fic and to give the objectives scope and sequence the~&ollowing organization
is suggested:
The K-2 teachers concentrate on the concepts authority and justice
The 3-4 teachgrs concentrate on authority, due process, and justice
. " ‘The 5-6 teachers concentrate on authority,.due process, freedom and
Just1ce K
The 7+9 teachers concentrate on authority, due process, freedom -and
equality -and justice .
. *~ The 10-12 teachers concentrate on the systematic treatment of the
- entire structure making sure that the objectives-deal with the
interrelated nature of the concepts being treated. The context -
of the objectives might be within existing social science subject
areas, as part of a social problems course, or as modules treating
coqpumer law.
————c——
To aid the teachers in the a331gnment and to provide a focus for the building
meetings, hand out "Appendix D." Each participant will have a conceptual

objective suggested in Appendix “¢' and elaborated on in activity 2. Follow-
ing the format of Appendix "D" insert the appropriate general objective and
concepts. Pose the following toplcal questions and base youi~eliciting
question, ‘activities and specific behavioral outputs on the’ answers to:

N ‘

~

To compiete the assignment each building team should develpp a tentative
1list of informational objectives that elaborate obJective #1 found in Appen-
dix "C." The participants should follow a, similar procedure for treating
‘objectives #2-6 of the same handout. Because the tentativé objectives are
developed from tentative learning actiﬁities these activities should also
be listed and matched to the deficiencies found invthe analysis of the
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v

teachér's existing curriculum. Some attempt should be made .to impose a

scope and sequence on law-related curriculum that emerges. Session 2 has
concentrated on the cognitive domain of response. Those activities that are
developed in Session 2 will be expanded in Session 3 to include higher levels
of cognitive response. In Session 4 the affective domain will be treated. -
Session 5 will treat cognitive skill development. By Session 5, a series

of teachable activities dealing with the total student will be ready for
classroom application and evaluation.

-

Notee_to the Iqstructor:' (Pre-class Discussion Session 3)

The followiug objectives are a prototype of the range of objectives
that can be developed to explore the concept authority. National projects
in law-related education.age a valuable input into the law program being
developed in .the workshop. o ‘

1. Students should be able to analyze situations in order to distin-
guish between the exercise or influence of authority and the ex-
ercise or influence of power without authority.

2. Students should -be able to analyze situations in which authority
exists and to identify its intermediate and ultimate sources.

3. Students should be able to analyze situations in which the use
‘of authority, the use of power without authority, or the ab-
sence of both occur in the management of conflicts) the alloca- //
tion of resources and in the distribution of* responsibilities
and privileges. In so doing, they should be able to: (a) de-
termine or predict the actual or probable consequences of each
of .the conditions indicated above, (b) explain the need for
“authority and its functions when approffriate; including an identi-
fication of the values and interests it is intended to protect or
promote.

4. Students should be able to analyze situations to determine some
common costs and benefits of authority
/
Assign participants Chapter 2 of Peruspectives to be completed before .
Session 3. ‘

.

-«

. . o

*These obJectives.are taken from the Law in a Free Society Series,
On Authonidy: A Cuﬂh&culum <:)l973 by Law in a Free Society Project, Santa
Monica, California. ‘ 3
~




- 59 -

. o uotl
~e27T7ddy ul psnuiiuc) e

dnoa8 a81e

{ Ce

313souserq

9F3I0BPIq

sojnuIw (¢

sajnuIw QT

yanyyoadyuoy
_ ¢ 193dey
P ‘ sjusu
wlawﬂmmm 8uro8-up

jaom dnois

uotjeueTdxy

pe

u,, UOTIEdTTddy

=

{

yoIeas aumuumw

9] ——————————— g, XTpuaddy e dnoa8 =8aeq huﬂswaH aATIONpPa(Q s9jinuTw CT’ + € L3TLTIOV ’ mﬂmhﬂm¢¢
el &
1 P SuoIl I
. N . -eZITEIDUDY
: . ' pue sideoouo) i
N ajeTnmIog "
5] —~————————————f UOTSS3S 03 SuoIl)
- uf poureljuoc) e dnoi8 28ae7 L1Fnbur aAfjonpur sTInulu Q7 -sand Bursn
h : Z £3TATIOV
juajuo) 3IToTd
-Xj§ 03 SuoIll
51 € UOFSS9§ . - -sond) Buysf)
v uf pourejuvo) @ dnoa8. adae] OF3souldeI(q sajnuil QT T £3TaT3I0V gousTIadxy| -
l - ) "
22anog - JusudFnby uoyIeZTuR3d 1) A393€13S BUFYOEIT SITWIT - S9TITATIOV UuoT3IBZFURSI).
¥ oo pue STRTI9IER WOOISSBT) swrL —>
[ ) &
€ NOISSHES . " 5 ®

Y

Aruitoxt provided by Eic:

‘}E




SESSION 3 ' . Tit1le--QUESTIONING -

*
~

Overview . 0

-

One of®the inputs into the instructional process is the teacher's &
language behavior. Much of the teacher talk in the classroom involves the

-use of questioning and much of the student talk (as evidence of student

thought) comes in response to the questions teachers ask. There 1s a
clpse correspondence between the type of objectives a teacher ‘establishes
before instrw€tion and the type of questioning behavior necessary to -ac-

.complish the objectives. Both objéctives and questioning provide. instruc~

tional focus whic¢h is instrumental irn content use, instructional sequence
and evaluation. The purpose of Sess?on 3 1s to relate questioning behavior
to the instructional process so as to demonstrate a use of questioning be-
havior which can enliven and exploit subJect matter content to sustain and
extend student thought.

Objectives o ;-
1. Participants will be able to use analytical questions at -
appropriate stages of tife instructional process to aid in the
planning of lessons, units and courses of study.

2. Participants will be able to emgxby the "activity development

. model" to explore the learnings potential of selected learning

activities and to improve the cognitive, skill and affective
objectives growing out of the activities.

3. Participants will be able to use written and oral classroom
questions following such models as Sanders, Parsons, Taba and
Suchman which require higher level thought and to sequence these
questions to develop a more complex and integrated cognitive
structure on the part of the sEudents.

4. Participants will be able to demonstrate a repertoire of teach-
‘ ing strategies. They will be able to gear these strategies to
different lea¥ning situations in pursuit of self chosen objec-
tives, and in accordance with the varied needs of students in

the area -of law-focused education.
’

o

——

Activity 1. Using Questions' to Exploit Content * Time: = 10 minutes

Notes to the Instructor _ » .

]
"

- You will model the folkﬁ@iné short lesson to demonstrate how teacher
questions can be used to exploit subject matter content. The idea for’the
lesson was taken from an address by Isidore Starr (NCSS, Chicago-1974) in
which he demonstrated "Ways of Introducing Law in the Curriculum."

4 . o
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Read or paraphrase the following situation:, ~
No Vehicles in the Park -g\

The townspeople fof Beautifica established a nice park -
in the center of town. They wanted a place to get away from
the hustle and bustle of city life, a place which provided
a refuge from noise, and a place where they could go for
peéace and quiet. To insure this tranquility, the townspeople
got the city fathers to pass the following statute, "No
Vehicles in.the Park!" o

Pose the following questions—-have participants answer by a show of hands.

1. John Smith lives on one side of town but works on the
other. If he could cut through the park he would save
twenty minutes a day going to and coming from woxk.
Should the statute allow John tq drive through EB@ park

2. Should sanitation trucks be allowed into the park to
collect thX;peoples' garbage?

3. The police /dre chasing a bank robber and.a trip through
the park would allow them to capture the crook--shoul
the police be allowed to drive through the park?

4. By cutting through the park an ambulance would save ten
minutes getting an injured party to the hospital. Should
the ambulance be allowed to drive through the park?

5. Should children be allowed to ride their bikes in the .
park?

6. ®hould Mrs. Thomas be allowed to use her baby buggy in

.the park?

What might the objective’be for this activity? (Demonstrate the complexity
of writing a law.) How did the questions help to achievé the objective?
(Test the statute in a varie;y of situations.)

A}

Activity 2 Using Questions to Formulate Concepts Time: 20 minutes
and Generalizations :

Notes to the Instructor

This is a simple concept development activity deéigned to generate such
concepts as separation of powers, federalism, ideology, regionalism and
several more. Although some of the concepts will be law-related the purpose
of the activity is to demonstrate how questions can be used to generate higher
level thought. -
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[

Write the following list of'namee on the bogrd:

. Senator Henry Jackson President<Ger3id Ford
Justice W. 0. Douglas Governor Robert Ray
Representative_Shirley Chisholm Mayor Richard Daley )
/ Councilman James Black . . Reptesentative Julian Bond
Pose the following questions:
What .do, you see on the board?. Tl
. What can you note about them? ) ~
Which ngmes would you group together? )
I What would you call the grouping? '
. “\\ ° ®
° E&e the same grouping technique to list a number of concepts (i.e., separa-
tion of power). Take any one .of the concepts you have isolated and write
7 « it in large letters on a clean portion of the board. Pose the question:

What comes to mind when you see this word?
A .
Write all the answers given until_yOu have 10 to 15 responses. Pose the '
2 question ,

Can we arrive at a consensus on the attributes that define the

concept?

Work with the data on fhe board to eliminate duplications and come up with
5 of 6 attributes of the concept that will stand the test of time. Opposite
‘the concept you have just developed write the name of another concept that
emerged from the classificat%on exercise on pblitical leaders. Pose the
question: oy

Whatarelationships do you see between these two concepts?
What general statement can you make about that relationship?
For éxample, the concepts ''Separation of Powe:" and "Tederalism'
might suggest a generalization like "In a democratic society
'checks and balances are a necessary limitation om governmental
: "authority," or "Our Founding Fathers respected authority but
. ‘ they feared its abuse." Of the generalizations made by the
‘ g | - . participants--which 1s more inclusive? Which 1s more truthful? C‘
Which 1s the most powerful?

Activity 3 Pattern Search Time: 15 minutes

~

Part of your responsibility as an instructor will be to debrief the
various teaching strategies with the inservice teachers. This will eliminate
the confusion which often occurs when the clues provided by a teacher's
strategie® are at variance with the intended outcomes of the lesson. It may
be netessary to subscribe fairly close to fhe various strategy models in this

/ .

‘ E l{[lc‘ _ 6O
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R '
guide until they becomejpart of your ongoing teaching behavior. Once this

is accomplished, the models can be abandoned freeing you to improvise in
any way you wish.

The search pattern des&ribed in FIGURE 7 may help you debrief the
teaching strategies used in the workshop sessions. It should be used after
completing any learning activity with a fairly well defined teaching strategy.
At first you may have to supply.the name of the teaching strategy and sequence,
and have partigipants fill in the processes. Later they should be able to ', °
infer the strategy from the list of procegses usged.

FIGURE 7

Pattern Search
(Strategy-Sequence-Process)

Teaching Teaching '|___Processes Used
Strategy Sequences _ ) Teacher Students
i.e. Induc- - " i.e. Provid- presenting grouping )
tive Inquiry ing Encounters writing - - labeling
’ clarifying enumerating
i.e. Develop- - questioning discovering
ing Organizers writing seeing relation-
ships
i.e. Generalizing questioning inferring
: probing describe cause
and effect

The pattern search activity described above should help make the teaching
strategies of Perspectives as‘'much a part of the participants' teaching be-

havior as it would your own. The above pattern should describe your teaching

.
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of Activity 2. Duplicate and distribute Appendix "E". The activity de-
velopment model will suggest the wide range of learning, thinking and
acting that can be built into learning activities. The instructional
|stategies will define the type of strategies used {n this inservice
program and will provide models for the type of strategies participants
can use in their own law-related learning activities.
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'REVISED APPLICATION “B"
(Session 3) _ .

r

So far the application "B" sections of the workshop have dealt with
substantive structure of law and its general application in the classroom.
In Session 1, participants were asked to develop a simple flow chart that
presented their existing curriculum in a format suitable for analysis.

In Session 2 they were asked to break down a set of general objectives
cofmon to most law-related education programs and to specify them in be-
havioral terms. This specification of objectives will continue into
Session-3 but it will be expanded to involve the elaboration of a series

of specific learning activities which will dccomplish the behavioral objec-
tives already developed and provide ideas for the generation of new objec-
tives and activities. The Behavior-Specification Model (Appendix D) pro-
vided a graphic illustration of the role activity analysis can play in behavior
specification. The exercise which follows ig designed to help participants
explore a range of law-related activities that are suitable for their own
specific grade levels. It will provide, as well, the structure around which
an entire law-related program is built. It is imperative that a lawyer or

a person well versed in the law be available for consultation during the
exercise. The framework for the .exercige 1s the conceptual structure out-
lined in FIGURE 5 on page 24 of the guilde. ‘

. As a point of departire have each team (K-2, 3-4, 5-6, 7-9, 10-12)
report on the law-related objectives and activijties it has already developed.
The report of the K-2 teachers will treat the substantive concept authority.
After the report and .its subsequent discussion have the gpLaap explore the
relationship between the substantive concept authority a he syntactical
concépt transaction. Pose the following questions making sure the discussion
is recorded for later reference: '
*  What transagtions in the experience (family, school, neighborhood)
of K-2 students illustrate the concept authority?
What learning activities can be developed to explore the concept?
What questions of justice most concern students of this age?

The report of the third and fourth érade team will treat the substantive

concepts of authority and due process. After the report and its subsequent“
discussion have the group explore authority and due process as they relate s
to the syn&actical concept participation. Pose the following question:

As students mature and are able to participate more fully in Y
soclety what 1s the scope and limitations of that partici-
pation|at the third and fourth grade level?

How can thig student participation in the home, family, .school
and community build on the concept authority as it is treated
earlier in the curriculum? ’ .

What learning activities involving student participation will
explore the relationship between authority and due .process?

What important generalizations should youngsters of this age be
making about authority and due process?

What questions of justice most concern students of this age?

63
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The report of the fifth and sixth grade team will treat the substantive *
concepts of authority, due process, and freedom. After the report and
subsequent digcussion, have the group explore the three concepts as they

relate to the syntactical concept responsibility. Pose the following
questions:

As students become increasingly more social in their behavior
what 15 the scope and limitations of their freedom and
responsibility at the fifth and sixth grade level?

How can these concepts be explored through existing social
studies curriculum?

What new learning activities are needed to reaffirm existing
legal perspectives and develop new ones which explore
freedom and responsibility?

What questions of justice most concern students of this age?

The report of the junior and senior high teams will treat objectives and
learning activities as they reflect many of the substantive and syntactical
concepts of the program. The treatment of equality and diversity should
encourage the participants in the exploration of a wide range of law
perspectives. appropriate to the diversity in‘the students own lives. Pose
the following questions of the junior high teachers: %

How can the existing socilal studies curriculum demonstrate
the evolution of law and its impact on our socialy economic
and political institutions?

How can the Bill of Rights become a dynamic part of citizen-
ship education?’

How can the treatment of our criminal justice system help

gtudents cope with problems growing out of their changing
environment? . . N

Pose the following questions of the junior and senior high teachers:

What substantive law should the students have prior to gradda-

. tion? .

What legal perspectives will help students become functional
citizens of a democratic society?

What legal perspectives will help students lead fuller and more
rewarding personal lives?

The dialogue generated by the above questions should suggest a number
of learning activities appropriate for each of the K-12 grade le$els repre-
sented in the discussion. It 1is very fmportant that the learning activities
represent the use of correct legal content. It will be the job of the inservice
lawyer to make sure that the suggested treatment distorts neither the letter nor
the spirit of the law. An additional check on the validity of the legal con-
tent would be a review of a number of law-related curriculum projects. In
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fact, these national projects should be the major cource of the law curriculum
used in the program. Participants should gpend their time in the follow-up
building meetings analyzing, modifying and adapting existing curriculum for
their own uges. Several guggestions for inexpensive materials were made

in Session 1. Acgign Chapter 3 of Peuspectives for the next district-wide

meetings.
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Querview

Whenever there is talk of establishing a reality based curriculum,
the question of values mubt inevitably be raised. The question should
be faced for most topics worth treating the social studies will have
emotional as well as logical implications. 1In Session 3 on questioning
you treated the rqle questions can play in the cognitive development of
students.” In Session 4, on'valuing, the focus will be on the afféctive
domain. The purpose of the gession 15 to demonstrate the interrelated
nature of the cognitive and affective domains of learning arid how clago-
room conflict can be the vehicle for raising the levels of 'moral reason-
ing in students. '

{ SESSION 4 ~ Title-~-VALUES

| . 1
| Objectives *
A ‘ 1. Participants should recognize the need for attective develop-

intellectual, public and personal values which correspond to

the student role orientations they are developing in the class~

room.

|
|
|
| N ment on the part of gtudents and be able to list worthwhile
|
|
| H n ]

-

2. Participants will be provided a 1list of teaching strategles and S
values based learning activities. They will demonstrate their
ability to match the value topics with the appropriate teaching
strategy sulted to explore the topics.

‘ 3. Participants will pe able to write general affective objectives

: ‘ - based on the Kohlberg model and exploit existing‘learning

activities or create new learning activities which raise level

of moral reasoning in their clasdes as a whole.

E: .\... - e
|

S—

Activity 1 Classification of Values . Time: 15 minutes

AY
Write the following list of values on the board: vﬂ(model an. inductive
teaching strategy)

search for understanding social invoivement search for justice
sharing feelings respect for logic purpose in life
rational consent multl causality career satisifaction
Bearch for meaning effective citizenghip demand for verificacion
human dignity satisfaction with self 1ife adjustment

4 —

Pose the following questions:

Developing concepts /
What do you find.in the list f terms?
Do any of these items seem to belong together?
Which ones would you group together?
What would you call the groupings you have formed?




Inferring and generalizing

I €or the author of Perspectives) have developed the following
grouping: (rather than re-writing the list’you might de-
sdgnate by three different symbolc the grouping suggested

2.

below) .
gearch for understanding search for justice purpose in life
respect for' logic rational congent ~ 1life adjustment
. multi causality social involvement satisfaction with self
search for meaning effective citizenship “career satisfaction
demand for verification human dignity sharing feelings

Pose the following questions:

What label would best describe these groupings? "(Bcholarly-publ}c~

-personal values) . ..
Why would these labels develgpqd to describe cognitive objectives ' .
also be appropriate to cribe affective objectives? (There

'is a~close interrelati ip.)
What kind of learning activities and teaching atyategies would
be appropriate to accomplishing the values listed as scholarly
values, public values and personal values? (Discrepant data-
Scholarly) (Public 1saues-Publ}c) (Open-ended-Personal) -
Which cluster of values i1s mogt appropriately treated in law-
relatad education? (Recognize' that there will be a great deal
- of overlap but law-education does develop the public man
orilentation.) :

.
o . S

@

Activity 2 ' Moral Education Time: 45 minutes

«

Ny

Notes to the Instructor - ‘ » ,

The treatment of moral education from-a cognitive.developmental ap-— M
proach has a great deal of appeal. Although a background ‘for this approach !
to values education 1is not provided in Perspectives, an attempt to provide
it will be made in this gulde. The effort will be made because the Kohlberg
approach to values combines content and processes, a combination which is
lacking in most "values for values sake" approaches to the subject. This 1s
particularly important when the content focus 1s on law-related educatiomn -
 jwhich provides many opportuiiities for meaningful moral development on the
part of youngsters.

“ It is difficult to launch into a substantive theory of learning in two
short activities. For your own background and the background of the parti-
cipants, the following sources are highly recommended:

.

r'd

’

Lawrence Kohlberg. 'The Child as a Moral Philosopher."

Psychology Today, v. 7 (1968), pp. 25-30.
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Lawrence Kohlberg and Elliot Turiel. "Moral Development
and Moral Education.”" 1In G. Lesser (ed.), Psychology -
and Educational Practice. (Chicago: Scott, Foresman
1971), pp. 410-465. .

) v

The January 1975 edition of Social.Education, V. .39y No.
1 has an entire issue devoted to moral education.
o,
. Possibly the best inservice ﬁormat for Bearning the system
1s contained in How Moral Am I, a kit prepared by
Gerard A. Pottebaum, A Tree House Production, pub-
lished by William H. Sadlier, Inc., New Yark, 1972-73.
N - oL ’
The problem with the Kohlberg system stems from its 1acE of verifica-
.tion outside of Kohlberg community at Harvard. He based his original study
on 75 young boys and followed their moral development over a 14 year period.
His research methodology has been soundly criticized, just as Plaget was
critici;ed in the work he did. There 1s little doubt that the reliability

of Kgblberg s work,' as that of Pilaget before him, is le in doubt. It

is the author's personal, opinion that the system does have merit. An even
better reason for including -coghitive moral development is its superiority
over most of the alternatives avallable to us.

"Activity 2 will attempt to "do two things. The discussion of the values
relativity dilemma and the "bag of virtues": dilemma will demonstrate the
bankruptcy of the traditional approaches to values education. The moral
dilemmas on stealing and mercy killing will introduce participants to the
classification system asgoclated with Kohflberg's six stages of moral de~
velopment. The simulation im Activity 3 &ill provide some limited appli-
cation of the Kohlberg system to. 1aw-re1 ted education.

Read the'following dilemma and pose the questions which follow it: N
~ ’ The Bag 6? Virtues Dilemma

You're a good man Charlie Brown, you have humility, mobility
) R and a sense of honor that are very rare indeed. You are kind
to all the animals and every little bird, with a heart of
gold you believe what you're told, every single solitary
word. You brﬁ‘ely face adversity, you're cheerful through
the day, you re thoughtful, brave, and courteous. You're a

2@‘ ‘ good.man Charlie Brown --you're a prince and a prince could

be king, with a heart such as yours_you could open any door -
if only you weren't ‘S wishy-washy.

L 4 o . ' . \
&
1Kurtines William, and.E. B. Grief "The Development of Moral Thought'
 Review and Evaluation of Kohlberg's Approach "' Psychological Bulletin, Vol.

t

- 81, No. 8, August 1974 (pp. 453-470)

2Kohlberg, Lawrence), and Turiel, Elliot, "Moéral Developmenﬂ and Moral
Education," in G. Lesser (ed. ). Psychology and Educational Practice (Chicago:
“Scott, Foresman, ]971), p. 424, Material reprinted with permission from. °
Jeremy Music, Inc.
; xGS . ~' N

of the research leaves much ito be desired.l On the oth@ hand,. the validity
8
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| teachers bestow on students. Kohlberg changes this orientation by con-

.not as important as the process they use to reason through a value issue.

| stage above the students. Students are challenged by moral reasoning at

_ In what way might this-be a dilemma for teachers?
What approach to values education is suggested by the reading?
What are the limitations of this approach?
If you can teAdch from a bag of virtues, what should these -
virtues be?

Read the following dilemma and pose the questions which follow it:

Values Relativity Dilemmal !

My class deals with morality-and right and wrong quite a
wbit. I don't expect all-of them to agree with me, each has

to satisfy himself according to his own convictions, as long
as he 1s sincere and thinks he 1is pursuing what 1s right. I
often discuss cheating this way but I always get defeated, be-
cause they still argue cheating is all right. After you ac-
cept the idea that a kid has the right to build a position

. with logical arguments, you have to accept what they come
.out with, even though you feel it's wrong and even though
you drive at it ten times a year and they still come oOut
with the same conclusion. :

. &

What is this teacher's dilemma?
What approach 1s being-taken to values.by this teacher?

What are the limitatignms of this approach?
I1f values are relative to the individual (or to the group
as in Nazi Germany) could genocide be an acceptable

. value position?

Generally, values are treated in terms of products that well-meaning

tentrating on the way people think about values. Students are "moral
philosophers" in their own right. The values the students arrive at are

Kohlberg has empirical research suggesting that students progress step by
step through at least five (possibly six) qualitatively distinct stages of
moral reasoning. -These stages are sequential and invariant. Teachers can
raise these levels im students by modeling moral reasoning at least one

one level above their own and with opportunity will naturally move to

progressively more abstract, differentiated and finally more_integrated
 stages of moral reasoning
? &

The two moral®dilemmas and the scrambled responses which follow them
will provide participants an opportunity to classify the responses in
terms of the levels of reasoning they seem to represent. Read both dilemmas
to the entire group and:then split the group into several smaller groups

-

v

.lKohlberg, Ibid., p. 412.

v
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(4 or 5 in each) assigning half the groups the stealing dilemma and the

other half the mercy killing dilemma. Ask each small group to rank order,
from the lowest to the highest, the level of moral reasoning suggested in -/
the response handouts. )

. On Stealing the Drug On Mercy Killing b
In Eurodpe a woman was near death . » The drug didn't work, and there
from cancer. One drug might save was no other treatment known to
her, a form of radium that a drug- A medicine which could save Heinz's
glst in the same town had recently wife, so the doctor knew that she
discovered. The druggist was had only about si{x months to live.
charging. $2000.00, ten times what -She was in terribde pain, but she
the drug cost him to make. The was so weak that a good dose of :
sick woman's husband, Heinz, pain-killer like ether or morphine
went to everyone he knew to bor- would make her die sooner. She
row the money, but he could only was delirious and almost crazy
get together half of what it with pain, and in her calm periods,
cost. He told the druggist that she would ask the doctor to glve
his wiquyas dying and asked him her enough ether to kill her.

< to sell it cheaper or let him She said she couldn't stand the
pay later but the druggist said pain and that she Was going to
no. The husband got desperate and die in a few months anyway.
broke into the man's drug store to . . .
steal the drug for his wife. . ~ Should the doctor do what she

. asks and give her the drug that
Should Heinz have stolen the drug? will make her die? Why?
Why? ' R
Rank order the responses on Rank order the responses on
stealing ‘ mercy killing

"I have a right to the services "A human life takes precedence
of my wife, and naturally I regard over any other moral or legal
this as more important than whatever value, whoever it 1s. A human
rights the druggist may claim. No life has inherent value whether
one 1s going to look out for my or not is is valued by a particular
interests or my wife's unless I do." individual. The worth of the in-

' ' ) diyidual human is central, where
"My wife and I promised to love the principles.of "justice and love
and help each other, whatever the are normative for all human rela-
circumstances. We chose to make the tionships."
commitment, gnd’in our daily life _
together it is constantly renewed. "He should not. If he did it would
I'm therefore committed to saving be murder because she has six
her." months to live, but the lady wanted

to kill herself so that would be
"God would punish me 1f I let her suicide."
die. 1'd go to Hell."
= 1

b
ﬂ‘ f
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‘it publicly so that

""The principles at stake here

include the love of my wife and.
me for each other, the value of

a human life, and the threat

to. this l1life caused by exploitive’
commercial relationships. No
contract, law, obligation, private
gain or fear of punishment should
impede me from saving her, or im-
pede any man from saving those

he loves. I will steal the drug,
especially fqr her, but also for
all those who might suffer in
similar situations. I will do
this society
may “cease to sacrifice human re-
lationships to the profit motive."

"I regard myself as a tender and
loving husband; as such I'm going
to do what any half decent husband
would do--save his family and

carry out his protective function."

"When we entered into the state

'of holy matrimony, my wife and I

submitted ourselves to a higher
law, the institution of marriage.
The fabric of our society is held
together by this institution. I

know my lawful duty when I see it."

When debriefing the activity have one group match their answers with the other
group to compare each of the stages. Usually the groups will come very close

to the way Kohlberg actually classified these same responses.

cation 1s suggested below.

On Stealing

SfLOAEENN

3

The above responses are

in another. The handout

rototype examples of pure stages at each level.
most cases people are belween stages operating at times in one stage and then
hich follows will define the six stages u51ng

Kohlberg's system of classification.

7R

"would have to start all over again and

“It's her own choice. I think there
are certain rights and privileges
that go along gith being a human
being. I am a human being and have
certain desires for life, and I think
everybody else does too. You have a
world of which you are the’center,
and everybody else-does-too, and in
that sense we are all equal."

"Not domit. Because it would be
murder and then he would be in jail
for 1ife and if he .did get out he

would have to find a new job." -

"Tell her that she will have to live
with the pain until she dies. Be-
cause then he won't be blamed 1if she
takes an overdose." '

"Do not give it to her! Her husband
loves her. She should spend as much
time with him as 1s permitted. Who
knows, maybe a cuXe will pop up or

a miracle will happen."

His classifi-

. On Mercy'Killing

W W»SOo

In
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HANDOUT LA
CLASSIFICATION OF MORAL JUDGMENT INTO- _ [ .
° LEVELS AND STAGES OF DEVELOPMENT :
Levels J/ Basis of Moral Judgment Stages of Development \
PreCOnvenfional Level
I Moral value resides in external, Stage 1: Obedience and

II

I1I

-

quasi-physical happenings, in bad
actg, or in quasi-physical needs

"rather than in persons and stan-

dards.

P

Convenpional fevel

Moral value resides in perform-
ing good or right roles, in
maintaining the conventional
order and the expectancies of
others.

Post~Conventional Level

Moral value resides in con-
formity by the self to shared
or shareable standards, rights,
or duties.

© Stage 4: Authority and

" ing point in rules or expecta-

punishment orientation. Egd- \'
centric deference to superior
power or prestige, or a
trouble-avolding set. Objec-
tive responsibility. : -

Stage 2: Naively egoistic
orientation. Right aetion

is that instrumentally satis-
fying the self's needs and
occasionally others'. Aware-
ness of relativism of value

to eadggactor's needs and
perspective. Naive egalitarian-
ism and orientation to exchange
and reciprocity.

Stage 3: Good-boy orientation.
Orientation to approval and

to pleasing and helping others.
Conformity or natural role
behavior, and judgment by in-
tentions. :

social-order maintaining
orientation. Orientation to
"doing duty" and to showing
respect for authority and
maintaining the given social
order for it¢ own sake. Re- .
gard for earned expectations

of others.

Stage 5: Contractual legajﬁﬁtic
orientation. Recognition of
an arbitrary element or start-

tions for the sake of agree-
ment. Duty defined in terms
of contract, general avoidance
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Levels Basis of Moral Judgment Stages of Development

of viglation of the will dr
rights of others, and majority
will and welfare.

Stage 6: Consclence or prin-
o ciple orientation. Orienta-
tion not only to actuality
ordained socilal rules but to
principles of choice involving
. appeal to logical universality
and consistency. Orientation
to conscience as a directing
. agent and to mutual respect
and trust.

_ -~ s

Activffy 3 ~ Simulation Game, . (.Time: 40 minutes
I hear you but I don'g uﬁgerstand!

"I hear you but I don't understand"” is a simulation built on the environ-
mehtal model inherent in Kohlberg's sixl@iages of moral reasoning. The
scenario for the game is the typical cla%S8room setting where teachers and
students confront a variety of moral issues that, arise through everyday class-
" room interaction. Depending on the number of partic&pants the roles must

include a teacher as the mediator of the conflict and two students acting
out situations which model the various levels of moral reasoning. In groups
of ten or less the instructor can be the outside observer. In groups larger
" than ten, one-two or three observers can be assigned to each of the four

groups engaged in the role playing encounters.

: To begin the game have the participants count off in series so that
there is one teacher and two students in each group. The game is designed
for four groups at a maximum but it could operate with as few as one 3 member

" group. If there are more than 12 participants as many as 2 or 3 participants
could act as observers and be assigned to the four groups.

Riles: Participants skould have about 10 minutes to study their roles.

When everyone is ready each conflict situation will last about 5
minutes and then time will be called.

Ay r .

The simulation should go on for two 5 minute 'rounds.

In the first round the students should simulate the conflict both
using the same level of moral reasoning to structure their responses.




s A DI TR ARARE AT B e T TR ae e e e T e R e e e

- R

o

In the second round the students should simulate the same conflict
but approach the problem from different levels of moral reasoning.
One, for example, might argue from Stage II, the other from Stage
1v.

Teachers should switch groups from round 1 To round 2 so they
\ don't interact with the same students. .

The observers will have the primary responsibility of observing the in-
teraction and debriefing the activity once it is over.
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~ TEACHER'S ROLE

v

The conflicts will revolve around typical classroom gituat

Exert your own adthority to see that the conflict is re-
solved peacefully rather than violently.

Get each of the students to articulate the problem from his
her own position in the conflict.

a. Help students see the nature of the dilemma.
4

b. Test for the level of reasoning of the students.

Formulate an alternative set of behaviors for solving the
conflict at the student's level of reasoning-plus one.

a. If you reason through the dilemma at a level below the
students they will tend to ignore you and continue the
conflict. '

b. If you reason through the dilemma at a level two or more
stages above the students they will hear you but not
understand.

c. If you reason through the dilemma of the same level of
the students they will passively accept your authority.

d. If you reason through the dilemma at one level above the
students the conflict will be resolved to the demonster
satisfaction of the participants involved.

You will be asked to deal with a series of emotional conflicts between
students.
which questions of authority, *due process, freedom, and equality test your
own ability to resolve conflict in a just and effective manner.

ions in

In solviqg any classréom conflict the'following steps should be taken:

or

ed

In determining the correct level of student and teacher response the follow-
= ing chart should be helpful:
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b

Stage Student Response Stage Teacher Responge
I This is the youngster who be- 11 A teacher responds that
haves morally because of the morality is doing things
fear of punighment. Justice that are instrumentally
if pupitive-"An eye for an rewarding. Justice is
eye, a tooth for a tooth." distributive. "If you are
’ ’good you receive benefits.
If you are bad the bene-
fits are denied.

11 This is the youngster who . I1I A teacher responds that,
behaves gelfishly. Goodness being selfish is not very
is measured by the satisfac- nice (or cool). You don't
tion of personal needs. make friends by being

) Justice is making sure you selfish. Justice is
ghare in the benefits of procedural in that if you
society. Justice 15 denied do not share you will be
when you are made to share setting a bad example.
the burdens of society.
I11 This i3 a.youngster who wants v A teacher responds that
to please and help others. Just being nice or having
Justice is making sure that good interntions is.not
everyoﬁb is treated fairlyae enough. Society must have
Often behavior is judged rules that protect property
by intentionms. and physical well being.:
Without law and order
there is only chaos.
1V This 1s a youngster who believes \Y A teacher responds that

in the letter of the law. It is
one's duty to obey legitimate
authority. Without authority
and rules there will be no
social stability. %

laws are not absolute.
Society changes so must the
rules that govern society.
In personal areas you have
a great deal of freedom.
Your own freedom ends
when it encroaches on the
freedom of others. Jus-
tice is based on fulfilling
bur contractual responsi-
bilities as citizens.
~‘We have a right to oppose
a ‘government that has é\
broken 1fs contract wit
the people.

hed

-
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STUDENT'S ROLE

AN

: AN
You are asked to create a conflict situation over suéh legal concepts

ag authority, due process, freedom, and equality. The situation ghould in-
volve a dilemma that is typiecal of what might happen in a school setting.
In the first round your roles should simulate the same level of moral '
reagoning characterized by the first four stages of moral reasoning. In
the gecond round, with a new teacher, you should select different levels

of reasoning but simulate the .same conflict situation.

Your initial reaction to the teacher will be one of cooperation. That
cooperation, prever, will depend on the following teacher regponse.

1. If the teacher's resolution of the conflict represents a level
of reasoning below the one you are simulating you may ignore
it and continue the conflict.

2. 1f the level of reasoning is two or more stages abovevyour level
you will respond "I hear you but I don't understand.'

3. 1f the level of reasoning 1is the same,‘;ﬂésively accept the
teacher's authority.

4. If the level Pf reasoning is one stage above your own indicate
a positive acceptance of the way the teacher responds.

Deveiop your confliet situation around the content and level of moral reason-
ing suggested on the following chart:
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OBSERVER'S ROLE

4
-

Observers should be provided both teacher and student roles. Your
major responsibility io to act as impartial observers. While the con-
flict ic going on make notations on the interaction citing unugual be- .
havior and instances where communication breaks down. In the debriefing
sepslon after the game pose the following‘quections: ’

1. What was the conflict all apout?

2. Hoﬁ did the teachers feel during the conflict?

3. How did the students feel during therconflict?

4. Did the participants stick to their role asgignments?

| ) 5. Does this simulation approximate what really takes place in
school? ®
6. How does it not approximate reality?

A
7. Would this system help or hinder good classroom management ?
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S REVISED APPLICATION “B“ .
(Sesswn 4) - .

Affective education in law-related areas can be treated in two ways.
Probably the” most pervasive treatment 1s-through the ‘teachers own' inter-
nalization of the concepts and principles of law. If teatherb behavior
is based on the consistent application of legal perspectives these per~"’ .
spectives will become part of the school's hidden curriculu The -hidden , -
law curriculum gill be manifested in the way teachers manage their classes
and the way theyxresolve the conflict which arises as a natural outgfowth
of social interaction of ‘the classroom.

A second and perhaps more systematic treatment of affective education
would be to exploit existing learning activities for their affective growth
potentdal. So far ‘the objectives that have been generated in Sessions 1-3 ,
are cognitive in nature representing a public man-student role orientation. s
Almost every learning activity -that, treats ©he substantive and syntactical
concepts of law will also treat qlestions of justice which are the affective
manifestations of the cognitive learning activities. At this point in the
evolution of a law education program, it is highly deslirable to formalize
the curriculum work done so far. .

Have each team of participants (K-2, 3- 4 5-6, 7- 9, 10-12) follow the
format -suggested on p. 199 of Perspectives to deseribe their law-related
ltearning activities. These descriptions should be general in nature and
bé written on butcher paper .or on overhead transparencies so they. can be

\\shared with the entire group. Commensurate with describing the learning
activitieS, an effort should be made tolexplore the activities for-thelr
affective potential and to formulate affective objectives for theQactivities.
In formulating these objectives participants will be dealing mainly with

: public values but they may also write objectives arouhd appropriate intel-
lectual and personal values: While describing the activities keep in mind.

“1ssues.and the open-ended approaches have for exploiting law-nelated
,content. Keep in mind that learning activities.may centain various mozal
dilemmas which can be used to raise the' level of meral reasoning of students.
. . The task of formalizing the program should continue on into the build-
ing meetings. By Session 5 participants should haye completed the task and
have read Chapter 4 of Pe&bpaci&vea. The completed -activity descriptions

-will be the content focus of Session 5. . A .
~;ﬁ ‘ o F O Tk
| ’ ~ - .
o ' o
« 3

the potential certain teaching strategies Iike discrepant data, public,b‘. §
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SESSION 5 | Title--INQUIRY

Overview

Inquiry has been defined thus far as a series of teaching strategles
which promote active student involvement in the learning pr®tess. . This is
in contrast to expository teaching which at its worst, places the student
in a passive role and amounts to the memorization of what the teacher or

~other authority sources say and do. The shift in curriculum from the

passive to the active individual is more than a shift in strategies. . In-
quiry involves a deeper understanding of how students learn. It 1s based
on the knowledge, skill and attitudes a teacher brings to learning and on
the teacher's ability to utilize subject matter organizers in the creation
of meaning for students. One purpose of the session is to explore inquiry
through planning perspectives which establish and maintain an open learning
environment. Another purpose is to explore inquiry through the responses
and behavior patterns of students involved in the inquiry process.

Objectives '

1. Participants will be able to use the general model of instruc- .
tion to analyze the type of inquiry that is built into their
law-related learning activities.

‘2. Participants will use the Suchman Model of Inquiry to analyze
the learning, thinking and action required of students in their
law-related education activities.

Activity 1 . . Opener ] Time: 15 minutes

3

* Have /participants turn to the cartoon of the old man and student in
the-Analysis Section of Chapter IV. Give them a few minutes to analyze
he plcture and pose the following questions: (record student responses
tod the first two questions on the board) .

(a) What do you oee? . -

(b) . What things come to mind‘yhen gou look at the picture?
(c) What does your data i;ply about educational planning?
(d) What‘does it impiy about educational objectives? g
(e) What does it‘implyiabout thinking?

(f) What does it imply about valuing?

(g) What does it imply about the nature of man in relationship to
society and ,learning? .

(h) What does it imply about an open learning environment?

* . ) M "

- ~
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t
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—_—

Activity 2 Planning for Inquiry Time: 30 minutes

. '

Because the partigipants have planned their own activities and have gone
through the different phases of curriculum development, apply the following
questions to the law-relatéd activities they have déveloped thus far.
Teachers might be grouped K-2, 3-4, 5-6, 7-9, 10-12 and answer these ques-
tions within the small group. The spokesman for the group might report
their findings in a general debriefing at the conclusion of the activity.

® In the area of rationale: - N

(a) What does the activity assume about the nature of the individual?

i
=~ — i

(b) What does the activity assume about the nature of soclety?
(c) How are the soclety an& individual related? |
e In the area of objectives: )
(a) What is exﬁécted of the teacher? (goal orientation)
(b)b What‘is expected of the student? (task orienpation)
(c) Do the materials serve the objectives as they are stated.
e In the area of Instructional procedures:
(a) Are the students allowed to take an active part in their own
learning? .

(b) Do the strategles provide variety in learning?

(c) Are the teaching strategies consistent with the objectives
of the lesgon?

® In the area of instructional sequence:

(a) Are cognitive skills ordered in such a way that they raise the
level of student “thought throughout the activity?

(b) Do the data in the activity reflect reality, and does it raise
N sound intellectual and value issues?

(c) Do the concepts used in the leéson become tools ‘which students
can use to explain and ungderstand their world?

(d) Are the generalizations® students draw from the application of
the various concepts academically sound and subject to scientific
verification? v




(e)
(f)

How, might the activity be improved?

How does it provide for an open learning environment?

s
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REVISED APPLICATION “B"
(Session 5)

One of the problems with most of the existing curriculum in law-

. related education is the lack of imagination and variety of its teach-
ing strategies. For most of the materials, the case study method 15
‘used consisting of a written case study in law followed by a series of
discussion questions based on the case study in question. Teachers who
are gsensitive to how students learn recognize that there are many teaching
strategies. A teacher should be able to gear their strategies to the ob-
jectives at hand, to the type of content they are treating, and to the
intellectual, psychological and moral needs of their students. Sessions
1-4 have treated inquiry teaching from a planning perspective or through
ways in which law-related education can be programmed into the K-12
curriculum. Session 5 will treat inquiry from the vantage point of the
learner and how law-related perspectives can become an operational part
of the students' ongoing behavior in and outside the classroom.

Have each team of teachers present a representative sample of their
law-related learning activities. Using the Suchman Model of Inquiry as a
method of analysis, discuss each of the activities in terms of encounters,
intake, storage, motivation and action. Throughout the discussion attempt
to relate the type of behavior suggested in the activity objectives with
the type of student behavior generated in the activity itself. Have parti-
cipants suggest teaching sequences and strategies which might better insure
the accomplishment of the activity objectives. As the various presentations
are made attempt to highlight the sequential nature of the cognitive, af-
fective and skill objectives treated in the law-related education program.

The assignment for the building meeting would be to formalize the
learning activities even further. Following the format suggested on pages
1 132-133 of Perspectives write up the learning activities so that they can
be taught in the classroom. Over the next month teach as many of the acti-:
vities as possible. The suggestions from pages 206-210 of Peispectives
'will help you evaluate the activities and suggest ways of improving them.

.
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SESSION 6 , - Title--SIMULATION

Overview

Simulation is no panacea for the ills of education, but it does offer
an alternative approach to effective learning in the social studies afea.
Simulation can be an effective learning technique because it takes, account
of the vital areas of student interest and motivation. A properly designed
aigulation will totally involve students inm a decision-making learning
activity. This involvement will ‘tap the students existing experiences and
organizers and provide a forum through which new meaning can be created.
Role playing will allow students to vicariously encounter the dilemmas
faced by real decision makers. Students will experience the scope and
nature of problems in a format that reduces the complexity of the problem
60 that it can be dealt with in the classroom. The format isolates the
important problem variables so that students have clear alternatives and
some notion of the varlety of consequence- involved. 1In the final analysis, .
simulation allows students to test their conclusions in light of simulated
congequences and use this experience as a basis for class discussion.

The purpose of this session 1s to demonstrate the utility of simulation
as a way of treating both®the logical and psychological aspects of a prob-
lem. Participants will be able to use simulation to get students into
problems and into the decision making assoclated with solving the problems.
Simulation will also provide participants a laboratory situation for test-
ing social theory in the classroom and the wherewithal of making the study
of social behavior a manageable and interesting educational goal.

Objectives 4§&

.

1. Participants will be provided simple zero-sum game format and o //

be able to exploit the format in terms of its potential for
law-related léarning in the classroom.
{
2. Participants will be able to sequence their teaching behavior
© 80 as to maximize the learning potential of simulation. They

will be able to alter their teaching strategies from the. game
introduction, the game activity and the game debriefing making
sure the strategles fit ‘the appropriate teaching roles required.

3. Participants will be able to develop their own simulations in
the area of law-related education.

]

]

~

Activity 1° ( Grab the Bananas Time: 15 minutes

This 1s a short simulation activity that is a take off on the famous A
Prisoners' Dilemma, most associated with Anatol Rapoport. 1In the original
game two parties A and B were prisoners faced with the choice of keeping
silent or squealing on each other. In this variation of the original game
William Nesbitt demonstrated that the zero-sum format can be applied to
differgnt content and different simulated environments. After this initial
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experience, Activity 2 will require that the participants apply the game
to law-related education.

Roles

Participants, should be divided into groups of three, with two of. the
participants designated as player A and player B. The third person will
be the scorekeeper and referee. ‘

Rules

The players have only two choices: they can grab the bananas or they
cangshare. If both of the participants share, the scorekeeper will give
each participant 2 bananas in the round in question. If one person grabs
and the other person shares it is assumed the person who grabs will get

the bananas. In this situation the scorekeeper gives the grabber 4 and

the sharer 0 bananas. If both participants grab, it is assumed that the
bananas are destroyed giving zero bananas to each participant. The referee
will say "1, 2, 3, Show" for each round where upon each player will simul-
taneously bring a hand up from under the table with an open hand represent-
ing sharing or a closed fist representing grabbing.

Scenario

The participants are sole survivors of ‘a shipwreck and have reached,
in weakened condition, a deserted island. Cultural differences prevent
any communication between A and B. Rescue is uncertain but a ship is ex-
pected to pass the island in ten days. The only food on the island is
bananas and the survivors- can only gather four a day. There is a question
if the two people can survive on only four bananas a day. Participants

. should begin their choice making - either grab or share. Scorekeepers

should use the worksheet to record their scores:




GRAB

SHARE

GRAB THE BANANAS:

!
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A Simple Example of a
Simulation Game*

Summer 1974, Pes 4=5.

P

GRAB A SHARE
N
\ AN
N AN
AN
A 0 N 0
N
N
N\ AN
0 +4 ) \
X
A AN
N\ \
N AN
N \
AN AN
. +2
N +a \
N\ AN
L AN
N\ * AN
0 +2
4‘ ‘\
N AN
Ve N 3 \
/ N AN
( J
POINTS
A B
*
Rounds 1 Rounds 1
2 2
3 3
4 4
5 5
6 ) 6
7 __ 7
8 L 8
9 9
10 10
*Adapted from: Nesbitt, William A. Intercom, Center

for War and Peace,
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Debriefing g

Pose the following:questions to debrief the actiE!EV:
i

What happened during the game?

What groups .did better than others during the game?

Why did some groups do better than others?

What is the environmental model of the simulation?

How closely does it reflect choice making in the real world?

Activity 2 Activity Analysig Time: 30 minutes

*+

Participants should be provided a choice on the way "Grab the Bananas'
might be used in law-related education. The first choice, and possibly the
easiest, would be to modify the game itself to exemplify law-related themes.
What legal concepts might the activity contain? What changes 1in format
might make these understandings more pronounced? What debriefing questions
would develop the best law-related generalizations?

As a second choice the participants might take the two person zero
sum format and adapt it to a completely new environment. This would pdrallel
the type of change that Nesbitt used to transform the Prisoners' Dilemma
into Grab the Bananas. In either case Appendix "D" Behavior Specification
and Application '"B" from Perspectives should help them complete the assign-
ment.

<

Activity 3 " Workshop Evaluation - Time: 20 minutes

. This is a formal review of the cognitive evaluation that will consti-
tute most of Session 7, Duplicate and hand out for discussion the cognitive
objectives for the workshop, p. 5. ‘Participants should be ready to perform
any of the objectives that can be measured on a paper and pencil test, so
participants should prepare by mastering the information suggested 1n the
handout. Chapter,VI contains a prototype test for Perspectives. Many of
the test items wfll be similar but the content focus of the items will be
law-related. Review the test youkself and provide any other data you
think would make the test, a falr assessment of participant learning.

'y
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" APPLICATION “"B"
(Session 6)

Simulation are useful learning-activities for initiating or summarizing
instructional units. The simulation activities suggested by most law-focused
curriculum are based on the mock trial. .Exa ples of mock-trial simulation
abound 1in the literature and can be used ;‘@ively in any law education
program. It might be an interesting chall #'.to the participants 1f they
were to develop their+own simulations in law-related education tha go not
rely on the mock-trial format. The s ~step process for constructing simula-
tdons on p. 109-110 of Perspectives would help them develop their own simula-
tions. An equally effective approach wowd be adapt existing simulation
games to 1llustrate law-related educational themes. These simulation activi-
ties will provide the content focus for the 1lding meetings. Participants

will be evaluated in Session 7 over thelr understanding of the first six
chapters of Pe/spectives and the content treated in the_ingerviceiprogram.
The cognitive evaluation instrument will be similar to the one developed
1n Chapter 6 but the content of the test items will measure the objectives
stated on p. 100 of this guide. The affective evaluation instrument will
be the same as the one administered in Session 1, (Appendix A).
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Title--YORKSHOP EVALUATIQN

SESSION 7 , ' '

)

Overview

Evaluation has been defined throughout these workshop gesgsions as a
formative process of examination in which outcomes are measured againgt
predetermined standards for the purpose of improving ingtruction. This
definition stresses decision making on the part of the teacher and the way .
that,teacher's decisions can improve various aspects of instruction. The
concept "cybernetics" introduced in Session 1, describes this goal-getting,
goal-maintenance aspect of instruction, Objectives provide the goal getting
function by establishing standards dgainst which the entire ingtructional,
process ig measured. Evaluation in instruction is opgoing, measuring the
degree to which educational objectives are translated into meaningful be-
havior change. Goal maintenance consists of the self-corrective feedback

- mechanism based on this change. If student behavior does not corregpond

t¢ the standards, the standards, the instructional procedures,; and even the
evaluation itself can be modified so that a fit or correspondence 1s reached.
Cybernetics will aid this digcusaion“qf evaluation for it recognizes both

the intuitive and the formal aspects of evaluatibdn. :

Intuitive evaluation goes on constantly in the classroom where hundreds
of immediate decisions must be made. FEvaluation feedback for these immediate
decisions must be functional, provided at a time and in a manper which will
maintain the goal orientation of instruction. Part I of - Penppectives and
the first six workshop sessions have attempted to provide the methodological
perspectives required of evaluation. There are times, however, when evalua-
tion must be formal, where nmothing less than exacting measuring instruments
are needed for the substantial decisions required of teachers. Accountability
demands that performance based criteria be written into instruments which
measure student growth. Accountability also demands that the cognitive,
affective and skill objectives of this inservice-program be measured. The
evaluation instruments used 'in this session will evaluate your effectiveness
as an instructor along with the effectiveness of the objectivesﬁ content,
learning activities, teaching strategies and evaluation of Perspectives
and the inservice program outlined in this Presenten's Guide.

Objectives

1. Participants will be provided cognitive and affective evaluation
instruments vwhich will measure their mastery of the inservice
objectives. They will be able tc recognize the functional re-
lationship between inservice objectives and the test items used

) to measure the objectives,

2. Participants will be able to judge the evaluation instruments
used in Perspectives and criticize them in terms of such in-
structional components as: objectives, assessment, activities,

implementation,“evaluatioq and hidden components. »
4

- ST 3.




Activity 1

(1)

~

(2)

\ ) -
Affective Evaluation Time:

’

Pass out the "Questionnaire on Teaching" (Appendix "A").

Explain that this is a post test designed to measure the affectdve
domain and the chaﬁges in attitudes and beliefs that have resulted
from this inservicqg workshop. It will measure the change against a
similar quebtionnaire completed at the, outset of the prdgram. This
instrument will not be used for grading purposes so be as honest as

15 minuytés

4 possible in your answers.. ’

$

.

Y

<

-

Activity 2

7

Cognitive Evaluation

Time:

90 minutes

. (1) Duplicate and hand out the cognitive evaluation instrument in Appendix
"G" of the, guide. "

Explain that this test is cognitive in nature and eyaluates the know-
ledge, understanding and applicability of thé various metthodological
‘perspectives treated in the workshop-. The test should take about
. 90 minutes hut there is no'reason that participants should not be al-
.lowed ample time ‘for the test.

i (2),

.

o . - -4
0 Ca—

Activity 3 Time:

; , ]
Test Construction and Analysis 30 minutes

1 (1) Hand out Appendix "F" on "Affective'Test Construction and Analysis."
. .~ Participants should have before them their pre- and postg%Zst attitude -
questionnaires. Provide an opportunity for transferring the test' .
scores from both: tests tq the appropriate blanks on Appendix "F."
This will provide evaluation data for the individual participant
which along with the questions and answers on Appendix/"F," w{Il be
input informationh into the next workshop session. Pick up the
1 questionnaires at the end of the session and follow the directjons
= provided for determining-mean scores for the group. This class profile
i will also be input information into the next workshpp session.
® q(2) For the following session also ask participants to complete the work
required by ""How Tests Are Constructed" and "How Tests Are Analyzed" ’
from the analysis section of Pe&bpéctiveé. This, in effect, is re- ]
quiring participahts to match test items against program objectives
and the criteria of good test construction. They will be a%le to
match these elemeénts mord systematically when tpe_c?gnitive‘é@sts
are returned. -

[

(3)

The test which follows will contain the answer® against which you
will score’ the cognitive evaluation test_iteds./

)
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Examination - Session 1-7

/ - Law-Re]ated Education wOrkshop .
.« . (APPENDIX €) 3 EE

& Item ) 4' , - -
1. If you have internalized into your own behavior patterns such legal
concepts as authority, due process, freedom, equality, justice and
.the principles they represent, this internalization ghould be evident
in your interaction with students. 1In the spate, provided below, in
. column A list 5 student characteristics you would ,l1ike to develop in
: ' ' students through law-related education. Opposite them (column B) Zist .
five teaching behaviors that you might use to best Jpromote the desired
student characteristics. (10 pts.)

A - - B
Student Characteristics _ Ie

Exercise the use of

' Obey legitimate authority a legitimate authority

a
» Settle conflict in N ¢ Use fair procedures In
b Treasonable ways b the settlement of disputes
Use freedom ' . Propvide the freedom
¢+ 1n responsible ways . ¢ students can handle
) ) Treat people as equals but Provide equal opportunity but
ﬁ’ d respect their diversity . d provide individuality
Measure the justice of ] ) .
e their own behavior ~ e Be just in all ways possible

(Any number of characteristics can be listed. Check for consistency
between student characteristics and teaching behaviors )
2. Use the cybernetic model on the left to classify the components of in-
: struction on the right., Select from the instructional components two
examples which exemp%if; each of the parts'of the cybernetic model.
Indicate your .selection by writing the component numbers from the right
hand column opposite the letters provided in the left hand column.

(5 pts.) . 4
a 4 ) 1. Experience - analysie - applicafion‘
. . . N
‘ b 5. 2, *Teaching materials
] “Inputs | © __ji;_" 3. Behavioral analysis
~ d 7 4. ehavinral e;pecrations
R ¢ e 1 o ' 5. Behavioral prescriptions
. - . / f _&2__ 3 " 6. Attitude change }
] [ZEE&EEE;] g 6 ) A 7. Content &'methodo}ogical perspectivee_
\L 1;“ 8 8. @navior cnange
N : ’ i 9 ‘e 9. Instructidn;l improvemen;\ .o
3 a ' .
V Q i%? i 3 ? ) 10. Discovery V: ' ' }




Lo . o111 - ¢

. * 3

3. Analyze\the following objective by checking the appropriate category
. of ‘structure, domaing ®f response, level of thought and student role . .
orientation. (8 pts.)

"Students should be able to analyze situations from their own
environment in which the use of authority, the use of power
_ without authority, or the absence of both occur in the manage-
- ment of conflicts, the allocatdion of resources and in the dis-
v : tribution of responsibilities and privileges."

o>

a. Structure . b. Domains of Response \
s 1 General S 1 v Cognitive Domain
2 V//. Informationil 2 ‘ Affective Domain
S 3" Planning , 3 Social Studies Skills
c. Levels of Thought . d. Stuoent.Role Orientation
1 . Information ‘1 The Scholarly Man
T : v .
2 7 Interpretation 2 | The Public Man
’ - . -
' 3 7 *P// Application ‘ 3 The Personal Man

° rd

4. Read the specimen objective and complete the.operationé fequired of
the directions that follow it. (4 pts.) -

/ .

"Given a situation from thbir environment illustrating the use

of authority students should be able to list several common

costs and benefits of authority." -

objective.

’ @

Transform the objective into a test item that wou*{iieasure the ~

Read the situation below and list at least three comﬁon~costs
and three common benefits. of ] 7”7 A
« authority from the reading. ' >

b. Rewrite the objective in a question format that would require

higher level thinking on the part of the ‘person .answering the
question. '
Given the situation illustrating authority and the common benefdits

and costs of authority inherent in the situation, rank order from
most to least desirable the alternatives you see to the dilemma.
(Again - the wording is less important than the-fact that the
participants can perform the operations required of the queStionsgl




-

| \ - I
. 5. Assume you wanted to teach the concept "due process" as ﬁart of a law
focused unit. Use the content which follows and a coneept development
Y. strategy to sequence the instruction., Folléw the Taba model illustrating
each of its aepec}s with questions appropriate to your own grade levels.
. (9 pts.) ’ .
" presence of coundel - calling of witnesses
notice of charge cross examination’
self-incriminatipn . _cruel and unusual punishments
unreasonabletgé/rches and.  fair and reasonable decision.
N seizures . making )
T, a
' D a. Concept Formation # ' Ty
What do you see? What ideas go together?
1. (note observe)? 2, (en what criteria?)
' v What would you call (label,

" 3. name) the grouping?
b. Interpretatidﬁ of Data
} Y What prompted you to Why do you think due process
- 1. use'the (due process) 2. 1is important?
.. labeI? v What Is the relationship between P

g 3. due process and ?

‘ : > 1Y
c.. Application e

. ' What would
1. happen 1if ? 2. Why might this happen?

3. Given another set of circumstances.

: d
14 . - '

N + (Many answers are approg:iate as long as the teacher can distinguish

the opefationrthat occ at each stage of the Taba Model. .

[MC B 111V .
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6. Use the activity analysis model which follows to explore the gspecific
learning potential of "Grab the Bananas" as a learning activity in
§ _ law-related education. Record your answers oppocite the letters in
the box on the right. Suggestions for those angswers¢are provided in
the gstrategy components under simulation strategy. (8 pts.)

Simulation Strategy ' ! ,

In the sThe cognitive skills of

v

——> | a analysis b choice making by

activity pon data-consgisting of -———=—> | c‘a simulated environment

(zero bum)
B "Grab the aio develop the concepts of ——> | d scarcity e wantg-rgsource,
@ ’ a . 5apS
Bananas" |sto make generalizations stating-> | f scarcity forceg_ choice
. N ‘ making ~
~ the teacher| . g individual choice makers -

. . are interdependent
. will have pdemonstrating a changed attitude

h cooperation beigg;a bet-

the stu- babout - e e ter way to allocate re-
dents . v sources than' conflict in
- - “gituationg like this
B K o . '
use: while learning and practicing-—> | i law related social science
o . " perspectives
7. Write a teacher question that would illustrate each of the following 4

categories of Parson's Schedule "A." (6 pts.)

13

a. Rhetorical __That is the correct answer, isn't it? I thought

“ -

" you all understood.

b. Informacion' Who is the Chief Justice of the Supreme Court?

c. Leading _6Given tﬁe fact of universal public education, why is

.

English the dominant language in America?
. Vsl 7 .
d. ProbingJ What would happen if the Execitive Branch was given the

. I

power of Judicial Review?

. e. Other Who wants to sit back and rest for a few minutes (un-

¢ .

related to the discussion)

Y




8.

9.

<

10.

11.

NC - 1s" ’ 4
\\— 1 /'// - ‘!I ¢ ! A ‘ . ' .

Write a teacher response that would illustrate use of Parson's
Schedule "B." (4 pts.) . ‘ . ..

»

a. Closure You are wrong!

-

b. Verbal rewar 6eryAggpd!

P .

- , - v
c. Sustaihing Could you give me another example of what you are

o ' saying?

d. _Extending _That 1s an interesting answer—-but what would hap-
N 'l'n 17 T -

pen in this situation?

‘An effective soclal studies program should énable students to develop
.certain intellectual, democratic and personal values required in today'!s
changing gociety. From the list of concepts which follow designate

as "A" the implied values that would best be described as intellectual,
"B" the values that would best be described as democratic and *"C" the
values that onld best be described as personal. (8 pts.)

. .

("A"-Intellectual "B"-Democratic ""C"~Personal) . !
. . \ 1 .
A a. Multi causality B-C_f. Search for justice
_ C b. Self worth A g. Deduction
B c. Bue process ° “__C h, Choice making -
C d. Life adjustment A=B 1. Rational consent.

Some problems and potential dangers of using various approaches to values
education are listed below. Match each of the problems with the .teach-
ing strategy that is likely to create it. Designate as "A" the problems
inherent in the Discrepant Data Approach. Designate as "B" the problems:
asgociated ~ith the Public Issues Approach. Designate as "C" the prob-
lems associated with the Open—ended Approach. (6 pts.?

("A"-Discrépant Data "B"_Controversial Issues "C"-Open-Ended)

A-B a. May create confusion rapher.Phan,clarification

B b. May develop excessive interpersonal conflict
4 c. May cause a loss of teacher credibility
' C d. * May develop excessive personal conflict
B__ e. May lead to excessive polarization of issues
C f. May require more sensitivity than the teacher haq !

Match the teacher respomses on the right with the gtudent responBes on
the left. Use your knowledge of Kohlberg's moral stages to maximize
the gerth potential of the conflicts listed below. (4 pts.)

Student Responses

- a 4 I clabbered the kid because - 1. What you did :1s dumb. You

he grabbed my comic book. behaved like a hood. 1It's

‘Dad told me to hit anybody not very cool for a boy your

who messed around with me.’ age to fight over'a comic
book. I'm ashamed of you.

\ . -

12t




11.

12.
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(cont.) [ .Y

b 1
c 5
)

d _6

.

I clobbered the kid because

he stole my comic book and

when I went to get it back
he tore it up. That book
cogst me fifty cents. !

I clobbered’ithe kid because

he accused me of stealing

hig comic book. I'm not a

,thief and I resent being
called one in front of my

_ friends: ‘

I clobbered the kid because
I saw him steal the comic
book. When I told him to
give it back he pushed me

and I hit him {n celf defense.

a

[

Anytime you hit amother
atudenf, no matter wha, I'm

- going te hit you back just

as hard.

Podgibly your behaviot was
justifieds This is a ques-
tion of individual conscience.
You must, however, accept

any responsibility and costs
assocliated with the .choice
you made. ,

But next time what 1f the =~
kid is a gorilla and he
breaks your head. That's a
lot of pain and expense for

a comic book.‘ X
What gave-you the right to
take the: law -into your own
hands. You had a legal
obligation but you assumed
the role of both judge and
jury. Your behavior was
just as illegal as his.

But you denied him due
process. If reason can't be
used to settle disputes we
are just like animals and the
law of the jungle prevails.

One of the characteristics of effective ‘teaching is the ability to support
a given student role orientation with the methodology appropriate to:

developisy that orientation.

Use cBntinuum which follows and match one

of the three points marked'by "A"-Didactic Teaching, "B"-Analytic, Inquiry,.
“C"-Intuitive Inquiry to the appropriate student role orientations listed -

below.

Many teacher
cues

(6 pts.)
Didactic Analytic Intuitive ° N
Teaching Inquiry Inquiry Few teacher
4 A C > cues

a. The Scholarly Man (as authority on the Social Sciences)
b. The Scholarly Man (as investigator of his world)

¢. _The Public Man (as possesspr of Moral truth)

d. The Public Man (as decision maker)
e. The Personal Man (as self adjusted)
f. The Personal Man (a choice Maker)
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13. Uae the Suchman Model of Inquiry.to discuss how each of the componentg
would apply to Grab the Bananac." (6 pts.) , ‘ AW
a. Encounter The roleg and the env{ronmentalxgituatiod)(scarce
resources) ° B { ) ’
» [
b. Intake Reading the roles and interacting with another person. ) <

° -

The interaction will require the use of all four senses.

. c. Storage Past situations and experiences wiwh other people. Some
LA , : -
understanding of fundamental human behavior confronted with choices
ot survival .
d.. Motivation 7To see if you can survive. It could'be visual motiva-

v

tiom but is proba?ly cognitive,
s o — r— ,
e. Action The interaction of the game requires physical activity.

_f |

PR

.

‘Tﬁe central nervous system‘ties the actd{on of one person

- f. Control ,
‘, .
‘ . \\\\&’/ﬂ- (Role A) with the reaction of the other (Role B)

'\\\Yi:;> 14. As students progress thraugh a simulation game the teacher's role or

- teaching behavior will usually change. Describe the type of teaching
‘behavior that might accompany the following stages of a simulation. s
(3 pts.) .

a. While introducing the game The teacher will be directive so that

'the participants will understand the rules of the game.

* .

‘ b. While the gam® is i;OEIay The teacher &ill\be as non directive as

possible, aerving as trouble shodter and guide.

c. While debriefing the game Ihe teacher must again assume a directive

role and lead the discussion required to debrief the important under—
. bcanulngs OI Lne gdliit,

. ) »

3 * - e
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15.° The following are generalizations or themes which might be. treated b
in a gecondary social studies program devoted to law-related education.
Circle the number of the most appropriate teaching strategy for each

o

generalization or theme. In the space to the right of the alternatives ¢
provide a one sentence rationale for  your answer. (12 pts.)
< I‘i ‘ . . .

a. The bonding and liability requirements assoclated with starting
" a motor, cycle business. ’ .

B : 1. Didactics Rationale: This is a specialized
- 22, Simulation concern most applicable to the one
(%} *Individual Research or two students interested in starting
4. Deductive Inquiry < L '
. ’ ‘ , a motor cycle business.

]
b. Justice has had mAre influence on the vosgbulary of dechggcy than
it has its prucrtice

. Didactics Ratiohale: This is/the classic separa-

20 Discrepant Data . e

3. 7Problem Solving tion of what we say we do - and what we ‘

4. Individual Research actually do. Discrepant addta 18 a
natural way to exploit this type of
content. . -

¢c. The inherent worth and uniqueness of every individual.ﬁk
1. Didactics . Rationale: There is no correct answer
., (:) Oﬁen-ended Approach for this and the open—-ended approach
L ’ 3. Problem Solving would be the best way to approach .
4., Diagnostics ' 3 -

?/, the topic.

d. "You the Jury" - A stop action film treating landm&;k legal decisions
_relating to the BLLL of Rights.

1. Discrepant Data Rationale: A stop action film allows.
2. Didactics students to make choices as to outcomes
3, Open4ended Approach - of a trial. This would be'a, good chance

' (:) Public Issues Approach . .
to explore public issues.

e. The evolution of law from the time of Hammurabi to the‘present.

@ Didactics ' " Rationale: This would be difficult for
2. - Diagnostics

N 3. Discrepant Data
4, Inductive Inquiry .

the studentS to do on their own. This
is a place where a good lecture might

be in order.




\
15. (cont.)

.

f. An understanding of the causes and dynamics of plea bafgaining ‘
. and the values it promotes. .

Lt L’, to. J
1. Deductfve Inquiry , . 'Rationale; Plea bargaining ﬂB-hreat
2. Didactics content for T oImulation:
3. Open-ended Approach . our justice 1s dispersed through a
Simulation

similar procedure.

-

If a teacher can make a reasonable c}Be for other approaches giye credit to the
‘ A ) .
angwers.

.
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APPLICATION "B"
. : (ng sion 7) ’ .

Use the cognitive and affective evaluation models in Chapter VI, of
Perspectives to develop test items to evaluate the law-related education
program. This process should begin with the objectives the participants
have establighed for their learning acgivities. The test items which
meabure the objectives should be administered upon completion of the
various activities. Based on the formative evaluation suggested on

T pp. 129~131 of Penspectives revise the curriculum so that it can be
incorporated ianto the ongoing social studies curriculum of your school.

4
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. SHSSION 8 o T Title-+EVALUATION AND .
- e SR : INSTRUCTION
. . . ) . . . ? . - . ‘
a -7 . 7, Qverview ', . ) .

. . ' T ) . o {
- If program objectives purpdrt:to(trgat both cognitive’ and affedtive

/_,éhjéctives, both cognitive and affective measures are a necessary part,’ of

. any compnehepsive evaluation program. "After completing a-tognitive evalua- ]
‘tion instrument,” it would be normal procedure to determine ,areas of wéak~ -

. ness and prescribe alternative inst¥ruction to remedy these weaknesses., If ,
the instrument indicated that the objectives were in fact_achieved’t?gq'v ,
it would be possible to move on to the next imstructional sequence. ' In
affective evaluation the normal ‘procedure would require a slightly different
posture on the part of the test_deéigner. If students are to achieve '
affective objectives, the remediation efforts would rest with the teacher
rather than the student. This would mean that provision for affective ’
chdnge must be built into futuré instruction td remedy any weaknesses that

‘are discovered. As the workshop instructof you may want to use the sum-
mative evaluation results to remedy any deficiencies within the partici- .
pants background discovered through the workshop évaluation. Because this
type'of feedback is not available to the author, the purpose of this ses-
sion 1s to engage in a systematic formative evaluation. Formative évaluation
will indicate the degree to which failure of objectives Weef with. the various
components of tHeAinstructionaltprograme It will also indicate 1if the-
responsibility for failure should rest with the author or the teacher of

the program. In whatever degree. the blame or ‘responsibility is ‘allocated,
its allocation will be functional only to the extent that it providés
guldelines for teachers to follow when improving social science education

in their schools,*or for your own improvement of the way the inservice
program is taught in the future. "

¢ ! “ )

Objectives v \ v _ : :a

"1l. Partic¢ipants will acquire and be able to apply cybernetic analysis
. in the‘imprgvement of instruction.

[

Activity 1 Affective Evaluation Time: 30 minutes

(1) Before entering the session come prepared with Appendix "E" completed
as to the mean scores for each item. - d the pré- and post-test i’
scores for the Likert Scale opposite each-of the objectives listea‘hnéA
the appendix. Read the appropriate objective and ask 1if the objective
was achieved. Continue this ‘procedure until the first thirty items are
completed. 1If any of the objectives were not achieved ask for ways
the program might have been improved so that achievement was possible.

(2) Use a similar técﬁnique for analyzing the results of the Interest
Measurement Scale. Make sure partieipants know how you d?termined

the mean scores. . )
& .

@

[y
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.(3) For the semantic differential read the scores for beth "pre- and post-
test and have partieipants graﬂ% the mean scores on, their ownh work- '
sheetss Analyze thése.results in the same way as with ea;lier items.

(4$' End the activity hy exploring the utility of similar evaluation in

grade students on simildr questionnaires? What other ways can you *
evaluate in the affectjive domain? >

r -

. the participants' own teaching. Why, for examphe, would a teach®r never

(1) The following questions ghould determine how well the test items

reflected the objectives they were supposed to measure.

(a) What was the student role orientdtion -of the test? " of the
. objectives?

(b) What domains of response were required of the test? of the
objectives? '

(c) What levels of thought were required of the test? of the
objectives?

(2) Were.you satisfied with the test construction? Did it really test
your workshop knowledge? How could it have been improved?

(3) Assume you were forced to distribute grades for the workshop. How
would you determine the "A," "B," "C," "D" grades for the class.
What alternative reporting systeps'might be better. .

D4

Activity 2’ CognitiVe\Evaluetion ' Tihe: 20 minutes.

v

(1) 1In groups of tyo or “three have participants complete "How tests’ can
be used to improve instruction' of the analysis section of Chapter VI

(2) Discuss specific components of the instructional proceSs that could
have been 1mproved? What 1s the utility of the model of amalysis and
how could the participants use it to improve' their own instruction.

.

Activity 3 ) ~ Evaluation and Instruction ) Time: 30 minutes

‘(1) Assign Application "A" and "B" for out of class completion. You may’
have time to begin Application "A" in class. Application "A" 1g a
model unit as well as an exercise 1n evaluation.

Activity‘é _ i Application . ’ Time: 40 minutes

«)

110.
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SESSION 9 - : : .; Title--ANALYTICAL PERSPECT!VES
i Overview :

There was talk in the early days of the curriculum reform moveﬁent.
that 1t was possible to develop 'teacher-proof curriculum.” This idea

wag fairly common among the project directors, but it seldom survived the
first classrnom trials of the new materials. A dangerous legacy of the

new social studies 1s the possibility that teachers themselves might ascribe
to the myth of the "teacher-proof curriculum.”" It would be an easy trap

to fall into because the new materials are very comprehensive and explicit.
The dbjectives, content, methodologles, and evaluation strategles are syste-
matically spelled out in teacher guides that are oftenm much thicker than the
' student materials. The teacher must not abdicate the central decision-
making role in the learning process to the project developer, anymore than
he should to the textbook writer. The teacher must continue to create,
organize, and direct the learning that goes on in the classroom. With the

new soclal studies comes the additional task of selecting encounters, mediating'

“between the materials and the student, and marshalling the components of the
curriculum packages to optimize learning in the classroom. The improper use
of the packaged materials could be more damaging than the improper use of
subject matter textbooks, for 1f nothing else, textbooks: provide some room -
for creative application. A stilted uncritical use of the project materials
could be very dehumanizing; on the other hand, the creative use of the
project materials could be an exciting and liberating educational adventure.

Objectives ‘ ' . .

1. Participants will be able to apply self analysis»;n improving ‘
socilal studies instruction. |

2. Participants will be able to apbly interaction analysis tech-
niques to their own teaching behavior and the behavior of others.

in improving the type of ‘curriculum they select, ? .
4. Participants will be-able to suggest ways of,influencing Eheir
' own buildings and school districts toward a better social studies
& ‘ eurriculum,

A
5 - .

i

Activiegd 1  Self Analysis | Timé: 60 minutes

(1) Pass out Appendix "H" (What is Your EP?) and explain that self-analysis
will determine in part the impact of the workshop on behavior ‘patterns, -
and 1t will suggest a role of the individual teacher can play in chang-
ing his own classroom curriculu Change, 1f it is to be meaningful
must  begin with each individual teacher. Teachers are more than a -
component of the change’ process, for they set the perimeters within

. ‘o
3. Participants will be able to apply curriculum materials anqusia§§,//-f%

1




(1)

(2)

(3).

(cont.). ¥ =~
t [

- 0,
which meaningful change can.take place. However innova?zve the new
project materials are, their success or failure depends'in large part
on the attitudes, skills, and knowledge of teachers. Thg, value of
the new sSocilal studies is not so much in the curriculum products it
has generated, but in the potential has for changing teacher be-
havior. Behavior change does not o;S;k in a vacuum, for the teachers
bring to the new curriculum a rich Backlog of their own teaching ex-
perience. The new social studies will pass with time, but the ex-
perience gained from using it will not.’ The best of the new and the
old experience should combine to become a foundation for the type of
sound education required in the future.
Discuss the outcomes of the worksheet in terms of -the type of ‘social
studies curriculum the teachers want via their own philosophies of

education. ) ‘;

Notes to the Instructor |’ .

Perennialism is the only philosophy that is antithetical to the new
social studies. In a soclety characterized by rapid change it is in-
consistent that students complete their education’and not be prepared
to cope with change.” The perennialist philosophy assumes a backward
posture, relying on static knowledge and unsupPorted educationa
theories. An educated man inatoday s world must adapt and change and
find his security, not in great books' of the past or in theories, which
purport to strengthen the intelleét, but'in his own ability to search
and ferret out' of man's exploding knowledge the processes needed to
continue learning.. The ultimate outcome of any curriculum is the gype
of individual that emerges as its terminal product. Tom has, identifié
three types of man produced by today's curriculum; the scholarly man,
the public man, and the personal man. These different conceptions of
what constitutes the educated man roughly parallels three out of the
four philosophies of education dealt -with earlier. Perennialism is
based on faculty psychology which has been discredited and though it
is historically important it provides a little help in the analysis of
education today. The three ‘temaining philosophies can be subdivided
further into a traditional posture and a posture which emerges with
the new soclal studies. :The stholarly man orientation would best fit
the essentialist philosopliy, the public man the progressive philosophy,
and the personal man the exlstentilalist philosophy. !

Activity 2 ;nteraction Analysis Time: 30 minutes.
(1) Any discussion of educational philosophy should be followed by some
reflective thought on how much influence philosophy actually has on
teaching behavior. Chapter VII on Interaction Analysis determines

if the perspectives whlch constitute an idealized learning environment
are the same perspectlves which operate in day to day classroom in-
struction.
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P
.

Have participants flip through Chapter VII paying particular ‘close
‘attention to the application section of the chapter. If participants

,were to develop their:own interaction.analysis instruments the data

provided in Activity 1 should suggest aqweral behavior patterns worth
looking into, .

o

Iy

(1

(2)

L}

Activity 3 ~ Planning for Curriculum Revision .- Time: 30 minutes

; . (

Chapter VIII, "Curriculum Materials Analysis," and Chapter IX,
"District Wide Curriculum Analysis," would be appropriate applica-
tion assignmentsg in preparation for kicking off a comprehensive -

" curriculum revision program suggested in Part III of PG&APQCtLveb

The analysis of Chapter VIII shifts away from teaching behavior and
centers on curriculum materials. The analysis Qf Chapter IX focuses
on the district-wide social -gtudies program. Together the chapters
constitute the input‘ information of Part III, "Implementation
Perspectives." The experience of working through a limited, revision °
in the area of law-related education should provide confidence in
attacking other areas of the social studies curriculum that need’ re-

vigion. P

L

. o
»
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© APPENDIX A
Questionnaire.on Teaching ; b

Chapters I-VI

»

INDICATE your degree of agreement or disagreemént with each statement. Mark

your responses in the space provided as follows:

10.

11.

aseekin%.

q

(SA) Strongly Agree (A) Agree (N) ¥eutral (D) Disagree (SD) Strongly

. Disagree

I make up tests”primarily to give out grades.

Once a teacher masters.his subject area the need for imstru. tiomal

il

planning declines.

-

I can prepare useful measures of studeﬁt attitudes. . .

' When teaching, I like class discussion to lead to the answer I am

The quantity of‘questiqns a teaéher asks in class is positively
correlated td the amount of learning that takes place. .

When stﬁdents fail an.examinatign, it can be as much the teacher;s
fault as itiis the students'.

As a‘téachéf; I feel at ease when étuden;s dre working in groups. - -
When‘students are w;rking in groups I can‘diffeféntiate bet&eeﬁ
task-oriented student talk and student chatter.

It is important for é teacher to challenge student ste;eotypes.

For some types of claséroom discussion, small groups are breferable
to large groups. ‘ .

Student attitudes toward learning are not as important as the

knowiedge students acquire.

115

Py




13.

15.

16.

°© 17.

18.

19.

20.

21.

24,

" 25,

26.

27.

Teacher questions are basibally_alike, but-some\équent answers

-'l36 -
1] 0 .

-

Inquiry and discovery aré good techniques, but they just don't

® -

fit <into my teaching style.

Educational simulations are a good use of class time.
~

It is useful to analyze question—gnawer—reaponse sequences between

teacher and studemt. . S v , ) L

o

Students tend to respond in ways that reflect'the teacher's ex-

pectation. ¢

e

are better than others.

Role playing is a waste of class time. -
I feel more comfortable leading a tlass discussion than lecturing.
The major putpose of a teacher is to get informétion acroéé to
the ttudenta. AN

I have a difficult time testing students for their uhderstanding

of coﬁcepts.

It is more iﬁportant for a téacher to be a good questioner than a

good explainer. o ~ y

There aren't very many choices available to/a teacher when it comes

to selecting an instructional program for.students.

2

Tests are a poor way of helping students improvg,their learning.
Educational simulations improve student thinking skills.

It doesn't really matter whether students like a subject as long
~ .
as they learn a lot about it.

»

Simulation exercises are a good way of helring.students develop
a more positive attitude toward other people.

An.open classroom environment invites chaos and breakdown ‘of

classroom discipline. -

:ljjlr:
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i 28. Teachers should encodurage stgdentc to see that decisionsamade

- : * !

by others may be as good as their own.
29, Small groups must be strictly supervised in order to be effective.
, 30. Visual’a}dslare an unnecessary bother when your objective is

teaching concepts. o )

3] . ’

' : -~ =

¢ 7 . .
In the first thirty questions you were asked .for your opimions. Questions

31 through 40 ask you to rate the following topics in terms of how interest-
ing you think they would be to study. : '

31. Cybernetics - . T

32. Questioning

____33. simulation | : : o -
____34. Value Clarification | - A Dull
____35. Educational Planning . B. Generally uninteresting
___ 36. New Social Stﬁdies_ c. Genefgily'interesting
37.’»E;aluation Pfocedu%gs D. Very interesting
‘ﬂ 938" Discifline Techniqpés ‘
_39. ,Iﬁdividuélized Insfruction ° . .
T | .~ 40. Educationai Objectives e
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7
)

Look at the concept "inquiry teaching" and get an idea of it in your own

?

' mind. Between the descriptors are, geven gpaceg which reflect degrees of

feeling. Till'in the space that you feel best describes the concept.

‘aiégical

meaningful
eagy

v clear
+

imporfant

udeful

analytical

important for

the future
interestiég
preciae.'
enjoyable”

comprehrensive

{

L4

Inquiry Teaching

o = o
f=} fe=} -0
.
o fe=} fo
jo} o jo}
el &3 fm)
14
fo fe=} fo
fe=} o fe=}
jo} fo jo}
b}
fo fe=} fo
Pl
= fe =
't

¢

fo = -
'

= fo =

115
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L]
«
i

fo fo
@ &
fom § =1
jo} =
on o
= fo
= o
o =
jo} =
= =
4
!
\

L]

“1llogical

meaningless

~t g

hard

*»

unclear
unimportant ~
useleas

descriptive

not important for
the future .

uninteréating
-vague

miserable

sketchy

4:'(
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APPENDIX B
. : Exercise 1
\ (Experience) : .
(The Want-Satisfaction Chain® = - . wg//() o
) The basic economic question is how can man -w#th his incatiable wantg S
- find satisfaction 'through-the economic system? The Wafit-Satisfaction Chain is -
- a «ybernetic system that illustrates the iuterdependéhce of the following
;tonomic eoncepts: .
: ' |
l
el
' q
WANT ' . .
INPUTS - Inputs are the natural, human and man-made resources
- used to produce the things we want,
) PRO- . Production is the process of transforming inputs
DUCT- . into something which more acéurately satisfies human
ION ' ‘wants. >
. s

Outputs are the finished products of the production
process.

OUTPUTS

Distribution is a process made up of all those activities
required to make outputs available to the people who will
use it to satisfy their wants. This includes transport-
ing and storing output, ag “well as making it available
as‘retail stores. Lo

| N v
Consumption is the process of making use of goods or
services for the satisfaction of human wants.

SATIS- ' : , ‘ '
: > FACTION .

*Suzanne Wiggens Helburn, "Preparing to Teach Economics: Sources and Approaches,"
published jointly by: ERIC Clearin§house and Social Science Education Consortium,
S Boulder, ColQrado. This activity is now part of Economics in Society, and economic
Q curriculum project published by Addison-Wesley, 1973

e Ty
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Use the information provided above tb complete the want satisfaction model

. as it relates to clothing and shelter. The completed example on the left
. relates to food. ’ ’

=

PR

CLOTHING | SHELTER
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L APPENDIX C )

- ¢ -

Objectives Exercise

"3 .

This is a review exercise to determine if you can “apply the clasoi-

fication ogystem uged in Chapter I of Pe&bpeat&veé to a set of objectivea
common to most law education proggams in the ochbols. Check the attributes
of the following cix objectivegg{: the appropriate place deoignated in the
matrir-at the bottom of the page. '
. . 0

L4

OBJECTIVES COMMON TO MOST
Law Education Programsc-

In ctudents affected by the prdgramo

1. an increased underctanding and application in their own
gocial setting of ouch legal concepts ao authority, Justice;
due process, freedom and equality

2. an increasced underctanding for the necesscity of a law and a
governmental octructure baced on law .

“ '

3. an increased underotanding of their righto and obligations
as citizens within the legal framework and a willingnesos to
behave in accordance with them “

4. an incredoed undenstahding of the lawso set forth by society
and the ramifications for themselves and society when these
laws are violated

‘5. an increased understanding that law is not static and that
citizens can challenge the 1 gal/political system through
constructive and orderly prodesses deaigned to lawfully
effect change

s

6. an increased understanding of the 1imits of law and the in-

creased ability to cope with the frustrations that arise when

law cannot solve all gsociety's problems
\ .

R

v




- 142 -

Student : 1

Role - Domains | - Levels . .
Orienta-. ~of” of . | Specificity and
_tion Response Thought - Structqre

\/ écholarly Man ACognitive - _'é-l Information \/ General

P - - ’ [ -
Public V- Man v Inter:pretation Infoﬂ ‘/ matipndl
v / Social S S U N

Personal Man | St. Sl}ﬁ;lll l/ Apgl:_tcation g v .P;,an_r}ing \/

R i e e .

s
El
\5
G
v \\
L
. 00 )
d\
A L=
Q
=
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- Lo . ' APPENDIX D .
o .~ Behavior Specification .
t
Q * . < . ‘ )
General objectives are helpful in pointing out the broad aims ayd
/ goals of instruction but they provide little help in describing the t¥pe

of behavior expected of students as a consequence of instruction. An
informational objective, as’ opposed to a general objective, will provide
this specificity by distinguishing who 1is to perform the behavior, the

., actual behavior to be pérformed,.and the result of the behavior in’terms
of the product or thing being performed. It is difficult, however, to
write specific informational objectives without conéidering the total .
instructional process that will make the students behavior operational.

Learn- . .
ng Acti>—> Output\s —_—

| Inputs -;49 i

Transforming general objectives into more specific informational ob-
jectives 1s an interactive process through which the teacher anticipates
what instructional inputs will be combined through éhat learning activities

to generate what type of output behavior on the part of students. A state-

- sment of learning objectives which takes, all these fagtors into account will
i provide a much more functional set of nstructional guldelinés than the
general objectives written in "Appendix C." ' The "Objectives Elaboration
Model" which tollows will help you to transform general objectives into

s informational objectives. At this early point in the planning process, the
‘objectives that emerge should be tentative in nature by subject to later

review and modification as the cﬁfgiculum becomes more formalized.

.

- - o124
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‘ Gene}al'Objectibe

BEHAVIQR S?ECIFICATIOﬁ MODEL

.

L y

Inputs(InstructionalfMethodology) Activittes Outputs ,

_ . ’ - Appropriate to the Behavior Expected of
Focus* Questions Encounters ) students. = _Students
To de- | By answer- | Using the In an activity which So that students can .
velop | ing the encounter will allow students to - demonstrate their,
the | topical experience understanding by:
<“con— question . [ ' . 2y
cepts (% | based on _%

' ? data 11- and/or in an activity L .

? lustrat~ which requires students | and/or they can de-
and/or |and/or ing to analyze monstrate a change in
to the S attitude by: '
de- ' jeliciting . :
velop |questions. | building .
gen- _‘ on what and/or in an activity
erali- students which requires students | and/or they ¢an prac-
zations already to apply tice t&é skill- of:

know and , ’
pPreparing : -
‘using them for
the what they ' '
cons will ~ T ‘
cepts ) learn in |
) the future l N
or to i, )
develop . . \
higher
struc- o &“
b tures
of K ] \
know- ] " \
-ledge . | ;
The, focus is usually based The activities can Le'’ | In the cognitive do-
on some structure of know- - inductive where stu- main it would be know-
ledge usually the structure dents note similari- %’ ing, comprehending,
of a discipline. The ques- ties and differences *| applying, analyzing,
tions asked of the content in data and classify synthesizing and eval-
reflects the structure of it in terms of the uating. (See pp. 23-24
knowledge but.takes into concepts they develop. | Perspectives.) 1In the
account the student and his More often, the ac- affective domain 1t would
environment. The encounter tivities are deductive | be by receiving, respond-
bridges the gap between the where students use an_ | ing, valuing, interna-
student and his environment, organizing idea, con- lizing, and acting upon
and the inputs and the cept model-system or a value complex (see
learning activity. theory to explain PP. 24-25 Perspectives).
' social phenomenon. In the skill domain ‘it
a Verification activi- would be by using the
. '# ties would require intellectual skills =~ «
- [ problem seeking, gen- necessary to transfer
eralizing, model learning from a school
. - building and problem bagsed activity to an .ap-
3 125 | eotving: - Ml Lo et
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»

The activity analysis model which follows is another way of looking

be limited to textbook readings.

well as in the student's$ homes,

[

7 Tea-
ching
Participa-—

a - tion
) Adyanced Studies]

Kﬁﬁﬁzroblem_Solviﬁg
Accepting respon

o sibilities

ﬁS& Speaking out

A> Acting on be- Aociology .|| classif 2
Q lief » conomicsgy ass yi Operates N ;///
. Performin Geography Gategorize Prepares
Practicing & Politic R Separate
[y Soience Media List \ Compare Wy Produces -
Revision-using éxAnthropo- T.abel O
Radio Contrast S5\ Relates
ing model- :I.fe SCi‘ <% Speeches | loroup, Se~ EO\ models Solves
' Literature ﬂﬁﬁp Filmstrips | | 1ect .p Explain Evaluates
Philosophy {g%asgegggagers Observe, 4@ zxperiment
careers Boo}s, arti- Rrobe -
cles :
Values  \Develop ~~uegtions ~ CUCHCC néﬁiiiiin
Clakifica— rgani- Develop ] Work Study
tion Zers Encoun- Debates
Evaluation Xrovide ters

Diagnostics
Didactics
Jnductive

at the general model of instruction (GMI).
" of the social science disciplines are worth teaching they should provide '
- students with analytic tools and methdds of dealing with their world.

Encounters that bring students intc cestact with their world should not
Instead, engounters with meaningful
social phenomenon can be found within the student's own experience as

schools, community, and in the broader
© ™ state, nation&i and international environment of which they are a part.

If the content and processes

ot

ACTIVITY DEVELOPMENT MODEL

Changes

Computes
Discovers

Seg\ Modifies
reia—

tionship\Remonstrates <4,

Cognitive

lizing concepts éZilua’
Inquiry Seek pat- . on
imulation\Moral P STUDENTS Affective
Simula tern 111 111
g) v . W evalua-~
12 use soc-{ use cog- tion
: ial stud- | nitiye Skills lab~
-] on a
iegigggspee DATR - oratory
Made up of va-{ To develop: Reading .
lues titu- foncepts, gen-
des, doAke E raligations, Wri;ing
(Rrogess to developkonstructs, Speaking

cepts, general-
izations

thegries, laws Careers

[

Constructs, theories,
laws which explain

data through the stu~
dents cognitive skills

Changing attitudes
and values while

learning and practicing
social studies perspec-

OBJECTIVES

. 1 )
EE%ﬁfﬁxjon .

Reportinﬁ
Editorialg.
'/ Notebooks




APPENDIX E

. Sequencing Instruction

Just as it is difficult to write specific behavioral objectives
- without considering the general model of instruction it is equally
-difficult to sequence instruction into appropriate teaching strategies
without considering the total instructional process:

r

<y
' ) . Learn- —_— : : \
Inputéif-—ﬁ? ing Acti ard Outputs |- .
vities .

Objectives and their specification treated the content inputs ot
the model and concentrated on how the structure of knowledge could be
.translated through learning activities into the behavior change of stu-
dents. Teaching strategies, on the other hand, “treat teacher inputs of
the model and concentrate on the pedogogical moves the teacher has and
how they can be translated through learning activities into the behavior
change 'of students. Teaching sequences should support the instructional
objectives of 'the model,and operationalize them in the way learning ac-
tivities are taught. Unless students use the content and process of
the various subject matter fields in classroom activities, it is wishful

thinking that they will be able to use them in course evaluation let
alone in dealing with their enigmatic and changing world.

-

If thinking and learning are related to the creation of new meaning,
it is necessary to determine the, type of.organizers students bring to class
+ with them. Diagnostic teaching& a logical starting place if individual
or group needs are to be assesséd and factored into the learning process.
Through diagnostic strategies the teacher finds out what students already
knoy as .a point of departure for organizing what they should know. It can
also be ‘used to diagnose what students have learned from one teaching. activity
o better plan for what they should learn from the next learning activity.
The strategies are typically used at the beginning of an instructional se-
quence or as a culminating activity. When reference is made to diagnostic

‘teaching in this guide the sequence suggested in FIGURE 1 should be followed.
. . \‘ L8 '

.
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: FIGURE 1° : -
. Diagnostic Teaching , _
Organization Strengths _ ‘W3gknesses

- If used as an opener:

Providing Developing
Encounter, [»| Organizer
A-2. -3-1

If used tb culininate:

A powerful encounter (pic-
ture-collage~reading) can
elicit numerous student
reactions. The way stu-
dents react can indicate
the level and sophistica-
tion of their cognitive

-and .affective organizers.

The encounter should
stimulate meaningful
discussion, The ques-
tions posed by the
teacher should be
broad but followed
with probing ques-
tions that force

Debriefdng As a éulminating,activity students to manipu-
D-1 it provides a worthwhile late previously learned
review and an opportunity materials.
to apply the ideas treated
. in the classroom. -

Inductive inquiry is one of the strategies suggested for use in this
guide. Inductive inqgiry folléws the three cognitive tasks outlined by Taba
and explained in Chapter IIgof Perspectives. Task 1} Developing Concepts,
might involve the sequencesgbf providing encounters and developing organizers.
Task 2, Inferring and Generélizing,would require the additional sequences of
generaliZzing and/or model building. Task 3, Applying Generalizations, would
suggest the process outlified in model building or prediction. When reference
is made to inductiz\{nqu ry in the guide the sequence suggested in FIGURE 2

7

3

.; . /

shpuld be followed
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FIGURE 2
Inductive Tnquiny

.
=y

Organization Strengths Weaknesses
Developing Learning is student Avoid too many clos-
Organizers . |\centered. It stres~ | ure statements. Avoid
Providing {[ . _B-1 Generall-| | Yoo process as well | excessive teacher talk.|
Eneounters{ A N\ zing or || ag product. It re- Teachers Bhould ‘avoid
Afz Model | quires students to looking for "correct"
. Building be active and motiva-| answers or patterﬁs
v C-2 &/or | | tion is high. It ~they want students to
c-3 forces, students to "guess.'" Avoid over
use high level cog- use of the strategy.
Debriefing nitive processes.
- Prediction Teachers can diag-
D-1 or D-2 ° nose student learn-

ing.

b

Taba has described anotﬁer teaching strategy which she called concept
This strategy involves teacher-student interaction but rather
than developing an organizer through listing, grouping and labeling, the

attainment.

teacher presents the organizer to the student.

In many wayg this 1s a much

more efficient method of instruction but it is important to understand its

strengths and limitations in the classroom.

When reference 1s made to deduc-

tive inquiry in the guide the sequence suggested in FIGURE 3 should be" followed.

FIGURE 3 ]
Deductive Inquiry ~ :
. z’
Organization Strengths Weaknesses Ve °
. . .
o .
Generalizing Th%g is an efficient way | Avoid too many consecutive
or /. | to 'learn new organizers. | deductive lessons. Avoid’
Model It can demonstrate the examples the students do
' Bullding applicability of social | not understand. Avoid
Providing|#| C-2 or C-3 ‘| sclence concepts and ° getting sidetracked--this
Organizers ¥ s . | principles.. It is use- is not inductive iequiry.
B-2 Debriefing ful for abstract ideas Avoid limiting the dis-
or that would be difficult | cussion-to only the bet-
Prediction to relgte to the students| ter students. Require
D-1 or D-2 . exlsting set of organi-

zers. It provides an
opportunity to deal with
organizers necessary for
continued learning. ’

all students to apply the
organizer, ’

129
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Although little mention has been made of didactic teaching it does have - 7

a role to play in the instructional process. There are many times whenba
ghort lecture; a film, a reading or some other form of exposition can make
a meaningful contribution to student learning. As a general rule the lecture
method 15 an efficient way to convey information but it 18 'not necessarily
an ‘effective way. If lectures or other forms of exposition can communicate
organizers rather than data, a strong case can be made for their use. If
. properly taught, organizers can become a functional part of .a student's

.. cognitive structure. Thig structure, ih turn, serves as a framework to help
organize pregent information and make future. encounters more meaningful.
When reference is made to didactics in the guide the sequence sguggested
in FIGURE 4 ghould be followed. :

FIGURE 4

vi.dﬂw:% Q . .
. *
Organization , Strengths Weaknesses
o .
Providing Verification| | This is an efficient method| Avoid the assumption
* Organizers'?’c-l or C-2 .of getting across organi- that coverage can be
B-2 or C-3 or zers important to future equated with lgarning. R
C=4 student learning. If Teacher talk domi-
coupled with application nates so student s
. b . exerclses there 1s a way motivation must be
’ of determining effective- | considered. A danger
ness. It can relate what is that its over use
) 1 students already know to will make the stu-
what they learn now or dents rely on teacher
in the future. " | thought rather than
the process of
’ thinking for one- -
self.

FIGURES 1-4 deal with strategles that are particularly suited to cognitive
objectives although they may well include consideration of related objectives
, in the affective domain. FIGURES 5-7 describe strategles that are parti-
- v . cularly suited to affective objectives, but again, not to the exclusion of
‘ -related objectives in the cognitive domain. The open-ended approach to vdlues
is a strategy requiring minimum téacher talh&and maximum student autonomy..
This approach explores feelings inm pursuit of values clarificatiog/ip contrast
to approaches that involve values analysis aimed at some type of behavior
modification. The strategy engages students in the exploration of very per-
sonal feelings and attitudes and should only be used in small group encounters.
When reference is made to the open-ended approach in the gulde the sequence i

suggested in FIGURE 5 should be followed. '
. o

3 | 130




FIGURE 5
Open-ﬁndéd Approach

"Organization Strengths Weaknesses
Developing Probiem It is a very humanistic Some 1ssues may be too
Encountersl=> |Seeking approach. It helps pro- personal. Only appro-

A-1 Be2 mote interpersonal re- priate when the group

is small, Teacher must
keep the discussion
open and minimize
Jjudgemental remarks.
Its purpose 1is to seek
problems rather than

to solve problems.

. lationships. It can be -
\ highly motivating and per~-

Focus on Personal Values | timent to the real issues

. facing individuals. It
promotes listening and
paraphrasing skills.
forces the teacher to
listen to students

L

It

The controversial issues approach to values analysis uses conflict as a
catalyst for problem solving. This treatment of public issues require student
polemica which cut to the heart of controversy. In dealing with the controversy,
students clarify public values through rational discourse and democratic pro-
cedures. The approach assumes that students involved with public values will
algo be society's best citizens. Whep reference is made to the Public Issues
Approach in the guide the sequence guggested in FIGURE 6 ghould be followed.

FIGU

Public Tssues Approach

Focus on Democratic Values

application. It pro-
motes critical think- -
ing and trains stu-
dents in public speak-
ing skills.

2
Organization‘ Strengths Weaknesses
Problem It treats real problems The approach‘can be
Solving |- facing sociéty. It can | over-used. Few problems
C-4 “be highly motivating. have easy solutions.
Proyiding/ﬂ \\ [Debriefing It provides an oppor- Teachers shéqld avoid
fncounter . tunity to make mean- the danger of over-
A-2 D-1 ingful social science generalization. Con-

flict can promote
debate but debate can
cause interpersonal
conflict. This type of
conflict is realistic
given the nature of
public issues but too
much gtudent anxiety

hinders learning.

131
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‘The discrepant data apprdach to values clarification comes about through
the careful selection of encoupters that force students to rearrange their
organizers to accommodate disckepant data. Many problem solving gituations
grow out of- two discrepant events which, when presented together, raise’ques-
tions that require_ exploration} In discrepant data, however, the student
processes information leading to conclusions that are inconsistent with his
‘own mental set. +Values clarification takes place when an individual changes

his mental, set to accommodate the discrepancy in his own thinking. The approach

requires careful teacher planni
majority of students in class.

free to manipulate the data, fi
and second, in a way that shatt
students explore the implicatio
attitudes and values. When ref

g around a common stereotype held by the

In the learning activity students mubt be

st "in, & way that reinforces the stereotype,
rs the stereotype. In the final debriefing,
16 of thils stereotype in terms of their own
rence 1s made to the discrepant data approach
sted in FIGURE 7 should be followed.

« FIGURE 7 A
\ Discrepant Data Approach
&
Organization \ Strengths ’ Weaknesses
/. " [Problem . ﬂt 1s student centered.| It should not be used
Solving It involves students in| too often. Because
C-4 : clarification of their | it requires manipula-
Providing /ﬂ \\‘ Debriefing {|own thought .processes. tion of data around
| |[Encounters - t 1s more effective a stereotype, the
A-2 . D-1 khan moralizing about teacher may lose
' alues. It demon- * credibility with the
Etrates the potential students. It 1is
Focus on Intellectual Values problems of folk wis- always dangerous to
dom and that true: reinforce a stereo-
. knowledge requires type (Step 2) when
—« |verification and it is wrong. It
- ’ .o . documentation. may cause confusion
‘ rather than clarifi-
‘ -~ cation.

Teaching strategles are never used in a vacuum and must take account of
the other components of the instrhc@ional process, This means that.the teach-
ing strategy should support such inétructional components as objectives,
assessment, activities, methodoldgy, implementation’, evaluation and hidden
components. It 1s very important -that the choice of strategy 1s consistent
with the teachers intentions related to student learning. The teacher should
not use concept development strategies, for examplej then the real intention
1s to have students attain concepts in a deductive manner. In the pages that
£gllow you will use each of the geven teaching, strategies described above.

N

Q

o

'
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APPENDIX F :

Affective Test Construction and Analysis

The, treatment given the affective objectives of Penépecixueé follows a
format used by the staff of the High School Geogrngﬁy Project.* Their treat—
ment covered several affective test types the first being the Likert)Scale.
. This scale is the easiest attitude measurement to use, due to its fl8xibility
. and eage of construction. One of the major problems with writing good
multiple-choice items 1s finding appropriate foils to the correct answer.
In the Likert Scale the foils are constant and follow a continuum yfrom.
"strongly disagree" to "strongly agree." The variables are the series of
related statements which the test designer wants to measure. In planning
for Penépecttvea the author wanted to determine the amount of attitude change
brought about in the area of teaching methodology. The first thirty items of:
the test just completed wif® give you an idea of your basic attitudes in the
area of methodology. By itself, however, the test will not give you a basis
to measure change. In order to measure change during the instructional .
period it 1s necessary 'to compare this test with the same test taken before
the program began. '
Directions: Record your pre- and post-test answers for each item listed.
The items are grouped as they support various objectives so the item numbers
will not be consecutive.” Thi use of the symbols, + or -, will indicate the
desired direction (positive or negative) the change should take.

Objectives

' Participant's
Intended Outcomes Test Scores . Observed Outcomes
: (- less than; + greater than) '

4

-«

Pre | Post

1. By the conclusion of - 2) Once a teacher masters his subject
Part I of Perspectives; area, the need for instructional plan~-
participants will bé more v ning declines.

_ willing than before it to ,

s  take a systematic approach - 19) The major purpose of a teacher is
to educational planning ] to get information across to the stu-
and to construct objectives ‘dents. .

. which are behavioral in for- ’ .

mat and which emphasize the ‘ - 22) There -aren't very many choices ]
development of higher order . available to a teacher when it comes
thinking, values clarifica- o . _ to selecting an instructional program
tion, and social skill de- ' for students.
velopment. ,

*Robert H. Richburg, Usi*ngvaluation to Improve Instruction, Washington 9'_’
D. C., Association of AQt\zrican Geographers, 1970. f‘

&
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Objectives

Intended Outcomes

Participant's
Test Scores ' Observed Outcomes

-~

o

2. By the end of the pro-
gram participdnts will be
more willing than before
it to engage 1in concept
teaching, to require stu-
dents to draw their own
generalizations, and to
have them apply thege
‘generalizations in new .
and different situationd.

3. By the end of the pro-
gram, participants will be
more willing than before it
to engage -in the/ frequent
use of small group instruc-
tion, student-centered
activities, situations
which promote managed class-
room conflict, and ma-
terials which challenge
students' beliefs. In a
larger sense, they will

"(- less than; + greater than) -

c o

o

« 1.

Pre Post

- 25) It doesn't réally.matter whether
.students like a subject as long as
they learn a lot about it.

J - 30) Visual aids are an unnecessary‘
bother when your objective is teach-
ing conceptg. e

- | 4) when tgaching, I 1ike class dis-
cusgsion to lead to the angwer I am
seelking. . ¢

5) The quantity of questions a teacher
asks in class is positively correlated
: to the amount of learning that takes
place. .

- 11) Student attitudes toward learning
are as important as the knowledge
students acquire.

- 12) Inquiry and discovery arec good
techniques but they just don’t fit
into my teaching style.

+ 14) 1t is useful to analyze question-
anawer-response sequences between
teacher and students,

- 16) Teacher-questions ére bésically
alike with some student answers better
than others.

+ 7) As a teacher, I feel at ease

when students are working in groups,

+ 8) When students are working in groups
I can differentiate between task-
oriented student talk and student

+ 9) It is important to a teacher to
challenge student stereotypes,

p
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Objectives

Intended Outcomes

Participant's
Test Scores

° Observed Outcomes

3- (cont.)/

value a classroom en-
vironment which pro-

motes the free flow of .
ideas and feelings in

the classroom.

a3
ay

5
&

—~
4, By the end of the pro-
gram, participants will be
more willing than before it
to value simulation as a
way of promoting high sku-
dent involvement and variety
in instructional strategy.
while at the same time
maintaining high academic
standards.

5. By the end of the pro-
gram participants will be
more secure in the type of
summative evaluation they
engage in and will develop
a sclentific posture in

which formative evaluation
becomes a par® of that on-
going teaching behavior,

I
t

(- less than; + greater than)

i

Pre

Post

10) In some types of classrpom dis-
cussion, small grdups are preferable
to large groups. +

18) I fpel more comfortable leading
a clasp discussion than lecturing.

vites vhaos and. breakdown of clasg-
. room diécipline. '

'28) Teachers should encourage students
to see that decisions made by others
may be as good as their own.

29) Small groups must be strictly
supervised in order to be effective.

13) Educational simulations are a good
use’ of class time.

17) ﬁole-playing is a waste of class
time. '

24) Educational gimulations improve
student thinking skills,

26) Simulation exercises are a good
way of helping students develop a
more positive attitude toward other
" people. '

1) I make up tests primarily to give
out grades. ‘ .

3) I can prepare useful measures of
student attitudes.
’ kY
. 20) I have a difficult time testing
students for their understandipg ‘of
concepts.

[

§

27) An |open classroom environment in- -

)
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“ Objectives

Participant's

Iﬁtended'Outhmea Test Scores Observed Outcomes

(- less than; + greater than)

.

Pre | Post Y L :

T + 21) It i5 more 1ﬁ§brtant for a teacher
to be d good questioner than to be a
good explainer.

- 23) Tests are a poor way of helping
. ' . ) students improve thei; learning.

2 . P

Once you have recorded' the answers you can determine if your attitude changed
for the better, the worse, or remained the same. If you wanted to employ the "
devise in a-claos with 30 students you could determine the mean score for each
statement. To do so, aosign each of the five responses a’ weight such as 5 for-
the most favorable answer dnd 1 for the least favorable. In an item with a (=)
symbol for example, strongly disagree would be given a weight of 5, while
strongly agree would be weighted as 1. A class mean could be established by
substituting -the weighted-value for each student answer. Once.this was done,
weightings could be added and the total divided by the number of students in
{he class. Based on your own pre- and pogst-test gcores, would you consider

hat the affective objectives of Perspectives have ‘been met?

\ {Yes . No )

Could the program bevmodified,to better accomplish affective objectivéa?

It is difficult to judge the affegtiveness of the instructional procedures
of Perspectives. for once the manus Tfpt is to press there is no provision for
feedback evaluation. A possible y of .assessing the impact of the experience-
analysig-application format is” to rkly on the ' \ of interest
the various methodologies created in the people who used -them. Items 31-40
on the attitude survey are designed to determine interest in the topics presented
in program. Another way to judge fhe inst tional procegures is through the
gsemantic differential. Inquiry procedures were used whenever possible in
Perspectives so each of the bipolar adjectivee could provide significant clues
to how inquiry is pursued by teachers.
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a

= Directions: The Interest-Measurement Scale represents a series of choices °
S on a continuum from A, "dull," to D, "very interesting. Once the choices
are established a series of topics are listed and the ‘students respond
according to their intérest level. The Interest-Measurement Scale requires
v a pre-test in a manner similar, to the Likert Scale. It is possible, however, .
to add to the list of topics like Items 38 and 39 that you know students are
interested in, and this will give you some criteria with which to measure the
relative student interest in the other items. Record your pre- and post~
test answers for each item listed. 1In every case your post-test score ’should
be greater than your pre-test score. . This similar pattern holds true for the
semantic differential. To plot the results of the semantic differential,
simply record your pre-test and post-test rgsults and connect the pre-test
scores with a solid line and the.post-test sScores with a dotted line. °

a

INSTRUCTIONAL ‘PROCEDURES ' ‘ )

Participant's
Intended Outcomes Test Scores Observed Outcomes
) 8 1 A
_ Pre Post : .
" ' ' ‘i - ‘
g 1. By being required to . 31. Cybernetics
experience, analyze, and o 32. Questioning
. apply the methodological 33. Simulation
themes of Perspectives, ) 34, Values Clarification
‘participants will be , 35. Educational Objectives ‘
more interested than . | 36. New .Social Stfudies ’
before in the program ‘ 37. Evaluation Procedures :
4n the methodological : 38. Discipline Techniques
themes both treated in .~ 39, Individualized In-
the program@and used to o struction
teach the program : 40. Educational Planning
§.1 . ~

2. By the end of the program, participants will be more willlng than before
it to value inquiry as appropriate teaching strategy. -~

Inquiry Teaching

Logical = = = = _= = Illogical
Meaningful = « = = = = "= Meaningless
s Easy = '= = =.= = = Har& - '
, Clear = = = = = = = Unclear ‘
Important = = = = = = .= Unimportant o,
Useful = = ="= = = = Useless :
Analytical = = = = = = = Descriptive
, Important for : - Not important for ..
the future = = = = ="= = the future .
Interesting =y = = = = .= = Uninteresting
, Precise = = = = = "= = Vague

i Enjoyable = = = = == = Miserable

Comprehensive = = = = = = . = GSketchy

- 137
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How could the instructional procedures have been improved'to insure a greater
interest in' and applicability for the methodology treated in the program?

&F

ag:‘:;.“) o

\”

JF

R L A
v

LN - " V4

If you were interested in using a semantic differential “for your own class,
it would be necessary to establish a class mean. Suppose for example, you
are working with the adjectives logical--illogical on a continuum.

.logical = = = = = = {llogical

7 6 5 4-3 2 1

.

.

~

You would assign numbers from the most logjcal (7)_to the least logical (1).
It is best to organize the positive connotations on the left and the negative
connotations on the right. Suppose your class of 20 students marked the
continuum in the following way:*®" ‘ \

-

total value of 2,
total value of 6.
total value of 18.
total value of 24. .
total value of 0.
total value of 18,
total value of O.

students marked space 1 giving that space
students marked space 2 gibing that space
students marked space 3 giving that space
Students marked space 4 giving that space
students marked space 5 giving that space
students nfarked space 6'giving that space
stqdents~ﬁ2rked space 7 giving that space

b

OCWOoOTOWN
PP DD D

‘. Total -- 68

The total (68) divided by the number of students (20) gives you a mean value
for this continuum of 3.40. When you have determined a mean value ke this
for each continuum of interesgt to you, a class profile.for this concept can =
be drawn. ; What conclusions can you draw from your own semantic differential
configuration? ¢ ’ . '

-
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| APPENDIX G
/ Examination - Ses'sion 1-7 D
\ - Law-Related Education WOY‘kShOP
Itém o '
1. If you have internalizéd into your own behavior patterns s;ch legal

-

concepts as authority, due process, freedom, equality, justice and

the principles they represent, this internalization should be evident
in your interaction with'students. In the space provided below, in
column A-list 5 student characteristics you would like to develop in
students through law-related education. Opposite them (column B) list
five teaching behaviors that you might use to best promote the desired
student characteristics. (10 pts.)

: A : v ' B
Student Characteristics Teaching Behaviors
a a
b b
c c
d d
e e
2. Use the, cybernetic model on the 1efF to classify the components of in- R
* struction on the right. Select from the instructional components two
examples which exemplify each of the parts of the cybernetic model.”
Indicate your selection by writing the component numbers from the-right
hand column opposite the letters provided in the left hand column.
(5 pts.) » ’ ’ ' '
Experience - analysis - appIic?;ion
—7 S

1o

Teaching materials ! Q

||I|i
1
o
oM

Behavioral analysis

inpura] © .
Inputs —_—
W
d 4. Behavioral expectations
Ac ; . ‘
tivi- e ° 5. Behavioral prescriptions
ties '
f "6. Attitude change
¢
Outputs| §, , 7. Content & methodological perspectives

Behavior ‘change

—
i =
=t
®

i 9. 1Instructional improvement

h| - 10. Discovery
; 1

139
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Analyze the following objective by cheéking the appropriate category
of structure, domains of response, level of thought and student role
orientation. ¢8 pts.) o
"Students should be able to analyze situations from their own
environment in which the use of authority, the use of power
without authority, or the absence of both occur in the manage-
ment of confllcts, the allocation of resources and in the dis-
tribution of responsibilities and privileges."

o

a. Structure ‘b. Domains of Response . .
. 1, , ,/Géieral - 1 ' Cognitive Domain

2 Inforﬁétional 2 Affgctive Domain

3 ) Planning 3 " Social Studies Skills
c. Levels of Thought Q d. Student ﬁole Orientation

"1 . . Information 1 | The Scholarly Man
2 i Interpretation 2 The Public Man
3 " Appliéation 3 The Personal Man

Read the specimen objective and complete the operations required of
the directions that follow it. (4 pts.)
"Given a situation from their environment illustrating the use
of authority students should be able t¢ list several common
costs and benefits of authority."

£l
.a. Transform the objective into a test item that would measure the
objective.

Y ' 8

_

b. Rewrite the objective in a question format'that would -require
< higher level thinking on tlfe part of the person answering the
. question. - : ’

<

“
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5. Assume you wanted to teach the concept "due process" as part of a law
focused unit. Use tfie content which follows and a concept development
strategy to sequence the instruction. Follow the Taba model illustrating
each of its aspects with questions appropriate to your.own grade levels.
(9 pts.) .

presence of counsel calling of witnesses

notice of charges

self-incrimination

unreasonable searches and
selzures

cross examination

cruel and unusual punishments

failr and reasonable decision
making

o

a. Concept Formation

1. . 2.

'3,

b. Interpretation of Data

i | 1. % 2.

3 . 3.

c. Application

1. | 2. o Lo

(S
rodn
k,.-..
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Use the activity analysis model which follows to' explore the specific
= learning potential of "Grab the Bananas" as a learning activity in
law-related’ education. - RecOrd your answers opposite the letters in
the box.on the right. Suggestions for those answers are provided in
the strategy components under simulation strategy. (8 pts.)

.. ‘ . Simulation Stratégy

In the - - sThe cogﬁitive'skills éf———————4> a b

A %

activity pon gata consisting of — > |¢

"Grab the [|5to develop the concepts of —> |d

¢

Bananag" pto make generalizationg atating-é £

“the teachen g ‘

'

will have pdemonstrating a ch?nged attitudes

. . |h P
the stu- pabout > B
dents ' ’ . . * N
uses swhile learning and practiging —» |4 law~related social
\ : v sciénce perspectives

£y

Write a teacher question that would illustrate each of the following
categories of Parson's Schedule ""A." (6 pts.)

’ el

a. -Rhetoricali 1 * i
. \.
L 4
b., Informatiom
»
c. Leading
d. Probing® . e
e. Other
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'
A

* 8. Write a teacher response that would illustrate use of Parson's
*Schedule "B." (4 pts.)

a. Closure ' : e

-

b. Verbal rewatrd

c. Sﬁstaining

- - d. Extending

»

9. An effective social studies program should enable students to develop
certain intellectual, democratic and personal values required in today's
changing society. TFrom the list of concepts which follow designate
as "A" the implied values that would best be described as intellectual,
"B" the values that would best be described as democratic and '"C" the
values that would best be described as personal. (8 pts.) .

("A"-Intellectual "B"-Democratic "C"-Peréonal) X
a. Multi causality f. Search for justice
b. Self worth g. Deduction
\\\\ c. Due process h. Choice making
- d. Life adjustment i. Rational consent

111

|

10. Some problems and potential dangers of using various approaches to values
education are listed below. Match each of the problems with the teach-
ing strategy that is likely to create it. Designate.as "A" the problems
inherent in the Discrepant Data Approach. Designate as "B' the problems
associated with the Public Issues Approach. Designate as '"C" the prob-
lems associated with the Open-ended Approach. (6 pts.)

("A"-Discrepant Data 'B'-Controversial Issues "¢c"-0pen-Ended)

a. May create confusion rather than clarification

b. May develop excessivg/iptefpersonal conflict .
¢. May cause a losg of teacher credibility .

d. May develop excessive personal conflict ’

e. May lead to excessive polarization of issues

f. May reqdire more sensitivity than the teacher has

111

11. Match thé teacher responses on the rngF with the student responses on
the left. Use your knowledge of Kohlberg's moral stages to maximize
the growth potential of the conflicts listed below. (4 pts.) .

‘Student Responses

a -I clobbered the kid because 1. What you did is dumb. You

he grabbed my comic book. behaved like a hood. " It's
Dad told me to hit anybody not very cool for a boy your
whosmessed around with me. age to fight over a comic

‘ ‘ ; . book. I'm ashamed of you.

ERIC* -440
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11. (comnt.)

12.

-
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.

3

b I clobbered the kid because 2. Anytime you hit another
" he stole my comic book and student, no matter who, I'm
when I went to get it back going to hit you back just
he tore it up. That book as hard, T L
cost . me fifty,cents. ' ‘
c - I clobbered the kid because’ 3.“,Possibly your behavior was
he accused me of stealing justified. This is a ques-
. his comic book. I'm not a tion @f individual conscience.
thief and I resent being You must, however, dccept
called. one in front of my any responsibility and costs
friends. agsspociated with the choice
‘ you made.
¢ .
d ‘I clobbered the kid because 4. But next time what if the
I saw him steal the comic kid is a gorilla and he
book. When I told him to breaks your head. That's a
give it back he pushed me lot of pain and expense for
and I hit him in self defense. a comic book.
5. What gave you the right to
¥ take the law ‘into your own
hands. You had a legagl ?
. obligation but you aigumed
the role 0f both judge and
. Jury. Your behavior was
just as 1illegal as his.
6. But you denied him due

process. If reason can't be

used to settle disputes we
are just like animals and the
law of the jungle prevails.

One of the characteristics of effective teaching is the ability to support
a given student role orientation with the methodology appropriate to

developing that orientation.

Use continuum which follows and match one

of the three points marked by "A"-Didactic Teaching, "B"-Analytic Inquiry,
"C"-Intuitive Inquiry to the Wppropriate student role orientations listed

below. (6 pts.) 2
) Didactic Analytic Intuitive
Many teacher Teaching " Inquiry Inquiry .Few teacher
cues U A . B C cues Wr
a. The Scholarly Man (as authority on the Social Sciences) )
b. The Scholarly Man (as investigator of his world) '
c. The Public Man (as possessor of Moral truth) .
d. The Public Man' (as decision maker)
.e. The Personal Man (as self adjusted)’
. f. The Personal Man (a choice Maker)

4
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P

Use the Suchman Model of Inquiry to discuss how each of the componéhta
would apply to "Grab the Bananas.”" (6 pts.)

a. Encounter

b. Intake

A \ ,
c. Storage L i

. -

d. Motivation ]

e. Action

f: Control

N

As students progress through a’s{Qulationdgame the teacher's role or

teaching behavior will usually change. Describe the type of teaching .
behavior that might accompany the following stages of a simulation.

(3 pts.)

a. While introducing the game

b. While the game is in play

>

c. While debriefing the game
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The follewing are generalizatigns or tliemes which might be treated *

in a secondary social studies program devoted to law-related educaticn.
Circle the number of the most appropriate teaching strategy for each
generalization or theme. In the space to the right of the alternatives
provide a one sentence rationale for your angwer, (12 pts.)

a. The bonding and liability requirementa associated with starting -
+ a motor cycle business. “

1. Didactics Ratibnale:
**2. Simulation :

3. Individual Research
4. Deductive Inquiry

4

b. Justice has had more influence on the vocabulary of democracy tha;ﬁ\\\\
it has 'its practice..

Didactics : Rationale:

1.
2. Discrepant Data
3. Problem Solving . i 4 ’
4.

Individual Research B

c. ‘The inherent worth and uniqueness of every individual.

1. Didactics- Rationale:
2. Open-ended Approach

3. Problem Solving . ‘m .
4

Diagnostics

d. '"You the Jury" - A stop action film treating landmark legal decisions
relating to the B{LL of Rights.

Discrepant Data Rationale:
Didactics >
Open-ended Approach

Public Issues Approach

HWN =

e. The evolution, of law from the time of Hammurabi to the present.

Didactics Rationale:
Diagnostics ,
Discrepant Data
Inductive Inquiry

SHSWN =
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15, (cont.)

f. An understanding of the causes and dynamics of plea bargaining
and the values it promotes. -

- ~

1. Deductive Inquiry. Rationale:
2. Didacties

3. Open-ended Approach

ﬁ. Simulation

&
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- APPENDIX H
What Is Your EP?

Directions: Each teacher takes to the classroom different experiences, train-
ing, insights, abilities, expectations, and intellectual prowess. Thilosophy
provides one way of organizing these differences into categories that have
meaning and that can be treated in a systematic way. PhiloBophy raises ques-
tions which focug attention on broad but important characteristics teachers
bring to the classroom and to the curriculum materials uséa in the classroom.
The test which follows will provide an initial>experience with self-analysis,

and it will key on the central role the individual teacher playe in the in-
structional process. :

Nl

A TEST WHICH IDENTIFIES YOUR EDUCATIONAL PHILOSOPHY®

by Patricia D. Jersin

REMOVED TO CONFORM WITH
COPYRIGHT LAWS

&

*patricia D. Jergin, "What Is Your EP?" Clearing House, January, 1972.
Used with permission from Clearing House and the author.

v
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.get of educational beliefs, consistent in themselves, but.not included as

. -173 - >
" APPENDIX 1° . )
IMPLICATIONS

" The foﬁr answers selected for each of the q&estions in this multiple-choice

test represent positions on educational issues being taken by hypothesical
spokesmen from the major educational philosophies heading each column--
Progressivism, Perennialism, Essentialism, and Existentlialism. If, in
gcoring your test, you’ find that a majority of your choices, no matter how
much doubling up of answers, falls in a single column, you are selecting

a dominant educational philosophy from among the four. For example, if

you find your totals: Progressivism (9), Perennialism (1), Essentialism
(3), and Existentialism (2); your dominant educational philosophy as determined
by this test would be Progressivism (9 out of 15 choices being a majority).
If you discover yourself spread rather evenly among Several or even all
four, this scattering of answers demonstrates_an eclectic set of “educational
values. Indecisiveness in selecting from thé“four positions could indicate
other values and beliefs not contained within one of these major educational
gystems. .

In all formal systems of philosophy,'an impo;ﬁbnt measure of the system's

validity is its consistency. Your consistency in taking this test can be

measyred by comparing the answer you selected for item #1 that identifies

essences with your other answers. The more of the remaining 10 responses

you find in the same column as item #l the more you should find your -
responses contradicting one another--a problem inherent in eclecticism.

Again, keep in mind, lack of consistency may also be due to valuing another™”

6EU\QQ§§he possible systems selected for representation here.

. ™,
For clari}ication of the framework of these four major philosophical systems,
review each of the sets of responses in the test separately. Further reading
and ltudy 15 suggested. A selected and briefly annotated reading list fol-
lows:

Bayles, Ernest E. Pragmatism in Education. New York: Harper and Row,
1966. Pragmatism is the. foundation for John Dewey's Experimentalist
education philosophy, so dominant in American public education during
the 20th Century (the Progressive Category in this\test).

Bowyer, Carlton H. Philosophical Perspectives for Education. - Glenview,
Illinois: Scott Foresman and Company, I970. A good historical survey
of various educational philosophies noting their impact on the present
day instructional revolution.

Broudy, H. S. Building a Philosophy of Education. (2nd edition) New York:
Prentice-Hall, Inc., 1961. Written by an eminent academic philosopher
of education who professes Classical Realism (the Perennialist category
in this test). =

Belth, Marc. The New World of Education. Boston: 1970. A philosophical
- analysis of vafying concepts in teaching. ¢
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Kneller, George F.  Existentialism and Education. New York: Wiley and Sons,
1958. Perhaps as cloge d8 a non-existentialist will ever come in identi-
fying and explaining this philosophy.

Kneller, George F. Introduction to the Philogophy of Education. New York:
Wiley and Sons, 1964. A concise, well-written study of major educational
philosophies. Kneller also examines Reconstructionism.

Morris, Van Cleve. Philosophy and The American School. Boston: Houghton
Mifflin, 1961. This survey of major philosophies in education includes
an especially fine treatment of classical philosophies and an excellent
chart linking formal systematic philosophies to their1$ducational counter-
parts. )

Rickover, H. G. Education and Freedom. New York: E. P. Dutton and Company,
1959. An interestingly critical treatment of the American educational
system by a non-philosopher who espouses a rather extreme Essentialist
position. ‘

~

Perennialism is the only philosophy that is antithetical to the new gocial
studies. The perennialist philosophy assumes a backward posture, relying on *
static knowledge and unsupported educational theories. An educated man in
today's world must adapt and change and find his security, not im great

books of the past or in theories which purport to strengthen the intellect,
Put in his own ability to-“search and ferret out of man's exploding knowledge
the processes needed to continue learning. The ultimate outcome of any

curriculum is the type of individual who emerges as 1its terminal product.

DIRECTIONS

Using the Tom Classificatiom®of Scholarly, Public, and Personal Man, what -
kind of individual do you geek to develop? :
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Hear Ye! Hear Ye!

RATIONALE:

There is little evidence that schools and teachers go about deliberately
suppressing the Bill of Rights, but there is a great deal of evidence that this
very suppression does take place. 1t is naive to assume that educational.
instjtutions have been the guarantor of student rights or its champion. As
Walt Kelly said through his comic character Pogo, “‘we have met the enomy
and they is us.” The notion that students have rights may be new to some
teachers and administratc:%, ‘but it’s not new to the students who are
practicing their social sciefice in the courts, rather than in the classroom.
Teachers must learn more about the Bill of Rights and the laws covering
their own rights and responsibilities as well as those of their students.
Teachers must model what they teach and help students understand that
individual rights have corresponding responsibilitics and that detocracy
demands participation. Teachers must attack all unreasonable procedures
and limitations en students’ rights and help formulate school policy which
will allow students to. practice their/social studies in the classroom rather
than in the courtroom.

OBJECTIVES:
After playing “The Underground Press”, students will be able to:

N
1. Explore the scope and limits of such substantive legal concepts
as authority, participation, freedom and equality.

2. Operationalize these concepts in a reahstic school setting
involving the type of transactions, due process, responsibility,
and diversity that define students’ rights and responsibilities. M

3. Demonstrate an increased appreciation of adjudication as a
peaceful means of settling disputes and of justice as a workable
standard for measuring the success or failure of the decisions
that are made.

MATERIALS

The setting for the simulation will be established in two accounts of
the underground press incident’ at West High School. One account is
written from an administrative point of view and the other from the point
of view of the students involved in the controversy. The role-groups in the
simulation will prepare legal arguments for their positions on the question:
Should the djsmissal of the three students involved in the “underground
press” controversy be upheld on the specific allegations that they did, in
fact, behave in a manner “unbecoming students of West High School?”

CONTENT:
Tﬁe content of the simulation will be based on the actual school

board policies of the students’ own district and the state and national law
as it relates to students’ rights and responsibilifies. Each of the

roles’assignments will require that students use the following legal ™

concepts while developing their roles.

[ Y
Afthori ___ Transactions
Participation D:b'Pmcess
Freedom Responsibility
Equality Diversity 3

JA v 7ex: Provided by ERIC

TEACHING STRATEGY: (A simulation format)

Simulation Scenario .

M

Directions (piimnry assignment)

Some 14 students should be assigned the roles a week or so before the -

acfual simulated board-hearing. Students should develop their roles based
on the general orientation contained in them and on local policy and/or

appropriate state statutes which apply to their own school system. The
specific hearing format should follow as closely as possible the actual -

procedure the board uses in such cases.
Simulation (Day 1)

The hearing will involve the advocates in a, conflict-resolution
situation. The outcome would be the actual judgment made by the School
Board on each of the charges. It will also consist of a recommendation, if
any, for further legal action outside the jurisdiction of the school board.

Debriefing Inquiry Questions (Day 2)

&

~How did each of you feel in the roles you had?
-Dropping the roles, how do you feel about the board’s decision?
-Was justice served?

-What authority does the school have in limiting such freedoms as
. Speech, press, religion and assembly?
-What standards should determine the limits of these freedoms?

"-If you were to formulate a position statement on student rights and’
responsibilities, what would you include in the statement?

Evaluation (Thirty-minute essay examinstion)

Assume that a group of senior students wanted to change the school
policy as it relates to the long-established smoking policy of the schoo!
The question being addressed is: To what extent should the smoking
privileges for teachers be extended to students, particularly as they relate
to students who have reached their 18th birthdays. In addressing this issue,
apgwer the following questions:

1. What body would have authority to make such a change in the
smoking policy?

2. What influence groups would need to be considered before
making the change? .

3.  Whit legal issues might be \l;)ased in support of a new policy
change?

4. What new policy could be devised providing equal treatment of
students but at the same time: . )

a. preserving the legal constraints that young students (ninth -

graders) may not purchase or consufhe tobacco.

b.  preserving the rights of non-smokers to a healthy and clean
environment.

o
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The Issue Before the Board

For the -Defendants ,

WEST HIGH SCHOOL
Jefferson School District 390
Jefferson City, lowid
Mr. Edward Jones
4 . Principal - West High

School
April 20, 1975

.Dear Members of the Board:

administrators fo justify action which leads to expulsion of students with
no provision for readmission. On April 14, 1975, James Green, Marcia
Hopkins and Stan Reed were expelled from school for conduct
unbecoming a student at West High School. The three students, all
formerly members of the student newspaper staff, turned their backs on
tho legitimate school newspaper and printed and disseminated the first and
last edition of their so-called *“Underground Press.” In the process of
preparing, printing and disseminating this edition, the students committed
the following acts unbecoming of students at our school:

This lettclis in response to school board policy which requires school

.1. The edition was made with stencils taken from the student
newspaper office, by mimeograph machines used without
permission and on paper stolen from the school office.

2. The edition cuniained scusrilous and untrue accounts of the
principal’s sex life. The edition featured a rating system of the
instructional staff made up of criteria that was abusive and
obscene and not appropriate to any standards of good teaching.
The edition called for a revision of the grading system drawing a
preposterous analogy between our grading system and the way
Nazism undertook its extermination policy during World War II.
The issue featured a Iftter to the editor by Marcia Hopkins,

' urging students to boycott the school lunch program as a protest

against the allegedly “horrible food” that is “not fit for human .

consnmption.”

While distributing the paper, Stan Reed stood in front of the
cafeteria d8or and caused such a commotion that many of the
students were late for class. While in class, the students read the
paper, causing further disruption by- reacting to the scandalous
and libelous material contained in the paper.

In light of the above acts, we inform you of our action in summarily
expelling these three students from school; and we urge that you sustain
our action and exclude these students from any future involvement in

sch?\ol affairs,

\ Respectfully yours,

: ' 4

d Responsibilities .
| ERIC |

Aruitoxt provided by Eic:

a

\
For the Plainfiffs

Jefferson Gity Dispatch, April 21, 1975
To the Editor:

As students of West High School, we feel we have been denied our
right of freedom of the press as specified in the First Amendment of the
Bill of Rights. Our expulsion from school, without a hearing, came as a
result of printing our own student paper because we couldn’t get our
message across using the regular -school channels. We have been charged
with the®following “‘crimes” and our purpose in writing this letter is o
answer the charges made against us. - ’

1. We will admit that we used school materials and equipment to
publish the paper, but the materials were not stolen, At the
beginning of the year, the members of the Journalism Club
raised funds themselves to purchase the paper and stencils. The
machine is school property and therefore it belongs to the,
taxpay?s who should be able to use it in any way they want.

2. In reference to the charge of defamation or libel, we stand
behind what weé print. The fact that Mr. Jones has recently been
divorced should attest to the truth of what was written about his
sex life. Our rating system of teachers was praised by most of the
staff and only those who got a poor rating have complained. The
kids at West hate the grading system and most of them agree
with our statements about it. The same is true of the terrible
service in the school cafeteria. Anyway, kids were only asked to
boycott the food and.no one took away their choice of eating or
not eating at the cafeteria. ' L

3. We did distribute the paper during lunch hour but if any kids
were late to class it was because they were mad at the school for
treating them so badly. All we did was print the truth. ‘

It is disturbing to Ize denied onr right to print the \mth. It is even
more disturbing, howevet, to be denied an education for standing up for

what we believe.
\iim Greene
fan Reed

Marcia Hopkins-
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Roles and Viewpo,inj:s'

Mss. Emily Southcomb (Board President), Seven Member School Board

The board was a little upset by the principal's letter summarily
dismissing the students without a hearing. Because of the recent case of
Gross vs. Lopez (43 LW 418A) the board has decided to grant a hearing in

‘one week to the offending students. The notice of charges (the ;ﬂncipal‘s
_Jetter) was sent to each of the students on April 21, 1975, and

they were °
given the right to be represented by an attorney. Our task before the board*
meeting will be to determine the Board’s authority over cach of the charges
and during the maeeting to rule on only the charges and transctions that
fall under our jurisdiction. The responsibility for any criminal action
growing omt of the case will be turned over to Mr. James, the school
attorney, for possible civil litigation, Our primary responsibility is to the
people of Jefferson City who elected us and in their name to make sure the
school Gdministrators and the students involved in the conflict get a just
and open bwipz. .

Mr. Otto James (The School Board Attorney)

You are very concemed that the school board is legally covered in any
actions related to the controversy. You want to make sure the Board is
advised of what rights of participation are guaranteed by the Constitution
as articulated in cases like Tinker vs. Des Moines 393 U.S. 503 (1969) and
by West Viginia va. Barnette 319 U.S. 624 (1943). You are also concerned
that students are due so that the Board is protected in éases
Hke Gos va. Lopez (43 LW 4181) and Wood vs. Strickland 73-1285. You
are oqually concerned, however, that the students are made accountable
for any legal transgressions that accomparied the publication of their
newspaper, This is particularly true of their possible hibel case concerning
the good name of Mr. Jones, West High Principal. 5J

Ms. Roberta Apple (ACLU Attomey for the Students)
You feel it is unfortunate that the students wrote the letter to the

- editor admitting public guilt for their actions. You hope that you can

.

defuse any criminal action against the students and get them back info

school. The real issue for you is one of student freedom and the misuse of
terms like *“behavior unbecoming students of West High School” Do R

students leave their rights at the school house door? You think not and
you want the hearing to spell out the rights the students have. You
personally feel that the students may not have acted responsibly in some of
their behavior but you don’t want that to cloud the real issue of student
rights raised by the students. Shanley vs. Northeast Independent School
District, 4G2 F, 24960 (5th Cir. 1972) is a lower federal court case dealing
with students right to prepare, distribute and sell literature such as
“underground” newspapers.

The uu’denll (Jim - Stan - Marcis)

]

You may be called to testify in the hearing 50 you want to work with

* Ms, Apple and help her in any way you can, You are pasticularly

concerned about student equality and that the school will protect the
diversity of ideas even when the ideas are unpopular. You are also
concerned about receiving a fair hearing 30 you want to be sure of school
board procedure in cases like this. You want to clarify the school position
on student rights and responsibilities preventing any possible retaliation
against yok once your're back in school, '

]

The Administration (Mr. Jones & Mr. Allan)

You (Mr. Jones) af® in a dilemma between distike of the student
behavior surrounding the underground paper and your professional
responsibility of providing the best education possible for the students of
Jefferson City. You are very upset with the personal attack made on you
and you want a public apology or redress in the civil courts.

You (Mr. Allan) want to back up ypur adminlxtxaéon and set an
example for all of the students that imresponsible student behavior will not
be tolerated in the district. On the other hand, you want to work out the
conflict in a lawful and speedy way so that the school district can get on
with the business of education.

3
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