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. ' " ABSTRACT

Tﬂe purpogg of this study was to describe and explain two

" teachers' pérspeétivés of a curricular change proposal. A per-
spective was a combination of beliefs and behaviours compdsed of:\
a set of ideas describing the character of the siguation, actions,x

and criteri; of judgment. This study described‘the\actions and \'

-

"
i

"?tatements of theﬁteachers as they responded to and implemented a
‘curricular change proposal over a period of three months. Through
thg method of pérticipant observation and interviewing, the study
révealed how the,teachers,interpretgd the curricular proposal and
how they constructed their actions in implementing it‘as part of:
their classroom programs. Three éxploratory questions gﬁ;dsdﬁthe
study: (1) How do téachers pe;ggive communications intended to
modify or improve théig/perf;rmance? (2) What are the constructs
that underlie such teacher perceptions? (3) What is the relatioﬁ-
ship between these diﬁensions and the eygluative process by which
feachers make decisions regarding the implementation ofvchange in
schodl pTrograms.

| The‘study'ﬁas based on the theofy of symbolic interaction. A
premise of this theory is that to understand a subject's world it

1

is necessary to catch the person's process of interpretation. In

this study, to catch the process by which the two teacHers en-
countered interpreted, ahd ordered the1r view of ‘the currlcular
change proposal the résearcher placed h1mse1f in the teachers'
env1ronments, took\a 11m1ted role in some classroom act1V}t1es,\?nd

V.



observed tﬁe\teachers\fram as many vantage poiﬁts as pos;ible.

Over the course of three months of field work, extensive notes were
taken and interviews were held with the teachers. The data wére
then analyzed on a weekly basis in order to ‘discover patterns and
relat10nsh1ps to guide further study Final'analysis was completed
[following the field work. -

Fourteen prop051t10ns were 1dent1f1ed which revealed the d1-
mensions of the teachers'perceptlons of communlcatlons 1ntended to
modify or improve ;heir performance. It Qas speculated that the
propositions represented a number of constructs and that teacher
perceptions generally may range along a continuum for each of these
possible dimensiéns. Two dlfferlng patterns of related ideas were
‘revealed as underplnnlng the teachers'perceptlons These constructs
established an 1nterpret1ve framework and criteria of judgmeht for
their decision-making. To thé extent that the teachers judged the
change proposal incongruent with the constructs underlying the;r
' perceptions‘tﬁere were contradictioﬁs in its implementation. It
became clear that the teachers interpreted and used the change

message in a way that matched their perceptions of their classroom

situation.

vi
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CHAPTER 1 I
INTRODUCTION
Purpose of the Study

This study represents an attempt to adopt a more realistic
appfoachfto understanding the change process.1 It is based on the

premises that if an effective approach to the implementation of

.,

L B

curricular change is to be devised, it must be constructed on a y
more thorough understanding of the naturally existing mechanisms

. . . 2 -
which operate in school environments® and that statements of how

- change should occur are not very useful in interpreting how class-

room teachers actually respond to proposals for curricular change

1Change, it would seem, is increasingly a part of our environ-
ment and schools, as social institutions are subject to pressures
to reform their curricula. What happens, however, when practical
attempts are made to implement innovative programs is not clear.
On the one hand, there is a voluminous collection of prescriptive
literature that purports to tell practitioners how to accomplish
change in school settings; on the othér, an extensive body of
déscriptive studies which ihdjcate_that the actual amount of change
in schools falls significantly below. expectations. It would seem,
as Doyle and Ponder (1976) note, that the life histories of inno- »
vative programs are, more often than not, records of disappointment
andtfailq;e:b(p. 1)

2A proposition developed by Doyle, Walter and Ponder, Gerald
A. The practicability ethic in teacher décision-making. Paper pre-
sented to the Milwaukee Curriculum Theory Conference, November 12," -
1976. The purpose of the paper the authors noted was 'not to sug-
gest solutions. It is to map an unfamiliar terrain in order to
stimulate research on the ways in which practicing teachers react
to change.".(p. 4) ' i




" which impinge upon their established habits and practices.3

Needﬁfor tﬁe Study

Much of what is known about the decision-making processes which
appear to underlie teacher reaction to change proposals has been de-
rived from the literature on innovation projects (Doyle and Ponder,
1976). Alth;ﬁgh such information has value, it is suggested that
there are both general and specific limitations to its utility in
.understanding response to change procésses in schooling. First, as

Walker (1976) notes, the Iiteratufe shows an over-emphasis on, and

3There is a large quantity of writings in the educational inno-
vation field. A review is presented by Giacquinta, J. B., The pro-
‘cess of organizational change in schools, in Kerlinger, F. N. (Ed.),
Review of research in education, Vol. 1, Itasca, Il11.: F. E. Pea-
cock, 1973.<- A summary and extensive bibliography is provided by
Short, E. C., Knowledge production and utilization in curriculum:
A special case of the general phenomenon, Review of educational
research, Summer 1973, 43. The standard reference works are Havelock,
- R% Planning for innovation through dissemination and utilization of
- knowledge, Ann Arbor: University of Michigan, 1969, and a Guide to
innovation in education. Ann Arbor: University of Michigan, 1970.

Descriptive studies of innovation projects and processes are
included in: Goodlad, J. IXand Klein, M. F. Behind the classroom
door. Worthington, Chio: Charles A. Jones, 1970; Gross, N.,
Giacquinta, J.; B. and Bernstein, M. Implementing organizational
innovations. New York: Basic Books, 1971; Smith, L. M. and Keith,
P. M. Anatomy of educational innovation, New York: Wiley, 1971; and
Saras®n, S. B. The culture of the school and the problem of change.
Boston: Allyn and Bacon, 1971. These descriptive works are summar-
ized and analyzed in Fullan, M. Overview of the innovative'process
and the user, Interchange, 1972, 3, 2/3, and Fullan, M. and Pomfret,
A. Research on curriculum and instruction implementation, Review
of educational research, Winter, 1977, 47.1, 335-397. '




3

a bias in favour .of, change over stabilit)f.4 Relatedly, the curricu-
lum field has'been'dominated by an ideal of change premised in terms
of a technological rationaiity (Pinar, 1978b) gnd Qhat Kliebard (1978)
Has déscribed asrthe ”bureauéfatic model" of curriculum;5 This image
hés been éf odds with the reality ofbcurriculum, particularly éocial
_ studies, in local schools (Downey, 1975). Additionally‘and more spe-
cifically, in'clgrifying and attemptiﬁg;to establish the need for
this study, the literature of innovatioﬂ projects wéuld seem to lack
utility, as such projects disturb what tends to be typical of tﬁe
classroom‘domaiﬁ‘in our system of education (Doyle‘and Ponder, 1976).
Under normal circumstances teachers determine what will happen to
students in thei; classés (Dreeben, 1973). This condition preVails
for at least two reasons. First, the hierarchy of the school system
does not'serve as a direct regulatory line for the communication of
deéisions designed to influence teéchers'~c1assroom activities. Yith
few exceptions, teachers wofk in relative isolation from supervision
or intervention by administrators o:vcolieagues. Second, to a sig-

nificant extent teachers' activities are characterized by autonomy

4In Walker's (1976) view, "More can be learned about curriculum .

change by studying the factors that account for stability than from
the study of factors associated with change'" (p. 298). This study
made a careful attempt to be sensitive to both dimensions of teacher
dec151on making.

i SGiaquinta (1973) concludes that, "Despite nearly 30 years of:
writings by social scientists on the willingness of organizational
members to. change, resistance continues to be treated primarily as
a practical difficulty of organlzat1ons that requlre a remedy and
not as a social phenomenon requiring systematic inquiry and explana-
tion" (p. 189).



which appears to minimize the effect of external influence on the
classroom. For these reasons Dreeben concludes that, although schools
resemble bureaucracies, 'the work of teachers can be ‘properly under-
$tood only if the non-bureaucratic elements of schools are also identi-
fied" (1973, p. 452); feachers are nof subject to bureaucratic rﬁle in
the substance of their work.6 Their. environment of relative isola-_
tion and functional éugonomy tends to be disrupted when an innovation
project is initiated (Hoyle, 1974). First, some school innovations
such as collaborative teéching, collaboratiQe decision—paking, open-
spaceﬂSchodls, ungraded plans, exfénd beyond the scope of the indi—
IV1dual classroom and requlre the co- operatlon of groups of teachers
Second because of the resource commitment necessary to establlsh

such projects, they often attract publicity. Flnally, the require-
‘ment for formal evaluation which often acéompanies\such projects
increases the information flow concerning teachers' tecﬁniques_and
practices. Suéh conditions tend in combination to increase visibil-
ity for teéchers involved in an iﬁgovation,project. This'iﬁcreaséd
visibility tend§ to reduce the isolation and autonomy and results in
an increase in external control placed over individual teachers. In
this ﬁanner, innovation projects generate a §et of control mechan-

isms which are typically absent from the teaching environment. Such

61r may be noted that Jackson and Belford's (1965) study would
suggest that teachers--at least elementary school teachers--derive
their satisfaction from the immediacy of the classroom situation and =~
from their autonomy. Also, Jackson (1968) and Lortie (1963) make the
claim that the satisfaction of the elementary teacher is mainly to be
derived from the art of teaching itself and not to the same degree
from the teacher-related activities of curriculum planning and de-
cision-making which is a consequence of a change in autonomy.

N



: 5
mechanisms, Doyle and Ponder (1976) argue, tend to incrgése teacher
passivity and suspend normal teacher reactions to chaﬁge messages of

. _ _
directives.:‘As Fullan (1972) observgs, the typical innovation strategy’
usually tﬁ;ns out to be péﬁer-coerqiveAfrom the point of the user
(p- 4. \
| In the context'of this study, it is argued the 1innovation liter-
ature lacks utility because‘change projects tend to by-pass teacher
decision-;aking and hence tend to disregard the decision-making pro-

O
cesses which under}ie teacher reaction to change proposals Egbéber,
1974} . This characteristic may account for the fact that little is
known aboUt the user of edugétional innovafions. Failure to acknow-
ledge teacher decision-making does not, however, neutralize its‘
impact on change.efforts. Although the features of innovation pro-
jects may mask theveffects of teachef judgment, it would seem that:
_the extent tb which -an {;novation is finally implémented, dependﬁ on
teacher decisions.7 This feature may help‘to explain why schools
typically tend to revert to conventional practices as the initial
interest. and intensity of the project begins to decline.

Regardless of the actual consequences of teacher decisions, the

above analysis would suggest that the innovation_literaturé should

. : U

7Fullan (1972) for example, places special emphasis on the need .
to study the userstperspective in change research, a view that is
endorsed by Fullan and Pomfret (1978). Sieber (1974) maintains that
existing research '"fails to penetrate the mental world of the prac-
titioner in order to reflect definition of needs, problem-solving
patterns, knowledge translation strategies, criteria-for appraisal
of opinions, perceptions of experts, and other outsiders, and the
like" (p. 66). ,



be used with caution as a data source for investigating teacher
decision-making processes in response to change or imprdvement
messages.: For this reason; it is suggested that teacher judgments ¥
‘under the normal environment conditions of isolation and éutonomy

are a legitimate -and important subject for investigation.
Statement of the Problem -

The focﬁs of tRis sfldy is the decision-making proéesses which
appear to underlie teacher reaction to change‘proposals. The main
issue addressed by the étudy is: What are the dimensions that under-
lie teacher reactions to change proposals and their perceptions of
-attempting to implement a change éroposal in the classroom?
| The following questions afé derived from the initial pféblem
statement:

How do teachers perceive communicatioﬁs intended to modify or

improve their performance?

What are the constructs that underlie such teacher percep-
fions?

What is the relationship between these dimensions and the
evaluative process by which teachers make decisions re-
gardiné the implementation of change in classroom pro-
grams; |

Given the ;ature of the research‘design; the aﬁbve questions

ére coﬁsidéred as a set of "working hypothéses"‘(Geer, 1964). They
are not a set of experimental hypotheses to be directionally and

statistically proven. Rather, they represent a set of statements



generated partly from prior knowledgebof the field to be studied,
partly from prior observations, and from the conceptual and theoreti-
" cal position established by Doyle and Ponder (1976).

TheoreticalyFramework

>

This study is based on a complex of factors related to an'order
of thinking and to a-method of studying human-activity that views
human behavior--what people‘say and do--as a product of hpw people
‘interpret their world. The particular concept utilizéd is the sym-.
bolic in£eractionist perspective as outlined by Howard Becker (1961),
Herbert Blumer (1969), Blanche Geer (1964), and'EQerette,C.:Hughés

(1958).

According to fheﬁé theorists, people are constantly in a process
of interpretation and definition as they move from one situation to
another. All situations consist of ;he self, othérg éﬂd their actioﬁs,
and physical objects. Any situation has meaning only through each

'ﬁerson's interpretation and definition of it. Thq individual judges
the suitability of the interpretation to personal actions, makes
"decisions on the basis of the judgmen;, and then constructs the actions
~ of the personal "self" gccording to the decision.. Blumer describes
this as a process.of interpretation or acting on the basis of symbols
(1969, p. 141). As he notes,kwhatever the actiqp in which he is ‘en-
gaged, the individual ! |

' ;..proceeds by'pointing out to himself the divergent things
which have to be taken into account in the course of his
action. He has to note what he wants to do and how he is to ™"
do it. He has to take account of the demands, the expecta- -

tions, the prohibitions, and the threats as they may arise in
the situation-in which he is acting. His action is built up



step by step through a process of such self-indication. The

human individual pieces together and guides his action by in-

terpreting their significance for his prospective action

(Blumer, 1969, p. 141).

This process is distinctive from normative psychological states:
Environmental pPressures, external stimuli, organic
drives, wishes, attitudes, feelings, ideas, and their like

do not cover or explain the process of self-indication.

The process of self-indication stands over against them in

“that the individual pojints out to himself and interprets the—

appearance or expression of such things, noting a given so-

cial demand that is made on him (Blumer, 1969, p. 142).

It is by self-indication then, that the individual guides his choice
of actions by interpreting their potential significance in terms of
his definition of the situation.

The manner in which a person consistently defines a succession
of situations depends on ﬁersonal perspective (Shibutani, 1967). .This
consistent definition is an

...ordered view of one's worldf-whét is taken for granted

about the attributes of various objects, events, and human -

nature. It is an order of things remembered and things ex-

pected as well as things actually perceived, an organized
conception of what is plausible and what is possible; it
constitutes the matrix through which one perceives his
"~ environment (Shibutani, 1976, p. 161).
In this Why, for the interactionist, a perspective is a socially de-
rived interpfetation,of that which is ehcdunteredehi;h then serves
as a basis for the actions tobe constructed (Janesick, 1977) . The
person's perspective is a combination of beliefs and behaviors con-
tinualiy modified by social interaction.
In response to proposals for curricular change, the teacher acts

and thinks in a particular way. In the terms of thé ingeractionist,

teachers develop a change perspective, a consistent way of thinking

x
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and acting in response to change proposals. This perspective enables
teachers to make sense of, to interpret, and to construct their
actions in response to and in the process of implementing a curriculum

change proposal.’

Assumptions of the Study

- This study is based on a complex of factors related to its
theoretical framework.8 Simplylstated, it‘ie assumed that:
1. TheArelationship between researcher and subject is entirelyJ'
voluntary oa the part of both. |
2. The researcher is able to deplct himself as an outsider to
the setting of the study and in so doing acnleves conceptual
distance from its perspectives and vocabularies.
3. The researcher is able to achieve empathetic understanding
and to :epfoduce'in his own mind the feelings, aotives, and

-thoughts behind the actions of the subjects of the study.

The propert1€s are many and embedded in social psychology.
Schatzman and Strauss (1973) suggest four which are centrally sig-
nificant: -

"(i) Man can take a perspective on himself, and act towards
“himself.

(ii) In diverse situations, he can 51mu1taneously hold several
perspectives on himself as well as on others and events--
even seemingly contradictoty onmes, then in new situations
create still other perspectives.

(iii) Personal perspectives are social in origin and emanate
from definitions of countless social situations and pro-
cesses in which man f1nds himself and with which he can
" identify.

(iv) Man presents himself ylth perspectives and definitions that.
become (some of the) conditions for his own actions; there-
fore the "forces" which impel him to act are substantially

" of his own making" (Schatzman and Strauss, 1975, p. 5).

*

-
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Methodology

L

Given the characteristics of the study.;ﬁd/ingZEES;Etical bases,
it was necessary to select anméthodology‘that would utilizé direct
‘observation and provide extensive data that would ﬁeet the ﬁosition
of symbolic interaction which requires the researcher 'to catch the
process qf interpretation through which they (the subjects or actors)
construct their‘actions” (Blumer; i969, p. 145). This process, he
notes,

+..1s not to be caught merely by turning to conditions which

are antecedent to the process. Such antecedent conditions

are helpful in understanding the process insofar as they enter

into it, but...they do not constitute the process merely by

inferring its nature from the overt action which is its pro-
~duct...Since the interpretation is being made by the acting

unit in terms of objects designated and appraised, meanings

acquired, and decisions made, the process has to be seen

from the standpoint of the acting upit (Blumer, 1969, p.- 145).

Participant observation was judged to meet these criteria as it pro-

vides a combination of data collecting methods involving genuine

social interaction in the field with the subjects of the study, direct
: ) P

observation of relevant events, formal and informal’ipterviewing and
the collection of relevant documents and artifacts (McCall and Simon,
1969). It is a process by which

The participant observer gathers data by participating in’
the daily life of. the (subjects) he studies. He watches the
people he.is“%tudying to see what situations‘they‘ordiparily
meet and how they behave in them. He enters into conversation
with...the participants in these situations and discovers their
interpretations of the events he has observed {Becker, 1958,

p. 652).
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Organization of the Disg;rtation
The evidence cléafly indicates that, at }eést in pért, the féil—U
urg‘to'match bromise and achievement in the é%ﬁtext of innovating
schooi programs relates ta. the limitations of tfaditional curricﬁlum
theo}y and its application to curriculum'development, evaluation and
research. fﬁ particular, issue is taken with the manner in which
thebrists'have,tended to accept thevpremises of a technblogica}
rationality énd of what Kliebard (1978) ﬁas,ﬂescribed as the vbureauf
cratic model" of curriculum. As wgllAés thexé being some problems
general to the issﬁé of curriculum and ifs imblementation by teachers,
there are others more spécificvto social studies aﬂdrto the histori-
cal process by which it came to be included in the program of element-
ary schools. The problems are elaborated in the body of the study;

First, Chabter_z examines problems of curriculum reform in the
context of changing perspectives of curriculum theorx_and,its rela-
tionship to classroom practicé; the changing bases_and methodologies
.. of social studies curriculum and instruction are then examined, giv-
inéxétténtjop first to the widei scene and then té'the situation in
Alberta eleﬁeﬁtary schools. The research methodology and 5rocedures
utilized in this study aré describedfin.Chapter>3. Chapter 4 pre-
sents the change~brdposal, the setting in_which it is to be imple-
mentéq, and a descripfion from two practitioners' perspectives of the
prBEeSS of implementation of an innovative curricular chanée pro-
posal. |

These three sources are then examined in terms of their com-



patibilities, consistencies, tensions and contradictions in an
-attempt to link the accounts and actions of those who have to solve

practical problems of innovation with the speculation of theorists.

12

From that examination an attempt' is made in Chapter 5 to build up a> \

view of innovation that is situation specific to two classrooms but

which may be illuminating to prospective users of new programs.
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fﬁleflect1on and theorizing in education. Partly as a result of

CHAPTER 2

PROBLEMS OF CURRICULUM REFORM - ¢

Curriculum Theory and the Process of Change

7
Curriculum theory if it is to be .effective, must ultimately be

of some practical value. It must assist in the planning of what ex-

peétiences will be made available to pupils. Suéh planning,‘onced
Co : . ! 4 ’

implemented, by definitienﬁimplies change. The nature of etange;'

the process by which it is achieved and its influence on the quality

Al ‘ -
of experience provided for individuals and society has, in recent

e 9.
- .

“years, focused new attention on curriculum ‘as an area of critical

societal pressuresbfor reform, partly as a result of the apparent

o

-failure of the curriculum and materials development projects that

occurred in the late 1950s andnthe’19605, particularly in the United

States‘énd the United Kingdom,, and partly as a result of the work of-

certain curriculum theorists, the literature has evidenced new ways
of orgnnizing thinking in the field of curriculum. There is a grow-
‘y. -~ N . : i . B

ing realization that the.conception of an "ends-means' process
P

- (Goodlad, 1966; Mager, 1962; Popham, 1969; Taba, 1962; Tanner and

Tanner 1975 Tyler, 1949; Wheeler, 1967;- Zals, 1976) ‘is 1nappro—
LA

prlate in the context of educatlon,and that currlculum development

Kl -

is not a matter of 51mply deallng with hard facts, clear aims or

1 v

‘establ1shed policies, in the manner of a more mechanical management

¢

13

R
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theory. In particu}ar, the wo;k of theorisfs9 such as Eisner,
Schwab and Walker (1974), Goodlad (1975), Schw%b (1970), Walker
(1971) in the United States and Hirst (1974), Jenkins (1976), Owen
(1973), Richmond-(1971)? Skilbeck (1971), and Stenhouse (1975) in
the United Kingdom, has focused on.the need for curriculum fheory '
and development to be sensitive to the wider conéern§ of culture and
society. Their approach recognizes that curriculim can be planned
and some of its oﬁtcomes can be foreseen but, as Owen states,

...it differs from other kinds of dévelopment iﬁfrather obvious
ways. Changes on the whole are not a matter of design, are

not activities to which a known end can be hoped for, nor are
they matters of startling and radical discovery which are likely
to change men's” view of the world at large (1974, p. 42).

Expressed more §imply, there is a growing awareness that- the cur-

riculum process involves people affecting people--teachers, pupils,
parents and community. The curriculum from this perspective is

...not merely a facet of the organization of an. institution, -
it is a decisive part of the culture of a living community,
whether this community be that of a single school, neighbour-
hood or whole society. Thus, development of the curriculum |
means, inter alia, developing the school culture and re-think-
ing the values and forms of school community life (Skilbeck,
1976, p. 22). : ' :

“This broader view of curriculum provides a shift in emphasis
o o \;2_’? .

and understanding of the pattern of.authority and‘rgsponsibility as

9This list is not intended to be comprehensive but rather to

‘note that, at particular times and in different settings, a number.
of writers have provided fresh insights as to the nature of curri-
culum. Classifications of curriculum theorists and their perspect-
_ives have been presented by Walker (1976) and Pinar, (1975), (1978a),
(1978b). ~ Pinar 978b) notes that "...the reconceptualization is ’
a reaction to what the field has been, and what it is seen to be at.
the present time" (p. 205).

P
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., ) .
- a determinant for seeking curriculum reform._.In particular, it re-
jects the ideas of the school as a test site-and of a division between
theory and practice. It supports the recognition of the existing
state of practice as a source of theoretical ideas and problems; it
stresses the importance of effective curriculum development involv-
ing the teacher, the pupil, the parent and the community both in
framing its goals and in facilitating its implementation. It recog-
nizes that the

...testing ground of a theory is not its conceptual clarity, not

its ability to predict outcomes, criteria we have inherited from

a narrow conception of philosophizing and a dubious scientism,

but how such ideas are transformed into°action in the practice

of teachers (Young, 1975, p. 136). <«
Geertz elaborated this assumption’in referring to the need to attend
to behavior with some exactness

...because it is through the flow of behavior--or more precisely,
social action--that cultural forms find articulation. They find
it as well,...in various sorts of artifacts, the various states
of consciousness; but these draw their meaning from the role they '
play in an on-going pattern of life, not from dny intrinsic re-
lationships they bear to one another...whatever, or wherever,
symbols 'in their own terms' may be, we gain empirical access to-
‘them by inspecting events, not by arranging abstract entities
into unified patterns (Geertz, 1975, p. 19).
Schwab (1970) expreésgs the view that theories are inadequate to- tell
us what to do with human beings. He suggests that the "stuff" of
theories is an abstract or idealized representat®6n of real .things
aﬁd, therefore, he quéstions their utility as the basis for the fram-
ing of curriculum which, in action, treats real things, real acts,
real teachers, and real children. He argues that the awareness of
oY '

the practical will lead to a more useful way of improvinéﬂfuture ways

of doing things.



-

, 16
...as a basis for beginning to know what we are doing, what we

are not doing, and to what effect--what changes are needed,

which needed changes can be instituted with what costs or

economies and how they can be effected with minimum tearing

of the remaining fabric of educational effort (Schwab, 1970,

p. 62).

The proposition implicit to such v?éws is that gaining knowledge
of both human behavior and the process of change ié so formidable a
task that it is extremely difficult, if not impossible, to predict in
advance of implemenf;tion just what will be the effect of curriculum
revision. The recognition of this complexity tends to be symptomatic
.of the reconceptualization of curriculum theory and its pefspectives:
of the distinctions being ﬁade-betweenlthe visible curriqulum and the
hidden curriculum, beéween the'intended aﬁd the effective curriculum;
that is, between the formalized plan and the éxperiences of the child
in school. Such distiﬁctions in the langdage of curriculum'tend>to
reflect the influence of sociologi;al theory and, in more general
terms, of all those theories which distinguish between what appéars to
be the case and what realiy is the case, or between the views of those
at the top of the hierarchies and those._lower'do_wn.10 This growihg ;
awareness of a reality behind aépearances has tended to change educa-

tional consciousness to the wider perspectives of contemporary thought

~about ‘culture and society.

-

10Skilbeck (1976) for example, lists four contemporary sources
of ideas about curriculum theory: (1) curriculum theorists, (2) psy-
chological, social and political theories, (3) project experience of
the kind sponsored by the Nuffield Foundation and Schools Council in
Britain and the National Sciernce Foundation in the USA, (4) Marxist
theories of intellectual action (p. 20). An additional example would
be the neo-Marxist policy of radical social change and its associated
educational theory elaborated by Paulo Friere (1972)}.
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These broader conceptions have required changes in thinking and

practice appropriafe';o the newer coﬁceptions of curriculum, changes
which- take account of undefstanding from related fields but which do
not subsume curriculum theory to 6ther kinds of theory. The more
mechanistic and often reductionist approaches to curriculum develop-
ment and.research have been brouéht into question with the newer focus
more directly on qualitative elements (Eisner, 1967, 1969, 1977, 1978;

Macdonald-Rosé, 1973; Sockett, 1976; Stenhouse, 1975; and others).

Traditional Approaches

In the period of the turriculuﬁ reform movements of the late
1950's and the 1960's considerable emphasis'was placed on school
teacher activity being precisely and specifically goal-oriented. This
emphasis utilized a rational model.of theory which set pufpose before
activity and involved the clarificatibn of objectiveé as a prerequi-

. site for action (Goodlad, 1975). The emphasis was on the meésure-
ment‘of,product rather than on the understanding of the d}nammic.
It teﬂded to ignore the learning milieu and to support the existence
of a régsarch climate that favoured accuracy of measurement and
ggnerality of theory, a tradition based on the theory and methods,
.of mental testing and field experimentation of the kind mainly‘used
by agriéultural botanists (Hamilton, 1976).
| The implementation of such "objective“ Based mqgeié'of-éurri-
. culum teﬁded to be guided by a theory which suffered from a simil-

arly narrow and limited perspective. Models .of" change were util-
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ized from studies in technological aréas; marketing and rural socio-
logy (MacDonald and Walker, 1976). Curriculum development, at times,
tended to be equated simply as a form of organizational change
(Skilbeck, 1976). In consequence, discussion and inquiry focused on
social relations, the management of conflict, power relations and the
. provision of_resources»(Hoyle, 1970). -The view has been exbressed,
that course implementation was geéred to hafing teachers change their
ways, either by instructing them to do so, by persuading them to
adopt different values or By‘proving-that the desired alternative was'
preferable (Organization for Economic Cooéeration and Development,
1970: Fullan, 1972, pp. 1-46). The language of curriculum‘teﬁded to
be equated'with_the-language‘of change (Skilbeck, 1976)i.coping with
change, suppdrf for change, change agents and changeAclimaté. Pre-
occupation with change tended to produce the belief that innovation
is itself an appropriate goal of education.11 Curriculum issues,
such as balance and sequence, tend.to be distorted or evaded altogether

in attempts to treat educational\processes as a kind of technological

change.12

¢

11Currlculum development is always a process of chiange, but the

purpose of some curriculum development activities may be to resist
some changes in society, to consolidate previous educational change,
or perhaps, to deflect some undesirable changes in education (see
Nisbet, 1974 for some excellent examples of the latter undesirable

~ changes) .

les House (1979) notes, a rationalized model of innovation in
agriculture and industry was persuasive. "“The success of scientific
agriculture and technology (man on the moon in 1969) va11dated the
pub11c 1mage" . 2).
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Historically, such vieWpuints of curriculum development and

gvalu&tion have focused primarily upon precise specifications of
objectives, behavioural measuiement of achievement and statistical
analysis of'pre-tests and post-tests. Such pfoceduresntend to’
assume a state of consensus in theAestablishment of ‘educational
priorities or, at least, a homogeneity of opinion among participants
as to the nature of appropriate curriculum. The reseé:ch, develop-
ment and diffusion model exemplifies a linear process with each part
a step toward an ultimate agreed-upgn'goal in education (Goodlad,
1975).' It assumég a rational sequence .of activities, massive plann-
ing, division of 1labour, high development costs, and g uassive con-
sumer‘whO'will adopt the~innpvation (Havelock,r1971); Typically,
curriculum developers héve assumed that the educationéi system acts .
" in a mechanized fashion, so that.

...ideas 6uce fed into it from thé top (inputs: structured

methods, materials and so forth) will be processed cﬁrough

-various channels and arrive finally at the 'grass roots' at
4 the bottom (output: school classrooms) (Gleeson, 1979, P.

195). ‘ o ‘
Such a hierarchicalrconceptiou of curriuulum development not only;\\\\\\ﬁ
assumes a split between 'experts' and classroqm teachers, but also \\\\
iupliesjan.agcendahcy of curriculum 'theory' over ciassroom 'prac-
tice'. Hénce, Baffholomeu (1976) argues ;hat_such unquestioned
agsumptions aboutbhier%rchy take'thebrationality ofheducafional
theury for grantéu, presuppoéing the superiority of its progressive
ané liberal status over the illiberal and inimical influencés%;f the
'school. In this way, eduéational 'theory! atta}ns leadership over

0

practice, a leadership which appears to ignore the ways in which such
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practice might inform theory (Reid, 1978), and thereby fails to con-

sider the ways in which teachers may have important things to say

about curricular innovation and change.

Societal Change

More fecently, the type and quality of educational provision has
been affected and has affected a whole complex of changesl(Barcan,
1976; Fitzgerald, 1976) which have been paralleled in a somewhat simi-
lar fashion in the develdped nations of the Western hemisphere (Good-
lad, 1975). These changes have been marked by a shift iﬁ values and 7

...the transition from an age in which belief in ﬁbsolutes'and

the puritan ethic was widespread to one in which, for most,

man was the measure, truth was relative. The social ethic

brought with it a blurring of standards, a suspicion of tradi-

tion, a distrust...of standards and traditions (Barcan, 1976,

p. 202). . '

Associated with this shift in values thére has been a, growing
and exceedingly varied dissatisfaction with schools. This criticism
has tended to focus sharply on the performénce of mathematics and
the(ianguagg arts but also reflects parents' demands for the schoEls
to do much méfe\;han they do and finés expréséion in a prblifera~
tion of ideas :to Emp;oVe teaching. In curriculum planning, develop-
ﬁent and evaluation, éhgse societal pressures héve been precipitated
into, and afe interrelated with,ithe situation in the priﬁary school
where central authorities have tended to draw back from earlier prac-
tices of detailed prescription in favour of, at most, prescripfion in

more general terms; there has been an increase in the level of responsi-

bility bei ccepted by schools. Tﬁis movement, towards what has been
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described as more school-based decision-making, would seem to have
focused pub11c concern more sharply on the particular school and to
have made the individual teacher a fiore apparent subject for criti-
cism.

In the context of program development, iu particular, the school
and its teachers appear to be placed in a dilemma of confusing de-
mands the personal needs and aspirations. of the individual a wide
range of social p0551b111t1es and needs including the requirements of
society for particular knowledge, understanding.and skills, the vary-
ing_lifest?les sought by particular groupa and the démand posed by
their concept of education. Such demands appear to have paralleled
the elabdration of broader, more perceptive approaches to curriculum
and to be'symptomatic of the concern that schools should be increas-

ingly sensitive to the realities of the broader social milieu; there

2 i

has been a growing realization chat complexity and, on occasion; con;
cencion are more typical of reaiity than is‘suggested by a "means -
ends" model of curriculum developmenti_ The recognition is that, in
any pluralist society, educational goals13 and needs are sufficiently;
diverse that very few specific innovations should or can be univer-
sallf implemented:in a standardized form. Such events and develop-

ments apparently have in a normative sense provided a basis for

13As Fullan (1972) notes, such goals are characterized by a

~ fairly high level of generality 'particularly many of the recent
goals such as self-direction, critical thinking, capacity to gather,
organize and analyze new material, ability to recognize and choose
among alternatives, self—confidence and moral reasoning (p. 2)" ;;f’
which requires continuous involvement, choice and commitment on the
part of the teacher and student and makes inappropriate standardlzed

or programmed innovation. P
p



questioning the credibility of existing models of educational reform

and for justification of a newer realism in education research.

Research Views of the Teacher

It has been argued that generally the process of planned curricu-

lum change has emphasized the importance of the p?oduct (the innova-
tive progrém) on the assumption of a éommon, rather ;arrow rational-
ity that has tended to view the subject (the teacher) as a passive
recipient of change. This précéss tends to ignore the values and
goals of users and to view curriculum theory, curriculum research,
development and implementation as focusing on positivistié prescrip-

tion. It assumes that the classroom situation is essentially logical

e

and predictable, and‘fhat the aim of educational research is to be

able to explain, control, and predict social phenomena_in a techno-

X . 14 A
logical or instrumental sense. T

Such a view of human behavior has, in recent years, frequently_
been criticized as being incomplete. Van Manen (1977) describes it
as "pseudo natural"

...a one-dimensional world that produced knowledge of a cer-

tain kind...(but) cannot deal with the issue of worthwhile-

ness of educational objectives or with the quality of educa-

tional experience (p- 209). '

‘This is a view shared by Roszak (i969) who speaks of the '"objectify-

14 - s s '
. “Characteristics of the four most frequently used approaches
in contemporary sociological studies include: functional analysis,

power conflict analysis, symbolic interaction analysis, and systems
analysis, - ’

S
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ing and dehumanizing' attitude that underlies the scientific-techni-
cal approach and the manner in which

...cultural pre-occupation with objectivity functions as a
state of being...(which) grips us subliminally in all we
say, feel and do. (Theodore Roszak, The making of a counter
culture, New York: Doubleday, 1969. Cited by Van Manen,
1977, p. 207).

A further, but refated criticism of what has been describéd as scienti-
fic positivism is that it views scientists (as opposed to the snbjects)
or,’in the context of this study, curriculum developers (as opposed to
classroom teachers) as the primary sources of knowledge and encourages
;hem to trust their own senses and logic more than that of teachers.
Bruyn (1966) in discussing this point, describes how in’traditional
social science research it is customary tovacknowledge,.for example,
that feelings and thoughts exist, but not to gcknowledge that the
interpretations of subjects should have any central importance. In
particular in-the context of the curriculum change process the top-
down’strategy'tends‘to negate the legitimacy of a "diversity of alter-
_nAtives" and the éssumption that different user groups may have dif-
ferent objectives or priorities at:ény given point of time (Fullan,
1972). TYpically,studies of change ignoré users' perspectives and
tend fo ignore or'gtop short of measuring the consequenées of imple-
menting innovation. Too often, as Fullan-nofes (1972), there appears
to be a lack of consideration or awareness that in attempting to in-
troduce new roles such possibilities may’ impinge upon existing pat-
terns, relationships,‘rolgs and expectations that are imnortant to

users.



‘ 24

Furthermore, as Sieber (1972) and Doyle and Ponder (1976) note,
the literature contains some inherent assumptions about feachers as
recipients of curriculug‘change. Most models of the change process
emphasize'the inteilectual processes which ought to determine the
. direcfion and course of curriculum change. The imége presented of
the teachéf is that of the rationai adopter. Ideally, as a user, the
teacher i; one who systematically félloﬁs a set éf'problem—solving
steps which include such activities as problem identification, data
search, déliberation,.implementation,,and evaiuation.- Change strage-
gies designed around this imagé tend to stress the importance ;f.in-
formation in sti&ﬁlating.and effecting educational change. Thus, the
rational teacher needs only té be informed about the best mefhod, for
example, of teachiﬁgrsocial studigs, and current practices will be
adap;éd accordingly. As Sieber (1972) notes, the féacher obtains
grétification from a‘carefgl adjustment of means to clear-cut object-
ives and is, therefofe, constaﬁtly alert to'informafion that‘promises
to increase efficiency by predicting the outcomes of alternative be-
haviours. By implication, such a teacher is‘invulne}ablé to the opi-
nions of the peer groﬁp, the ideologies of the occupationai group,
all values encountered, or any featureslof the envifonmént thét would
influence goal-oriented behavior (Siebér, 1972; p. 364). Genérally,
it could be said that university courses, curriculgﬁ consultants,
and in-serVice'ﬁrograms tend to rely heavilf upon informatiqn dis-
semination and deliberation to modify classroom pra;tice. Moreover,

- a common response to the failure of strategies constructed around
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this image of the teacher, is to implement ﬁrogramS‘designed to achieve
""user development'--to instruct teachers to “delibefate rationally"
(Connelly, 1972). As Sarason has commented,

...1f there is any one principle common to efforts at change;
it is that one effects change by telling people what is the
'right' way to act and think (Sarason, 1971,'p.‘193).

A second, more pessimistic image, perceives the teacher as a stone-
age obstructionist. Attention is drawﬁ to the traditional beliefs which
appear to pervade most teacher discussions, to the non-technical’ train-
ing of the majority 6€ teachers, and to the pfoﬁlems inherent in attempt-
ing to change adult behavior patterns (Glass, 1971; Goodlaq, Klein, et
al., 1970). Change processes built on this image seek ways to neutral-
ize or bypass the teachef.as an obstacle to'educational improvement.

The image is embodied in the attempt of the national curriculum pfo-
jects of the 1960's to make innovafions feacher:proof and in the idea
of tﬁe proérammed inétruction movement. It is characterized by the
tendency of curriculum reformers to Viéw teachers as resistant, in-
éépable or unwilling to change (Fullan, 1972). - °

' How'closély‘SUCh aSsumptions portray the reality of teacher re-
sponse to change proposals would.seemvspeculative. Teachers, as well
as most other people, do not appear to conform to thé idealized model
of "rational" behaviour (Jackson, 1968; Taylor, 1970). As for the
pessimistic image, it -appears that such a view, to a significant
extent, reflect§ a lack of understaﬁding of classroom settings and
outlooks (Jaékson and ﬁélfdrd, 1965; Sieber, 1974) and a‘ﬂgrrowness
that has to ﬂo with researchers "almost total absorption witﬂ the

goal of improving practice and discovering better techniques"
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(Jackson and Kieslar;'197f,'p. 15). Furthermore, it would see@_that

both images have been drawn utilizing the tools of a research method-

ology which tends to objeetify;the éubjects and to ignore both the
complexity  and unity of human behavior in the classroom. The view is
from the vantage point of the interventionist: a view that

.fails to penetrate the mental world of the practltloner in,
order to reflect definition .of needs, problem-solving patterns
knowledge translation strategies; criteria for appraisal of
options, perceptions of experts and other outsiders and the
like (Sieber, 1974, 66)

It would appear thaf’sc1e tlfic empiricism has not been totally
adeqdete as a means ef discoy ring'the "essence" of behavior response
.+ to proposels for educational change. Possibly the limitations of our
~schemes for research into human behaviour derive in part from the ﬂert-
ificial" nature of the conceptions of reality upon which they‘are
thought to be"based.v The prpblem may very weil be that aspects of
educational'experience which are critical to understanding the. process
of educational change are not Gknowable":through traditional methods
of inquiry, and if an understénding is to be gained, an alternatiee
method of ipquiry needs to be‘uti%ized presuming a conception of. real-
ity that is different grem that which has'traditionallyibeen accebted
as '"true'". In addressing‘this'probiem it was resolved in the setting
of this study to adopt what has Been described as a qualitétive and
interpretive mode of inquiry that seeks\subjecéive understanding of

human behavior in contrast to the more objective, positivistic con-

cern for facts or causes.
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Perspectives of Social Studies Curriculum and Instruction ©

@
- -
-

.The preceeding discussion has posited hatAgeﬂerg11y§theory, as
applied to‘curriculum'development and evaiuatioﬁ, has-ih'the past
tended to lack utility; it has t¢nded to focus on iniended ouggomes
and to ignore uﬁanticipated consequences in éttempting“tp achieve °
managed énd predictable change. It was.;uggested that a more fleiible,

- ’ i~
qualitative, and naturalistic approach to inquiry would increase the

3

lihood of developing theory for understanding classrooms and
tgaching. It was particularly emphasized. that the school as a social
system, the existing state of practice, and the subjective involve-

<y R
ment of the individual teacher are significant aspects of the innova-
- » 3 . ’

2 ) e

tivé process. .

In this sec®ion it is argued, with parpicuiér'reference,to the
teaching of social $tudies, that the literature eyi&énceS'viewpaintsc
that would appeaf to be disparate from, 6r at léggpﬂinsensitive to,
the. complexity of curriculum and to tﬁe contéxt of schools, teachers,.
classes and pupils. MoreoVer,‘such viewpoints tené to be character-
ized by what might\be best described as an ameliorative orientation;
bé éoncept of curriculum change of “improvement" of schools whiéh

accepts, tas it is, the existing curriculum structure [fRinar, 1978b)..

Ty

This review i;Mﬁkp_to'attempt an exhaustive survey or critical analy-
~ sis of education#ﬂ tﬂeories but; to establish in a descriptive sense,

that such diéparities caﬂ be identified. It is also argued that, in
'<m; normative sense, these views in;¥h¢ form of various movements and

sponsorships have been prombted with a concern for- achieving 3 con-

_sensus or uniformity of practice. What has occurred is Somefhing
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of a pathology of théory, methodology and research 6f‘pitizenship'
education, 1_ ?/‘ ‘

"¢ Distinctions between théory and practice woulf aﬁpéarlto per-
vade the litérature of éocial studies education aﬁd, while such:dis—f
tinctions may merely pbint to the fact that some theories are more
develqped than othefs, the perceived dichotomy tends to point up the
existence. of what seem to be énomalous viewpoints in the field.
Leadership in the form of educational/intellectual groups»(academics;
educationists, professionai administratofs) ténds to prescribeg.on'

. the basis of research findings and theoretical formulations, appro-

' priate action for_schobls_and‘téachers. Teachers, on the other hand,
and ih'd less public way, would appeaf to be more responsive tqlimmé—'
diate classroom concerns and more likely to ignore educational re--
search fihdihgs (Shaver, 1978).15 'Leééérship,‘tﬁéflitérature.would
suggest,'has been lesérconc;rnediwith fﬁe study of curricular préc-"
" tices énd morg'concerned with the applicatioh to school§ of éon-<

& , ~ . : t ,
cepts and principles off what ought to be occefring in " the implementa-

v

;sJackson (1968) provides an excellent insight into the place

. theory has in the world of an American elementary school teacher.
Jackson interviewed' teachers to see how their talk reflected life in
classrooms and found that their language revealed four aspects: of
. conceptual simplicity: an uncomplicated view of causality; an intui-
tive, rather than rational, approach to classroom events; an opinion-
. ated, as opposed to an open-minded, stance when confronted with al-
ternative teaching practices; a narrowness “in the working defini-
tions assigned to abstract views. He does note however that: "It
must be remembered, of course, that the impulses and intuitive !
_hunches of most of these teachers had been tempered by years of
‘practical experience. Thus, theé basis of their action might be much
more rational than their self reports would lead us to believe"

(p. 145).
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tion of social studies curriculum and instruction. This is not to
suggest that educationists are unconcerned with school programs, for
the evidence is quite to the contrary.

EdncationiSts, partrcularlyvin the United States but also in
Canada and other western societies, have expressed a continuing and
: considerable concern at the'apparent disparity that exists between
what is advocated by 'leadership' in social studies education and
what takes place in schools and classrooms (Downey, 1975; Fair, 1972;
Gross, 1977; Jarolimek, 1974; Lawton, 1973; Whitehead, 1973): "This
view is supported by speculation, comment and some research thatAwhat
is written in the professional literature and what is being done by
the most innovative teachers may not necessarily be describing wide-
‘spread orevailing practice (Goodlad, 1970). In a similar fashion,
. from the viewpoint of research concern has been expressed that theory
remains ahead of performance (Gross, 1972), and .
.the great bulk of research in social studies had had minimal
1mpact (on school programs) and...seldom has curricular-change
really followed on the result of research projects (Gross, 1972;

p. 559).

Many studies and reviews of research have been hndertaken in the
sxi’Unlted States (Cox and Cousins, 1965; Cox, Johnson and Payette, 1965
Dimond, 1960; Falr, '1965; Grannis, 1970;.Gross, 1972; Hunklns, Ehman,
Hahn, Martorella, Tucker, 1977; Johnson, Payette and Cox, . 1968
Massialas, 1969; Metcalf, 1963; Prlce, 1964; Shaver and Larklns, 1973),
but in the view of Shaver and‘Larkins (1973) they tend to focus on

expert opinion and have not been significant in affecting classroom

practice (p. 1244); ‘More recently, Hunkins (1977) seems adamant,
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however, that "...in our‘current functioning in the schools we are not
using our current reséarch base as much as we coulq or should"
(Hunkins, 1977, p. 196). He conéludes that "practifioners still need
to be convinced of the relevance of and need for réseafch? (Hunkins,
1977, p. 196). Wiley (1977) in a review of prior reviews noted that
"Many reviewers have expressed concern over the lack of a cumulative
research base in social studies/social science eduéation" (p; 165),

and "little or no research has focused on questions about the rela-

tive merits of different kinds of content (e.g. social science, public

~issues, chronological history) in achieving the goals of social
studies' (p. 169). She concludes:

-..social studies/social science education research -(affective-
ness and efficiency of instructional methods and techniques)
appears to be fairly chaotic, at least from the perspective of
extant reviews, both comprehensive and special focus. Although
a large portion of research falls. under this heading, this re-
search appears to have yielded few conclusions that. one can en-

- dorse with much confidence and few guidelines for practitioners
(Wiley, 1977, p. 17). '

‘Shaver (1978) bélieves that '"there is generally a lack of consistent
cumulative, definitive research findings upon which to make curricular/

instructional prescriptions in social studies education (1978, p. 9).16

16,Conne11y (1972) notes that research has been.of little bene-

fit to curriculum development. A major reason for this situation,
he states, is the fact that research and curriculum development are
commonly seen to stand in a deductive applied relationship. The
effect of this situation is to tend to use research in ways that are
inappropriate to curriculum. One of these is to treat research find-
ings as if they were prescriptive of school practice. This view
ignores the fact that while research can describe existing or con-
trolled conditions, the descriptions do not amount to accounts of
what is ideal or best in particular circumstances. A second misuse
of research, he believes, is its indiscriminate application to cur-



AN
" C> i 31
-Dgspite the evidence that teachers would abpear to be losing 2
little in decision-making power by their inattention to research and
the doubts cast on its apﬁ;bpriateness to any particular situation
(Connelly, 1972, P- 175), the disparity perceived by educationists ‘
between theory and classroom préctice has tended t;'focus in a criti-
cal manner on the curricula /instruction of elementary schools.
Leaders in the field have been metaphorical in their criticism of the
work of the teacher. Social studies curriculum and instrﬁctibn has
been described as: "a.body without a spirit, a corpse made of lifeless
information,...a"spook' all §pirit without body" (Preston, 1950);_
"curriculum's foggy bottom' (Ploghoft, 1965); like Alice's 'wonderland'
(Ploghoft and Shuster, 1971); and a '1arge pond where the border; are
not clearly defined nor is the water particularly clear'" (Whitehead,
‘ 19}3). More rec?ntly,.and perhaps more realistically, social studies
has been described'as an iceberg, with the tip - i.e. the acti?ity -
showing above the surface 6f the ocean, but with the mass of the ice-
berg - that is the great majority of...schools and sécial étudies

\’teaéhers going on as before--largely unobsérvable and/or uncbserved"

(Shaver, 1978, p. 4), or "as a deep lake with the wind rippling the

riculum developments guided by widely differing conceptions, Research
and curriculum development operate out of certain conceptions of, for
example, the learner or the subject matter, and research is applicable
to curriculum development only under the conditions that the conceptions
of each aré similar. He also notes that a third misuse of research in
curriculum development is to treat individual theories and individual
lines- of research as if they applied to all aspects of their subject.
Following Schwab (1970), it may be noted that these eories and lines
of research represent only one of several starting points for viewing.
curriculum and, furthermore, that there are competing theories and
competing lines of research within any one starting point (Connelly,
1972, p. 175). o . : ‘ .-
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surface. The innovations do ripple the observable surface of social _
studies education, but the great body of séhoﬁling below the surface ‘
© remains largely undisturbed" (Shaver, 1978, p. 4).

The implications of such insights'and perspectives would seem to
be thaf) to a sigpificant exfent, teachér behaviors fail to contri-
bute to the achievement of reasonéble and recognizable patterns of
social studies curricular insiruction_(Doyle and P§nder, 1975); and,
moreover; that the failure to implement acceptablé“progréms can be
equated with teacher resistance, incompefence or'unwillingness>to
change estaglished habitéuand practices_(Fullan, 1972, p. 3). In
6ther words, teachers should adjust their beﬁéﬁiqr to exfernal models
derived from coatemporary research and education-related theory; the
product (the innovafive’curricular program) is alyays of»greate;
importance than the user or the user system (Fullan, 1972); innovation
in itself’is'the criterion of effective performance (Hanvey, 1971).. |
The metaphors illumiﬁate17 and tend to objectivy what it ﬁeans to be
a teacher: in the extreme to be one devoid of the capacity to feel,
think and make judgments based on e*perience (Berlak, 1977). The
evideﬂce suggesfs that programs based on exférnally derived models
of curriculfym development, particularlf when iﬁélemehted in a 'top
down! fashiqn, havefténded‘to experience difficulties across school

programs (Fullan and Pomfret, 1977). In the case of social studies,

17Cheverst (1972) notes that ultimate values can only be ex-
pressed metaphorically for there is no way of talking about the
state of man which doesn't involve analogical reference to some
other category. The metaphor, it would seem, represents perhaps
the only way we have of talking about the thlngs that really matter
in educatlon
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such difficulties would seem to have been extenuated by what has been
described as the ambiguoﬁs naturé of the field (Shaver and Larkins,
1973). Shaver and Larkins also note thatf whefeas other curricular
areas such as mathematicé oF¥ science ha&glbroblpms defining a role
in relation to general edﬁcation, the content if not the methods of
teéching the discipline are considered to be legitimately defined by
scholars. No such authority is apparent in social studies.'18 Tﬁe
- term originated ih citi%enship education19 and currently there‘is
agreément by‘edhcationists thgt this is '"a proper goal--perhaps the
proper goal' (Morrissett, 1979, p. 12)--but the nature of social
studies has beén and continues to be, debated. Also continuing is a
""deep concern that social studies desperately needs a clear definition
of its objectives,»its methods and its content and that such a defi-
nition ié’lacking" (Morrissett, 1979, p. 12). Educationists have

attempted’in a somewhat isolated, objective manner to define the sub-

;8As Shaver has observed (1967): '"other subject areas,_suéh as

English, also claim a role in citizenship education. Undoubtedly
they havé an impact. Yet each has a specified area of concern--e.g.
‘language skills, mathematical skills, which presents its own focus
for instruction, as well as problems of curriculum selection. .In
each case citizenship education....is of tangential, if not inci-
dental, interest. Only social studies educators have consistently

averred'this. as a central direct matter of professional concern"
(p. 589). : ' _ _

19Its purpose was first officially definéd by the Committee
on Social Studies which was part of the Commission on the Reorgan-
ization of Secondary Education appointed by the (United States)
National Education Commission in 1913. It was defined as the.cons-
cious and constant cultivation of good citizenship (Bureau of Edu-
cation, 1916). As Engle (1970) notes, it rejected the teaching of
formal disciplines in favour of-the principles of immediacy and
utility in the instruction of the citizen (p. 281).
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ject in terms of achieving a commonality, if not a uniformity, encom-
passing both theory and practice. They have related social science
knowledge, the transmission of values and the teaching of inquiry to

the central goal of citizenship‘education (Hunt and Metcalf, 1968;

Oliver, 1957; Oliver and Shaver, 1966; Shaver, 1967; Tpm, 1970).

Social studies has ‘been defined by some as Simplified social science;

others have accepted it as being an integration of the social sciences.

Séme have believed thét social studieé ié the social sciences, whilst
others have argued its significance in terms of instruction in{patriot-
ism and value inculcation (Barr, 1970),20 Each viewpoint has secured
somehsupport, with thé result that the term has been used to describe
cﬁrricula that are basically different in relation to the| selection
and organizgfion of content and the nature of the objectixeg they are
designed to achieve. Issué is not taken with this divérsitf'which;

toa degree, reflects societal pressures and prlorltﬁes but rather

with the manner in which such definitions appear to(be formulated in

isolation from educational practice in schools, yet'ﬁre ;hen promoted

i N N

as persuasively prescriptive of what social studies(shpuld be.
This definitional concern is also evident in recent attemptsa§§~

deVelop conceptual models of social studies. Brubaker (1969), for

20Each position, in some perspect1ve, is anomalous in terms of

the general goal of citizenship. For example, the social science
position tends to assume that the structures learned and the methods
of inquiry used will transfer to the pupils' adult lives so they can
discharge their duties as citizens. Whilst it is accepted that the
social sciences can, in this way, make an important contribution to
the individual's understanding of a complex world, it does not.ensure
its use in the process of the pupil internalizing and adopting a
particular citizenship role. Morrissett (1979) takes up some of

these issues. , , \
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examplé,'identified two major ideological poégtions, one of which he
labelled the ''good citizenship' position, the other the "social science
inquiry" position. Barth and Sharmis (1970) expanded this model into

three traditions: social studies as "citizenship transmission’,

" "social studies as social science'" and ""'social studies as reflective

., inquiry". More recently a five-group model represents social studies

as: knowledge of the past as a guide'to good citizensﬁip, the student-
centfed tradition, refleétive inquiry, structure of the disciplines,
aﬁd socio-politicil‘involvement (Brubaker, 19775. Such models in
Brubaker's terms are an attempt to state, "The way things have beén,
should be and can be'" (1977, p- 201). They have beenvdescribed as an
atfemPt to integrate differing approaches and,to'bring greater con- -
sistency to the fiela (Shaver, 1977, p. 114). . |
.The models describéa are not inclusive of model-making in social

studiegzlAgnd, again, excepfion is not taken to the diVersity of fiew—
point shown. However, these m;dels do represent the attempts of leaders

in the field to systematise the one true curriculum for social studies.

To the extent that such activities are typical of educationists, they

also appear to be isolated from the context lof the school, to avoid

consideration of the many imponderables in school life and to-be in- -

tive benefit. This point is noted by Mo

21Newman (1978) has distinguished eight approaches to civic
education: the academic disciplines of histpry and the social
sciences, law-related education, social problems, critical thinking,
values clarification, moral development, community involvement, in-
stitutional reform. It would seem that there must be a stage when
such self-examination reaches a point where the results are of nega-
issett (1979).

. |
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appropriate in terms of the complexity of curriculum'development. In-
tellectual/educational leadership in social studies has seemingly
tended to avoid in any_full#blooded fashion the issue that
..the business of Socializing children--of motivating, in-
spiring and encouraging them, of transmitting values to then,
awakening in them a respect for facts and a sense of critical
appreciation--all of this is unspecific...It:.implies 'what a
‘man is''as much as 'what a man does'. The role obligation

(of a teacher) is diffuse, difficult to delimit and the act-

ivities of the role are highly diverse (Wilson, 1962).

The literature of social studies, in impqrtant aspects, tends to lack
a referent to the schooling process and to the relationship between
the teacher and educational change. The seeming discrepancy between

theoretical positions and the observed reality of schools and class-
rooms is evidenced by what Morrissett- (1979, p. 17) and others ﬁave
perceived as "a large gap (that) exists between education as practiced
in the colleges and universities and education as practiced in the
elementary and secondary schools' (1979, p. 17).

If curriculum deveiopment is to be effectively implemented in
schools there would appear to be a need for mutual learning. If such
is to occur then in terms of Freire's (1968) analysis, there is a need
for dialogue among all participants, dialogue which includes action

_and reflection and the mutual acceptance of simultaneous roles.22

Such aprocess would perhaps provide a more meaningful perspective.of

22Freire's analysis would seem to contain a sound philosophical
and methodological justification- of the absolute need for the active
role of the user in the change process. In particular, educational
- change cannot occur without an active critical role for users. The
alternative would seem to/Be a process of oppression in the form of
top-down decision-makin wh1ch tends to objectify both the author-
ity figure and the /;;ent requlred to implement innovation.

: -

v
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what is involved in the reality of change and a basis for delibera-
tion in making decisions. A consideration of teacher perspectives
of change in the school context would not reéolve the valué’decisions
so deeply imbedded in curriculum development, but an increased awareness
of the dimensions of such perspectives could assist in providing a
more realistic and subjective basis for considering proposalé for | ~i)

e

change in social studies. .

Social Studies in Alberta. Elementary Schools

The teacﬂing of social studies in Alberté elementary schools
evidences what appear to be cycles bf refefm, optimism, trial and
adjustment followed by counterﬁailing dissatisfaction and disillu-
sionment whicﬁyhas tended to critically focus on the role of teachers
in the schools. The course of study,.1;?8 Alberta Social Studies
Curriculum, Interim Edition (Alberta Education, 1978) currently
‘forhing the Basis of instruction, grew out of histor& and geography
pfograms developed in the early 1900'5.23 Since then various ﬁoutse
revisions have introducéd newvcontent, teaching approaches and ex-
periences but the overall impression is that revisions maintain an
undefcurrent of sameness in form and respénse. A ubiqﬁitous con~
cern for citizenship appears to run through all courses.

In the eafly years‘ofAthe century,‘prog:ams-éppeared\to focus
on fhe objectives of citizenship in a societal rather than an in-

'structionallsense.' Considerable emphasis was pplaced on transfer of

2:”Chiste (1963) notes that when the Province of Alberta came
into ‘existence there was "little disruption in the work of the schools'".
- A reason for the smooth changeover was. that the territorial school
ordinances were continued for some time after 1905 (p. 36).
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training with pupil memorization of definitions,'names,-and dateay
in the teaching of history and geography; biblical stories and‘”
the lives of éreat heroes were utilized to inculcate moral precepts
(Government’of Alberta, 1920, p. 50). Courses were brief, rigid
and limited in their instructional advice.z4 The quality of teach-
ing, in a somewhat paradoxical fashion{ was criticized for its
emphaéis on memorization of facts, définitions, and assignments

which involved rote learning of pages of a textbook. Generally .

speaking,\the approach to citizenship specified by the 1922 Revised
Course, exemplified the philosophy of the period. Hisfory was to be
"a background against whioh the meaning and importance of good ciri—
zenship wil] stand out clear and attractive." The past was to ex-
plain the how and the wﬁy of the ''good in the present order of
things' (Government of.Alberta, 1922, p. 129). Despite such revi-
sions however, the work of schools and teachers was subject to pro-
fessional criticism. Ministerial reporta noted that "History and
geography are still largely handled by the pupil as a mass of i;;
numerable facts to be memoriied" (Government of Aiberta, 1933, p. 44).
Furthermore, these facts were 1solated within narrow sub-
ject fields...Public school instruction-is split up into
water tight compartments far too much for the children to~

receive the benefit that this part of child life must offer
them (Government of Alberta, 1932, p. 47).

24For example Standard III is reproduced below:
Canadian History - Outline study from leading features, e.g.: dis-
covery; exploration; struggle between the French and English colon-
ists; Treaty of Paris; Quebec Act; Constitutional Act; War of 1812;
Rebellion of 1837; etc. Government of Alberta, Programme of Studies.
Edmonton Department of Educatlon, 1910, p. 6.
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Times were, however, changing. In the concluding years of the
1920's and the early years of the 1930's, the demand for universal
education and the need for a more éppropriate educational program
for children began to influence instructional practice (Myers -and
Klien, 1969). There was a gradual shift away from the almost ex- .
clusive use of subject matter as the determinant of objectives and
a'shift to the learner and the idea of socialization. Concern was
expressed that
...too much emphasis was placed on memorization -of informa--
tion.and not enough emphasis on methods of study and the
. interests of child life...It is an obligation...of education
...to discaver and create interests to make students aware
. of their value, to respect them, to direct, feed and convoy
.them over barren beginnings,...to lead them to ends considered
worthwhile, and as far as possible to establish approving
attitudes which, impelling to satisfying activities, set up

~ persisting habits (The A.T.A. Magazine, September, 1928,
p.14). ‘ ‘ : '

One hope for. future curriculum was that "whatever devices they dis-

cover must be méde usable in ordinary claSsroom,situatiOns”The A.T.A.
Magazine, October, 1928, p!-l?). The general public was also sensi-
tive to sdéh i§sues. Another concern was that the sch061 in the
nature of ifs organization

...partakes more or less of the factory system. As in the
factory so, even too much in the school, all the children
~ are put through the same process, and insofar as nature
~will permit are turned out as a standardized product
(Rachael J. Coutts, Calgary. Cited in The A.T.A. Magazine,
February, 1929, p. 9). : .

But improvements were also perceived .

...the full significance of individual differences in pupils
has been granted only recently by the general teaching body
...Many teachers are now searching for ways and means of
adapting instruction to the needs of individual children
{(The A.T.A. Magazine, October, 1928, p. 16). -
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History, it was noted, seemed to be a mixture of '"the heroic

and p011t1cs"

The her01c is frequently false, always rational. Here at
» the forefront of the ages, where Teuton and Celt rub
= shoulders with Slav and Romance, we still cherish little
nothings which carry distinction rather than universality.
The deeds of commercial companies still occupy the front
pages of our instruction,-and the heroism of industrial
exploitation runs rampant from cover to cover (Leaver,
1933, pp. 1-2). '
Citizenship ‘courses, history and literature were criticized for

RE

fostering excessive obedience and submissivenese (Corbin, 1928, pP-
28). The curriculum generally was described as rigid, resistant to
change and overly concerned with cultural rather thaﬁ more atili—
tarian or vocational obJectlves (Wallace, 1930, p. 3) Two concerns
were that "The School should cease to aim at 'teaching things' and

'try teaching children 1nstead'” (The A.T.A. Magazine, July, 1930)

and that the life and work inside the school should be brought into
closer contact with that of the community‘around it. "Education
does not limit activities by the walls of the school or the covers
of‘tethooke...(and) education founded on real'life purposes is the
most genuinely cultural of all education" (Wallaee, 1930, p. 1).

In the coateﬁt of‘suchnviews'and with a deepening economic depres-
sion; education4tended to be perceived as an agency and social
etudies as the means tov"enceurage the transition to a new and

- better social order" (Edmonton EducationOSociety; Apfil 1933).

This relatlonshlp was actively promoted by Huff (1933) who prOposed

a currlculum based entirely upon projects, problems and 1nterest1ng

activities through which the common essentials of information and
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skills would be learned with a minimum of formal instruction and no
5 '
v prescribed textbooks. Social studies, he suggested, should begin.

. in Grade I with . ' T

...wholesome child activities, through which the pupils learn
incidentally the" principles of courtesy and consideration, for..
others, truthfulness, kindness, courageéﬁhgpbsty, sympathy,
thrift, co-operation, mutual helpfulnes ~and it gradually
broadens out to include actual’studigs&i community life of
interdependence in-relation to food, cgézbing, shelter, com-
munication, transportation, protection of life, preperty,
education, leisure occupations and other social activities
including government. The teacher in her sphere is the ideal .-
citizen. Daily in her the pupils behold courtesy, kindness,
sympathy, justice--the qualities of good citizenship (Huff,
1933, p. 7).25

With emphasis on ”projects”,T”activities”, "interests”, ”cdﬁmunity”
and ”inferdependence,” social studies tended to reflect the tenets

- of the New Eduéation Fellowship actively fostered in Alberta by
Sansom26 and to incorporate the main.featureskof what was fo.be the
1936 revised éourse in Social Studies. Obtaining documented evi-
dence of teachers' views of the period is difficulf, but there con-~
tinued to be strong cfiticism of the schools. Alberta's system was
said to be, in general principlés, much what it was when firgt estébr
lished in territorial days* éxisting courses were overloaded, courses
lacked practical valué to children. when théy assumed'aduit status,
and methods were too 'bookish' (Van Allen, 1934). 1In 1935, however,

“reforms were set in motion that were to have an important effect on

3
-

zslt is of interest that Dr. John S. Huff, Deputy Minister of _
Education,»Saskatchewan;’gddressed'the South Alberta Teachers' Asso-
‘ciation on this topic at this time. His views foredated the Enter-
prise approach but appear to summarize its significant features.
His views are reproduced in some detail for this reason.

26C. Samson, Ph.D. appeared to be influential in promotingthe
New Education Fellowship. :
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the elementary school program generally and particularly on the
course for social studies. A decision was made

..to fuse geography with history into a newly constructed

area called social studies; the other decision was that of

- concluding that, as the individual generally learned the new
in ar integrated setting, some attempt should be made to
organize school learnings as much as could be...done under
Alberta conditions (Letter from H. A. MacGregor, former
Inspector of Schools, January, 1962. Cited in Chiste, 1963,
p- 73).

The revised COurse, introduced in 1936, placed”the emphasis on

children: thelr interests and ways of d01ng thlngs were guldes

for the teacher in her planning of work. The approach was in spirit

on activity27 although as Chiste (1963) notes, it was not an.activity

-

. the..Enterprise method.as motivation, a cen

_present and correlate that subject matter

‘27Lazerte, M. E. (1936) in an address to the Alberta.Teachers'
Association provides a contemporary account {of the program. The
focus of his presentation was in the terms' af interpreting Dewey
in the classroom. He explicated three interpretations:

' One stressed leaYning by doing. Activity|is used for motivation,

" the activities being organized in each subject or for fusion of all
;subjects. This he suggested fostered, the traditional curriculum.

Another laid stression '"child interest", A stress on freedom--
the play way in education. This tended, he believed, to give a
curriculum determlned ?y the wh1ms of childyen and resulted in

»superf1c1a11ty.

A third 1nterpretat on laid stress on the '"social tra1n1ng" S

. 8chool was to be used to re-make the social|order. . Emphasis was

placed”on development of social attitudes and soc1al ideals. This
tended to minimize the worth of that body of subject matter which
did net lead to a new improved social order|, but at least it gave
an 1nslght irto the nafure of current sociall problems. <

What happened in Alberta? Dr. Lazerte'
curriculum would ut1112e activity for moti
the interest and freedgﬁ, and less yet of.

" view was that the new
ation, use a little of
he social implications:

a.wholesome personal-_
its. The new curricu-

T, particularly -in the
stated '"we are using

re of group activities,
ory completion. Form-

r eye is on how to .

nto a meaningful whole'"

except as relating to- the aim of. developin
ity and inculcating desirable character tr
lum adopted an 1ntegrat10n of subject matt
social studles-—geography and history. He

and as providing a cu1m1nat1on or satisfac
erly our eye was on subject matter. Now o

(Lazerte, 1936, p. 29) .

o
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program in the fullest sense. Skills considered essential and know-
ledge in the traditiogal subjects were outlined.  The activity part
. o

of the program‘Was conducted tbrough the‘Enterprise;(actiVities in
which the students participated)'which was.to provide meaning and
uoderstanding in a particular phase of the social studies course.
Its broad purpose was stated as the organization of activities which
would create situations closely resembling those which the child
would face as an adult. Thie practice, it was oeiieved; would result
in a clearer understanding of the processes of co-operation and
an eppreciation of human relations. Chiste (1963) believes that,
while professional'opinion endorsed the new program, successive re~
visions became more prescriptive and reduced teachers' freedom to
choose‘within.the program Teacher hostility and doubts as to the
effectiveness of the Enterprise tended to be equated with a failure
to recognize that subject matter was not anteod in itself but e .-
medium of "mental and spiritual growth" (Edmonton Education ooc1ety,
October 1936) A specific concern was that teachers lacked

e..a sophisticated background in- education (necessary) to

fully understand the introductions and explanations in the

curriculum guide...because teacher education was not at

the university level...and was only one year's duration.

(Chiste, 1963, p. 116).
Some evidence 1nd1cated\<\1ack of library and other fac111t1es nec-
eésery to support program activities (Chiste, 1?63). Despite such‘

constraints, contemporary statements tended ‘to reflect consider-

able enthusiasm and optimism for the future success of ‘the pro-‘
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gram;zs The principles it embodied tended in an idealized form to
reflect a shift from a subject-centred to a more romantic view of
curriculum; a view that was to become pervasive of educétional.think—
ing, or at least its language, in the province of Alberta, The pro-
gram presented educational critics with a revised, problematic view
of man, of society, and of the place of education in that society.
The lock-step movemeﬁt of pupils in the grade organization was to-
be replaced by a more flexible system that would provide for the
individual needs of pupils. In the future no longer would
...teachers complain of mass methods, of poor textbooks, of
narrowness, of quantity;...(nor) laymen...tell of emplqyees
who cannot perform simple operations in arithmetic or cannot
spell or write; of lack of initiative, of inability to carry
out orders (Collins, 1928, p. 15).
Education was to have 'real purposes', "the creeks and inlets (were)

filling up for a spring tide that (would) bring in some deep draught

‘ ships carrying cargoes for which we have lohg-been waifing" (The

A.T.A. Magazine, January, 1929, P- 9). Schools would "discover and
create interests for Tom, Dick and Harry.(not to mention Amelia aﬁd

Mary) however these may differ indiyidua}ly,...not incidentally and

fortuitously but primarily and aséufedix":t?he_A.T.A. Magazine,
September, 1930, p. 3; September, 1928;:§. {4). |

Tﬁe merits of the prggram-seemédigéba:éht in the canemporary
siﬁuation, but‘iniits re;ordering of pfiéfiﬁies, its gfouping‘of con-

_ 28"Therenis Ro doubt in my mind that the New Course is very
successful indeed in Division 1 and to go back to the 01ld Course
would be a great disaster." Letter from James D. Larson (school
teacher) to H. C. Newland cited in Chiste (1963, p. 106).

3
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tent as subjects and as Enterprises, it appeafed to offer no clear
. ’ N

objective for teaching. Method instructions were detailed but a
great deal appeared to be left to individual interpretation
(Lazerte, 1936). A number of questions appeared to be unanswered
and perhaps were unanswerable in the context of a large province.
What mastery was to be obtained over what skills and generaliza-
tions? Who was to determine what attitudes and features of person-
ality were to be fostered and in what specific manner? What speci-
fically was the purpose of this enterprise in instructional terms?
What were the essential understandings and attitudes to be developed
by the teacher? A great deal‘yas open to interpretation and as the
Program of '‘Studies posed:

It will be possible, therefore, for the teacher either to
use the enterprise procedure; or to present the material of
the outlines in a series of formal lessons. In actual prac-

. tice, however, the teacher will not find it desirable_to
follow exclusively either the enterprise procedure or that
of formal teaching. (Department of Education, 1936, Cited

in Elementary Curriculum Guide, Department of\Education,
1964, p. 5). - .

Lazerte (1936)vnoted the activity progrém wduld be valid if "~
‘teachers saw '"the real purpose underlying it. There shbuld be no
~imitation and no parade fhrbughout‘thé_ihspectorates othndian,_
Dutch and Mediaeval life" (p. éé). Use of the enterpriseS‘erkéd
out in teachers' help magazines withouﬁ regard to locélity_would,
hé believed, néé} to kill the spirit of the Enterprise. It was
-Alberta's inﬁérpretation of én ﬁactivity" progrém. Its imple-
mentation, theﬁ as with later revisions, gppearéd to bé dependent

~ in important aspects in the cbntext of citizenship, on the teacher's



46

view of human beings and their world.

The Elementary Currieulum Guide (Department of Education; 1964)
describes successive reviéions but, although presented in a slightly
dlfferent form, the 1964 program remalned organized oﬁjessentlally
the ba51c pr1nc1p1es that were introduced in 1936 and dldn't ei;ect
much less than the earlier course. The objectives of social educa-

~tion were to contribute fo citizens who
..understand...changing society; possess a sound framework °
of values and ideas which indicate what ought to be, set goals
for the individual and give direction to his actions and have
the necessary competence...to participate in group living in
such ways as to make changes in the direction of the desired

values and ideals (Department of Educatlon, 1964, p. 7).

This 1964 course d1d ‘however, attempt to meet recommendatlons of the
Royal Commission of 1959 (Government of Alberta, 1959) which favoured
a more structured appreach together with school accreditation. In-
creased :hphasis was given to specification of methods directed to-
ward pupil sk111 acquisition, but with the proviso that such struc-
ture should have "sufficient flex1b111ty to perm1t adapt1on at the
local leQel to suit varying needs" (Department of Educatlon, 1964,

p. 6). The 1964 reV151on was, in th1s way, an attempt to resolve ‘
conflictlng pressures for curricular change.

The Commission's Report appeared to indicate a marked shi?t
in societal values and priorities. It noted public dissatisfaction
with the schools | ' : - ST

...lack of concern with facts...(that) it would like to see

pupils more knowledgeable about the general features of the’

Canadian scene--including geography, immediate history, the
working . of. - .government and the obligations and responsi-.
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" bilities of citizenship (Government of Alberta, 1959, p. 104).2°

There was, the Commission noted, public dissatisfaétion generally
with school curriculum: standards were believed to be toa low, there
were too may "frills", the challenge of courses was low, too little
emphasis was placed on intellectualism'and individuality, and too’
much upon soéial adjus;ment and 8roup standards. The schoéls, it

" was believed, were usurﬁing the role of the home and the church in

i

the matter of character tra1n1ng Public apathy towards education
and towards teachers was h1nder1ng the work of the schools; there-
fore, the Commission sought pub11c endorsement of the role of

teachers. The Commission also aPPeafed to be critical of the De- -

-

- partment of E&ucatibn for a tendency to dictétevmethod and organi- -
zation which it considered should be in the hands of the teacher,
prlnC1pa1 and superintendent (Recommendatlons 57- 59) Thls view
appeared to reject the tight control over the currlculum the quern-'

‘ment of Alberta had used to implement itsS constitutional authority.30

29A~study of the public's views of the aims of education gave
some guidance, but clearly indicated that no one set of ends could
be presented as the will of a majority of the public. The Commis-
sion endorsed as the main tasks of the school: to develop (1) com-
munxcat1on skills, (2) computational skills, (3) knowledge, skills,
and appreciation of the cultural heritage, (4) physical fitness
and mental health (5) good citlzensh1p.

SoThls‘centnal"control, as Simms (1978) notes, was character- '
ized by its uniformity, lack of community involvement and minimum
input from school boards, schools and teachers. Prescribing in
considerable detail,- the.Department of Education would utilize its
service publications to‘set out courses of study for the entire
v prov1nce. These publications included ‘goals, instructional object- -
ives, content and textual materials to be used. Such courses were
developed externally to the schools and their implementation was
- geared to teacher transmission, utilizing such measures as sthool
1nspection and external e;anlnatlons, .

-



48

For the first time, it would appear, there was a concern to find
the answer to the questioh of where the teacher stands if and when ,
authority and its prescrip;ions are ;emoved (Owen, 1970). The
Repoft's recommendations appear to have heralded what has been des-
cribed as '"a decade of self-examination and search fof new direc-
tions for sociai studies educatidn" (Aoki, 1973, p.'r). Such act-
ivities initially appeared to have resulted in the compromise of the
1964 course revision but, by the end of the decade, culmiﬁated in a
"rather drastic rev151on" of the Enterprlse (Downey, 1975) The

v result Experlences in Decision- Maklng (Department of Educatlon,

1971), Crowther notes (1973), was "a program-wh1ch won 1mmedlate‘

" _approval from rl;pected critics"Aaﬁd which led to the prediction

‘that the Curriculum Branch‘df the Department of Educatioﬁ_in ‘

./Alber;a "will havé a profound impact on social studies curricula

_in the Seventies" (p. 1). Alberta it was claimed, '"has been able
to'risg_above its liﬁitations and_pionéer a new sociai studiesv;

- trail, one which has already pointed the way for Séveral'bfovinces
(ann, 1971, p. 665). Such giowing assessments of the Alberta
program wereﬁnot uncommon (M;ssey, 1974).’ Albefta's e&ucgtioﬁ

department had takeﬁ "what was haiiéd as a brave new step.ih the

teach1ng of soc1a1 studies'" (St. John's Edmonton Report January
5, 1976, p. 16). ' | |

As Downey (1975) nofes,,there were a number of "assumptions.
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and articles of faith" which were cehtral to the new program (p. 34)31

The expectation, however,. seemed not inconsistent with -the Enter-

-

Prise of 1936 nor the revised course of 1964:

...students eventually should accept, prefer and commit
themselves to certain values, while rejecting others.
‘Finally, they should conceptualize their own:-values,
organize a value system, and through their actions, be-
come chafacterized by a particular value or value com-
pPlex (Department of Educatian, 1971, p. 11):

The major characteristics of the 1971 curriculum were its valuing

orientation and its flexibility (Aoki et 51, 1973) . The orientation,

as with previous revisions, appeared to be essentially socially adapt-

ive and utilitarian in that it e@pﬁasized the utilization of kmow-
ledge  in the formation of a clear and defgnsible system of values
although not with the earlief emphasis on VOcationﬁl goals. ‘Flexi-
bility was inbuilt in,thé; the Départment of Educatibn had drawn

back from near complete prescription in favour of more broadly based
31.(1) that Social Studies ought to include much more the
traditional disciplines of history and geography and,. indeed, ought
to expose the -students to the major conceptual frames and modes of
thought of all the éocial sciences; (2) that rote memory and the .
~simple mastery of facts ought to give way to more inquiry-oriented
,experiences; (3) that the processes of valuing ought to be a central
‘aspect of all learning experiences in the social domain; (4) that
textbooks and other kinds of obsolescing materials ought to give
way to more teacher-prépared learning materials to keep the contemp-
orary aspects of the subject alive and up-to-date; and (5) that stu-

dents and parents ought to have a good deal to say about the selec-
tion of materials (Downey, 1975, p. 32. Emphasis added). K

-
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guidélines.32 The program was specific that
.many decisions will be made at the district, school and
classroom level in order to meet the needs of particular
groups of students as well as the needs of individual stu-
dents (Department of Educatlon, 1971, p. 21).
Teachers at the local level, more so than was the s1tuat10n in

ious revisions, were leftbwith decisions on program development

in addifion to interpretationfénd implementation of social studies
1lar instruction. A‘report of a major evaluation study under-

taken in response to widespreadﬂconcern33 indieated that five years
. after its introduction %he program was not 'being implemented in a

" large majority of classrooms in the province (Downey, 1975).

»

~

32Sims (1978) notes that the evolution of government policy
toward a greater decentralization of curriculum decision-making is
epitomized by a Policy Statement Relative to Curriculum Development
and Sections 12 and 13*of the Revised School Act. This statement,
which was issued by the Department of Education in August of 1970,
outlines the .new power sharing arrangements between itself and the
" local jurisdictions, and the purpose of this policy change. First,
the policy of the Department of Education is to prescribe courses
in broad terms, leaving many curriculum decisions to '"...be made at
the district, school and classroom level...'" Second, that the pﬁr-{
pose of this new policy is '...to meet the needs of particular
groups of students as well as the needs of individual students!
."According -to these statements the decentrallzatlon of responsi-
b111ty for curriculum decision-making is based on the belief that
diversity in the school curriculum, which is required if individual
needs are to be met, is best achieved through greater local involve-
ment in curriculum planning and development" (Simms, 1978, p. 49).
Preclsely how this respons1b111ty is to be allocated among the var-
ious -vested interest groups in the local educational enterprise
would appear to be problematlcal

33Initially; it seemed, there were criticisms of the program's
valuing orientation at both the conceptual and operational levels
(Lytton, 1973; Massey, 1974). The question of teacher autonomy with .
respect to curriculum decisions at the local level contributed to,
what has been described as "The Curriculum Debate in Canadian Edu-
cation (Friesen and Holdaway, 1973). Concern was expressed by edu-
cators at all levels in the prov1nce (Aoki et al, 1973)
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The report concluded:

Throughout this 1nqu1ry, one very troublesome issue has
returned to us over and over again...it now appears abundantly
clear to us that no depth of scholarshlp, no technical excel-
lence, no classroom expertise will serve the needs of the
new...program unless the personality and the disposition of the
teacher are supportive of its intents. About one-third of our
teachers reject the inquiry and valuing orientations, and
less than one-fifth actively promote them. Effective pro-

g of teacher education may do much to change these ratios.
It/is clear, however, that many candidates for teacher edu-
cation enter professional programs with -attitudes and phil-
osophies and convictions (variously derived from the home,
the church, or the community) which are partly or wholly
antagonistic to student prerogatives of open inquiry and
valuing. In many cases these characteristics are so firmly
ingrained that no amount of study...and no amount of liberal-
izing experience (professional or other) will dispose them
towards other than establishment kinds of thinking and act-
ing in the classroom. Is this not a kind of sabotage? We
now require from all teacher-education candidates indica-
tions of academic potential comparable to that for other
kinds of professional education. Should we not also require
fromthem...indications of intellectual flexibility and open
ness--together with the disposition to encourage these
characteristics in others? Given the fact of our pluralistic
society and a...program that purports to accommodate a plural- .
ity of positions and values, is it reasonable to leave the
‘implementation of that program in the hands of teachers who,
themselves, cannot tolerate plurallsm (Downey, 1975, pp.
< 29-30).

The concern of this study iS’net to evaluate the fidelity
of social studies curriculum development nor its implementation. It
has previously been suggested that ‘statements of yhat should or
ought to occur are not always very useful in interpretiﬂg how class-
room teachers reépond to programs which iﬁpinge upon their established- -
habits‘apd ﬁractices. Rather, an attempt has been made to establish
and identify the obduracy of social studies teaching when confronted
w1th proposals for change Such regularities that have been noted

tend to confirm that cit}zenship\education is to a significant ex-
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tent both a social and an ethical issue in the cultural setting of
the classroom and school and in the broader sopie{al tontext. An
exploration.of the dimensions of teacher perception of change in

the classroom is judged to be helpful to understanding,the broader

implications of both educational and social change. ~ *

4



CHAPTER 3
. METHODOLOGY AND PROCEDURES
Introduction

.The purpose.o% this studywas to describe and explaig two
Second grade teachers' persbectives of a curricular change proposal
and its 1mp1ementat10n as part of the1r classroom program - In this
chapter, the research method is clarified through an explanatlon of
the ba51c pr1nc1p1es of.symbollc 1nteraction, including a definition
of perspective. The implications following from symbollc inter-
action for parthlpant observation research are then descrlbed and
the procedures used in this study are_presented. As.the question
of validity isra recurrent objection to this method, validity is

A

discussed with reference to the study.

Symbolic Interaction_

I,
The development of symbolic interaction into a recognizable

social psychology“eteds from_the writings ef John Dewey,~Char1es
Horton.Cooley, Robert ?ark, W. I. Thomas and George Herbert'Meaer
among others (Blumer, 1969).h The underlying assumptions of the
theory were presented by Mead in lectures at the Un1ver51ty of
Ch1cago in the,perlod 1893 - 193]. The b851c perspective is pre- .
sented 1n_Mead's Mind, Self and Soc1ety (1934) which expressed his

0
ideas of the relatlonshlp between subJect and -object (the."I" and

53
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the "me") and the development of self. After his death in 1931,
his students published and continueddto refine the theory. ?

‘ ., Although interactionists continue to d1ffer among themselves
as to the meaning and importance of various concepts related to
symbolic interactionism, its assumpcions are clear. Human beings
are viewed as-cational and continually involved in giving megping
to their social world. EacH'individual interprets or defines'that
'which is encountered 1nc1ud1ng the actions of other people. The
1nd1v1dua1 does not merely react to situations in the manner of
stimulus-response theory but, rather, interposes a process of
interpretation between the stimulus and the responsc. TheArésponsé
is based on the interpretation which is related to any action, -
‘evént or situation. In this manner, 1nterpretat10n is the keystone
of human attempts to cope with the social world.

' Mead presented this act of intcrpretaticn using the idea that
the hUﬁan being has a self. Thus,}”I," an individual am able to
be the object of my own actlon, "me." I can act toward thlS self
as I act toward others, Thls process enables me to make indica-

{
tions to myself. I am then able to construct my actions, and

1

evaluate, accept, or reject my indications to myself., Thus, I
make sense of my social world by acting toward hyseif and ofherc

" through self indications. These self indications allow me to 1n:"
terpret reallty and consc1ously construct my actlons. My self in-

dications depend on myvaefinition*of the_situation--my perspective.

For the purpose of‘cnalysis, Becker, Geef, and Hughes divide

- <«
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perspectives into three categories:

1. Perspecfives contain a set of ideas describing the
character of the situation in which action must be
taken. -

. . ) . - -\, )

2. Perspectives contain actions or activities which one

may engage in given the world as it is defined by

the person.

3. Perspectives contain criteria of judgment.
(Becker, Geer, and Hughes, 1968, pp. 29-30)

In this study, these categoriesweretmed in analyzing the data.

Participant Observation: Implications for Research

[

In this study, an important aSSumption was that teachers de- .
velop a.perspective towards Curricuiar'change and the proceséaof
implehenting such proposals; that is, teachers have a con;istent
. way.of thinking and'actihg towérd; curricular change. ‘This perspect- -
ife enables teachers to make sense of a curricular change«proposal;
inferpret it aggiconstruct their actions in implementing it: The
problem posed in this,stﬁdy was to identify the components 6f two
teachérs' pérspectives of a curricular change proposal and‘dgscribe
and expiain these berspectives. In»order to do this, a suitable
method- had ;6 be used, one thaf would meet the pgsitioniof symbolic
interaction,,an& that;ﬁin'Blumer's'CiQSQ) terms,:would enabhle the.

. : - 2
researcher to catch the process of interpretation by‘placing and- ;
‘immersing oneself in the social situation under_invesfigation.
Participant observation is a methodology characterized by a-period
: » . . v
of intense social interaction between the nesearcher‘and the sub-

jects in ‘the milieu of the‘lafter (Beckef and Geer, 1957; McCail

%
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and Simons, 1969) . : ‘ § |
1Following the principles of symbolic interaction, participant
observation is concerned, in the context of this study, with two
aspects of the subjects and their specified sitnations:(l) describ-
ing‘the process of interpretation used by'the subjects in making |
sense of the curricular change proposal; and (2) inferring and ex-
plaining in abstract ‘terms the perSpective or definition of'the
situation the subiects use to make sense of the curricular change

. ‘h - proposal. Inlprder to do this, the researcher adheres to the

| | follondng process. -

\ While the researcher brings along some theoretical ideas, a
’theoretical framework related to the study; (s)he*avoids pre-structur-
1ng the . 1nqu1ry to spec1f1c hypotheses or preconceived not1ons.‘
Instead hypotheses are generated and tested on g day-to-day basis
in the‘process of observatlon, and the explanatlon develops from

.~ the: ﬂ%scrlptlve data.- In the f1e1d notes are taken of the sub-:

B ject's act1ons and statements, and where p0551b1e,.part1cu1ar act-
1v1t1es may be recorded for later transcript1on,“iIn systematic
fash1on,.the notes are read tapes are: transcrlbed and as the
study progresses themes, concerns, and patterns emerge. In some

‘f'; vg cases, the patterns may form the b851s for further hypotheses that’

| : requlre further 1nvest1gat1on or ver1f1cat10n from the subJects to

test the1r plan51b111ty._ Howeyer, whllst the generatlng of—zdeas,

concepts, .and propositions 1s an on—goxng process, 1t is durlng

the post-fieldnork stage of a- study that the researcher concentrates
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N
-

most. on tne analyses and interpretation of data. Only when all the

data have been recorded is it poss1ble to refine hypotheses and

. o'

examine the conditions under which they hold true. In the course

ces #7 .
of this-process, the researcher modifies or converges certain hypo--

‘theses and discards or develops others., The- researcher s ultimate

AR

goal is to show the relationship between hypotheses in order to
achieve an integrated body of propositions,'based on a small number
of concépts{ which leads to increased understanding'of a social
phenomenon'(Denzin, 1970, P- 5). lhus:.in'their final stages off
deyelopment hypotheses are generally not the "A causes'B" type

but rather prop051tiona1 sets that seek to estﬁbllsh an explanatory :
network Such a network is .:ounded in the research method but is

subJect to tests of logical con51stency, relevance, adequacy and

compatibilrty with the actions of the participants (Bruyn, 1966;

vDenzin, 1970) . - The presentation of the data 1n narrative form

represents the culminatlon of the research process This 1s under-
taken in a style which*best expre%seS‘the viewpoint'of the people

involved in the study‘(éruyn, 1966) . The style is often empathetic

and reflects the manner in which the participant observer has taken . ~

. on the perspectives of the other participants. But questlons of

o

) validity have been raised concerning ﬁhis method.

Validity and Reliability

The questions asked by thlS studywere best answered by a qual1-

tative methodology. The ovemding 1ssue of ‘the. study was - the mean-

ing for themselves of the subJects' actions and the hanner in which
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of the socialysetting and that all significent manifestati

what is sought have been experienced. This study'was guided by

-

they are validly presented in the researcher's descriptions. The
constant focus was on a valid empathic representation ofbwhat\ﬁés
happenlng. in this study the meaning of two teachers' actlons 1%\
respond1ng to a curricular change proposal. The method had to be \
su1t!! to approach1ng the data subjectively; but, at the same t1me, 
it had to be sensitive to the operation of unconscious factors on
observation and to-the influence of emotion on how and what was seenf
and-the effect of the observer's personal interests, v%lues and

. |
orientation. It had to be capable of answering.the question, "Hoﬁ_.,

does one know that what is offered as a description, is so?" Part-'

- icipant observation was Judged to be a method respon51ve to tbese

issues. i

g
The part1c1pant observer rlgorously adheres to a number of |

fguldellnes and can insure that what is said is a reasonablz picture

ns of

o

Homan's six indices of subjective adequacy designed to produce a
worthwhile participant observation study. These are:

1. Time: "...the more time an ' individual spends with a group,
the more likely it is that he will obtain an accu- -
, Trate 1nterpretat10n.of the soc1a1 meanlngs 1ts mem-
bers live by." - :
- : \
C2. Place° ", ..the. closer the observer works geographlcally to
‘the people he studles, the more accurate should be Lo
~ his 1nterpretatlons A , . :

3. Soc1a1 c1rcumstance5' "...the more var1ed the status oppor-

: - tunities within which the observer can relate to his.
_subjects, and the more varied the activities he wit-
nesses, the more 11kely the observer S 1nterpretat1ons
w111 be true."” ' o :

’.‘
]
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-

4. Language: '...the more familiar the observer is with the
language of his subjects, the more accurate should
be his interpretations. -

- 5. Intimacy: "...the greater degree of intimacy the observer
- achieves with his subjects, the more accurate his in-
terpretations.'' .

6. Consensus: "...the more the observer confirms the expressive
meanings of the community, either directly or indirectly,
the more accuratg will be his interpretations of them."

(G. C. Homans, The human group. New York: Harcourt Brace and

Company, 1950. Cited by Bruyn, 1966, pp. 180-184)

The participant observer comes into social situations where

" teachers are responding to and implementing a curricular change pro-
posal.. Ihe'propbsal has meanings in these settings apart from that
assigned by the person.entering the setting. The task of the parti-
cipant'observer is to uncover these meanings. This process is facili-
tated by adhering to Homan's indices, and in doing so the participant
. observer strengthens the Validity of the description and explaﬁation.
Undertaken with care, the participantﬂobservation method yieids a
validity of description and explanation that is reflected in the accu-
rate portrayal of the subject's world (Bruyn, 1966). Validity.concern-
~ ing the meaning and meaningfulness ofthe data collected is a central
question in a qualitative study. - - . X
In a-quantitative study, howevér,jarcentral concern is reli-
ability: replicability of the study and consistency of scientific
findings. The uSu@l procedure in a quantitative study is to employ

.standardized instrumentétion Which appropf&ately'deakswith quéstions 

£ ieliability. Standardization is not characteristic of qualitative
esearch and, indeed, such instrumentation would tend to be in con- . -
flict with_its_methbdological principles. ' The value of participant.
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' observation methodelogy is that it does not prestructur; deta prior
to research. Its focus is on a valid repreeentation of what is hap-
ﬁ‘pening, not af the expense of reliable measurement, but without
allowing reliability to determine the nature of the data. Conse-
quently, re;iability is more pertinent go_quantitative studies
(Patton, 1975). This is not to demean the value of the‘question of
re11ab111ty, but to note that reliability is a question more appro-
pr1ate1y addressed to the quantltatlve parad1gm wh11e va11d1ty is
addressed by the qualltatlve paradigm. The idea in both paradlgms is
high reliability and high validity but nevertheless, dlfferences in

N

emphasis are discernible in the two paradigms.

Identification of an Innovation

For the ﬁurpoee of this study it was necessary to identify a
perticular focus that was to be communicated.to teachers in_ghe form,
of e‘change*or improvement message that would,meet certain,crrteria;
Eirst,the‘innovation should be currjcmlar in nature; that ds; in-

‘ volre a neW‘inStruetiénal unit'in sociélsrudies~edmcatiom. Second,
it ehomld‘be characterized by what Fﬁllan,(1972) describes as the

" modal process of change; that ig,-the instructional unit has been‘.
developed exeernally to the schoois end tramsmitted to them on a
relatively universalistie basis. o |

The multi-media learnlng resource kits developed for each ele-

mentary ‘school in the prov1nce of Alberta were Judged to meet these

cr1ter1aﬂ_ ‘These kits feature Canad;en.canteqt materlals in 'social =

-y
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studies and were prescribed for implementation in‘the 19?8;79’school
year. The kits are innovative in content, ih.that,they dre'designed
to meet\perceived needs'ahd expectatidns for the teaching of social
studies in Alberta schools. Specifically; the k1ts .are de51gned to
provide 1ncreased emphas1s on studies of Canadlan hlstory and geo-
graphy, greater detail and specificity of grade level content and
objectives, end'identification of primary (prescribedi learning Te-
* sources. | ;

“The particular kit chosen for the study was that for‘Grede 2,

Topic B, "Canadian Cbmmunities;,The Same or Different?"
2 oT _

Selection of the.Subjects

_The 1n-depth exploratory'andlnten51ve nature of the study Tre-’
qulred that 1t be conflned to a small number of subjects and settlngs.
Moreover, as the researcher was the sole 1nve5t1gator and f1e1dworker
. in th1s study, the settings had to be easily. accessible in terms of
' time and lecatlen. An additional determinant of the,choice of‘sub- :
jects wes thet they‘ﬁere Strangers to the"researCher Bogdan and
}Taylor (1975) suggest that acqua1ntancesh1p W11i\tend to blas one's
perspect1ve and interpretatlon ® .

On the bas1s of such concerns, two Grade 2- classrooms 1n the
‘Edmonton Pub11c School System were selected as appropr1ate settlng5~
",for the study. The decision to-select Grade 2 classrooms in pre-
'kference to other elementary gradesuasbased on the presumptzon that‘

at the lower elementary 1eve1 the shorter cqncentratlon span of

younger students, together with the 1ncreased rap1d1ty with wh1ch

~ -
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events are likely to change compared with the npper elementary level,
iwaslikely to'facilitate the col;ection of data.concerning teaching
decisions in implementing change in the classroom. |

theJdeeision to select a restricted sample of teachers of the
‘same gradenteVel from within a single school,‘in preference to teach-
ers of different grade levels and/or schools,was based on the belief
that contextual variables are likely to vaty less between classrooms
.at the same grade level within the same school than would be the case
between differing grade levels or different schools. Recent research

*

(Doyle and Ponder, 1975; Doyle,’1977) suggests, however, that the
i;tiuence of broad variables,'such aslizassroom size 'nunber of
pupils, lighting, eqnipment' layout and noise level, may not be as
great as one might like to think.

The basis for selecting the specific subjects and'settings g
idepended on the W1111ngness of the principal, the teachers and the |
school to part1c1pate and upon the Edmonton School Board grantlng
perm1551on for the study to be undertaken The only Spec1f1c requ1re-
ments were that the classrooms not be arch1tectura11y open in appar-
ent contrad1ct1on of assumptlons underlyrng the study, that the
'teachers not be involved. in team teachlng, that there be as little
1ntegrat10n or overlap as possible between the components of the .

. currlculum program, and .that the teachers be experlenced and con-.
51dered "competent"

The teachers who part1c1pated in the study were. found through
_ the a581stance of a umxverslty faculty member who was fami11ar with 7‘

~ the schools. The faculty member was asked -if he“knew offtwo exper-
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ienced second grade teachers whose situation wpuld match the require-
ments of this.study. He sugges%ed two people who later became the
subjects of this study. The principai of their school was contacted
and he arrang;d a meeting with the fwo teachers and the researcher.
The principal's permissiqn‘for the prqjeét to be undertaken was con-
“ditional on the téachers' willingness to parficipate:in the study.
The meeting was hgld, the project was explained and the teachers
_indicated their'willingneSs to undertgke the projecé. It was made

clear to the teachers that the quality and success of the research 4
'

was dependent upon the avoidance of disruption dnd the maintenance
. o 1 ' g ‘
of the normal classroom setting. Assurances were given that their:

:‘hamgslas well as the name’and location of their school would be ke§£
ingéonfidentiality and that‘any'informatibn:gathered WOﬁld not be
used to’harm them ih any way. It was aisb made clear that,:at.ény
'fime; tﬁey had the'optioh to withdrawAfrom'the profect.

e ! The Observer's Role -

~ Lutz and Iannécoﬁne suggesf ih:ee cSiegories'of partiéipant
_observer roles' (1969, pp. 11-113). o
| "1. The pafticipant ;s obser&er: in this type of role, the
reseafcheruis Alteady fully established‘as a'memberrof'éhe:sociil_

g setting and the role as observer or researcher ﬁnknownvtd~thevother'
members. ' This type. -of study is surreptitious examinatiothf'the
'/situhtiOn.' The researcher is a total participanf,~bugfis‘unknqu

to the subjects under study.
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2. The observer as a participant: in this type of role, the

- researcher identifies the purpose of being present and to some extent
shares in'the activities and enters into interaction with other part-
'icipents. |

3. The ohserver as a non-participant: in this type of study,
other participants may or may not be aware of the observer's presence
and purpose, but the ohserver avoids all forms of participation in the
activities in the setting.

In this stud}, to catch‘the'process_by which thebtwo'teachers
encountered, interpreted,‘and ordered their view ofwthe corricular )
change proposal, the researcher placed himself in the teachers'
'venvironments, took a limited role in some classroom activities; and
’Vobserved the teachers from as many Qantage points as possible. The
researcher was not a participant observer in the sense of taklng the
role of the teachers but rather an "observer as part1c1pant "' This
role offered several advantages to the researcher working within the
- two settlngs.' Adoptlng this role enabled the teachers to be made
~ aware that the observer was a part1C1pant pr1mar11y for the purpose of
" research. Th1s awareness permitted the observer to ask research-
oriented questlons--partlcular}y those concerned w1th the clarification
of meaning. The role also eﬁcoureged the teachers to provide the re-
searcher with unsolicifed ihformation. Moreaver, it prov1ded the Te-

searcher w1th the freedom to partlclpate or w1thdraw from act1v1t1es

at his d1scret10n {Lutz and Iannaccone 1969) but in' a - manner that ful-

'f111ed the requirements of the methodology

~
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The Method of This Stu&y

: | N :
During the first threeg;7eks I accepted the principal's and

teachers' invitation to familbiarize myself with their students,
”classroom activlties, and the school. 1 risited;the school each day,
~observed each of the classroons reguldrly had lunch with the~staff

and chatted informally with the prlnC1pal and staff members During

my 1n1t1a1 visit I had been introduced to the staff by the principal

at morning tea break. He clarified my position as a researcher who

was also a vieltor to Alberte. It Qas a very welcoming situation and
the’principal‘indicated an active personal interest‘in the project and
reseerch generally. He waslpleased to dlscuss a project he had com-
Pleted and demonstrated interest in the role of the researcher in hlS
school. ' The teachers and I d1scussed our roles and establlshed guide -
lines for the period of the project. We agreed that I would not teach
at all but could, and would, help where poesible by fulfilling moni-
t‘orial'tasks.J One teacher wae pleaéed that I should,hin the initial
period, take groups of students and hear them read. This facilitated
the process of establishing a relationship with the teécher and‘thi";‘J
students. The other teacher was pleased that I should feel-free;to
observe in her classroom but felt that I had better things to do.than
to take on classroom ta;ks In her view, my time was valuable and

she would rather I use it for other purpose Both teachers were

pleased that I should talk to the students several t1mes durlng thls

s 1ntroductory phase. Wlthout the teachers maklng a specific comment
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such sessions enabled the students to satisfy their curiousity and
facilitated my entry into the social situation of fhe two classrooms.
Interacting with the students assisted the process of. the participants -
becoming comfortable with‘eaCh other in the classroom. I felt that I
had a place in each élaSsrboﬁ,‘in the staff room, and thé-school sett-
 ing._ This procesS kés_also assisted/by the school secretary who, by
pérsonality‘and position, acted as a commoh denominator in interper-
sonalizing staff room patterns of behaviour. Her desk was adjacent
to the staff room and to the principal's office and was the focus of
. school activity. She w;s bright, cheerful and acted as both a focus
and a gatekeeper in normalizing staff and group membership.

A personal concern was the relatively short time period anti-
cipatéd as necessary fbr\feach;ng Kanata kitrz relative to the pur-
poses of the study; to ob;}ate this; a series of interviews were’under-
taken with the two teachers uding a Teacher Career Modél‘Inferview
modified from Sqﬁatzman and Strauss (1973)& A copy of this schedﬁlg
sis included as Appendix A.- Tﬁese interviews, and informal talks be-
fore schéol, during the day, and after séhool, were also helpful in
-establishing‘a working rappért with the teachers. The teachers, dﬁr-
ing this period, began to feel coﬁfortablé that I was in their class-
room and approved of my tape recording class activities and.inter;
‘views. I found lengthy note taking difficult‘gnd we came to accept’
‘the use of a taﬁe recorder as ‘the most effective way of keeping a

-record. The teéohgrs felt more comfortable when I was not taking

notes for extended periods of time and, if they had a comment to make, -

~
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the process was expedited by the recorder. The students,.too,
accepted a tape record;r as part of the equipment of a '"person seék-'
ing to find out what happened in Edmonton and Alberta schools."
The tape recorder was left on tﬁe teacher's desk or on the shelf at
the béck of the classroom. On occasion, a student would examiné?it,: -
make a comment, and then ignore it. This patté;n of behavior was
similar to thé‘students' reséonse to having an observer’in their
classroom. If a student had something of interest to tell or was
-excited about a recent happening, the event would be shared_with'me;
but if it had to do with work, I was ignored; ciasswork CONCerns were
communicated directly to the teacher. I was greeted happily and with
insercst, but iﬁ the class the students seemed to regard me as a 1ivé
- part of the furniture. On occasion, for insténce,'each of the |
teachers was required to leave the classroom and the students aiways.
evidenced surprise, when their attention wavered,.to find that I was
Ain.the room. They were not sure what my re-discpveréd presence meant
in terms sf the possibilities of the situation, and-th;se possibili-
ties w;re hot challeﬁged.for'ﬁhiqggngthy period Ofutimeu
During the fifst days the péttern of information collection was

established which provided the data for this.studyf

o 1. Direct observations of'the behavior of the teachér5 and ver-
batim transcriptions of -their statements, éonversatidns and 1eSson$
‘wéig made. | | |

>2: Formal interviews based on the observations wgre‘conducted

with the teachers to verify concepts, $eek'more¥information or test
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hypotheses. Transcripts of two interviews are included as Appendices
B and C.

3. Informal interviews were conducted with the teachers, the

>

principal, and the level one‘social studies consultant. Comments
from these people were usually unsolicited and, in some,instances,
facilitated the data analysis. Included in this category is a meet-._
ing between the two teachers and a project teacher who wasninvited'
by the principal to give the teachers any necessary assistance.

4. Background information was prov1ded by the teachers and the
princ1pal. In some instances this was verbal and, on occasion, in
the form of documents. -

My daily procedure consisted of a number of steps. First, I

entered the school and greeted the secretary and, if present, the

principal. ‘Second, I entered the classrooms and greeted the

.
o.)

teachers. If classes had commenced then I would knock on the'door;
walk through the class cloak area and sit on "my cha1r” to the side
of the teacher s desk situated at the back of the room. The‘chair
was smaller thanvnormal size and, in using it, I felt less conSpicu-
ous and-more immersed in the setting.. *This situation was replicated
in each classroom. When the teacher wa5u1nvolved with a student or a
presentation to the class I waited unt11 it wastconvenient to greet
her. Some of the students would» at times, glance‘in my direction,
and there were t1mes when the teacher would break the pattern of

activity to have the students say a formal greeting and then ask a

question or seek an opinion, so that I might part1c1pate in the class

. e
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" tapes, transcr;ptlon and tentative ana1y51s--was undertaken after leav-

1
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activity.  Third, I recorded the events of that time period whilst

] . : .
seated. I was present, in the initial period, at various times dur-
ing the day, and for various class activities, and limited such °

observation periods from ten to fifteen minutes, although on occa-

"sion the time extended for the period prior to a mid-morning, noon

hour, mid-afternoon break, or the periOd prior to home trmgyfll was
in the classes~for varied time periods and for variousiactivities.
Upon commencement of the 1mp1ementat10n of Kanata Kit 2, there was
agreement that my observatlons should focus -on the teaching of th_//
unit, a 51tuat10n made poss1b1e by the teachers' subJect time ta

I. asked each teacher 1f she could deV1se a way to record her expecta-
_tions prior to, and her thoughts upon completlon of, these act1v1- -

ties. One ‘teacher proposed the features of the sheet which is 1n—

<

. cluded as Appendlx D ~ The other teacher thoughe this a good idea

and ‘these sheets were prepared prior to thelr teachlng Kanata K1t 2.

The sheets were titled Teacher Perceptlons of Teaching (TPOT). ' The.
constructlon of the TPOT schedule helped clarlfy the nature of the

study for both teachers, it seemed to make clear the purpose of the

‘ study and the intent of the researcher.' The later compietion~of

A

these sehédhles was a source of'satisfactfon to the teachers and"

P

-from their v1ewp01nt added to the verac1ty of the pro;ect..

\

Step four—-the complet1on of notes, the playlng back of sound

-

-
<

ing the school;i The tapes “were transcr1bed ona da11y basis dnd’ w1th

S -

the more 1nc1dental notes were anaIyzed for 51gn1f1cant 1nC1dents,

NI
3
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patterns of behavior;, recurring statements, and confiict eituations.

© Such analyses generated hypotheses for testing in subsequent obser-

vations and interviews with the teachers. Two outsiders to the study

~

were asked to read.the field notes and their impressions were used

as a check agalnst my 1nterpret,-Lons When observations suggested

 ,a relationship between 1nc1dents, these were investigated to estab-

lish poSsiblevfgfationshiPS»that would support tentative hypotheses

or-propositions. By’this process, whiCh was intenSified by the task

_ of transcrlblng, I became 1mmersed in the two sett1ngs and was placed

! :’

f1n a 51tuat1on of empathy w1th the two teachers confrontlng and im-

"'3 plement1ng a currlcular change proposal Transcr1pt10n and.analysls

‘

extended the study unt11 it became a lived experlence.,

R

»

-medxate classrooms.- I observed the teachers in other areas of the

’ 3

' J
A school 1nc1ud1ﬁg the resource center, school offlce, staff room, the

playground corridors, and part1c1pated w1th one teacher in a ne1gh—

,-’0.

bourhood class excursron.

Three mouths of f1e1d work produced a con51derable amount of -

'; informatton.v~The field notes number over four hundred typewrltten

pagék I also accumulated a varzety of pr1nted mater1a1 in the form'

&

of handbooks, letters to parents and curnculhr \mtenal. Addi—'

tionaggrnterial 1nc1uded conyleted TPOT schedules, teacher notes and

,."fé-lsanples of student work. In urating the descr1ption of 1515 study,

.i_f”fwhat-istudced bo‘tha~nost‘substantive and.revealing infornation,

70 °

e The f1e1d s1te fbr the study 1ncluded ‘more than the teachers' im-

{



given -the puzpose of the study. The conclusions‘are pfesenteﬂ as

Y

the reSponse of two practitloners to a curricular change proposal

. _and should be,1nterpreted in the context of that proposal. In

Chapter 4 I descr1be the proposal and the contexts within wh1ch
these two teachers act: ‘the commun1ty, the school sett1ng, the class- .
:pbm settings;,their definitions'of situatién, an& behavior?and~in;
Ateractions in‘rtsponding to, and implénenting:‘xaﬁata kit'Z, My
.explanation refers to the degcription of that which forms tﬁe |

teachersf’pérspectives of this curricular éhange_proposal; -



* CHAPTER 4 .

PRESENTATION OF THE DATA

fal
9

The purpose of this stddy is to describe and expliin two second
_ grade teachers' perspectives of a'curricular~change pfoposal‘and-the
' process by which they 1mp1ement it as part of the1r social stud1es
program. Because the interactions -of the two teachers occurred in
rebponse to a- spec1f1c teaching kit and in a particular settxng, a
descr1pt10n is: 1nc1uded of the 1nnovat1ve proposal and the sett1ng

in wh1ch 1t is to be 1mplemented ‘The f1nd1ngs are select1vely

L presented 1nc1ud1ng those statements, cr1ter1a of judgment, and

actlons wh1ch constitute the teachers'def1n1t10n of 51tuat10n,
their perceptlons of the k1t an&-the process of 1mplement1ng 1t in
their classrooms.-

The Change Proposal: Kanata Kit 2

* Manner. of presentatlon Apgn, |
The kit 1s presented 1n a box w1th a base and‘51des measur1ng'
30 cent1metres, flnlshed 1n a black vxnyl 11ke material. The.box‘m
has a removable 11d made of the same mater1a1 Wthh is bounded on
each s1de by a retalning flap about five centlmetres dn depth. :On
none of the side flaps "Kanata K1t" is inscribed 1n white lettertngige’f

'about two centinetres high.‘ The unlfbrmlty of colour is broken on’“'

s"one 51de of the box by large uhite figuxe two, c,ntergd Within ‘n;fif;'

fapfwhite»c;;cle,f This circle on the left half,of the side is super-g-]ﬁ'lg

. . ce -
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imposed on a tangerine, boomerang-1like design. on the right half

of the same side, in white, is the titlé,i"Canadian Communities: The
.Same or Different?" ‘Whentthe;lid is removed,the;box is seen to con-.
'tain.the'items listed as "COmponents and Titles'" as preseﬁted}in
Figure 1. The~teacher's'guide, booke;;ﬁilmstrips, audio tape,ffelt-~
mao and study print;_are attractiVelf presented and reflect_what )
could be described as a‘conmercial/professional finisb. The‘teacherfe
guide is enclosed in a’black_loose.leaf folder with.the»same'COver ‘
qdesign as the container. It i; enscribed "Kanata Kit 2, Teacber's
Guide; ‘Canadian_Communities! The Same or Different?" Its first page
is-titled somewhat differently,vﬁCanadian ﬂeighbourhoods: The Same
‘aor Different??' This'Teacher's,Guide provides the most conplete
deecrintion of the instructional unit including‘the“background to
its development~end the unit deeign.

‘Background

u

-Thelintroduction notes thatQin October, 1977 the Alberta MiniSter

-of Education proposed the Alberta Herltage Learnlng'Resources Pro;ect' '

~ -

‘to- assure further development and distrrbution of Canadian Tesources

“.for Alberta schools Part of this proposal led to the preparation of

e .
16 multi media learnlng resource kits featuring Canadian content for ‘

socxal studies._ Twelve kits which were already in development under L
B the auspices of the Canadian Content ProJect were revised to meet
'ifthe criteria of the Alberta Heritage Learning Resources Project nnd vif

11’then ﬁere incorporated 1nto the 16 multi-media resource kits.' The f&:

......

¥
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Quantity per Kit

30

| each

* Filmstrip, This Land is Your Land ¥

Componenté and Titles

" Teacher's Guide

Books, Six Stories for Students, including:
““Carley’s Adventure'" .
*‘Little Man, Big Man™"

“*The Anniversary Surprise Party"’

- **Susie Finds a Fnend"

**Show and Tell’”
*“Billy and the Whale""

' Audlotape, Thzs Land is Your Land

~
N

Fllmstnps ‘ e ;
Toronto: An Urban Netghbourhood (to complement “Carley s

- Adventure’ )

SR’

;Study pnnts ofCanadnan ncxghbourhoods o

3} Aenal v:cw study pnnts

Medicine Hat A Small Ci 11) (to complemcnt ‘Liule Man Blg

“Man’ )

An Edmonton Ac reage: Country szmg (totcomplement “The

~ Anniversary Surprise P ay)y
" Shaunavon: A Farmmg mmumr) (to complcment Susne Fin

a Friend™")
Powell Rives A Mill Town (to complement Shoéy and Tell’")

Terence Ba) A Fxshmg\ thlage (to comple:WBlliy and the

Whalc )

~ Fclt map of Can.tda and attachments for map Uo pxcca )

Student Mnsters for duphwnon
S
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" Huron language meant "v111a§e" or "commun1ty" In 1934 the term was

used by Jacques Cartier in referr1ng to the new land as "Kanata" '
The introdqctionvcites three interrelated reasons or propbsi—

Eiohs fer she development of the kits featuring Canadisn content,

First, the need for Canadians to understand differeneesvand techno-

v

social change:

~ Since the time of Cartier, tremendous changes have = = .
occurred in-Canada. While our country has become home to -
people of widely. differing backgrounds, advances in tech-

. nology have changed; and continue to change, our lives and
influence our be11efs\ - To understand our Kanata, our chang-
ing Canadian communlty\of today, it is- pecessary to examine
our similarities, our ﬁroblems, and our prospects. (Alberta
Educat1on, 1979 Introductlon iii)

Second, the s1gn1f1cance qfrknowledge, and particularly a kndwledge

of Canadian history and geography as the -basis for the~develbpment'

[}

of personal responsibility. . ! - -
,_.;.the need to.know and to. undexstand ourselves; who we are:
where :we are in time and space, where we have been; where we
are going; what we possess; what our responsibilities are to
ourselvés and others': (Alberta Edycation, 1979; Introductlon
iii, citing T. H. B. Symons,_To Know Ourselves: The Report.of
\\\the Commission on Canadian Studies. ‘Ottawa: Association of
Unlver51t1es and Colleges of Canada, 1975 1:12) ..

| .
Thlrd expressed more 1n the nature of an asp1rat1on than a reason,

h

©is the development of refléctive, part1cipatory cttizensh1p

It is also’ belz ,ed that...the use of those Kanata K1ts
will help students acquire. sensitivity to their human and -

natural environments, intellectual independence, moral matur- . R

- ity and a willingness to participate effectively in ;onnunity
‘d'vaffalrs" (Alberta Egucation, 1979, Inxroductlon, iii)

"Acknowledgenents ~d-;,/5ﬁjd?45lde_'_.;f_eiV .;d .jbii'_v,f”" -

The contributions ”f a school district and sone twenty-four if

.‘persons co-prising Albd;fa Educatzon adlinistrators, teachers. sub-
o AR

:_; - Lo PO | PR RN



76
noted on two pages of the introduction‘to the leacher's Guide.
The. names, nature.of coﬁtribution and professional position are
listed. The names of the dembers of the two development teams
are enclosed within a black ourlined.rectangle. It could be
assumed. that acknoﬁledgements; in this setting, ere to.be noted

by teachers.

Unit Features.

o
-3

As a more specific introduction, "Notes for Teachers"'describes

- the features of thls mu1t1~medla 1earn1ng resource Kanata Kit 2

_"Canad1an Ne1ghbourhoods The Same or Dxfferﬁnt’" The description
is paraphrased as follows:
The major issue for inquiry in this kit is:
How ahaﬁid.neighboﬁrhobdb in,Cuﬁddd ﬁae space? E
During the“inquiry students discover how their oﬁn neighbour-

R hoods are s1m11ar to and different from other Canad1an ne1gh-
bourhoods and are challenged to formulate reasons for personal’
l;kes and_dlslrkesiregardlng var1ou§_facets of the1r nelghbour-ﬁ;
hoods .. | , Ty

t'&In order that students acqu1re some understandlnéq;r1or to
coming -to a decrsion on the major issue, the research of‘the
umt is_ structured ‘around two sub—issueS' o / o S

Should netghbourhaods have many or few resuiente"

_ Should nctghbma'hooda reﬂect the um.que charaotamma '
‘_ of theu' mmmenf:? S :

'l‘heso issues are_“eunined in tha context of six Canadian neigh-‘;"l il

Shmvon, Sukatchewan, Povell River, British

e,




77
" Hat, Alberta; and an acreage near Edmonton, Alberta.

Activities included in the“stndy,ofithese sii»neighoourhoods
“are intended to heip the ;tudents-umderstand why‘neighoour-
hoods use space in different ways and have varying degrees'of
popolation density. In dealingiwith the teo sub-issues,-stn-
dents will clarify and assese competingfrelues within these

issues.

To foster students' awareness of the need to interact and co-
_operate with their neighbours, some of the activities include
a social action component designed to emphasize their involve-

ment in their immediate surroundings.

"The unit‘emphasizés active participation and interaction,amdﬁ?
studenteAendﬁteachers. ‘The activitiesvare intended to deepen'
emotionainreeponse as dell ae to develop inteiiectual skills
and understandings of concepts The'underiying premise’is'that
1nte11ectua1 learning is- accompanied by feelings, and that,-
by acceptlng and dealing w1th those feelings, the teacher can

heighten motivation and response to cognitive material and \'d'

foster p051t1ve classroom-reletionships, ' 7 g

'Part IV of the unit. con51sts of a comprehensive test for
formal- evaluation., It is noted that formative evaluation in

l.the form of follou-up exerczses found at the close of

act1vities can be used to determine whether additional study ”~" :

r;need‘occur _ (Alberta Education, 1979, Introduction)

T
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Each section of the unit begins With-an overview which.explains
its‘scope; In addltlon, each act1V1ty beglns with a “ﬁatement of
intention. There are also statements of obJect1ves for activities, state—
_ ments of values, knowledge and skrlls : The1r manner of presenta-
vtron is illustrated in Append1x E which presents Part 1, Kanata Kit
2. Frnally, it is noted, the Conceptual Framework Outline (Figure
2) and the Master Chart of Issues, Act1v1ties and Objectives (rxg-

.ure 3) “dellneate the structure ‘and development of the unit as a
whole" (Alberta Education, 1979, Introduction, x).

Several optional actrvities which appear througnout thevunit
are’presented as enriChment‘exercises, "They are not meant to re-
dplace core activities but can;bevused as suppiementarywactivities at
;“the'discretion of the teacner" (Alberta Education, 1979 Introduction,'
| x). The. Teacher s Guide, Table of Contents (Flgure 4) 1nd1cates the
‘relatlve 1n51gn1f1cance of such enrlchment exercises 1n the total

’settlng of unit activities.

5 The Nature'of_the Change PropoSal.'

7

The mu1t1 medxa resource un1t, Kanata Kit 2 ;"Canadian'Neign-‘
‘bourhoods The Same or Drfferent?" is des1gned to 1ntroduce Grade 2
students to the ways Canadian nelghbourhoods differ 1n terms of
populatlon density, and the ways such dlfferences affect people s ;?..

-11ves. To ach1eve th1s purpose the un1t 1s structured around the

_,;study of a social issue and util;zes an 1nquiry teach1ng approach

5€"fbased on systeua ic lﬁarninz ObjGCtiVSS-v Thls aproaCh 15 des““’d //k\‘

\_,gto promote active participation and interact1on among students and



Ceonceptual Framework
Canadian Neighbourhoods:

- * The Same Or Different g
Part I - Activity I o ‘ - Activities 10-14
Neighbbul‘hood ' S Should neighbourhoods reflect the unique

' Statement of Issue: - = characteristics of their environments?

How should neighbourhoods in - Major Concept. Development
Canada use space? ‘ | ‘

Students make initial hypothesis - | g:;lz _ N
HYPOTHESIS EVALUATION _ Uniqueness
PartII - Activmes 1-9 S ‘Environment

’ » Interdependence
Should nexghbourhoods have many or Recreation .

s

few residents? :
 Major Concept Development Research Questéons
Neighbo  How far is it to school?
Pelgl trur Densit How do the children get to school?
' 'ROE:I ?\Il‘o'nhbomlh{)od What is the land like around the .
N:ighb:\fhoo:r- neighbourhood? (rocky, flat, mountainous,
) ' water) '
Urbap N elghbo:.lrhood What type of work do most of the parents :
Motivational Techniques o ~ dotoearnalliving? '
Filmstrips: _ What do the children do for recre:mon"
_Toronto, a large city R - Synthesis Activities
g?::o'c:t‘SnH:; :ciemaz:::my - R Motivational Techniques
' Fllmsmps |
ti ,
Research Questions * Shaunavon, farming nelghbourhood o
What types of homes do the people live "‘" Powell River. pulp and paper neighbourhood
(apartments, single family dwellings, R Terence Bay. ﬁshmg netghbourhood
condominiums) SN L o o
How busy are the: atreets" o e Value lesucs Actlvmes a )

‘What kinds of bulldmgs are in the .

* neighbourhood? (stores, churches, schools, . )

fire halls, bans, factories, community E Final Hy P°‘“¢§'5

centres) - | T PartINl- Activities I-2

Where do the nearest nelghbours hve" L rart e
o : Action

(- -
- My Model Canadlan Nexghbourhood- _—
. o

Decision-Making



Master Chart of Value Issues,
Activities, and Objectives
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i
Value Issue Activitics Value Objectives Knowledge Objectives Skill Objectives '
The student will: The student will develop The student will develop
interpretations of the proficiencics jn the following
fullowing concepts skills: - .
. T
PART [ - OPENER Identifving Canadian Become aware of a varicty of Neighbourhoods v
" Neighbourhoods. Canadian Neighbourhoods.
(Activity D) . .
PART U . :
Should neighbourhoods 1. What Does the ) Begin to understand his or her Neighbour, space Inferring, generalizing, and
have many or few Word Neighbour aftitudes and feclings about Qathcring data about neighbours
residents? Mean? neighbours. and space.
(Activities 1,2) _
2. Our Neighbourhood | Develop an understanding of the Neighbourhood, Observing. listing. and clarifying
- (Activity 3) -1 responsibility and commitment interdependence things which make up a
required of each individual in of people nenghbourhoud and things 'people.
: a neighbourhuod. do in a neighbourhood.
3. Population Develop.an understanding of Population density, . Mapping. comparing/contrasting.
Density personal freedom and how it is using and sharing hypothesizing. and generalizing
(Acltivities 4,5) affected by population density. space about pupulation density -
: : and space.
4. Canadian Begin to understand his or her “Urban Canadian Viewing. comparing, contrasting
Neighbourhvods attitudes and feelings about ‘neighbourhood. rural . locating and inquiring information

(Activity 6)

city and country neighbourhoods.

Canadian neighbourhood

about different urban and

e To

rural neighbourhoods.
I\ . _
5. Different "~ - Begin to understand his or her Similarities and Observing, discussing, discriminating,
Neighbourhoods {! attitudes and feelings about differences among and gathering data about
(Town and Country) {\ similaritics and differences people and neighbourhoods.
(Activiiies 7.8) “in neighbouthouds. neighbourhoods. ‘
6. Studying Canadian \Bs:cumc aware of the effect Population density, . Gathering data. hypothicsizing.
Neighbourhoods population density has on the neighbourhood inferring, applying information
(Activity 9) locations. about population and location

lifestyle of 3 neighbourhood.

of ncighbourhoods.

Should neighbourhoods
reflect the unigue
charactenstics of

7. Finding Out About
Canadian
. Neighbourhoods

Become aware of how space ina

neighbourhood reflects the unigue
characteristics of the \urmundmg

Maps represent space,
uniqueness. cnvironmental
intlucnces,

anpmg gathening data, mlcrpn.tmg
. pivtures, h\puthgsmng

| their environments? (Activities 10, eavifonment interdependence. ‘Mapping. data gathering.
. 2013 T : ‘
© - - i -
8. Neighbourhood ~Become aware of how recreational | Recreation. unigueness, "Data gathering. applvmg
Recreation activity depends on the environment. information.
(Activity 14) envionment. .
PART Ul ) . i . :
' | What are the desirable 9. Blueprint fora . Become aware of the compunents Space. population, ‘Inferring. applying information.
characteristict of a " neighbourhood - that make up a4 neighbourhood, housmg community gathering data. reporting,
| model Canadiun (Activity 1) . services. environment - constrcting, hypothesizing about
ng_'ighbuurh(md'.’ ) *inodel Canadian Neighbourhoods. ™
0. S) nthesis ’Dchlup an Undn.nmndmg nflhu . Neighbourhoud, .
My Muodet characteristics of a mudcl ' location. space, . .
Neighbourhinnd ' nughbuuduml 5 pupulation density,
v “(Activity 2) , housing, model. , .
Student.Evaluation k ' . ) . R
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teachers both in the area of decision—makingﬁand in the affect-
ive area of value clarification.. It is also &esigned to develop
student intellectualvskills and knowledge of concepts in the process

of: identifying thedissue, hypothesizing, establishing research

v

questlons, gathering and organizing 1nformat10n, synthe51zlng the
'1nformat10n, taklng a value p051tlon, making a decision in the form
of a f1na1 hypothesis, apply1ng the dec1s1on, evaluatlng the deci- -
sioﬁ The description also notes a relatlonshlp among teacher accept-

ance of student fee11ngs, a he1ghtened motivation to cogn1t1ve mat-

.

erial, and the development of positive classroom relationships.

Theoretical Stance and Orientation

(s

The preceding section presents a description of the innovative.
. B 3 : ' .7
proposal derived from the resources which are disseminated to -

teachers prior to its implementation in their classrooms. The des-
sl

crlptlon notes the form of the kit presentat1on, the background to

1ts development, and{prlncrpal features. Th1s descr1pt10n,1t is

judged, represehts the\developers' view of the’innovative‘proposal.~‘

and thelr 1dea1 of what should be.reallzed in the process of class-

Toom presentatlon, 1t presents a spec1f1cat10n for effectlve pract-»-;‘

tice. More generally, 1t 1mplles a theoret1cal stance towards the

’\..

-orderlng and 1nterpret1ng of rea11ty w1th1n~the soc1a1 studies ?
classroom, avv1ew of human belngs -and thelr world.. As Frexre notes' A
; All educatlonalvpractlce 1mp11es a theoretical stance on -

. the edueator's part. This stance in.turn impl1es--somet;mes
© more,. sometimes less explic1t1y--an interpretation of man and

“the world. It could not be otherw1se. (Fre1re, 1970ak_pp.
- 205-206). - » - _ o :
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Implied within the multi-mgdia learning resource, Kanata Kit 2 and’

the practices it prescribes, therefore, is a view of human beings and
~ - . ) El : . \ N

their relation to the world, ’ S | |
. _. -‘ » ' . ‘\ E L;. . I . -
When the underlying assumptions concerning man are examined it

seems evident that the major orientation of the kit is téchpolbgicai ﬂ_4

- (Freire, 1970). Within this"tééhﬁologicai framewdrk,:a.probiem is-
‘ R . o i . . ) . . - oL
defined in terms that allow for its resolution through the applica-

tion ofitechniqﬁes'designed to-producefzyédictable ends by standard-

—

-

izga meags under specified éonditidns ijigp\gnd Meux"1§68),“e1t
evidences a concentration on,"reconstructed’logicéﬁ in the form- of

. R -4 ) A : . : ) . , . .' ‘. .

" an-'idealization of the scientific method (Kaplan, 1964). .Using this

logieg, kﬁq@ledgé is judged for %és‘qapacity to increase control, and

, éfficiency in solving a problg

néral}x,_the empirical- ‘.lytic‘-
'knqﬁledge of ;hg.sciences iS%ged to p:éﬁidei%ules §ﬁd:strategiesf
.conditioﬁég pf;dicgions'apé é'iiis.vxSkillé, in thisﬁcoﬁtext;.refer to
the proper application of rules and str#tegies that will fécilitg;e

¢

~‘the solving of the problem. Although the Teacher's Guide supports

‘the appfaisal-bf.alte;ﬂafives and pbrsonal'dec;siji-making,wit'is

\ C

3
L

I TR . ’ PR L0 S
clear its orientation is technoloizjgi?or purposive.rational.” @ . . /
’ . R . ' ) [y - . N .,

.1;;.instrumeptal-éction-or rational choice or their conjunptiéﬁ. g
Instrumental action is governed by technical rules based on empirical = -
- 'knowledge. In every case they imply conditiomal predictions.about™ .
' observable events,-physical or sacial.’ These predictions can prove -

correct or incorrect.. The conduCt;Of~rational'choicé?is{gﬂve;ﬁbé.ﬁy_j_. B
strategies based on analytic knowledge. They imply deductions from . . .
prﬁference“rules;(valﬁe;syg;qﬂs);andvdeciSion.pxochq;esz?thq;eﬁpzosf[:...j
positionsiareteithen"ccrrectly-or~incorfe¢tly‘aéaﬁpqd§&f9uip°$¥997J‘Q;f;“1-
. rational action realizes defined goals under given conditions, |:But .. .
while instfupentalfaction,organizéS]abansAthag;a:e;ﬁpprppriltﬂaor in-
appropriate dccording to criteria of an effective control of reality,
depends only on the:correct evahiation of possible

. -strategic action de _ A < ' :
choices, which results from calculation suppleménted by values,
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The primary perspective of any curricular unit is that diréctéd
toward‘students and their social world: content and method reflect a
.concebtion of what people are and what they should be (Aoki, 1975).
The content selected for study in Kanata Kit 2 is set in the frame-
work of a social issue. Pre-determined materials, procedures and con-
cepis'are to be useéd in identifying, clarifying and resolving the
'issue in the sequence and within the scope of the pre-determined con-
ceéts (Figures 2 and 3). Tecﬁnical ané'intellgéfua% control are im-
posed on the content and the method of the un#t: Aésbciated with
such control is a concern for certainty of ovkcomes. Student real-
ity construction is regulated by thé organ%jgtion, structuring and
sequencing of activities; by spch techniqﬁes as check lists, fill-
the-space activities and chart'building; byvdetailihg instructions
for the teachers; and by the explicit-detailing of proper methods for
inquiry? planning, skill and concept development, and for meeting-
 behavioral objectives. (See Appendix E.) The interest in techni-
cal control also implies a concérn with éfficiency; Teaéher atten-
tion is difected towards student achievement of objectives, to form-
ative on—éoing'evalu%;ion exercises, and to a comprehensive test for
formal evaluation.
| The unit provides for a "social aciion compo;eht designed to
emphasize the students'linvolvement in their immediate surroundings'
(Alberta Education, 1979, Introduction ii) and stresses a concern
fbr "participation", "interactioﬁ", and "feelingﬁ”vtd enhance the
student's meaning and unaerstanding of the issue. However; the

emphases of control, certainty, and efficiency would, it seems, re-
~ o



, - _ 85
duce the human experience to a pattern or scheme. The decision—making
process, with its assbciated clarification of personal Valués, empha-
sizes content rather than a lived experience. The identification,
hypothesizing, analysis, and éynthesis resolution of issue proceés
impose a predictability on the unit, the teacher, and the student.
Predefined reality structures, particularly in the: form of method but°
also in tefms of content, tend to control teaﬁher planning and impose
reality views that are, in turn, transmitted to studenfs. Teachers;
it would 3Seem, are to understand students nat so much‘in terms of
the creafivity, uniqueness, and histories that Characterige them;
but iﬁ terms of assessed needs, demonstrable behavior, and various

4

taxonomies.. Referring to the nature of the learner, the unit views

the stcudent by means of cognitive, affective, and skill categories,

s

objectives and methods. Human experienge in such terms is thus
fragmenteg, permitting -techniques to be directed to the achievement
of efficiency, a process that tends to ignore human meani;g'and to
stifle a questioning of.the’appropriafeness of the applied procedures.
The kit incorporates a particular set of social ideas of how indivi-

duals conceptualiie and relate to eich other as people and how they

relate to their society as a social institution. Such ideas, on

. face value and in the normative setting of their sponsorship, could

be especially potent when applied inischoois because they are im-
posed on_teachers and students (Popkewi?z, 1977). The orientation
is one of uniformity of problem resolution in a rather detached
géneralizable manner. It disregards teaéhing as a prdcess by which

teachers and students create a shared environment including agree-
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ments about what is important (sets of values and beliefs); it lends
credence to the illusion of the idealized model of teaching social
studies. The rationate of fostering students' self knowledge and

sensitivity to human affairs in the milieu of Canadian culture is

- .rejected and with it the idea of diversity of teaching and learn-

ing. The humanness of social values, beliefs and hopes is misled
as the interpretation is of a society that thinks in terms of prob-

lems or issues rather than in terms of persons.

The Setting

The City

B Robinwood2 elementary school is located in an industrial éity
with a population of 425,0903. Petroleum activity and its asso-
ciated chemical and petro-chemical industry dominate the city's eco-
nomic climate, and this has been related to Edmonton's rapid growth
in business, construction, and population. The mean annual salary
or wage within the city of Edmonton is $14,6464. The average income

per family within the province .of Alberta is $21,251 with a median

 family income of $20,214. Many persons who work in the city reside

The names of places and persons, where negdssary, have.pur-
posely been changed in this narrative to insure anonymlty

3Unless otherwise specified, the statistics used in this section
are taken from the 1976 Census. Statistics Canada, 1976 Census of
Canada. Ottawa: Queen's~ Prlnter, 1978,

4plberta Treasury. = Survey Statistics. Salary,_Wage Rates.
Calgary, Edmonton, and Lethbrldge Bureau of Statistics, September,
1979 '




in nearby suburbs and a smaller number of rural sub-divisions or
~acreages. The majority of the city residenfs, 78 per cent, give
English as their mother tongue, but Ukrainian (5.0 per cent), German
(3 8 per cent) and Itallan (1.0 per cent), among others, are also
first languages of>Edmontonians. Robinwood Elementary School is
-located in a‘midd{g,class community on the south-east side of thg
city.b - ’

The ;éhgoi is situated in a relatively new but established
neighbourhood.as\most of the homes were built in the early sixties,
about the time thé\school was first opened. The homes consist pri-
marily of single famiiy_dwellings and a small number of Qalk—up
apartment buildings. The situation of the school is one of a pleas—
ant suburbia: large homes freshly painted, pastel window frames
lintels and facias; regularly mowed and trimmed lawns and nature
strips; blue spruce in the garden and goncrete driveways; Tegu-; -
larity, care, and predippability in the nature of things. ;

&he 1976 CenSué indicated that of the city residents living in
thisvelectoraI sub-division who have completed their full-time
schooling, 65 per cenf have completed Grades 11-13, and of these,
31 per cent have successfully completed some form of post-secondary
and/or university education. The same return indicated thaf:
English was the mother tongue of most residents (75 pe£ cent), two
parent families predominated (89 per cent), and 55 per centof all
.homes were"owner?ocbupied; A teacher ét the school described the
. parents as '"middle class, upper income group§—-teachfrs, office

workers, bankers. There are some truck drivers'" and noted that'”a

b
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lot of teachers live in the area."
The School

The scﬁool, yith its cream\brick walls and wide window area,
fronts on but does notdominate, a quiet domestic street. To the back
it. complements the neighbourhood with about forty acres of grass
land, four sdccer pitches, ten softball diamonds, and additional
space for informal games. Close to the school is a‘tarmaé_and a
jungle gym set available for division one children.

The building itself gives’an impressién of eétablished newness.
It is a single story with nineteen enclosed classrooms and six open

“

area classrooms, three of which are occupied and to a large extent
have bee; encloéed by femporary partitions. The floor plan is pre-
sented as Figure 5. |
The building has large windows wPich create a sense of openness
and lightness which is complemented by the sbft green and cream of
the walls and fhe spotless shine on the tiled floors of the corri-
dors. As you enter the front door the impressigg is of.an,attracéﬁ
¥.ive}high—cei1ing spaciousﬁess. An en;cribed-metal wall pladue con-
tré;ts with the general colour scheme. The inscription reads;
| "This is one of the finest schools
in Canéda
Please
Help us to kéep i; that way"

A“door ajar leads the eye to a blackboafd caption: "Happiness is do-

ing your best."

‘There are over four hundred students in the school from kinder-

&
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garten through grade six. The majority of the students live within
walking distance of the school, but a émall group are busséd'from a
newer resideptial suburb.

i?he main staff consists of twenty-four full-time and fpur part-
time’teachers.v Included in the support staff are a librayian;‘a
teacher aide, a school secretary, an assistant, a head custodianvand
a junior custodian, and a school‘nurse.

The school day begins at 8.35 a.m. for the teachers and classes
begin at 8;50 a.m. The morning session breaks fo? 1uncﬁ at 11.45 for
students and staff. The lunch break is one.hour and fifteen-minutes
long since the méjority of the students walk home for 1unéh; The
afternoon session resumes at'1.00 and concludes at 3.30 p.m.

The time-tables for the two grade two.classes are presented as
Figures 6 and 7. The sequence of the subject; and length of.time
spent per subject is flexible and open to the teacher's discretioﬁ
but is designed to meet the guideliﬁes established by the Depart-
ment of Education. Time blocks are manipulated if necessary so that
students can complete various projects and attivities‘suéh as art work.
In general, more tihe was sﬁent on instruction in the morning ses-
sion than in the afterﬁoon sessiok. Social 'studies, art,“sqience,
musié, and physical education are flexibly interchanged or elimi-
nated depending on the demands.of the day. Despite a regular rout-

ine: on occasionv the day is iﬁterrupted due to visitors, the p?o-

vision of special services, and special activities.

The Classrooms

The classrooms of the two teachers, Cora and Annette, adjoin
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and mirror each other as designs, each of which is a square of forty
feet. The tWo classroom settings are presented in Figures 8 and 9.

On the left as you enter each room is a cloak area bounded byAa

vertical, louvred, wooden divider. A book shelf and sink adjoin

e
'

this area. Thctm;ar wall is spanned by a display board which is

)
G :
utilized by both' teachers for displays which focus on topics such

as nutritional needs, road Safety, the seasons of the year, the rules
of common courtesy and currently. a display of a variety of Canadian
neighbourhoods. Beneath this display board a two-tiered shélf‘ié
used for the storage of class texts ana reférehce materials. The
west end of the north wall of.each room is a large window which
allows éunghine and light into the Tooms. A two fobt wide benchzextends
Benéath the window across the length of the wall. This has been
used by both teachers to feature a window display of geraniumg and
other succulents which thrive in tﬂ; direct sunlight. The display
area above this bench features the students® art work, attractively
displayed and clearly labelled with the students’ names. On the

east wall, the blaékboard extends to a émall displa? board adjoin-
ing‘t door. This disp}ay board is’changeq periodicaliy follow-

ing sgg;btheme. Tﬁé.tﬁemes were common to both rooms during the |
period of the study and,feafured Thanksgiving, Halloween, and- Re-

membrance Day, each of which was centred about -a calendar for the

- -

month. The top section of the blackboard displays the letters of
the~a1phabet, the numbers one to one hundred, and on the north end
of the blackboard the flag of Canada.

The student desks in each room are arranged in parallel rows

4

131
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facing the blackboard. The wooden, 1ight_b1de, steel framed desks
are built in one-unit with the saat attached. The desk top 6pén§

for storage of books and supplies. The face of the desk is slanted

\

toward the student and 1S about twenty- four 1nch S long by twenty

>

inches wide. In the area behind the student desks\there is in each

room a teacher's desk and two trapezium tables which are utilized as

preparation or work areas for tasks suc e.cutting of paper and

the collection of student ooks or assignment sheets. The sett-

ings suggest that less ns*presentatigﬂ§/OCCur at the front of the
room, preparation and cOTTectipn at the back and displays on the peri-

BN

meter.

" The Students

e

There are twenty-five studentsin Annette's second grade class-
room and twenfyjsix in Cora's. LThey range in age from six to seven
years of age. Obsefvation would suggest that the students repre-
sent a normal spread of heights and” welghts although one boy would

perhaps be over welght for his body frame. One student in Annette's

class and three in.Cora's are members -of minerity groups No stu- = -

dent w1th1n e1ther class quallfles for speC1a1 f1nanc1a1 ?ssistance
as a result of famlly need. One student only is in a home with one -
parent. The Children in the two classes have been grouped hetero- .

geneously‘on the basis of system—based'standardized measpres of

ab111ty and levels of achlevementzjlreadlng and mathematlcs A .

teacher descrlbed the students as ach1eV1ng "a h1gh standard "

""they are not lower class, nor undernourlshed They have travelled

IS . : ' :\ . : - .

Y
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to the United States and all over the place." They seem very‘happy.

The Teachers

The purpose of thisvstudy is to'désé}ibe twd téachers"perspeé—
tives of a durricular change proposal and its implementation as part
of theif classroom program. The central figures in this study are
Cora andiAnnette who teach grade fwo classeé'in‘adjoining rooms - at

1 - ’ o
Robinwood Elementary School. Their pergeptioné qf the éhange pro-
posal, as it 1is communicated to them and as fhey implement it in

their soc1al studies programs, are the focus of this sfddy. For

their pey%eptlons to be recogn1zab1e and fully understood however

- it is necessary fgr their statements Of”beliefs and actions to be

set in the broader context of ‘the criteria that es;ablish their

definitions of situation.. It is also helpful to know about their
i / -
personal characteristics.

Cora _ . : -

Cora is in her early forties, .is married, has family responsi-

.bilities, and has taught for twenty-three years. Her appearance is

always neat.and elegant. She completed her pre-service training at

the‘universityvafter commencing as "a six or seven months trainee"
taking "what was called the Junior E course." "It was mainly a

methods orlented course",1nvolv1ng "a lot -of 1essons" d "a lot of

d1rect experlence;" To Cora, it was "11ke an apprentlceshlp" and

/

- _as "you watched sﬁbcessful’people" you established a ''real guide-

97

line" for your own teaching. When you took arparticular course 'fyou

Sy
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knew exactly what to do, where to go and they...fauﬁht you how: to

do it... Then you blossomed out on yourkbwn and what works for you,

you enlarge on," She belﬁeves it is a "very good" way to '"set up an

educational system."

She describes herself as a "basics person' which to her means
teécbing a child specific skills and fostering the development of
particular attitudes across a rangevof subject areas ihcluding read-
ing, 1anguage arts, mathematics, social studies, and health. More

specifically, "it invclves teaching a child to be able to rea&, to

enjoy reading, and to use reading as a tool to achieve -other things;"

. & N
to "spell, write, construct letters;'" to be competent;in the four

basic number functions; ''to get a concept of what the world is all

. about;" "to respect yourself as a healthy individual." This idea

is clarified by the assertion that a "lot of ofalvexpression” and
"drama and things iike that' are ''getting away froh the written

form" aﬁd are not'"basics”: It is also clarified by Cora's time-
table friorities. "I have a certain amount of math and reading I

have to cover every week. Also Spelling and the language arts.

‘; .
This is where I really put the emphasis.'" This idea of what is

""basic' is used more generaily, in the Broader context of classroom
seffing. It is a definition which éppears to be based more on life
experience than explicit knowledge énd priﬁgiples.‘

She 'never wantea/to be anythiﬂg eise(but a teacher. Never;

Nothing else!" This desire, from the age of seven or eight, she

attributes to the influence of her early teachers in a rural sett-

“

ing. . -
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The teachers in grades one, two and three...They were~
fantastic people...In our situation it was a one to six

school but she taught one to three. My grade one teacher

did a fantastic job. That was one of the major influences

in my life. ‘

Cora not only enjoyed school, she '"loved" it. "I liked kids. I
like gooks. Iriiké feading and I just liked the school. I liked'
to go to school. I enjoyed it and this is where I wanted to .stay."
Her-eagly life in a rural situation and the close personal asso-
ciations it typified are happy meméries. A particular memory is,
as a teenager, ''spending time' with younger patients in the small
local hospital. '"This'", she says, "helped me relate to children
and I've been with children...all my life."

To "1like" and '"'respect' are important criteria in Cora's in-
terpretation of her situation which tends to be nostalgic. Her first
appointméﬁt was teaching forty-five fifth graders in a farm area.
"Everything that I thoughtteachers were was really, really true for
me in my cap;:ity as a teacher.” At that time ''there were no tele-
visions, some didn't have radios, and they didn't get to the city."
The children 'responded whén you bréught ogﬁ pictures or talked’
about your personal experiences.'" ''You could bring the world of
knowledge to themﬁ and "whateve: you said, or did was igportant."
'"When the children came to school they were coming because they felt
it was tht.they really wénted-to do--not only because they had to."
Educatipn was ”reépected" for providing the "opportunity for living
a bettér life." This '"tradition", she believes, has been eroded by

change'and affluence. Parents are less interested in home 1ife, and

children are 'more receptive to outside influences.' Teachers have



/
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"to try.and provide" children with "a lot of the things they don't

100

get at home.'" At one time Cora viewed her task as teaching ''the
basic skifls", now "I'm expected to counsel, to mother the children,
and to do all sorts of other things...I find this a real strain."
N :

This "takes away from your teaching because you have to try and analyze
the child" and this takes time.. The ideal pupil has a ''good atti-
tude toward school and shows interest in what he is déing and Willing—
ness to learn." Such a child '"will accept respon51b111ty for his
work" and " doesn't always have to be told."

A central goal for Cora is.that her children are provided with
the "groundwork' of moral valugs. These values are reflected in
the fostering of '"respect for one another, for property, for the
community gt large." They also encompass "a drive to succeed but not
at the expense of others" and the idea that "I want. to do my best
because I'm going to make the best of my life." These values are 1n- 
corporated into the c1tlzensh1p 1deals of ""respecting' and ”appre-
ciating" differing peoples and ”know1ng what your country stands for;"
""to respect Canada for what it is." 1In Cora's view, there has.been too
much emphasis on the United Statés and other European countries with
older historical backgrounds. "If we are going to be all good Cana-
'dlans we should know the grass roots'" and foster in ch11dren "a
deep down feeling" for their country.

Her definition of situation reflects what she describes as an
"ihbbrn idea" or 'vision" which is a situétion attained in her class-
room when ''closeness'" exists between herself and students and betWeeﬁ

each and every student. This concept of '"closeness' with its compo-
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site notions of 'like," and 'respect,” and its associated "involve-
ment, ' underpin hef decision—making aﬁd classroom organization.
Children should like and enjoy school and this ¢ntails the provi-
sion of a supportive classroom atmosphere, typified by tﬁe stability
of a single teacher pupil relationship. For Cora, it is important
for the children "to identify with a particular teacher...You need
to know your child and really get to know what ifs needs are.l.as
a person." It is in these terms that she views her relationship
‘with the children as that of a guide or air traffié controllér.‘
”It'slike getting an aeroplane to léhdj you have the lights and so
on to ﬁelp it lénd on the right runway." '"With children...if you
widen it out too much they get 105; and. they are not sure_ " This is
why "its so important to have the éhildgen in your room ali the
- time,' At times she would like to ''push them a little but to make
sure they would like to go there first and tﬁen I would start driv—
ing,” This relationship is consistent Qith the criteria she estab-
1ishes as- a measure of her personal satisfaction when, at the end
of the day

A

The children have done most of the things that I've-
wanted them to do. Like I've been successful in getting them
to complete the assignments I've given them. Not for the sake
of just getting the assignments done--all the assignments have
a certain object in mind--but when they are happy.

A consistent interpretation of Cora's definition is one of
attempting to provide more than the specified program; of meeting
special needs and providing some surprises. The meeting of special

needs is illustrated by the ménner in which she gave additional
° : $

)



102
attemtion to Scott who, whilst well-cared for physically, lacked
emotional support at home. Unobtrusively, and on every possible
occasién, Cbra provided-reaséurance in the form of a word, a quéestion,
or a small task. Scott's happiness was a special and additional task
for Cora. In a similar way other studehts with special needs had
these met in the manner of the t;acher adopting a parent part.. As
she'notes ""the teacher tries to do as much as she possibly can and..
the role of teaching is to try and fill as many of the needs as you
can." Surprises are in the form of abmore general provision of ex- ..
citement; the fostering of an elemgnt of happy uncertainty, and en-
joyment. As Cora explains:’

I like the children to like me and I like them to know
that I like them...I want them to be happy so they are se-
cure in the ropm. I like to be thorough...but I like to do
a lot of things that are extra so that they.enjoy school.

So that they say 'We had.a great time at school this morn-
ing. LA Vs

On Halloween, she presented herself for the day as t%e midnight
witch but, normally, it is something spontaneous. There are times
when she will walk in '"and the mood will be just right;" She will
say to herself '"Well, this is the mornipg I'11 re;lly do something
different with them.'" Then, ''they just forget about the timgfable
for an hour or two, or half ; day or so." This;,she believes, ''pro-
vides a little extra spice" fo} the children so fthey don't get

into that routine wherp all the questions...or all the assignments
are alwaYs on the board." Sugh surprises are aléo important to Cora

to counterbalance the excitement the children have in their out-

side lives. "A lot of them are involved in activities every night
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of the week" and you have -got to keep them challenged. Performgkce
tends to permeate her communications wi;h and presentations to the
students. A strong element of herself, as a person and personalify,
is presented which may take the form of an account of a weekend pic-
nic; a mime of feelings, a discussion with‘Dean's dog when it was
bfought to school or°the representation of a.gum tree with arms raised
diagonally, as compared with a spruce, arms slcping downward. Falling
snow is indicated by a gentle movement of arms and a slow fluttering
of finger tips. Keeping the‘children involved is an important qri-
terion of judgment and is reflected in her ideal of the student who
1s interested and willing to learn and ddesn't ﬂave to be '"constantly
houhded to get his work done;”v It is very difficult when you have
""children who will just sit iniclass,”

The fostering of respect, inyolvement and enjoyment of school
is translated into procedural and behavioural rﬁles. If a studenf
is disrﬁptive of the class routine, Cbra, if concerned, will clarify
the naturecﬁ?the problem with the remainder of the class prior to
expressing her concern to the cﬁlprit.“She strives for the children
to have respect for oneuanother and fosters the idea of self-disci-
plinei In social studies lessons the emphasis focuses on students'
oral responseS'ahd participation. Cora's lessons take a standard
form of teacher presentation in the form of a story, a reading, film
‘strip, or pictureé followed by discussion, dné concludes with stu-
dents making an appropriate printed»record. This form is in con-

trast to the individual and group work observed in reading, language
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arts-énd mathematics. The main feature of the lessons are the
qﬁeétioniné seqﬁences used to involye all étudents. (A tfanscript
.of onglof Cora's lessons is presented in Apprendix F). Typically,

a question is preceded by the student's name; where appropriate, the
‘response is affirmed by Cora but never completely rejected. At times
»

the sequences become like a game for the students. The following

extracts illustrate the manner of her questioning.

Cora: Too many trees. Marey!

Marey: There would be animals and they might attack us.

Cora: Animals might attack you. Okay.

Pam: With all the trees you could get lost.

Cora: Pam thinks you could get lost. Marey feels there
would be a danger in living in this neighbourhood.
Scott. ' '

Cora: No, there is no hospital.in Millwoods. They are -

planning on building one. There is one that starts
with an "MY. Misericordia. .

Pupils: Oh, yes.

Cora: . There is one that/starts with a &G”.
v Billy: Let us get this one.A

Pupil: General...something. -General Hospital.

Cora: Right! There is the General.
- The pace, development and effectiveness of questioning sequeﬁces‘is
sustained by her encouragement of broad student participation. This
involvement and Cora's assessment of a lesson's success are closely
,vcor¥e1ated to student interest in the materials that are presented.

She feels that appropriate material is essential for effective social-
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studies teaching. "They do like social studies. They are interested
in different people ‘It's a shame there isn't enough material at
this grade level you can introduce to them." Whenever possible mat-
erial is made relevant to student experience and, again, the empha-
sis is on individual involvement as a contribution to the work of
‘the class. On one occasion a student was asked to move to a chair
outside the central class group. Order and discipline are important
to Cora "but.I like them to like themselves and I want them to like
our room as a whole and to be ‘close together.” 1In this sense, the
organization of the room and its displays are an integral part of

A
Cora's definition of situation. She describes it as improvising.
"I like to have things up for them to see. I think that
is important. I like them to feel that they have accomplished
somethlng The classroom should reflect the success the child-
ren have experienced..
It could also be interpreted as a means of acculturation of the stu-
dents into her classroom in a manner that is supportive of out51de
realities. She descrlbes how when they first come to her, they are
uncertain in a strange environment, but eventually they feel confi-
dent to give her advice about what to do and where to put things. <
Cora takes their advice:
I let them have a share in it because this is their
home for the day...the kids are happy in it...It's got to
be intertwinedwiththelr own life...It's got to get right
into their system to be effective. They'11l tell me where
I should put the books or they'll ask me if I can put this
or put that up for them...If they bring things...(it)- has
contributed something and then a fuss is made over it.
It's important to the class.
This explanation supports the view that the little boy's ghost -

hanging by a clip from the topidf the blackboard is a symboLQof,

[
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as well as an artifact in,Cora's definition of her situation.

For Cora, it is important to ''develop a comfortable atmos-
phere in the room.'" For this to be achieved she has 'to be‘in—
volved with her children when she does something and it is neces-
sary for them to be involved with her." The goal of her criteria
of judgment is the achievement of what she describes as

...a closeness with them sé they feel that, if something is

wrong, they can really be close to me; more than just a

teacher. Because, to me, 'teacher' connotes just a person) -

apart and separate. I like to be part of them. They be=
come my family for the year.

VThe theme of closeness, of interrelating with children and
their life histories, is a central element in Céra's definition
qf her situation and her criteria of judgment. This theme/of
"closeness' is interpreted as maintaining a basic'mhfﬁality of

rthinkingrand feeling between herself and the students and yet main-
taining her position as an adult. It is a definition of situation
that enables Cora to encompass both the child's %orld of thought
and feeling and the adult world and to reconcile both in hér task
of inducting the child into the wider culture. Her approach re-
flects both a.consistent concern and identification with indi-
vidual children and the gaintenance of a cohesive and co-opera-
tiye group identityf This concern for the individual would
appear to be in contradiction with the standardized class pre-
sentations that characterize Cora's social studies lessons. The
apparent conflicfamay be resolved with reference to;he; concern

with social studies materials as a source of pupil involvement and

her concentration on individual and group teaching in reading,
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language arts and mathematics. In a situation where it-is diffi-
cult to sustain the more personal style of teaching, high inter-

f
est materials act as a surrogate to sustain pupil involvement.

Annette

Annette is in her fifties, is married, is neat and elegant in
appearance, hés a grown up family énd has taught for twenty-eight years,
not inclusive of a twelve year break after shé married, when she '"was
strictly a housewife with Sunday school, church groups, and so on.'
She initially completed a one year training program at the normal
school which "was all you needed." At this time ''there were not that
many going to university to take the four yéars” and'”if theyidid, it
- was with the intention of teaching at thé university." She looks back
on the normal school training as‘”being very, very basic.'" I wouldn't
say the training they gave us helped that much.'" ''They taught you
what you were allowed to do; what you weren't alléwed to do;'" "about

- ‘ T

the course of study, what readers you used at a cé;;;in level and yhat
you would be teaching them in arithmetic at grade levels." 'As far

as the actual feaching,‘we_did some practice téaching in the classes
--that's about all." They '"didn't have any philosqphy at normal
school." It "had to come from within you." It was with this traiﬁ-
ing, and as a teenager, th;t she took up her fiést appointment in a
rural school. Teaching in this situation was not as §he had visual-
ized it and she felt unpreparéd.

She had ”hll the grades from one to eight.“ It was a_"poverty-

stricken area as was the case with many of the rural schools in
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the 1940's." "I had faken my schooling and had alwa}s lived in the
town; her expefiencé had been of "'one gra@e‘per teécherL” ”Ali of
a sudden" she found herself "in i/one}roogbschool where I had just no
faéilities." It was a shock to her. "I found that part hard." She
"had nothing to work with and-no-one to turn to." "I enjoyed my>
first year because everything'was new but I just didn't want it."
When the school inspector came round Annette told him. 'Well, I’ﬁ
going to- finish this year but I don't want it next yeaf.”"The-fol—
lowing year she‘transferred into a-town school and, "from then on
teaching was muéh more what I had expected."

Equivocationdor vacillation are not p;rt of Annette's makeup;
if she has a concern it is quickly resolved in actién; she has ''to
be kept very busy." 'After twelve years of marriage, she had a son
and a daughter that were growing up, bﬁt she felt dissatisfied. Her
program of home duties and community work was a busy one 'but I
wasn't giving myself anything. I found out that unless somebody wasl
paid for doing a job it wasn't classified as necessary or important
——"éverything depreciates to.the dollar sign." It "was gomething
that h#drto be.sétisfied." "It was like a challenge," and she
enrolled in summer schogl to up-grade her quélifications. This
involved sdme adqutment to her social life and the two‘éhildren
had to make some adjustments, but "it had a good effect on theif
growing years.' "They didn't know where an}thing stayed in the house

—~--but they learnt." They came to realize 'that there is more to

life than doing‘what you want.'" Subsequently, both established

»
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themselves in their professions and Annette attributes a measure of
their suctess to their acceptance of peréoﬁal responsibilify, from
the time she returned to‘university. "It had a/gdéd effect on their
lives."

Worklng for her Bachelo; of Education, by attendance at summer
schools and evening classes at the university, 'was satisfying" to

-~Annette. In contrast to the normal school, "a professor will usually,

if he is presenting the course, put in what he thinks--the philosophy."

-She enjoyed the courses she chose in early childhood education and
the elective anthropology courses. But going Back to school "wasn't
easy."
2

For some four years after she returned to teaching, Annette
worked as a part-time curricular associate. In this capacity she .
assisted in the 1mplementat10n of a syst?m-w1de reading program
and also taught reading and social studles at the gradestho and
three levels in an elementary school. '"We did some good work in
that school." "I was perfectly happy" teaching. '"It's more in
depth in certain subjects and you don't worry about the rest."
‘”ﬁt simplifies ' and "for the teacher Qith_experience, it's really
gre%t;” Towards the end of this period she réceived anAOffer to
fake”up an appointment_at’Robinwood school. "I had to make a
'decision whether I wanted to be a curriéular associate or do away
. with it anahcome'hére." "I didn't think I was enjoying the work
of a curricular associéte very much. For one thing I felt a lack
of a sense of achievement' and "dldn t know if I was doing any-

o
‘body any good." Sometimes, it seemed "the teacher was d01ng some-
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thing that was important to her and I...was wasting her time and in-

4

" terfering with the teacher's way of ‘thinking." Other'times, "I knew

a\téacher needed help; ana I would assist her in setting{up a program'

but "when I returned;...nothing would have been done." For Annette,

~

there was '"nothing decisive in such work and no feedback; it wasn't

satisfying and it wasn't definite." If the administration "had told

me to give an in-service here and a talk there that...would have

'bbeen something definite.'" Apart from her period as a ‘curriculum

associate, her initial-xear‘of teaching in é rural school, ana two
years of sixth grade, Annette has taught classes at lelSlOn one:
level at Robinwoed Elementary School. |

She describes herseif as -a driver.

<

I really do see myself~as a driver. I think F drive
children. I believe I get a lot out of children. I am
- quite particular about a lot of things I have very
definite ideas of what I want to do...I know where I want
°to go...and I think I have a lot of energy.
Teaching, to Annette 'was just something that I had always
wanted to do.'" "There was never anything else in my mind but being

a teacher " "I think it was because I could express myself." Not

that she is "bossy", but if there was ”anythlng I wanted tQ put R

-across” then she would have that freedom. Unlike office work '"where

you are told what to do" and what is expected of you, .in the class-
room Annette felt she would be free to institute her "program,
rules, and so on." This concern with personal teacher freedom, or

preference, as a detérminant of classroom teaEhing methods is seen

" to be juxtaposed with a readiness, on her part, to accept external
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prescriptions as to the nature of what shall.be taught in the class-
room and for what purpo§;é; This dichotomy premises her definition
of situation and criteria of judgment. As the prescriptions are pre-
sented, the definition which is identlfied is one of maximizing
pupil achéevement in terms pf system determined)ggals and utilizing
prescribed content and personally determined té;cher methodologies.
Personal freedom is”of central importance to Annette's defini-
tion of situation: _hér "freedom as a teacher to express myself and
to express my ideas." She notés, with conviction, that "nobody in-

- tefferes with what I am doing." "If I wan£ to try something dif—
ferent there isn‘tnanybody who teils me I can't." "I have freedom
within my classroom." In her descriptions such freedom connotes
the variability. of individual gnstrdctional methods (the greatest

‘variable in teaching any subject) and the importaﬁte of relating
instruction to children's needs. Her first test of éompetence~of-
the teacher is to know Qhat are the.chiidren's needs. 'When they
come into your clagsroom, a:goqd teachér will, in a shbrt time, be
able to read her class." 'You haveﬁﬁpsgppathize with the children,

e W
but at the same time you are not theirﬁpal." In these terms she both
interprets and legitimates her freééom to determine how she Will ”
teach.. Her interpretatioh iS:Qf allimited teacher freedom; freedom
that iﬁplies, at least in broad terms, that goals are agreed on and

decisions have'bfeﬁ'made about what content shall be taught to whom.

"This interpretation is supported by her judgments.

Systems wise, Departmental guidelines ''tell us, more or less,
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what to teach." In Annette's view, she is not free to personally
teach what she would wish, s

I am told what to do in a way. But the way I present

that material is up to me. It's not complete freedom but

freedom in my choice of how I am presenting that material.
Her interpretation is that the Department of Education and the Public
School Board administrators support teachers but they do lay out
guidelines. These, in her view, are important. "If you are going

i .

to work within a large system you have to have certain guidelines...
certain ropes to go on." This judgment encompasses the desirabil-
ity of uniformity of program content so that children can transfer
with ease from one area of the city to another. Moreover, Annette's
interpretation is supportive of a centralized and standardized
measurement of learning outcomes:

...you have to have some standard...the system must know

whether these standardized tests are worthwhile and they

have to set some sort of level of achievement for all

children. '

Within the constraints of such prescriptions and measures of uniform-

ity she defines: her professional autonomy: to plan and implement in-

- struction so that children are provided with opportunities to learn

‘predetermined content. This freedom is of central importance to
I .
Annette and is reflectively legitimated by itsaintended outcome which

is to maximize learning as measured by system-based tests and stand-

érds, "to get the maximum, the potential they have. I believe that
I.get just about all the; can offer." "That's satisfying to mé:
without being harsh. Maybe that's why I get after cﬁildren when I'
gee them wasting their time." To achieve this outcome, ‘pnétte

makes a number of judgments in the form of criteria, which both
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clarify and facilifatg the development of hegrdefinition of situai
tion. Examples of thése judgments are categorized and presented
_below, but all could be subsumed in terms of efficiency, and'would
seem more a life view than a pedagogic perspective.

An initial proposition affirmed by Annette is that to make
teaching your career, you must have schedules and be organized. She
notes that she lives»prétty well by the clock and can't be without
a Schedule, even for her work at home. People who don't work to a
schedulenare, in her view, always up against crises. They are
asked to give a test or present report cards and they are "all in
a fluttef," because they are not ready. She likes routine, schedules
her-time and so doesn't find it hard; but has an‘aQersion to "all
the little. memos you send home,'collecting money for field trips...
It takes your time away from teaching.'" Predictability is also
important to Annette.

I don't like things‘fhat are unpredictable...I have

quite a clear idea where I'm going. In my work and, in

fact, in my own life..."

This éntails having to know what you are doing a few daysﬁéhead of
time and also'involves long-range planning. For example, in social
studies, thié‘involves thinking a month ahead. '"Now, where am I
taking‘these children and what is it I am éoing tp do wifh them?"
She also stresses the impofténce~of portioning your time.

Am I going to finish this section of.my arithmetic at

this time; am I going to cover social studies by then; am

A I going to be ready before I start Christmas activities?

‘Achievement, in terms of ""they are learning and I-am teaching"

in an intended and predictable sense,“is\the source of her profes-

/

s
g
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sional satisfaction. The idea is ''that I am really giving them some-

thing that they are learning.'" This may take the form of correct
pupil response to her questioning, the successful completion of an
exercise or work sheet, or most students coping’well with a topic
test. In the longer term this satisfaction is best illustrated by
what Annette used to tell some of the parents:

It is just like you take a piece of clay and you have
got a lump. You start moulding it and moulding it and, at
the end of the year, you think to yourself, now I can see
my work. That child could neither read nor print, and here,
at the end, I've got something to show for my work. That'

" is what I like: I like that finished product feeling..
get good results with my classes.
Annette judges the following lesson plan most effective for
her teaching of social studies:
Introduce the topic, give them information you have
planned to relate to the students, ask for their opinions.
Oral discussion. Worksheet, story, writing, picture or
activity to follow. This reinforces the lesson.
The lessons are crisp and sustain a constant pace or momentum which
fits neatly into the scheduled subject time. (A transcript of one
of Annette's lessons is presented in Appendix G.) . The following
extract - presents a questioning sequence from a lesson with which
Annette was pleased.

Christine: 1'd feel like a city that was over-populated.

Annette: How about you Carmen?

Larmen: I would feel like I was so squashed I couldn'
- see the world.

Annette: Jamie you just repeat what she said,

Jamie: - (No response)
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Annette: You don't know because you were interrupting her..
You were so busy talking to Blare and you were
interrupting her. Say it again Carmen.

Carmen: I would feel like I was so squashed I couldn't
- see the whole world.

Annette; You couldn't see the world. And Paula'

Paula: I would feel that you couldn't get out of your
house. . .

Annette: That's a good point. How about you Linda?

Annette cbmments,»at the end of the lesson '""Very good today..
All right, we'll'just have to leave this now children...in a few
minutes we'll have ten minutes ih the library." Such comments are
not atypical. They reflect her concern.with making the best use of
her time_in helping the students learn the skills and knowledge pre-
scribed in the schoolisystem guides. Interruptions i; the form of
student misbehavior or an administrative request cut across this
efficiency. Annette is concerned that hgr students should do their
best and be ready for Grade 3. To achieve this they "are going fo_
work in the style I want them to in here, because this is my plant.'
The criteria that are pérvasive of Annette's criteria of judgment
‘are oriented fowards technidues of control: schedules, guidelines,

direction, predictability. : A

The Interaction of Teacher and Innovative Proposal

In symbolic interactionist'theory, self indications allow an
individual to interpret reality and to act on that basis. Self
iﬁdications, in turn, depend on the individual's. definition of the

situation which méy be called a perspective. Accordingly, in this
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study, Cora and Annette's self indications or interpretations of

the curricular change proposal are best understood in terms of
“ [
their definitions of situation; as a process by which each teacher

interprets the proposal against her ordered view of the world.

Cora v
. The description of Cora's interpretation of the curricular
change proposal is ofganized around two themes: (1) sufprise and

{2) disenchantment.

Surprise
"It's great!" "It has all the stuff in it they want you to
teach." Cora's initial reaction, after examining the contents of

the box and glancing through the Teacher's Guide, is one of pleas-
ant surprise. '"All your materials are there and you don't have

to do a lot of extra work." This Kanata Kit 2 is different; '"it
iooks workable;' 'a good concise wéy‘of teaching a particular unit."

This kit "approaches the subject...much the way that I would like

to approach it." "A lot of the materials I have work in very well
with this." It "starts out with their own community and...leads
them...into a different neighbourhood." It provides opportunities

"for comparing advantages and disadvantages...likes and dislikes."

"Itts well planned“ and "you know exactly where you are going...

-

what you want to do." It 'can lead you into different studies if
the children...are keen." You will be able to ”adapt‘as you need

to." It gives "a good picture of what to do and how to do it."

g . < g . . . . .
‘Moreover, it provides children with ''something basic and in common."
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This kit ensures that when children move "there are still basic
things that go with them.dl Cd?a is enthusiastic:"I think its
great." MA kit likthhés can revitalize you and,really get you
going again and thinking in different directions." Cora matchés
her self indicafions with‘¥he criteria that underpin her definition
of sifUation, formulating a judgment of surprised enthusiasm, for
the potential consequences of implementing Kanata Kit 2 in her
classroom. Her surprise is understandable, as her judgment was in
marked contrast to previous judgments based on her perception of
curricular change proposals. i |
For Cora, change proposals involve a proce;s of adaptation
rather than change. That is change proposals’are modified to meet
her definition of her situation, and do not‘involve a change in
the criteria that support this matrix of value judgments. Typi-
cally, her interpretation of the change process is of a curricular
package imposed by unknown admlnlstrators work1ng through the
organizational structure of the educatlon system. ”It means that a
group of people have got together %nd thtey are...pushing...their own
ideas and theories." It is a prqduht "all ‘bundled up and neat" and
"sometimes that's all it means." Her interpretation is one'of pro;
. ducts that have to be sold{ products that "don't cnntain enough in
them." 'You have to go and do the hard work to get them going."
To Cora, the process does nnt have.rélevance to her situation.
"They follow along behind our neighbour next door' and ''therefore

they are constantly looking for...change." Sometlmes the theorles

"are way above and beyond what should be expected. of children."
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"They pilot a lot of the projects...to try and see if the theories
will work and weed them out' but "what works for one.person won't
work for somebody else.' There is too much emphasis on process:
""'the process of acquiring informatioh; the process of being able to
solve things...to research things" rather than ”knoﬁledge." "
usually adapt the kit to my way of doing things." "I try and get
the information and the objectives that fhey have got and...do it
the way I would normally teach in my room."

Cora's surprise énd her need to reconcile favourable seif
indications of an innovative curricular proposal, in contrast to
?reviously unfavourable ones, focuses sharply on teaching mater-

~ i .

ials. '"When I first saw it...1 thought: oh good, here is some film
strips and some books and materials and maps and things." These
materials, in this setting, are viewed by Cora in the nature of a
trade-off by administrators. In a situation where teachers haven't

the time to develop new programs and administrators are anxious for

change, '"'the kits come out, hopefully, with the idea that you...

" It is plausible to view

-

Cora's self indications of Kanata 2 as the product of matching hér

have some material with which you can start.

criteria of appropriateness against the features of the kit as
specified in the Teaéher's'Guide; that is not the case. ‘She made
a decision that the tgaching materials would be supportive of her
definition gf her situation, not that the assumptions, procedures
and éfientation of the kit would match her definition. The mater-

ials "concerned me'" and '"deceived me from the total content of the
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unit itself. I really just glanced at it and liked what I saw.'

Her judgﬁent, and the manner of its ﬁaking are consistent with the
implicit, experience-oriented criteria that comprise her defini-
tion of situation. She judged the potential consequences of im-
~ plementing Kanata Kit 2 with minimal evidence and experience. Her
surprlse resulted in an adjustment of her interpretation of the cur-
rlculum development process to the extent that she viewed the provi-
sion of materials as being helpful to her situation. Her judgment
did not result in a re-interpretation of her definition of situation

nor any systematic evaluation of Kanata Kit 2.

Disenchantment

"I still think that basically it‘is a good program except..."
The ''excepts' establish the criteria of judgment and embgd?rtﬁe set
of ideas that ferm Cora's perspective or definition of Kanata Kit 2.
Thisbperspective was established in the interaction of kit and class
participant; during the process of implementing the kit. The Mex~
cepts' in thissﬁay are descriptive of the process by which Cora's
initial enthesiasm turned to disenchantment wieh‘the innovative pro-
posal: the manner in which ﬁer self indicatipns came into conflict
withﬂher initial judgment of tﬂe kit, and finally, the rejection of
the kit as inappropriate to her definition of her class situation.
Her criteria of judgment affirm her more problematic, intuitive and
humanistic view of the classroom and its participants, and reject
the confrol, predictability, and problem—iolving orientation of

ﬁanata Kit 2.

~——
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Cora likes to be ''guiding' the children. ''Teaching, talking,
reading, and discussing'" with the children is important. Presenting
a serendipity of materials, she is able to sustain tﬁe children's
interest, and participation, by the judicious use of questions to
reinforce a pattern of correct response. With Kanata Kit 2 ''the
emphasis is on me' but “the children are not involved." "I find my -
self striving to get that hypothesis..ifrom them.'" She found thét
she had_"to:give leading questions'" and ''draw itVOUt of them." You
have "to ask three things to get on the right track." It '"locks you
into one activity alllthe time."

Repetition is important to Cora because youné children feel
secure’ in predictable situationé,but they also need to be interested-
and involved; there is a need for some surprises. The Teacher's
Guide however is ''the same right through:' ''the same steps, tﬁe same
procedures, the same activities and you approach the next one exactly
the same." '"You have to do a lot of talking." "Talking! Talking!
Talking!" "They sit and gfadua;}y...you see them...falling off."
""Maybe some child was trying to expres; a point and took téo long to
express it...and the others dropped off in interest." They need to
be\"taking part'" and to be involved in ”physicai action. Their at-
tention span is short and the point ﬁeeds to.be made quickly and :
quite yvividly for them to get it." The unit is 'belaboured,' lacks
""'surprises" and contains ''mothing inferestigg,.f.different,...ex-
citing; it's all the same routine," It's a "lecture-type", "discus-
sion-type thing ali the time." ‘"In their books I would use more

picture-type things...they can rélate to, and have them write a
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sentence or two of their own about it." It is '"too repetitious" and ’
"boring'" and ''doesn't capturé their imag;nation.”

The "different " 'unique,™ '"unusual" and special are the source
of a "lively" child interest for Cora. "Pictures of world neighbours
can g;t the children keenly interested in different ways of living."
Differences have ''to be very big for young childfen to see them."
Then you, '""can show them that we have that kind of‘differénce within
our province." A sense of immediacy and relevance is important to
children's iearning but there must be a source of intrinsic interest.
The ideas in Kaﬂata Kit 2 were ”Foo abstract. The students cannot
see the difference between the size of Medicine Hat, Toronto and
Edmon%on." "t's like'anlittle child looking at a whole bunch of
tall people. He has to decide that he is taliér? she's tallef, he's
wider and taller, that one is shorter. When he louks at the total
population they are all big people. He is small;v Down here. For
young children all cities are big." Theré should 'be some sort of
cohesive ideabuffﬁere is more in a unit on neighbourhooa than £E;t
particular issue." "A person loses sight of the other things if they
centralize their thinking on one issue."

For Cora, children should be presented with the speécific. They
should be able to give a specific response with confidence. This con-
fidence encoufages.participation and fosters involvemenﬁ based on
mutual respect. "The hypotheses and the coﬁcepts they want covered
in this kif are beyond the kids at this level." "If you are going to

have to put answers into their mouths, and if you are going to lead

them to make the'right answers you want them to come to, then I
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.don't think its achieving its purpose." Children, in Cora's defini-
tion, "like to go in & safe secure path.'" They don't like to have

'"too many options given them, because then they get confused ‘and are

not able to cope with it." "Home}' in the children's view, "is sub-

- posed to be my home." "It'sg not good enough because I really want
another kind of home." The children were uncomfortable and dlsturggd
by the unit. : ”

Cora's central theme of "closeness' has the premlse that child-
ren should like their work and enjoy school. With Kanata Kit-2 ''they
had a hard timef' They became "frustrated'" and "did not want to do |
it.n Her definition of situation that encompasses both the.child's
world of thought and feeling and the adult world was disrupted. The
children lost ‘confidence, were‘not involved and the basic mutuality of
thinking and feelingithat characterized her definition and everyday
classroom 1nteract10n was,subject to tension and challenge Cora's

N

balence of presentﬁzign/ dlscu5510n and hookwork changed to extended
-

questlonlng//sequences with little t1me for bookwork. Classroom pro-
cedures’ such as bathroom breaks - were questioned, children became less
attentive. Extrinsic rewards such és ""breaking éarly””became import-
apt, and the excitement of social studies.activiéies diminished. fhe
kit "presented an adult view" which left Cora "on the outside;" "they
weren'f really with me." "It put me in that role and I was not com-
fortable with it because I like to be involved with - my children and
they like to be involved with me." It was "a foreign way of teach-

ing for me. " Theg"strategies were not mine!' '"Maybe, when the people

make up these units,...they don't think they really put a burden.



on you...They impose a burden on me that I feel I need to get it done

because that was what was pfescribed.”-

Annette -
The description of Annette's interpretation of the curricular -

change proposal is organized around two themes: (1) Will it work?;

(2) A good start.
. ‘
Will It Work?

¢ When Annette first saw Kanata Kit 2 she commented, ''It doesn't
s
look a very long study...for the size of the box." '"It's all empty.-

You know they could just as easily have put it into a smaller con-

«
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tainer.'"" She thought, ""What a waste of space. Here is all this card-

board and all these little film strips are just tacked upon the top.

~ That was the physical appearance of it. You get six ounces of rice

crisﬁies and you get a:box like that.! In a direct practical way
her initial concerns centred on the manner it cquld becpme part of
her classroom prograﬁ. "It's a very concise...;ompletefétudy.;.but‘
;..you need to have them understand what a neighbourhood is before
you go from ygur owﬁ?neighbourhood and in your own citylto another
part of Canada." How would her students respond to the content ahg
materials? '"Neighbourhoods? That's a céncept that I think very few
in grade two are going to grasp. I can see it Tight now.'" Some of
the children are being bussed in from another neighbourhood.’ "I
don't think all the children quite know that we should call them
neighbours.”" It will be "very difficult trying to say that your

neighbourhood is this, but somebody else's is that and yet it is the
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same.'" Her interest was keen in V1ew;;g the_ act1v1ty sheets "Things
I like." ”Thlngs I don't like." "That's a good page-~-an interest-

. | .
ing page.'" '"That's a good basis." The map was a good featdre; "If

you put it uﬁz I've found in other years, in no time they know the
provinces." They will 'be able to cope with ngighbours.” "Many of
them go for lunch to their neightour's place. “Mom 1is working or some-
thing. So this part will be fine.". The coet of'fieid trips is a
concern but she felt that in any case 1t is part of the1r normal
pnogram Hypothe5121ng from the six study prints would present no
problems to her students. J”They would get that £rom 51mp1e deduc— 
tion.'" She wae concerned about tlme for soc1a1 studles as "there

are many interyuptions." "There is either an announCement oT you are
listing names,'" but she felt it would be ‘appropriate to teach the kit <
in November. ”It does take qulte a bit of background w1th six and

A‘\

seven-year-olds just to develop the concept of nelghbourhoods and

A

. nelghbqurs." Annette's other concerns tended to be qu1te spec1f1c and

\

« th

'

concerned organization, procedural details, the manner in which thew
kit would facilitate the students' learning, and the effectiveness

of her social studies program. ~Two other specific_concerns were

st of%the kits and the authorship of the stories, but her

specific con is "Will it work. in my classroom?" Annette is
reflectively critical o work of curriculum developers.

"I see many. of them as teéachers who 1ot in the classroom.

They are going by theory and thinking what children should know."

Theory is important to Annette 'because that is the basis, your

iy
.
N
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phildsophy of your school progfam." However, too many developers
operate at "a different level from the classroom." "They’are not
- regular claésroom teachers or, if they have been, they have‘beep
there a short time." Units Sﬁch asvth?s "are not written by class-
réom teachers who are actively éngagediin teaching." To plan an

effective program for grade two, ette is convinced, you need to

be teéching grade two. Moreovér, it's sufficient to éay "That
would be ni;e for grade two." The importaht questions are, 'Is it
practical" and "Will’ it work?" ' ‘ . n
‘Annette, despite this skepticism Qf cufziculum develogers‘
skills,‘pérceives the Kanata Kits as a response of administrators to
social pressure. for more Canadian content in school programs. The

children '"know about Davy Crockett, but they |don't kndw'anything

about Louis!Riel." nFurther, administrafors?ﬁant to standar&izel
some level of achievement for children at‘ceﬁtain grade levels...
instééa of giving a teacher a gfeejhand like!we‘have had in the
past." Her 1nterpretat10n is that the two messages are interre-
lated. "You mu§t-st ndardjize.. 11ke you do in math. readlng.”
"Why shouldn't you 1§\soc1a1 studies?" ”The ch11dren should know

more"...'""and know more about Canada "

-

©A Good-Startv

Annette scheduled the Kanata Kit unit to end on November 15
and she met her schedule. * In teaching the unit ''there were some

things that I wasn't happy with._vThings I just left out. . That I
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felt I.could do in a few words instead of takihg a iesson"..."just

a few words to the class...I coﬁld bring the same point across...
Something that perhaps wouldn't particularly concern the children.“
For. Annette, change proposéls involve a process of re-interpretation
rather than a change in her definition of situation.’ She follows
""the guidelines" but "I make judgments as I go along.'" Such judg-
ments are supportive of her concern with efficiency and equated withv
making up for interruptions. "I don't see any need for going and
filling in the one'with dots.'" (Student Master No. 4). "It's been
-made already, so why repeat it. We haven't’had time because we have
SO many interruptions.’ I'm sure that you can see that in our
school." Interruptions for Annette include professional develop-
meﬁt days, assemblieg; rehearsals fo? a séhool concert and any act-
iyity that takes from her teaching time with Her class. Her central
concern is maximizing class achievemént, and she is assiduous 'in
providing individual assistance to the_students and in checking and
assessing their work. Where the kit departed from what she felt
ﬁost appropriate, she disregarded it but, névertheleés, maintained
the spirit of the kit in terms of her definition of her situation.
.MSee like these 'why; questions. Why does each famiiy livé iﬁ their
oﬁn house on an acreage? Well that doesn't make any éenéeﬂto me.
You havé got to live in something." In such situatipns Annette
ignOreﬂ Kanata Kit 2. At otherhtiﬁes she changed the specified
material; "This chart I ém going to use but I am going to use it

differently than what they say. I'm making the charts." '"That
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"isn't what they set out...but that is the wéy I.want to do it."”
Repetition is not a problem. ''Showing film sfrips four times it
says here. I don't think you need that much...I showed it in aﬁ
afternoon."

Annette's roie as '"'driver" is’central to her definition of
situation. Iﬂ social studies, this involves an emphasis on trans-
mittiné'content in the form of information, raiher than more general
ideas. The stories, film strips and pictorial material '"lacked

- background information" which created incongrueﬁcé with her teaching
method. "I don't think there is one lesson where the tegcher caﬁ
pﬁt some questions on the board and say, 'Here I want you to answer
these ." The kit is "geared towards a teacher who likes working. ..
in more of an oral way...than a written way...say making a booklet
or making notes.' Annette retained her lesson formaf'and maintained
her directive réle, but her desire for sﬁecificity of student re-

sponse led, at times, to extended questioning sequences and Trestless-

ness among the students.

Annette liked the unit "quite well". "I would certainly do it
again. I don't know if I would change that much." 'We have got to
get our children to know moré about their country.' She is '"willing

to go along with something new.' It could be a '"spin off" to. make
her own social studies mofekinteresting.' "It's a start and it gives
you a little more t6 think about." | -

The manner in which Annette re—interpxeted Kanata Kit 2 to'facil-

itate her personal definition of maximizing student achievement and
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utilizing prescribed content and personally determined methodologies
is reflected in the following note written in response to the query:
What do you mean when you say "a teacher shogld grow?"
A teacher should be willing to change methods, ideaé,
materials that go with changes in education. Social change
is slow but children have to be educated to be ready for al-
ternatives. ‘ P .
Teachers should be able to choose what they consider
favourable qualities in a program, discard the obsolete,

attempt new methods and suggestions as outlined by curri-
culum yriters--'"Try something new."

The Responses of Two Practitioners to a Curriculum Change Proposal

Thé descfiptioﬁs of‘the two éeachers' interpretations .of the cur-
ricula;fgﬁinge proposal reveal assumptions and rat;onales that differ
markédly from tﬁe“stance and theoretical orieﬁtation of the proposal,
that has been iéenfified as technological. To the extent that they
differ, eéch teacher's interpretation presents a competing view of
her situation, of the process of curriculum development and implé&-
'wrmehtatian, of what is taughf and how it is taught.

The innovative proposéi presents an idealized modél of curri- .
culum which defines teaching by specifying procedures and tasks
which are designed to achieve predictable outcomes in terms of pupil.
1éa;ning iﬁ a wide range of geographical locations. Kanata Kit 2
is "Dedicated to the Students of Alberta." It is predicatéd oﬂ ex-
plicit knowledge, and views the teacher as the'implementer of speci-
fied messages; If is representative‘of action that is planned free
from'the.constraints of specific situations; The interpretations Qf

the two teachers are presented in individualistic terms which empha-

i
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size the uniqueness of each classroom.and.the central role of per-
sonal preference. For both teachers, the role of the teaéher was
of central importance "because it depends uﬁon what she puts ‘across
what the child will glean from it.' As one of them noted, "I am
going to be teaching with the material; in a different way to my
neighbpur...l'm not saying I'm right of that she's wrong. But, for
my class and for me, that's the way I want to do it." They are
interpretations, largely based on implicit kndwledge and experience,
which give meaning to their daily tasks. Each téacher is able to
justify her classroom autonomy in terms of whatvis taught and how it
is taught. Each interpretation provides a rationaielfor réjecting
the technical and intellectual coﬂtrollexplicit to thé method and
content of the curricular prépos{al.'l As one teacher commented,

"The children come first with me, not so much the kit." Neither
teacher was going to use or do things ""that .would not be of value
to the children or héipful to their teaching.'" The complete accept-
ance of the prbposal would, in.a real sense, pegate théir image of
themselves; their definition of situation and "interpretation of
man and ike world." For one teacher the attembt to utilize pre-
determined précedures and materials disrupted the spontaneity of
interest and response that supported the classroom étmosphere neces-
sary to her teaching style. In differing terms the same précedures
and materials impeded the other teacher's lesson procedure and ob-
structed her interpretation of maximizing pupil learning. For one

teacher the implementation process created personal tension and

appeared to challenge her self image; for the other personal annoy-

¢
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ance and a feeling of obstruction. Materials that lacked intrinsic
interest and ideas that were too abstract created problems for both
teachers and-students. ;Tﬂé teachers tended to be critical of the
specific in terms of this film strip or that student aétiﬁity, but

to the observer the conflict was implicit and pervasive of the im-
plementation process. This is not to judge the teachers nor the
innovativeiproposal, but to note that each of the teachers and the
unit devélopeis in intellectualizing their ideas in the form of tﬂe
teaching kit brought to their task different perspectives and orient-

ations. Teaching subsumes knowing what is best for your students

curriculum developers bear the presumption of knowing what students

. ought to be doing. From the viewpoint of these two teachers ''the

people that put it together weren't really looking at kids in
grade two, how changeablé they are, how one thing will impress them
one day and the next thing will change their minds." Tension and
diminished self-worth is inherent to the process of curriculum re-
newal where such disparities exist. There is the strong feeling that
When the people make up these units, they don't think
about that kind of thing; that they really put a burden...
on you. By saying, well we want you to cover this and we
want you to get these objectives. Then, they don't realize
possibly that they sort of tie you down to it. They impose
a burden on me that I feel I need to get 1t done because
that was what was prescr1bed
The resolution of such tension is, in this sense, a product of the
implementation process: variations of classroom practice that en-

compass rejection, adaptation, or re-interpretation of the proce-

dures incorporated in the innovati{ve curricular proposal. For one
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teacher the implementation of the proposal confirmed previous
judgments of the inapprdpriateness of curriculum development pro-

cedures. For the other it confirmed a lack of concern by theor-

ists for the concerns and situations of the practitioner.



CHAPTER §

SUMMARY, CONCLUSIONS, IMPLICATIONS,.RECOMMENDATIONS

Y

Summary

This study was designed to describe and explain two>teachers'
perspectives of a curriéular chaége proposal; There is evidence from
the literature that an increased awareness of the dimensions of
teacher perspectives of change would help prSQide a more realistic
basis for cénsidering proposals for change in social studies curricu-
lum and {nstrgction. Given the basic assumptions of symbolic intef—
action and the need ng}deécriptive data on the chanée process from
the classroom teacher's perspective, it was judged appropriate to con- .
duct a field study using the participant obseryation method. There-
fore, to catch the-process by which the teachers encoﬁntered, inter-
preted, and ordered their view of the curricular change proposal,
tﬁe researcher placed himself in the teachers"enviroﬁments, took a
limited role in some classroom activities, and observed the teachers
%rom asvmany vanéage points as possible. This final chapter presents

the conclusions, implications and recomméndations.

Conclusions

The study was developed around three exploratory questions.
The questions are presented and some propositions and summary re-
sponses clarify the conclusions of the study. The exploratory ques-
)

tions were:

132
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1. How do teachers perceive communications intended to modify
~ or improve their performance?

2. What are the constructs that underlie such teacher percep-
tions?

3. What is the relationship between these dimensions and the

evaluative process by which teachers make decisions regard-
ing the implementation of change in school programs?

1. How do teachers peréeive communicatipns intended to modify.or-improve
their performance?
It would be .inappropriate to generalize ffom this case study of
fwo teachers but the following postulates seem to be significant in
terms of’chanée communications.
Teachers may perceive these communications as:

- intrusions by anonymous, impersonal administrators into the
sensitive self-contained social world of the classroom.

saleable products generally containing little substance.

_impositions on the teacher's time.

.the sensitive response of administrators to sociétal pres-
sure. : -

the insensitive response of administrators to the situation
of the teacher. : :

the insensitive response of administrators to individual
teacher priorities.

"o

the insensitive response of administrators to the needs and
interests of ‘specific groups of children.

the responsible actions of system administrators to per—
ceived societal needs.

a source of professional growth and improvement .

'misinterpretations by curriculum developers.

the products of currlculum developers who lack understanding
of classrooms.
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- no relevance to classroom situations.
- no relationship to the competence of the teacher.

- no threats to teacher status.
|

The tentative proﬁositions drawn from the interpretations of the
two teachers present somewhat conflicting perceptians of chahge com-
munications. For example, they are perceived as a "soufce of profes-
sional growth and improvement' and yet have 'no reievance to class-
room situations.'" This apparent di;sonance can be accounted for by the
differing perspectives of the teachers. The first proposition is con-
sistent with the perspective that interprets education as a bureau-
cratic system. It is inconsistent with the mutualistic interpretation
of the classroom situation. Moreover, although both teachers were in
agreemént that innovative proposals,have ''no relevance to classroom
situations,” their reasons for thinking so differed. One judged such
communications as lacking classroom knowledge; the other interpreta-
tion perceived the messages as intrusions into the self—contained social
setting. It would, however, seem more realistic to speculate thét~the
propositidnslrepresent a number of constructs which influence teachers’
perceptions of communications intended to modify or improve teacher
pgrfdrmance; It could be further speculated that individual teacher
‘perceptions would tend to range along a continuum for each of the

possible dimensions.

2. What are the constructs that underlie such teacher perceptions?
"de differing patterns of related ideas were re&ealed as ﬁnder-

pinning the teachérs' perceptions. These constructs éstablished an

interpretive framework and criteria of jﬁdgment for theirAdecision—

making.
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i. One pattern encompasses a set of inierrelated ideas which
represent a core of the'tgacher's thinking, a set of assumptions
about tﬁe teaching process. One assumption is that school work
should come from the children's lives and be, as much as possible,
connected with their everyday living and interests. Second, the
teacher believes school work could be made an important part of
the children's lives by the fostéring of a responsive, suppoftive}
and predictable classroom atmosphere. Tﬁird, the teacher- is com-
mitted to the belief that the teacher should relate individually to
the children and teach them on the basis of their individual needs
ih a holispic way. Fourth, the teacher views the children's inter-
est as a critical factor in the promotion of effective learning and
the means by which her classroom and instructional goals are
achieved with aiminimuﬁ of effort; then the chiiﬁren'ﬁave completgd
their set tasks and are happy. The child tends to be viewed as
malleable to the formative influence of the teacher. In socfAI studies
the approach is essentially.right-answer centred. »High interest
materials emphasizing the unique and different establish a wide basis
of student response. The more familiar is made more meaningful by

contrast to the differences of other settings. The consistent affirm-

.

ation of the responses reinforces pupil involvement and fosters the o
notion of respect for a contributor to the work qf the class. The ’
conception of education carries with itAthe idea of a close .personal
relation between teacher and child and between each of the children.

The ideas present a style of teaching characterized by spontaneity,

flexibility and personal responsiveness. The classroom is presehfed

K/’
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as a socially autonomous cultural setting which a551sts the child

to interpret and be 1nducted into the wider cultural world. The ideas pre-
sent a view of teachlng and learning which rejects structured pro-
cedures and materials and more autonomous inquiry-type approaches to
social studies curriculum and instruction. Detailed planning is pre-
sented as inhibiting of desiraule social studies téaching,and ex-

ternal prescriptions are viewed as irrelevant or'disruptiue of the
classroom socialvsetting.

ii. This pattern of ideas presents a set of assumptions that view
schools as a bureaucratic system designed to prepare children for
further education and adult life. An initial assumption is that the
schooi,is.subjéct to external control in the form of curriculum
guides which telllthe teacher what is to be taught. This controi is
associated w1th pre~determined expectatlons of pupil achlevement in
the form of standardized tests and levels of achlevement Teaching
is therefore viewed as a response to external control and: direction .
in meeting the goals of the educational system as measured by system
standards. The teacher is therefore réspdnsible for the transmission
of pre-determined content, and students are presented as passivé
recipients of the specified knowledge and skills. The goal of edu-
cational efficiency is to maximize this pupil achievement as a pre-
paration for the next gréde in the school. Teachers in tﬁis.manner
are responsible for processing children through the schoolksystem,
The emphasis in education is thus on the program rather than the
student or the teacher. The teacher will teach prescribed content

but is free to determine the methodology of transmitting this

N
i
\
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content. This personal freedom to determine how the program will

be taught is presented as the source of the teacher's professional
satiséaction. The success of such pefsonally determined methods

is equated with student achievement of the,set standards. Methods
and procedures are described in terms of schedules, content to be
covered and standards to be achieved in the manner of personal effi-
ciency rather than normative prectice. Students' needs are viewed
with concern and are identified with subject achievements. Teacher
presentation is didactic and designed to challenge students to be
‘diligent in their work and to gain the satisfaction of reeognized
achievemenp goals.ﬁ Unresponsive orvdisruptive students afe cate-
gorized as "immature' or "lazy" and may come from unfavourable home
situations. The ideas present a description of a teacher that is
.well adapted fo the acceptance of system prescriptions. Change
messages are incorporated into éhe‘teacher“sdefinition of situation;
specified content is taught but the methods and procedures are pfe--
sonally determined and reflect the teacher's interpretation of effi-

ciency and definition of implementation.

3. What is the relationship betweeen these dimensions and the eval-
uative process by whieh teachers make_decisions regarding the
implementation of change?in school programs?

The underlying constructs estab%}sh the teachers'definition of

situation or their view of the teaching world. They provide the

‘internretive frameworks for judgments leading to actions'thet support

/,,
/

/

/
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and sustain their perspectives. .These constructs in this.interpre—
tive sense are the lenses through which the teachers viewed and
evaluated the ﬁroposal. One lens is directed to a view of the
child's world; the other i; more sharply focused on program goals.
The interpretive }rameworks of both teachers led them to judge fﬂé
proposal to be inappropriate in ways that were reflective of their
definitions of situation. There were coﬁ%radictions'ih the imple-
mentation of the change proposal,'a;d this reflected thelfact that -
the technological orieﬁtation of the proposal was not matched by

the perspectives of the teachers.

Implications

The study involved teachéés\}n two classrooms.CxIt is thérefore
inappropriate to generalize from this‘case study to the world of
teaching; it is possible,however,to suggest some implications from
the worlds of these two teachers for curriculum developers, teacher
educatorg, subjeét consultants and educational administrators. The
teachers worked at devgloping and maintaininga classroom setting which
was meaningful to them a&& coﬁsistent with their interpretation of
socialéstudies curriculum and instruction. What the teachers were
tfying to do was revealed as their définition of situatiomn. :This was
their perépecti?e and the means by which they interpreted and made
sense of their world and of pommunicafions intended to modify or im-
prove their performancé(‘ Theseicommunications were perceived by the

teachers és'what "they'" (Department and system administrators) were

trying to do. It became clear that the teachers interpreted and used
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the change proposal of this study in a way which matched their defi-
nition of ciassroom situation. 'Thus, where the proposal was judged

incongruent, it was rejected, adapted or re-interpreted to achieve

agreement with their perspectives. The process of re-interpretation

was seen to involve a redefinitieh,pf perceived incongruities and
resulted in a disﬁerity between what the teachers said they were doing
and what they were doing in teaching the change proposal. The teachers
interpretee,and used the change proposal in terms of the assumptions,.
beliefs, attitudes_eqd values which supported their classroom per-
spectives. Implementation‘of the change proposal in this study did.

not involve teaching the change message asICOmmunicated, but rather,

-
'

teaching the message as interpreted from a classroom perspective.

Myths ofICurriculum Development and Imp;ementation

Curriculum development and implementation for the two teachers
meant much more than "marketing' materials as implied by the producer-
consumer metaphor of Kanata Kit 2, nor is it explicable in. terms of

the fheory practice dichotomy. The teachers dembnstréted a ‘strong,

‘although not always consc1ously held, theoretlcal stance for thelr

“

dec151on-mak1ng They had established theories and rationales that

emphasized tacit or implicit knowledge based largely on teaching

‘and life experiehee.> They judged the more ‘explicit formal knowledge

of curriculum developers,,as speC1f1ed for example in processes,'
procedures, sequenc1ng of activities and spec1f1cat1on of obJectlves

in Kanata Kit 2, as being 1nadequate to the task of understanding

_or meeting the needs of'their'day-to;day situation. “Their ‘reactions

7
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can be interpreted ag a response to the disruption of ordefed class-
room procedufes, but such explanations tend to accept as given the
"life world" of the teacher. The study indicated that a teaching
unit or curricular program is more than a list of teaching proce-
dures and materials. It is also a set of beliefs, including under-
lying assomptions and implied roles,which often may not be stated
and may not‘be in keeping with teacher perspectives but which do
have implications for the commitments teachers will give to the’
program. More than this, it makes clear that effective curriculum
development and iﬁplementation’involves understandings, perceptions
and individual perspecti&es which may not match between developers
and teachers; more importantly,bit may involve fundamental irrecon-
cilable views of the nature of human beings and social reality. As
an example of this irreconcilability Downey (1975) concluded that ‘the
1971 soclal studies program faileo to be impleﬁeated because
teachers were unable to accommodate its value orientation.

The literature and the study supported the conclusion that,cur-
riculum development has, from the teachers' peispectives, presented
ha de&elopec's oias, a bias that has led those who seek to improve
social studies curriculum and insgruction to ask the wrong questlons
and to empha51ze 1napproprla{e aspects of the process of educatlonal
change. Too often, the question has been, "How can we change
teachers? " or‘"How can we get these materials into those social
studies classrooms?" The empha51s has been on the developer S per-

spectives and the- process of dissemination and diffusion. This_
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apprbach fails to recognize that the process of teacher change is a more

complex and longér term process than the diffusion of instructional

5
—

materials. How a teacher teaches is a critical aspect ?f this com-
plexity and strongly influences what is taﬁght. Too often, curricu-
lum theofists have assumed that‘problems of curriculum change are‘ 
such that their solution lies in the disédvery of logistic procedures
that provide a rational method for deciding on éontent; By concen-
trating on rational method, curriculum theorists have.neglected tb
show how change proposals are translated into personal teaching prac-
tice. Moreove;, as in the case of Kanata Kif 2, by focusing on thé
selection of content and specifiéd_procedures they have overlooked
the fact that what is designed must be gsverned by understandings

of fhe milieus Qithin which curricular materials and procedures ére_
to bg implemented. Curriculum developﬁenf'has proceedé& éeemingly
}in isolation froﬁ the_pro;ess of implementation. This isolation
seems to-oécur as a Jesultipf developers focusing on the ideal and
attempting fo cfegte a uﬁivgrsal_set of experiences for teachéfs

and children. This overcoﬁﬁitment to the rationalist-positivistic
approach has féstered'a seafqﬁ for the theory of curriculum rather
than fhe‘development of alternatives more open to thepretical propo-
sitions which would meet the diversity of multiple contexts in which
teachers operate. Deveiopers of Kanata Kit 2 preséht a siﬁgle per3 
speétive of "Canadian Neigﬁboufhoods,"'how and‘what should be taught
to Grade 2“students;in Alberta elementary schools; they present a

blueprint of what should or dught to be taught and to whom. To thé

\ >
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teachers the kit represented the theoretical perspectives of de-
velopers that Wefe both intrusive and irrelevant to their concep-
tions of social studies turricuium and instruction in the setting
of "Canadian Neighbourhoods." Their theoretical constructs and
classroom autonomy were sufficiently powerful to overcome such
intrusions. feacﬁers have theories that underpin their class-
‘room praqxices and these theories are strong enough to Qithstand

the development and diffusion of expensive 1eafning resource

“kits.
Recommendations

Program Implementation

Ideas about change have always seemed to divide men
into two polarizing groups. Some believe that in order
.to change, man must change his outer reality...Others say
that regardless of how much one changes...the external
world of men, unless one can make that change reach the
inner man, one will not succeed. (Rudolf Ekstein.
Towards Walden III. Reiss-Davis Clinic Bulletin 1,

1974, p. 13. Cited in Goodlad, 1976, p. 168.)

If the proposition is accepted that success.or failure of pro-
gram implementation may‘reside,\in part, in the perspgctives héld by
teachers, then there are some impértént implications.fo} the process
of implementn. First, implementation should provide for the de-

velopment of inter—subjectivityliconcerning the perspectives of a

1A proposition developed by Walter Werner. Implementation: The
Role of Belief.. Paper presented to an invitational conference on’
implementation hosted by the University of British Columbia and Simon
Fraser University, September 28, 1979,

\
t
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program. Ideally, implementation would include shared understand-
ing among participants of the pre-suppositions, values and assumf- N
tions which underlie a program. If participants understand these,
then théy have a basis for rejecting,‘accepting‘or modifying g?
progfﬁm in their school, community aﬂd class situations. Impiement—
ation.in this way would be viewed as an on-going construction of A
shared reality by participants through:thei? interaction with one
another within the program.’

Second, the achievement of inter-subjectivity may be viewed in
terms of implementation tasks. An initial task is to have partici-
pants understand the impliéit beliefs which underlie a program. A
further task gs to have practitioners cléfify some of the beliefs
which guide their own practice. This self-knowledge provides a
' basis for interpreting discrepancies between teacher; aqd program. ™
Finally, practitioners should be assisteq to negoti;te discrepancies
_between thgir bwn beliefs and those implied by the program.

Third, if programs are based upon beliefs whiéh are understood
and shared in varying dégrecs by teachers, and if implementation
fasks are to.facilitate thié underspanding and negotiation of belief,
then dialogue should be integral to implementation activities. Oppor-
tunities should be given groups of teachers to periodically dich§§\
on an on-going bésis the program and their experiences within it,
thereby clarifying'and sHaring beliefs amongst themselves. Through
dialogue thgir reality is shaped, maintained and modified; through

language their experiences are ordered. .
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Research

The study generates é number of questions concerning the nature
of teachers' perspectives of change. Would 6pher teachers respondi\
to a change proposal in a similar manner to the teachers of this
study? Hoﬁ would the teachers respond 'to a proposal in a differ-
ing situation? Are teachers' responses to change determined largely
by the life characteristics of the individual? These aré;but~a,few
of the questions which suggest a need for continued research on
téacher»pergpectives of change proposals.

0f particular relevance tq social>s£ﬁdies curriculum in Alberta
is the need for research;to enhance intersubjectivity in perspective
impleméﬁtation. - This has been identified as the major obstacle to
the successful implementation of sggial studies programs. For éxample;
it was concluded that for Alberta "...that holdépth of scholarship;'
no technical e;cellence, no classroom expertise‘will serve the needs
of the new...program unless the personalify and tﬁe disposition of
the teacher are supportive of its intents'" (Downey, 1975, pp. 29—30).
There_wpuld seem to be a lack of awareness'on‘the part of teachers,
parénts_and‘studentS'ofléhe pef;peétive underlying the program and
the_realities thusrimposed upon _teachers and stu@ents. Differing
perspectives heid by users may Ee hindering more coﬁplete program
impleméhtation in Albertg. Ho; can the viewpoints qf programs and
that of various ﬁrogram users be reconciled to a-greater exteht?

How is a programrpérspective'interpreted in a situation of perspect-
ive differences? Is it desirable to‘implemeﬁt a specific theoreti-

cal stance and orientation or should program users be encouraged to
¥ é
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interpret and use a program in terms of their perspectives or the
shared perspectives of their situation? . Implementation of programs

may need to be based on a fuller understanding of perspectives.
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TEACHER CAREER MODEL INTERVIEW*

CAREER: "

Pre-teaching career alternatives

CAREER:

Professional choice

CAREER:

Specialization

IDEQLOGY, PHILOSOPHY :

Pre-teaching

TEAMWORK :

A

Prior occupational choices,
training, work experience;

.considerations in their

selection and abandonment;
levels of commitment to them.

When and why first considered
becoming a teacher; conditions
for choice and strength of
commitment; significant others
as -models; identifying own
aptitudes.and interests.

Teaching elementary school versus
teaching at other levels of
schooling (accidental, experi-
mental, deliberate). How choice
made (conditions, models).

Early conceptions, images of
work in that area.

o

Very ‘earliest conceptions of

‘teaching; teacher roles, models,

and assessment of their effi-
cacy. C

. 4

The teacher's role vis-a-vis
other teachers, auxiliaries,
administrators, parents, commun-
ity groups.

*The model is derived from "The Health Proféssioﬁhl Interview: Career
Model' (Schatzman and Strauss, 1973, pp. 77-80).



PROFESSIONAL:

Training

_CAREER:

School choices

CAREER:
School teaching

\

INSTITUTION:
Ideolbgy”

;

;;///
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Chronological listing of pre-
service and in-service teacher
education institutions attended.
Brief description of teaching
philosophy of each; relate his/
her developing ideology to each.
What teaching roles was he/she
able to perform or see others
perform (developing role con-
cepts)?: '

S a
In-service teaching experience;-
where and why there? Probe for
alternatives--searching for
"right" place. Bring career to
last point in time and place
before present one; also ideo-
logical point.

o

What brought him/her here?. What
-brought him/her to this school?
What did he/she know of it in
advance? What was he/she told
and led to expect about the
work he/she would do here?

What did he/she know in advance -
of the philosophy of this school;
also thelimitations of the
school's requirements for his/
her teaching.



INSTITUTION:

Teamwork

PROFESSION:
School tasks

TEAMWORK :

Teaching role
School

IDEOLOGY :
Teaching

161

First obgervations and impres-
sions of jteaching colleagues:

What th and what they
claime Did
he/she ept their practices

Teaching tasksiwpen first. came,
and those which developed over
time. Were these forced upon ,

“seized by, or proferred him/

her? Rundown of daily, weekly
tasks and responsibilities.

"What claims did he/she make,

tacitly or forcefully?

(Claims based on training, ex-
perience, tradition, legality,
operational necessity, talent
and desire).

How do other personnel modify
his/her work and his/her con-
ception of what he/she ought to

- be doing? Of his/her tasks,

which are done reluctantly,
which positively? Which did
he/she never dream he/she would
be doing? Does this school

and its personnel allow him/

“her to be the kind of teacher

he needs or wants to be?

Curréntly how would he/she des-
cribe the effective teacher?

- What contribution, if any, do

others make to the effective-
ness of the work -of the
teacher?



INSTITUTION:
OrganizfigZion

OrganiZational philosophy

~ CAREER:

Teaching
Ideology
School

16z

How does the respondent view
the organizational procedures
of the school: pupil selection;
admission procedures; assess-
ment of pupil progress; group-
ing of pupils within the school;
organization of school time.

How does he/she see teaching
in the future: What will it
be like in 10-15 years?
Methods, schools, organiza-
tion?

What of him/herself? Would
he/she predict, realistically
and/or wistfully, where he/she
will be in 10-15 years, and
what he/she will be doing?
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TRANSCRIPT OF TEACHER INTERVIEW, CORA
Date: November 13
Time: 8.b0 a.m.

Place: Cora's classroom

Topic: Cora's perception of Kanata Kit 2
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RESEARCHER:

CORA:

RESEARCHER:

CORA:

o ' 164

I3

. .
Would you like to start off Cora? I'm not too sure
where we are. '

Well, I was just thinking that the kit itself seems to go
over a lot of the same kind of thing for each of the
different neighbourhoods. I think that possibly it gets

a little bit. . . after a while they get to the point where
they are bored with the same sort of questions: They know '
what you are going to ask them. They start getting them-

" selves ready for-that , which might not be bad in a way,

but on the other hand, some of them will start getting a
little bored. They'll say, ''Oh yeah! 1It's the same old
thing." So I think in that situation the kit could have
been a little different. Maybe a different approach to it
by having all the different cities. . . I wouldn't know,d

I haven't given it much thought. . . how to do it, to get
the ideas but, but not to repeat so much the same procedure.
Too much repetition can destroy the good that you have done
with it. o :

N

~Some of the steps I would do a little different. Like I

was telling you yesterday about that. . . I would read the
story first and then show the film strip, whereas they have

it réversed. Possibly that was just an error in constructing
this. Okay. Here (referring to Teacher's Guide) you show the
students Medicine Hat and then you read the story. I think
that should be reversed because, like I pointed out to you,
there were things in the story that he referred.to in the film
strip. I wondered about that when I started showing the film
strip. Because I hadn't really read the story, to be honest
with you, and I wondered about that when#i%*came’uﬁﬂﬁﬁa/he
referred to something, 'as I told you before'. This is the
cement playground. Then I thought, what is he talking about?
Then it turned out that it was in the story. So, I'm going

to reverse that.

I think that there are so many. . . for instance, they ask you
"Where did the children play" and '"Why are there so many
children to play with"; this kind of thing. I think they
dwell too long on. . . and, if it's covered in every community
it will be a little bit heavy for them. It is going to get -
boring. . ' L ’

Heavy handed?’
It is going to be belaboured: no surprises, nothing interesting,
nothing different, nothing exciting; it's all the same routine
kind of thing. This is the weakness of the whole unit I think.

I think it. . .well I shouldn't say weakness. . , but this is

one of the things I've found. ‘

3
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RESEARCHER:  As_far as you are concerned?

CORA: As far as I am concerned, even teaching it to myself;
it's all the same sort of thing, and-it's the same steps
and the same procedure. Now, with little kids yes, you
can do that, and yes you must do that because they are
secure in repetition. But it can be done too much too.
This (patting the Teacher's Guide) to me is too much the
same right through: the same Steps, the same procedures, °
the same activities and you approach the next one exactly
the same. You will, possibly, notice them dropping off
in interest as we go along in the next two or three"
communities. They are very eager, this bunch, to get the
correct things, to get the correct conclusions, and to get
the right ideas put down. But, then, it depends on the
group. I can foresee a lot of difficulties with groups of
different abilities. Like the group I had last year; I

- know I would have lost half of them in the early stages,

- if I would really keep doing this kit the way it was meant
to be, or the way it's laid out in here. You have to do
something to continuously keep changing it; may be group all
the communities and draw conclusions about them. There is
something that would have to be done to change the whole

thing. .
RESEARCHER: It is not easy? : , & , -
CORA : I can understand why they want to go through everything the »

same way with the different communities. I know why they
“wantto go through all the steps for one community and then
repeat them for a second, to get the comparisons. I understand
"the thinking and the reasoning behind it, but T think something
has to change to make it a little more exciting, and get the
same results but through a different method. '

- RESEARCHER: Is it true to say, Cora, that the way the unit }s‘presehted,
: it doesn't quite fit in with what you find to be,most
successful for your teaching? ‘

CORA: - Yes. JI.would say se. I don't believe in. . . like I find the
’ way this unit is presented you have to do a lot of talking.
Talking! :Talking! Talking! They sit and gradually you see
this one falling off a little.. He lost somewhere. He lost
interest. May be some child was trying to express a point
and took too long to express it, and the other one got a little
bored with it and, as a result, dropped off in interest. You
see that happening and you know the different students, maybe
their minds' wandering.” So I would not present it in that 3
particular way. - I think there should be more role playing of '
some kind; something where they actually take a part .in. The
idea of being crowded together, that was at least a little bit

.but the concept itself was very difficult. But, at least

they did manage to do something, and then when I tried to
equate the fact that the different rooms would represent the -
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~ different provinces. We'll carry that out a little
further, because they have no idea that we all belong
together, but that each province is a separate area, and
within that are cities. Maybe if I used the whole school
and designated. . .this way it is a physical action that
they are taking part in. It's- ture-type thing

and a discussion-type t 'ﬁﬁ/allniigﬂziﬁﬁt\“I think tl get b
: span is short and the point needs“\to

lost. Their attenti .
be made quickly quite vividly for them to get it. Thef\\\\\\\
ts too long and too:'talky!'.if I can use ~—

get bored if it
that word. ;
RESEARCHER: ~ I think you m;f/have mentioned this before Cora, but do you
think others would teach it as you teach it?
i ‘
CORA: Probably the[first time around everybody would teach‘;gf
: fairly unifofmly. I think everybody would try to go through
it and get fhe feel of it, and the reaction of a cléss to /
it. But J think after that it would start becoming your own
package./ You would adapt it to suit your needs and. your
methods ' ' - .

' RESEARCHER: Whgp/§;unvelfound?
. : s ™~ '

- CORA: g /“§es.' Right! Definitel}L I would. . .I would use more.
_ /// for instance, in their books I -wouid use more picture-type
things, that they can relate to, and maybe have them write
//;;//////// a sentence or two of their own about it. Do more of that kind
' - of thing than all that talking, talking, talking. I would
o adapt it to what suits me what goes best for me. -
/,l,' \\ ' oo . ’ o . . o
RESEARCQ?R: What do-you think makes the difference between. . . I think
" ' i you mentioned earlier on, you felt Annétte would teach it a
- different way. Annette teoo has said that she would teach it
differently to you. In terms of what is important to you
L , Cora, what is the important sort of thing that makes the

4 difference between teachers? . What is‘the.impdrtant,difference?

{

CORA: ¢ Um.

¢ i fooo ’ : - : ‘ S
-RESEARCHER: I'm not trying to be clever Cora, but it would seem to be
/ worth exploring as. ‘ '
i o' , .
CORA: . ! With me possibly one of the things that I find about ‘myself,
] and I don't kmow whether it's good or bad, if there is some- = °
!~ thing they feel the kids should grasp. . .if they have some
/‘ - objectives. .,.  and I feel I'm not getting those objectives |,
across, I will keep coming back to it. I sort of hang on
: f and I try not to let go.until I have achieved that. As far -
o / ' as Annette's concerned, I think she tries but if the kids
; don’t get it. . .. now I'm just referring to the'sqpial studies.

o~ y

RESEAﬁCﬁER: It's not judgmental?

i A
¢
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through these things than I do. If she feels a. concept
can't be managed, she'll move on. She will just keep

going until she has covered the material. So, I think I am
more methodical and thorough that way than she is. Because
I know she moves quickly through her programs a lot more

- quickly than I do. Maybe, in the end it all seems to level

out anyway. I know, in talking to her, that this is so. When
I mentioned to her that population density was bothering me '
Recause I couldn't seem to get the kids. . .she just shrugged
and said, "Oh well! If it's too hard for them to do then

I'm just going to leave it". I-know that's more her attltude
than mine; mine will bother me. It will bother me for a'

long time. I will leave it when it's getting to the point;

-""Oh no! Here she goes again on that population density bit. "
~Then I leave it, but I will try and get back to it eventually

and see if I can get that across. Maybe, when the people make
up these units, they don't think about that kind of thing;
that they really put a burden, so to speak, on you. By saying,

-well we want you to cover -this and we want you to get these

objectives.- Then, they don't realize possibly that they sort’
‘of tie you down to it. They impose a burden on me that I
feel I need” to get it done because that was what was prescrlbed

Speaklng generally, but specifically in terms of this kit,

-how do-you feel the people who put it together saw you as a

;teacher and teachers generally? Did they make any- assumptions

about teachers when they planned thlS unit? -

o
-

I'm not sure about this one. I think they assume here. . . I
really can't say that.I know what assumptions they draw. If.
I say, "They assume that we'll change the unit to meet our

. needs” then I would have to say, "They are going to think boy
~'this imit is going to change a lot." Because, to me, it is a

little bit, 'dragged' out. It's got too much in it that T
think is a’little difficult at this level, and so it becomes
'draggy'. So, therefore, their unit isn't going to achieve-..

- what they wanted to do if'«the teachers are all going to change
+it. to suit themselves. So I would assume that they must think .

that we are all fairly successful at bejng lecture-type people.
Successful at getting the information out of the kids.

"Getting the children to att a 11tt1e bit more maturely than
-they should at th1§ stage.. .

o

b ; \ 4

“The assumptlon is that the teacher should be in front of the _;
class? e . ] : ‘ 0 :

Q

. Right. L1ke,:soue of the other.kits will g1vef70u‘1deas on
~how to motivate the kids. -.They will give you ideas on how

to get across some of these obJectlves. ‘They don't give you

| ‘ that, They Just assume that you will be able to cope w1th th1s.

.
N N . . C o
. o : . ; -
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I don't know. Unless you are really, really experienced
I think you’ could really get bogged down and get yourself
into a knot over this. They don't give you too many
alternatives to follow if one method doesn't work.

RESEARCHER:  What do you think would happen if the teacher was
N ' inexperienced? ‘ '

CORA: Well, I think she would lose the students' interest. .I
think that it would become a unit that would be covered,
but the kids would probably be bored with it. And, again I
am speaking from my own training as a teacher years ago. I
am putting myself in that category. Now perhaps the students
at this stage in time are trained more in methods of changing
. units to adapt. I don't know. May be. . . I don't know
exactly how they are trained any more as far as adapting
units or finding ways of overcoming some of these things.
But I know with me a new teacher, I would have probably
found this unit heavy going the. first time around.

RESEARCHER: Do you think -Cora, in'Sending the unit to teachers and
© . communicating it to them that it was presented effectively? _

" CORA: - Not really. 'We were given this package. We were given this
(touching the box). We could call on them to give us in-
services on it but we were hever called together. Say a group
of grade two teachers, and maybe she would have had a film
strip and said, "All right now, here is the way this unit can
be taught" and give you examples. Breakdown the unit so that
you could really see the different parts -of it and see it im
action. We were just given it. We had a meeting on it. Not
on the unit itself but on the general Alberta content type -
Canadian content. It was very vague, and so the specifics
didn't come out. To me there wasn't enough presentation done
of this unit. I guess it is ossibly difficult to get to all
the teachers, but they do havg conventions and they de have
‘meetings and things, I think that's one of the kinds of
things they could say, "All right, here is a workshop on this
unit and we want you all here", and then present it.

RESEARCHER: It's not sufficient to have somebody cdme out and talk about it?

CORA: * No, it's not goed enough. You need to see it in action and
: - that is what we didn't see. ot !

-

RESEARCHER: I know it may beddifficdlt Coré, but would you describe .
' yourself for me in a couple of sentences. : '

Myself?r =

RESEARCHER : “Yes. 'Iﬁ terms of what‘yOubthiﬁk is important. I appreéiate
‘ S it is not easy. . = o ' L

i

CORA:

)
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CORA: As a—person or a personality or as a teacher?

RESEARCHER:  You described your .room as being 'bright!'. How would
: ' you describe yourself? '

2

 CORA: Well T like to develop a comfortable atmosphere in the

x room. I like the children to like me and I like them to
know that I like them. I like to have a closeness with them
so that they feel that, if something is wrong, they can
really be close to me; more than just a teacher. Because,
to me 'teacher' connotes just a person apart and separate.
I like to be part of them. They become my family for the
year. I like to be fair. I sometimes think I'm not. I'm

- a kind of a volatile person and I can really get cross very

quickly.

RESEARCHER:  Is that true?

CORA: It is! I really have to watch that kind of thing with them.
h I am very emotional. I like them to try and obey the rules

and try and be the kind of students I want them to be. I
work at ‘that quite hard. I think that a self-discipline is
important. But I like them to like themselves and I want
them to like our room as a whole and to be close together. .
This is.what I want. Therg will be little personality
differences here and thexre. ~ But even like with Dwayne, I
have great difficulty watching him wrinkle'his things up and
‘that kind of thing. But I can understand his problems and I
still feel I want him to be a part of everything. I want
them to be happy, is one 6f my main objectives so that they
are secure in the room. I like to be thorough. I like to
cover everything that is supposed to be covered but I like to
do a lot of things that are extra to give them a good happy time.

+ RESEARCHER: = For them to enjoy school.

CORA: That they enjoy school. So that they say, 'We had a great

time at school this morning"; 'We laughed all morning or
we did this all morning." I will do that. There are times

when I will walk in and the mood will just be right. 1I'1l
© say to myself, "Well this is the morning I'11 really'do,gdme-
thing different with them." Then we just forget about the
~timetable for an hour or two, or half a day or so. I think
this provides a little extra spice for them so that they don't
‘get into that routine where all the questions are always on
the board, or all the assignments are always on the board.

RESEARCHER: A few surprises.

CORA:- A few ‘surprises. Right.

RESEARCHER:  You méntioned,_Cofa, about a carry-over to other subjects.
_ - Would you tell me about this? ‘ g . :
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CORA: . Okay. For instance, in language we are talking about
: shapes and sizes so this works in well with the unit

because they can talk about city buildings being tall and
rectangular or flat. They can talk about sizes: really
large, small, or low. This type of thing. So we use the -
language program a lot. It's a lot more oral than possibly
written but we do tie that in. In art, for instance, we're
making a city skyline where they can see tall buildings,
small buildings. I'll try and work more art in as time
permits. We're really kind of rushing it right now. In
math there's not too much correlation right now. Spelling
some but it's mainly in the language part itself, rather
than the reading and spelling part. Although we do take
words like 'cement' and 'playground' and things like that.
I don't get them to spell them but we discuss them and write.
them down and so on. So there is some correlation. there.

RESEARCHER:  The unit is set about an issue. How does it work for you?
w I think it's in the first part (Teacher's Guide). :

CORA: o 'How should neighbourhoods in Canada use space?' is the
e major issue and. 'Should nelghbourhoods have many or few~\\\
residents?’ =

RESEARCHER:  What does this mean to you?

CORA: I think ‘there should be some sort of cohesive idea and
- possibly this one is. But I think there is more in the
unit than that particular issue. I think may be a person
loses sight of the other things if they centralize their
thinking on: the one issue. I would think there should be a .
. number of them that could be covered within the unit.

e

RESEARCHER: ~ Has the unit asked yoh to change? J

CORA: It has asked me to be more repetitive. /At has asked to

change some of my methods of teaching. |
RESEARCHEB; Are there other aspects of the unit yé/; you would like to /
) talk about? Matters that are .of 1nterest or concern to you?
CORA: ~ | thlnk, bas1cally, with this un1t it should have been
demonstrated more. Possibly when you go through a unit like
this there is a lot that you are concerned with and there
are many things that you might miss in going through the
ph1losophy, some of it may escape you. Let me give you an
example. We have a new reading series. I'll just break away
from the unit. We have a readlng series and it was sort of
given to us. Here is your new set of readers and you go
ahead and you teach. If you really didn't know the series
inside out you were lost, and you taught 1t absolutely wrong. \

N

\
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It was a totally different approach to reading - to
‘teaching reading - than the one we have been used to over
the years. Now, there was no in-service on it; -there was
no talk on it; there was nothing done. We were just

~ required to buy these readers and so on. So, we had our
professional development day and I" took the reading in-
service. I was totally horrified at all the things that
I was doing that were not what they considered right for
the series. And, in the way the series was planned, I can
see that the things I was -doing weren't working. This was
why I was feeling a little frustrated with the reading. I
thought that something wasn't quite right. It didn't jell.
It seemed a little off somehow. So, when I came back, I
changed the things I was doing to fit the reading series.

- Now, when you take a comgéetely total approach-- a totally
different approach to something - I think the teacher should
be made aware of the pitfalls. Perhaps there are pitfalls
in this unit that I won't spot for two or three times around.

" This is what they did do with the reading series. They

showed us the pitfalls; they showed us the strong points;

‘ they showed us the weak points. ‘There was a lecturer but

; he had video-tapes and the materials and he asked us questions.

5 He brought up things that were found to be wrong by other
teachers. It was a total integration-type thing of other

.~ teachers as well as their own staff. With this unit, the

; unfair part is because it was at the beginning of the year

; and. there was a lot of shifting with students being moved
and so on. I cquldn't devote as much time to really getting

to know this uﬂ%%ﬁas I would like to. Possibly, if you were

L ‘ to come next year and see me doing this, it would be a

\\\EAR diffe:g?t approach. Then, maybe,'&py wanted it just fresh.
RESBARCHER ;

- . )

Yes. ' — T A

CORA: - If you r member our conversations at the beginning, I really
’  entHusiastic about the way it was laid out. I was
enthusiastic about it; about some of the learnings that were

in it, and so on. I-did refer to it in quite positive. terms.
Not seeing-all the little things that went wrong with it or

. that were wrong witht. Now, I am not quite as enthusiastic
about it as I was. I think that there is a lot of good :in it but
I had to really get to know it first, then I could really
evaluate it properly. ‘ . :

e ’

RESEARCHER:  Would you agree that when you teach it for the first time, to
. ' an extent you are familiarizing yourself with the kit? It
s would seem that you are, in a sense, evaluatiZg,it and You
don't know much about it until you have worked/with it in the.
classroom with your childreg. - K ’ o

—

L
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Right. So the children are a 'sort of a testing ground.

I am testing the unit out on them and, at the same time,
trying to evaluate it, and trying to make adaptations,

and so on. I was just thinking to myself today. When I
first saw it and I thought, oh good, here is some film
strips, and some books, and materials, and maps and things.
That concerned me; that deceived me from the total content
of the unit itself. From the different values they wanted
to get. The different objectives and how they wanted us
toscover it. I really, truly just lanced at it and liked
what I saw. I still like the unit. I think it is a_ good
unit but I think it doesn't possibly go far enough in
certain areas and goes too far in others. Again, I'm
thinking of the beginning of the unit, when I showed the
children other countries. Now there, they were really eager
to get at it; it was different; it was unique; it was some-
thing specigl. :

-

These were your pictures?

My own pictures. Whereas this unit does not quite have that.
Most of them have been to small towns and, because it is '
something they are sort of exposed to, it is not something

bright and fresh enough to really capture their imagination.;

A
No suprises.:.

No surprise. No surprise. We are going over things that they '

~ kind of know but they have a great deal of trouble talking
~about. , I think they know, basically, that if you have a lot

of space, and so on, it's nice. I think they know, basically,
they wouldn't like to live in crowded areas. But for them to
express it, and for them to know why they wouldn't like to
live like that, is a little difficult. So, some of my ideas
abaut it have changed. Like I say, when I first looked at it
I thought it was great because it had all the stuff in it

that they wanted you to teach. &wom that point of view, to me, -
it is -still good.

You are not taking issue with the principle'or'idea of being
self-contained? Is that right? te

I'mnot. . . I still think that the unit given out.to other
teachers all over the province is still a good idea. Giving

‘them the basic core of it. But I think the unit could be a

little bit livelier.
If ydu Qere teéching it next year Cora, then youvwould teach
it differently? R : o . : o

.. 1 T

I would.x'Definitély; I would. I wouldn't go through all the

- Same steps and the same procedures. Or, if T did, I would

do it. . ... First, I would possibly expose the children to

' the diffé:bnt.communities-quickly,{ Really quickly. I don't -

| i
) B



e - 173

know how I-would go about it. Have them there, for

them to compare right away. Not go through all this with
Toronto; then go through all of it for Shaunavon; and all
of it for Medicine Hat and that kind of thing. I think,
trying to draw an idea between the size of Toronto, the

size of Medicine Hat, and the size of Edmonton, is too

hard for them. They cannot see the difference. It's like
a little child is looking at a whole bunch of tall people.
He has to decide that he is taller, she's taller, he's
wider and taller, that one is shorter. When he looks at
the total population they are all big people. He is small. |
Down here. I think that is the same idea with. the children.
They look at cities, and cities are all big. To them what
is two million or half a million, it really makes .i0
difference to them. They are totally concerned just with
their immediate community. That's why I think I get bogged
down in it. Maybe that's my viewpoint. I'm trying to put
myself in their place, and that!s what they are seeing.
Whereas, I think, if you were to take a totally different
environment, like a community in the desert; now, that is
really different. There are a lot of things that are
different in it. 'The differences have to be very big for
them to see them. If you are watering them down, it is*very
vague what the differences are. I think they have trouble.

RESEARCHER: Is it correct to say, Cora, that you will modify the unit
to fit into what you feel is more appropriate and more
successful as far as you are concerned?

CORA: : Right. For instance, that one of the boat people of Hong Kong.
You could talk about space there and you could teach them, I
think more effectively, how nice it is to have your space.

~ Whereas, the boat people have to have their animals and
everything right on this one little boat area. I think you
are taking two totally different things but you will get to
the issue of whether neighbourhoods should have few or many
residents. I think that would work a little better, but then

. : * they want Canadian. content. That thef is another point. - They

" are trying to achieve certain things and sticking to. the
Canadian content area. May be this is what is wrong. May be
this is what's the bugbear. The fact that it is difficult

. to find what is different. Maybe they could have taken a

community a way up north - an Inuit community.
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Now that you have taught a number of lessons it would
be interesting to have your comments on the kit, Annette.

I think in about two weeks I am going to be finished
because now I'm putting this all together. - I'm getting
all my sheets worked off and from all the lessons that

we have taken orally and my presentation and so on. .
Like today, I took social studies in the afternoon simply
because Gloria was coming in. The way I did this, we.
took. this city - you know the story about Carley (Carley's
Adventure). It is quite a good story, however the second
one is, I think, a very poor story that goes with the film

-Strip and T didn't think much of the film strip either.

(Toronto: An Urban Neighbourhood) It could be anywhere.

What was the second one?

'Medicine Hat: A Small City'.

You didn't like that?

No. It could be in any setting, this story. I.didn't
think this story particularly pertained to a small city
setting and I didn't think the slides they had - you know
in the slide presentation - could have been patrty of any,
or even a big city setting or even like the suburbs or ,
something. I thought that one wasn't as well done as the
first one. The first story really goes with a big city.
The second one didn't have anything to offer the children.
The children didn't notice anything different. You know,
like a school bus. Well, a.school bus can be in an
acreage, in a big city. You can have pictures of school
buses and it showed three ‘or four slides of children playing
soccer. Well, that can be just anywhere. Where you see.
three children together kicking a soccer ball. Is there
anything else you want me to tell you? ’

Do you have any opinions about what you have taught?

Yes, I like the approach that they are taking. °
\ } . ‘ 4 .
You mentioned or made commentsuafter’a lesson which I
haven't been able to remember or to tape. One instance
occurred on Monday. - . : : '
. 5 >
The overcrowding?

Yes, I think you made some comments then.

. Oh dear! I should have brought my book. The topic was

population density. The terminology is too difficult. I
mentioned that to her (Social Studies Consultant who visited

| the échqol in the morning)-and I used that as an example .

3
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this morning. I said now why do you go ahead and put
the heading, and in the overview also, that you are to
stress population density. I said, it's meaningless to
children; crowding means something. I told her, not
once did the children use 'density' and I had to fish
it out of them to get the word 'population'. She said

~it's meant to be taught at the end of the year. I said

I have more than half my class that at the end of the
year won't even know what density means.

The unit is not programmed for the end of the year?

No. The only thing I can see where it could be taken
later is when the children have established the
difference between a city, a province, and a country.
That is the only thing which they were totally unprepared
for when I started the unit. That is the only part,
otherwise it could be taken at any time of the year.

These three different situations would provide the
background?

Yes, they didn't have the background and knowledge to know
what a country is. Even now, when I say, "What is our
neighbour to the west?" some of them are just as likely to
say Vancouver, as Kamloops, as British Columbia. So you
see, they still, even at the end of the year, some of
them would still have -that., I dare say at Grade 3, when
these children come into Grade 3, there will still be

some of them who will not differentiate between a province
and a country. ’

You also mentioned hypotheses Annette.
I don't even use the term. Over there in the questions it
says, ask the children to hypothesize this and ypothesize
that. I don't even mention the term. There's 10 way .

‘ . . ! . \

' That is one of the objectives of the unit?

That's'fight. Well it seems to be. Let them hypothesizé
on this. ' ' :

o
Did you mention this to the consultant?

I didn't_have time to talk to her because it was just while
I was teaching.  She just called me to the door and 'she

said, "I understand your using the unit and how do you like

it?" I said, "I like it fine but I don't like the terminology
that's used."” I said, "Some of the things in there are very

‘good because they do help the teacher," and . I said,. "Is this

going to be a.prescribed unit?" She said 'Yes! It will., It
wWill be in time." I told her, "The biggest variable in that
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whole unit is still the teacher; that is the greatest .
variable." Because I'1ll bet you fifty teachers will
teach that unit in fifty different ways. . :

REREY
|

Why do you think that is so, Annette?

I think simply because the more I look over the kit, and

I have gone through it quite thoroughly now. At first,
when I started teaching the unit I was really totally
~unprepared for it. I just glanced at it and I looked to
see what the contents were and I looked to see a few

other things. I glanced through it in June and then I

left it. Now, as I get into it I have an idea of what

I want these children to learn. I know my class and I know
what I expect out of some of them. Now, I have different
levels of ability in my class and I .am getting my mind

made up of what I expect these children to get. So I am
going to be teaching with the materials in a different

way; I am going to be presenting it differently. I am.
sure I present it differently to the way C. does. Yet, I'm
not saying I'm right or that she's wrong. But, for my class,
and for me, that's the way I want to do it.

To some extent Annette, when you receive a teaching unit.

such as this and you teach it for the first time, then it

would seem from what you have said, that it is something
~of an exploratory experience. '

It is! It is a way of determining how best I can teach it.
That is, what should you say, well it's a tool for me. How
I use it is the way I want to teach that unit but I'm

still covering what they have outlined. I am not violating
anything. I'm not changing.anything. Like I'm not taking
a different neighbourhood. I'm using the prescribed
neighbourhoods. '

Could it be said that you will teach it the way you feel
will best. . . : , . ' '

4 . .
For my class. For my class. Now, the class I had last year,
I think I would have done it differently still ‘because I had
some children that were of higher ability. I would have. v
felt that they needed to get a higher level of learning from-
that unit. More story writing, more details jn some of the
towns and so on. Like this class I'm going to g0 out-on a
limb and I'1l1 give them a little bit’ of history of how
Medicine Hat was called Medicine Hat, you know, and so on.
Or, probably a.city like Toronto.- I'm going to use another
lesson where I'11 compare Edmonton. It may just be even
during a reading lesson where I'11 be comparing Edmonton to .
To o or something, you know, -and so on. There are things -
l;ngﬁ? will fill in myself. o e
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RESEARCHER: In teaching the unit for the first time, Annette, you
’ tend to follow their ‘guidelines?

ANNETTE : Yes. Oh yes.
RESEARCHER: But making.

ANNETTE: But making judgments as I go along. That's right! There
are already a few things that I feel I have talked to %the
class about orally; that I am not going to make a lesson
of it. You know, like some of those work sheets. You
were in the room when the children were crowding around me. .
I don't see any need for going and filling in the one. .
(Student Master No. 4) with the dots. You know the work

.~ sheet. They can see that; they see that in arithmetic;
~ that six is more than three. I feel that with the class I
have, I don't need to go through that; there is no point.-

It's been made already, so why repeat it? I have made a

chart where they are going to paste those little figures on

from one of them (Student Master No. 3). We haven't had

‘time because we havé’SO'many’interruptions.‘/I'm sure that

you can see that in our school. © '

. ) 5

RESEARCHER: These interruptions are part of the organizational pattern

' " of the school. " The Principal mentioned that the school has
three main days which it '‘celebrates. Halloween, Christmas/
end of the year, is another, and. . '

ANNETTE: Oh there is Valentine's Day.

RESEARCHER:' Whilst I've been he%e‘there has been Edmonton's aﬁnivérsary.
ANﬁETTE: Oh, yes. |
RESEARCHER: Thanksgiving.

- . . t A Y
ANNETTE: Oh, yes. And then we have professional development days P
: which we had last Friday. So we have a lot of interruptions.. -

‘Then, there is always assembly. Like, some day next week
somebody is going to come into my room for an hour or an

hour and a half and talk and talk about the braille children.
Well, that takes some time.. Then you get somebody from the
local library who comes to ask children. You get all these
things - which is part of learning anyway. They're all
important but they are all taking my time. They really are.
Or, you take even, like the birthday party last week (Edmonton's
anniversary), well one day we are having a rehearsal. The next
day we are-going into the gym (where the concert is to take

.place) and this all takes an hour or an hour and a half:

until you get them seated; until they can stand up and leave
quietly; until they can learn what entrance they come in;.

how they sit down; where they stand; how they go.

R
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All learning experiences?

All léarning experiences but it all cuts into your
teaching time. <y ,

‘Are there some things, even on your first go through the
unit’, that you will lodk at' and say that I'm not going
to do that? o

Yes, I have already. . .I have already taken some things
that I feel I have covered talking orally because I do
think there is some repetition geing on in some of the
units. For my class I don't need. that. May be some
classes I would. -

Can you list .them off? “Some of them you have mentioned.
N \
See, now I am using this. And we are]making a class 1list
- a chart. That's 'Student Master No. 3' when it's crowded.

They are each putting the name of a child in our room.
On one chart I have made it looks like this, and this is ég
the blackboard. We are going to paste the little figures e

' “all close together on here. The next chart we make, I'm

going to put them in the seating order in which they are
sitting in. So, we are going to be using that - this one
(Student Master No 3). I don't see any point in putting

that (Student Master No. 4), to run it off, and to check it
off, which one is density and which one is mnot density.
There's another one. You see, when I show the film strip of
‘Toronto, of Medicine Hat, and an acreage out of Edmontorn,

you work this sheet from that one. There are qugstions that
they answer, and so on. ‘

You are going to use that one?

Yes, I am going to use that one (Student Master No. 5). »
This is another one in here. This one is all right, (Student
Master No. 6) 'Should- Neighbourhoods’Have Many or Few
Residents', and 'why I chose it'. Now, I can see right now
.. . .like I showed thém an acreage. The only reason they
would like to live on an acreage is because they can have a
horse, or they can have a dog.- Outside of that, the type of
house, or the convengence for their father, closeness to job,
doesn't mean anything. I don't see any point there(at'all.

It's of no interest to the children?v

No. |

Is that one of the tkings?

'That's one of the things;, Yés. 'Living on an-acreégé. That's

the only answer I've ever had from them. Oh, becduse then"
I would have a dog, or I could have a horse. But such things

.- as, in case of an emergency and your mothér hasn't got a car,
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what would happen? That.doesn't mean anything to-them.

It's not realistic? Is that the right word?

It doesn't have any relationship to their lives. That's

right.. I find that already, ‘although that may be a

‘generalization. Now, something like this, I can just ﬁutl

it on the board. You don't need a master sheet for that-
(Student Master No. 7). Those three sentences. In fact’
my children -have hdd this at the beginning when I said,
their country is Canada,.their province is Alberta, and
they live in the city of Edmonton. ' : :

It .would be. repeating whaf/you have done?

Repetition. These are sefe £ the things that I have
already gone through. ggmevof\theae questions are very

good. They're good, you know. . Recreation, fun, and so on,

Like,  'what recreation would you have out on' an acreage?'
To children, .it only means I can run around on the grass,
or I can run around with my dog, or. . . it just means 'run'.
So, however, that is important too. If you ask their
parefts? Now here is another one. This is for the other
threg. I havén't gotten this far but I have gone - through

& .

Klite well.

] R ,
okgu feel that if you are not- going to get a response from
e children then they are not interested in it?.

No, they are not. o . T Y

‘Then you won't be bothered with it? -

See, like 'are there lots of play ageas in the city?' Well,
they will just say, 'no'. In Medicine Hat, well, 'may be'.

'On an acreage, well they know that anyway. There is no way

to develop that., You don't go*along and besides :you are not
supposed to-try and change théir minds.. If you say, yes, h
the acreage is the best place for growing children to live,
there isn't anything that. thé children: can do about it. Their
parents live here and that's all there is to it. See, 'are
there lots of children to play with?' Well, in the city the )
story is how this little boy was bored. 'He was in this city,

he didn't know anybody in the highrise, or wherever he

ived.

' So, in the city, by rights, you would say yes, there are

plenty of children, but sometimes you are the loneliest in a

~big city; in a small city or in a rural area. '

’ . . . - . f
Im a sense, you are challenging some, of -the aﬁsumptions of

-

-,

i .«‘ ) > . st
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ANNETTE: Oh yes! I would! What‘they think you aze going.to get.
Why I chose it. See, these children have no choice
where they are living in Edmonton anyway. But, it's all
right, it makes an intereéting'study.

. RESEARCHER: Returning to the p01nt we mentioned earlier. In
teaching the unit for the-first time, Annette, you are
not going to use things that you feel will not be of
value to the children, or helpful to your teaching?

ANNETTE: | Right. That's righ%. See like all these 'why' questions.
’ 'Why does each family live in their own house on an
. acreage?' Well, that doesn't make any sefise to me. You '
¢ have got to live in something. You are not going to have
' an apQrtment on an acreage, and you are not going to have
anything else, so why does eéch fami 1y live in their own

house. Well? It's kind of/ambiguous, isn't it? All >
right! Why are thare no sugeet lights? Well they would
understand that. en, they would say, I know an acreage’

where they have street llgﬁts I know, I have visited

some friends, and they do/have a street. light right in front
of“their house. They ar€ not too bad, you can overlook that.
This chart I am going to use (Student Master No. 5) but I

am going to use it differently than what they say. I'm
. - .making the charts; one is crowded and one is\not crowded,
e and that isn't what they set out for this one ay, but
s that is the way I want to do it. -

;# RESEARCHER:, In a sense, you are taking the idea but you are using your
’ . own charts and incorporating your own ideas? i p

ANNETTE: Because I think this is more meaningful and this will !
answer a lot of'questions; instead of populatien density. I
am not going to talk about population density. I am not
going to talk about population density in Medicine Hat, as
they say, and in Toronto, as they say. These children have

. no concept of how many people can live in a.-highrise - none.
at all. I showed them the slides and I'd say, 'How many
families do you think can live there?' ."Oh, maybe twelve."
Well, you know, there would be hundreds of people living in
one of those.' Say thirty storeys high and a wide building.
And I said, well look at the balconies. You know, the
balconies from one side alone, we counted forty. Well, the

. balconies are on the other side alsa, because in between they
have the back of the partments. You know, if you have eighty
apartments, how many people can live in that. They have no
idea and there i5 no use telling them. Like some of them
will say, "My mum had a birthday, and she's real old. She's
thirty one years old." Well that's not old, but to them it is.
But that is just one point, however maybe with another class
"I would use that concept and ‘develop it further

~

o
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Could I take a different perspective for a moment,

Annette? Would you tell me something about your room?

It seems most attractive to me and it would be helpful

to know something of the way you organize it and what o
is important about it for you.

I always try to have something that has to do with their
subject matter. I always-think I should have something

to do with social studies and I'm just starting to fix

up my board. I don't know if you noticed'This is my
country' and I start putting up different pictures and

so on. In time, it may be their work on it. Well, now
there was Fall, and Halloween, so I've just taken that
down. Today, I've been taking down, and I've just put

- up a few charts. I think you should always have some-

thing on health, and something on science. I always like
to display their art in some way. I hope you don't think

it is cluttered.

a

No. It looks most attractive.
Sometimes it gets cluttered.

No. But looking.around, I thought that you had a reason
for what you do. You have described the importance of
subject areas but, if I could take it a steP further, does
all of this have a purpose for you?

. : 3
It has a purpose. Yes. I do plan it. Some of the pictures
and charts I've used time and time again. Sometimes, I may -
not have used them last year, but I'l] use them this year.
There is a plan; I find a purpose to it and then I keep
changing them around.

You organize your room and your displays, Annette, to achieve
what you want to achieve?

Yes. That may sound a little dictatorial but I feel, afi%his
level, I can't ask the children, '"What would you like on the

- board?" Because they would have 'Batman' and 'Superman' and
. soon, on it. Later on, there are times, like around

Christmas, and so on, it is all their work. With a plan in
mind, we'll put up a big Christmas tree and they'll decide
what they want to put arcund it. Most of it is their work.

-Right now, there isn't that much of theirs outside of their

art. Then, another thing, I am just about ready to put up
some of their stories. You know, that they write; their
stories and language and then we display them. We have a
corner where “they can read their little -poems, and little
stoyies, or if they make booklets, this is their work. .

Y
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The children like to see their work put ﬁp?

Ch yes! Sometimes we will even take it and put it up

in the library. During Education Week, we"1l even put
it out in the hallways and other children can read their
work. It's mostly their stories that they print them-
selves, and so on. Then, they bring news that they want
to bring some other things that are of interest.

Current events are part of your displays?

Yes. Sometimes it will be something that has happened
right here, like the bus children or Trevor's mother, but
Tight now thege hasn't been anything. Right now we have
been talking about UNICEF. There was the baby that was
starving, and so on. - We talked about UNICEF boxes and

they took them all out on Halloween and out of twenty three
I think about elghteen took boxes out and they were almost
all full of pennies. So they brought them out. I was
showing them where some of the poorer people lived. I said
don't think that they send, them money. They said, because
it is so heavy. I said, we send them medicine or we send

‘them powdered milk or something like that, that we can: buy.

We had a talk about that first thing this morning. They

get an idea from the map but distance doesn't mean very much
yet. They just know 1ts far away or close by or it takes
you a long time to get there. They see these plctures of
statving children but they can't imagine what it's like.

All they know is that 'oh, when I get hungry before noon'

‘but its a different kind of ‘hunger.

But, going back to dlsplays and so on; sometimes there
will be a lot of their work up. At different times of the
year. I haven't gotten arothd to it. It has been such a
busy Fall here. Even 'This is my country', I put up the map
and so on.- It's just pictures of fields and pictures of
mountains and rivers and lakes and so on; what is in our
country so far. Then, today, when we were taking it up, I
put on another map; where Edmonton was, where Toronto was,
and where Medicine Hat was.

Are you reasonably happy with those pictures?

Yes, the pictures are all righ%6 Ma;be not the best but you
can't always find a picture that's su1tab1e You mean the
pictures from the kit? S p

P
Doed

Yes. ‘
[ . , ‘ ‘/

Yes. They are not too bad. Some of them are - like in the
film strip we noticed one of the pictures that was used
They are as good as can be expected

- r
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I hope you don't mind me asking questions at random,
Annette, but there was one other thing.you mentioned

in the questions I set out - and thanks very much again
for taking the time to write answers - you mentioned
having a lesson structure or sequence you worked through
that you found worked best for you with:your children.

I can't quite remember how you put it but that is what
you find successful. ! i

n

Q i
That works for me. ‘ ] BN
Yes, that is in terms of the children's learni%g.

I believe that how can you have an intelligent discussion -
with the children if they don't have enough knowledge of
something. Like, how can I talk to children about oceans
when some of them haven't seen it, or some of them don't
know what an ocean is; if there is life in it or what it
is used for. You have to do a certain amount of teaching
so that they will be knowledgeable.

I suppose Annette, one of the points I am making is how
closely this kit corresponds to what you find effective"
with your teaching?

Well, I wouldn't say its that S;gfg_ygg§g§egjid§p%éﬂ?fhf*’_’*"—’
all discussions. It shows—a film strip and then it says

. — -—'why*;"why', and 'why'. Well, unless you tell children

RESEARCHER :

ANNETTE:
RESEARCHER:

ANNETTE :

like, when I started fixst of all about a small city,
I said, remember it is a city. They do have: some of the
things the city has. Like your police, and your fire
department, and schools, and paved streets, and street lights,
and so on, but it is smaller because. . . . Then I would
tell them, and then I would show it to them. The story, as
I've said, wasn't very relevant to the film strip or to any
kind of a small town. I felt that of those, that one was
‘kind of weak. So I talk about it in my own way, what I
know and I pass the information on to them. Then, when I
show the film strip, and you ask them a question, I feel it
is a little more meaningful than just showing a film strip
and then saying 'why'. Then I tell them what to look for.

I don't want to misinterpret you Annette, but are you
saying, in a sense, there is not a lot of substance to it
for these children? - : :

That's right!

“In terms of knowledge?

Of knowledge. o
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RESEARCHER: Am I exaggerating?

ANNETTE: Well, just substance - substance for a lesson. There

isn't enough in there, That's where the teacher comes .
in.

RESEARCHER: - Knowledge, coulf I say, in terms of informational
: content?

ANNETTE: Information. Because they want more discussion than
what I think children at that level can do. They can't
. . discuss something they don't know.
RESEARCHER: Is the.emphasis on activities but without providing much
in the. way of information on which to base these activities?

ANNETTE: - Yes! I would say that. Although dt no time. .

RESEARCHER: I don't want to misinterpret you, Annette. I don't know
because I haven't taught the unit, I'm asking you
because I don't want to misinterpret but from what you

Vs

said . . . : e

_’JQEEEI\\' - that way. If I didn't know something about Toronto

to pass on to them. No, I shouldn't say that. The

information that I felt I passed on to them made the film

'gtrip more meaningful than if I showed the film strip and
- asked them.questiqns - why, why, why,
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TEACHER PERCEPTIONS OF TEACHING (TPOT)
(Grade 2 - Kanata Kit)

Topic:
Date: ' ' Time:
_Expectations Realizations

of the lesson . of the lesson

Other comments: R ’

(

Duration of lesson: | " minutes
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Part 1 - bpener \

Overview PartI introduces the major issuer: \l <7
How should neighbourhoods in Canada use space? '

The students are intrpduced to the concept of
neighbourhood and are given a vigual 1n§roducuon to a variety of
nelghbourhoods across Canada. Each student then develops an
initial hypothesxs as to the prcfermd charactensucs of a
nelghbourhood *“I would lxke to live in a nelghbourhood which
has. ..’

TN\

_ Itis essential to the success of the unit that each
, student understands what a hypothesis is. In Webster's New
Collegiate Dictionary a hypothesis is defined as *‘a tentative
. assumption made in order to draw out and test its logical or
empirical consequences.’’

i The students” hypothesis will be re-evaluated three
times during the unit. Each student will be given the chance to
affirm his or her initial hypothesis or to revise it.

189
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Identifying Canadlan Nelghbourhoods

Intention -

Objectives

Value

rKnowledge

Skill

. Materials

Procedure

\

8]

[§%]

L
T

In order for students to focus on the major issue of the unit, they
must first develop an understanding of the concept of
neighbourhood. This entails an examination of various
components which make up a neighbourhood. Activity 1 uses a
filmstrip to enable students to look at a variety of neighbourhoods

- throughout Canada. Each student is then asked to formulate an

initial hypothesis listing the components his or her ideal
neighbourhood would include. .

The initial hypotheses are of great importance to the
entire course of study. As the students gain more information they
will have opportunities to re-evaluate and alter their mmal
hypotheses.

The students will become aware of a variety of Canadlan
neighbourhoods.

Concepts: neighbourhood, hypothesxs
- Generalization: There are a variety of nelghbourhoods in Canada

The students will begin to develop an understanding of what is

-involved in making a hypothesis.

I Fllmstrlp and audlotape This Land is Your Lan(l in kit

.. Large sheets of paper

3. Student Master No. |

4. Student Master No. 2

I. Before showi ing the ﬁlmsmp tell the students they are going
to see some pictures of Canadian neighbourhoods. Point out
that there are many. neighbourhoods in Canada, and they are
going to be studying several of them in this unit. Help the class
to make a list of the kinds of things they might expect to see.
¢ What We Expectto See.™) - :

. Show the filmstrip.

3. Ask the children what they saw and have them record their
ideas on a specific colour of paper. (**What We Saw.’")
Accompany notebook work with a-master chart on the wall
{See Student Master No. 17)

4. Show the filmstrip a sccond time. and ask the children to look
for different thmgs

5. Record their new obsf.rv.mons usmg a different colour of
paper.’ ,‘ : _
6. Have the students circle things on~Student Master No. | that

’
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O~
they would llkc to have in their nexghbourhood Have each

student Write out a hypothesis, bcomnmg with, **I would like
to live in a neighbourhood which has. . ."* (For example, lots
of trees. a horse, and lots of room to play )

The students may wish to learn the song, **This Land Is Your
Land.’ Sce music sheet Student Master No. 2.
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. 4-Fraffic

What We Expect To See What We Saw

Student Maste_r No. 1

People

Buildings

Trees

Mountains

Bivers/Lakes

Pets. | )

* Businesses

Houses

Farms

Apartments-

Open .Spaces |

I

Crowded Spacés

Fun Things (Recreatio\n)

Factonies

Pets

Others

“Hypothesis: I would liKe to live in a ncighbourhood which has

. N

L S

because

-

(%)

Name

Teacher's Cdpy - See duplicatioh copy in Student Mzwtér Envcldpc )




MUSIC SCOBE“ON LEAF 193,
NOT MIGROFILMED. - - . |

THIS LAND IS YOUR LAND - .
by WOODY GUTHRIE

. 1956 ;7 1958, & 1970 LUDLOW MUSIC INC. NEW YORK, N.Y.
WORDS AND MUSIC BY WQODY GUTHRIE.
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Date: October 15

Time: _ 1.20 p.m.

Placé: Cora's classroom
* +
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ANDREA :

CORA:

'KELLY:

CORA:
PAM:

CORA:

STEPHEN ; -

QPRA: }
SCOTT:
CORA:

BILLY:

CORA:

SHANE:

CORA:

PENNY :

 CORA:

PENNY:
LESLEY:

CORA:

TODD:

" CORA:
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What is a neighbourhood?. Andrea? f*
A place where peoplercan live.
Allvrighp. A place. where peoﬁle can live, Okay, Keily?
A place where there are parks and schools.
A placé where we have parks and schools. Pam!
A place where there are doctors and shops and gas stations.

Okay. Where we have doctors‘andvstorekeepers and- gas
stations. Stephen! ! '

Where you could play sports.

Where you could play sports. Scott?

Where there are old people's homes.

Where we have places for old people to live. Okay, Billy!
Where we Have friends to play with.

Where we have friends to.play with. That's an interesting -
sentence or an interesting suggestion. What do you think
Shane?

Where we have shopping centres. .

Okay. So (turning to the blackboard) A neighbourhood

is -- a place -- where people --- live.
Where does the word neighbourhood come from?
Neighbour --- hood. Penny! -

From neighbours. . i

It comes from the word neighbours. What are neighbours?
Penny ?

People who live in the next house.

Or near you.

— [
Or near you. . All right. A neighbourhood is a place where
people live. It is made up of people that live beside you,
in front of you, somebody said near you.

The'whole world. o

~

Would the whole world be a neighbourhood?
Aot
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No. ‘ ' -
The whole qqud could be a neighhoufhood

Just remember that. Later on when we are talking about
other things let us remember that. Will you remember

that Pam? That the whole world could be a neighbourhood.
We heard.that in church. (
You heard it in churéh that the whole world was a
neighbourhood. (Turning to the blackboard) A neighbour-
hood is a place where people live. Now we have that part.

It has --- parks, --- playground, schools, --- shopping
centres, --- gas stations, --- restaurants. .

Now Billy said that it also has friends.

It --- has --- friends --- for us --- to play with.

3

Okay. I want to show you some pictures. Now I want you
to tell me if you think these pictures are neighbourhoods
or not. Okay, hére is a picture. Don't call out. Just
look at it. Just look please. (Picture 10, A Nigerian

Village. One World/The Community. Fitzhenry and

Whiteside Limited, 1971).

Okay. How many of you think that this is a place where
people live? -

Raise hands to indicate their. agreement

How many of you think that this could be a neighbourhood?
Raise hands to indicate agreement.

Why do you think this could be a neighbourhood Billy?

9 .
Because there are lots of people beside houses.

Okay; Bill thinks that when people live together in an area
it is a neighbourhood. Very interesting, Billy. 1I'l1l put

this one up here.

I know another reason. ~
What's the other reason?
Becaus% people live there.

That's what Billy said. There were people living in this
area. He thinks that is a neighbourhood. Now let us have

a lgok at this without talking first. Just look. (Displaying
Picture 4. Shanghai sampans)

What about this picture. It is a very interesting picture;

a different picture; one that you don't see all the time.

All right. Now what is this place full of? Can you tell me?
David! : :
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It's full of boats.

Boats! It's full of boats. What is special about these
boats? Kelly!

They're house-boats

They're house-boats. Would you call this a neighbourhood?
How many of you would call it a neighbourhood?

(Most pupils réisé their hands in agreement)

David, why would.you call this ; ﬁeighbourhood?
Because it has got houses . . . and lots of people.
Lots of people.\ Lesley!

Because peop}e are living on the boats.

Because people are living on these house-boats. It is full
of places where people are living. Billy!

There are a lot of people living close together. I went
to China. A -

You lifed_in China? You went to visit there. All right.
Everybody says that is a neighbourhoéd too. (Display of
Picture 13. A prairie community)

Just look! Don't talk first. Have a good look. Do people
live here?

Yes.
Cynthia, do you think this is a neighbourhood?

Yes.

" Why do you think this is a neighbourhood? Gary!

There are houses. ' °

Kelly!
Because a lot of people live there.

Because there are a lot of people living in the same area.
Okay, let us look at these pictures (The following pictures.
are set out on the blackboard ledge: 1. A New Zealand
sheep station; 3. A Bedouin community; 14. A kibbutz in
Israel; 15. The market place in Agades; 7. Eskimo community
Teceiving winter supplies; 8. An Indian village in the
Queen Charlotte Islands, '1878; 12. A Swiss mountain village.
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Just look. We can discuss later on.

(Cora asks Lesley if she is not. feeling well. Lesley
goes to the office to lie down) o

Okay. Hands up those that think this is a neighbourhood.
(pointing to picture 1). How many think that this is a
neighbourhood (indicating picture 3). How many think
this is a neighbourhood (picture 14).: Richard!

There is lots of houses and lots of people.

Are there as many houses in this part (a New Zealand sheep
station) as there would be house-boats in here (Shanghai
sampans) ? _ =

No.

Billy!

There are many people living pn<the boats.

People living together on the boats. Right. We have said

all those pictures are neighbourhoods.

He must be a good artist to make that Sky;

Have a look atAthis. Just look carefully (piéture 15,
the market place in Agades). Pam, is it a.neighbourhood?

Yes.

Yes. Scott, is this a neighbourhood (picture 7. Eskimo
cogmunity receiving winter supples)?

Yes.

Mathew! (Picture 1, A Swiss mountain village)

Yes.

Why is it a neighbourhood, Kevin?

Because there are lots of buiidings'grOuped together and
a lot of people living in them. '

Because a lot of people are living together. AIl Tight.

So most of you think that one of the most impoTrtant things
to a neighbourhood is the fact that people live together in
one place. . .

Yes.,
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Could we see the rest of the pictures?
You want to see the rest of the pictures?
Yes!

I will show you the rest of the pictures. I don't think

I need to but as you are interested I'l1 show thenm to

you. (Displays additional pictures which include’, among
others: 19. Downtown Vancouver and harbour; 11. A
Newfoundland fishing community; 10. A Nigerian village;

8. An Indian village in the Queen Charlotte Islands, 1878).

I like that! That's a nice picture.
Let's try and keep the comments down. Sit down Gary! The

remainder of the pictures are displayed and the children
are given the opportunity to express an opinion as to

- whether or not each illustrates a neighbourhood.

Okay. Now, you ail feel that most of these pictures are

neighbourhoods. There is only one picture, or perhaps two

pictures, that you felt were not pictures of neighbourhoods.
- \ .

I thoyght theéy were all neighbourhoods.

You thought/ this one (Picture 1. A New Zealand sheep
station) was not a neighbourhood. Why did you think this
was ‘not /a neighbourhood? Mathew! . .

and perhaps six people there. Some of you thought
this wasn't a neighbourhood (Picture 3. A Bedouin community).
Okay, all the rest you think are neighbourhoods. That's

very good. They all are neighbourhoods but they are not

all the same. They are not all the same but they are definitely’
all neighbourhoods. This is a neighbourhood in a desert
(Picture 3). This is a neighbourhood on water - house-boats
(Picture 4). This is a neighbourhood that existed many, many
years ago (Picture 8). This is a neighbourhood that we see
quite often. Andrea, when would you see this kind of a
neighbourhood? (Picture 13.) '

When you were driving out in the country.

" Would you see this neighbourhood driving out in the country?

(Picture 11.)

No.

‘Do you think this neighbourhood still is today? (Picture 8)
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PUPILS: - Yes. No. ‘ \ o
CORA: How many think that you could see a neighbourhood like
" this? Not where maybe we drive. ' Where would you have

to go to see a neighbourhood like this? (Picture 10.)

TODD: Around tﬁé world.

CORA: Some piace else?

KELLY: The other side of the world, okay. Some place else?
MAREY : Jamaica?

CORA: All right. Now, these neighbourhoods are not all where .

we can drive to. What about this.neighbourhood? Where
do you think you could see a neighbourhood like this?
Shall I tell you where this neighbourhood is? (Picture
19. Downtown Vancouver and harbour.) :

PUPIL: It is across town.

CORA: Do you think it is across our town?
PUPILS: ~ Yes.
CORA: Do we have this much water ;nd mountain near our city?
~ PUPILS: No.
HEATHER: That is the ocean.
CORA:’ It;s by the ocean.
~ PUPIL: It's Hawaii! ' | : °
CORA: Do you think it's Hawaii? - ‘ - ’ v
'PUPILS: . Yes. No.
'DAVID: It could be Banff.
‘CORA: Banff? |
KEVIN: * It could be B.C.?7 :
CORA: B.C. What would make you think it's B.C., Kevin? ";f
KEVIN: - The mountains. |
CORA: The meuntains. Very good! This is downtown‘Vancouver in

British Columbia. Where Kevin said - B.C. Would you see
this (indicating Picture 12) if you were driving around
our city? ’
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PUPILS: No.

CORA: How many of you would? Are we within driving distance
of the mountains?- Hands down. This is mountain country
‘(referring to Picture 12). Do the buildings seem like
those you would see in the mountains where you have
drivén? 1Is it like around Banff or Jasper? Look, just
look, and think if it is 1ike Banff or Jasper.

How many of you think it could be Banff or Jasper?
MAREY : Jasper.

CORA: How many of you think that the mountains are there but the
homes don't look like our type of homes? How many of you
think it might be some place else?

SHAUNA: I think it's the Rockies.

CORA: Okay. It's someplace else. It's in Switzerland. Let's
have a look on our world map. Here it is. Have you seen
a neighbourhood like this? (Picture 11.) How many of you
think that we couldn't get into our car and just drive to
it in a day or two? ~

PUPILS: (Unceftain)

‘ This neighbourhdﬁd‘is.in a place called wewfoundland.
RHONDA:  I've been there. It's like California. -
CORA: Now, .I want to show you some other pictures in a minute, but

what is the most important part of a neighbourhood? What is
the most impoftant thing in a neighbourhood? What makes the

neighbourhood?
LESLEY; Houses.
CORA: Juét houses?
RHONDA : People
CORA: Pam! What do you think is important in a neighbourhood?
PAM: u People. |
SCOTT: o Shelter.
" CORA: e People. People make a neighbourhood. Well, do you tﬁink R

that the house, shelter all by itself makes the neighbourho6d?

PUPILS: No.

S
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CORA: No. The people make the neighbourhood, People 1living
in the same area make the neighbourhood. So, let's
change some of this. What is one thing we have learned?
What is it that makes a neighbourhood?

TODD: - People.
CORA: People. (Writing on the blackboard)
People --- make --- a neighbourhood.

Are all neighbourhoods alike?

PUPILS: Yes. No. —~

CORA: Are all neighbourhoods alike?

‘PUPILS: | No. \

CORA: From the pidturesf§ou saw. How many of you think that

they are not-alike? Okay, do you think we could say that
~there are many different kinds of neighbourhoods?

PUPILS: Yes.

CORA: - Okay (Writing on the blackboard).. There --- are --- many
--- different --- kinds --- of neighbourhoods.
Now, I showed you pictures of neighbourhoods in other
countries. Do you think that Canada has different kinds
of neighbourhoods?

PUPILS: Yes.

CORA: How many of you think Canada has d1fferent kinds of
neighbourhoods? - ¢ -

PUPIILS: ,(Most puplls put up their hands). Pupil comment:
Gary doesn t. :

CORA: Well, I don't think Gary reaily'concentrated. Okay. People

make a neighbourhood. There are many different kinds of
neighbourhoods. Some of you mentioned to me that to have a
neighbourhood you would have to have a-park. Do. you think
that ‘these people have parks (pointing to P1cture 10. A
Nigerian village)?

PUPILS: No.

CORA: Can't afford a park? Do you think these people have parks?
(Picture 19. Downtown Vancouver and harbour) '

PUPILS: Yes.
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WheTe would their pérk be, ephen?.

Over ther more (pointing/to the picture). "I can see
a baseball diamond.

You can see-‘a.baseball diamond? Okay, Stephen. Do -
you think these people-have parks (Picture 1. A prairie
community) ? )

Yes.

It looks 1like all park. Okay, let me show you another -
picture. What about this (Picture 4. .Shanghai sampans)?

No. . - ~/’/J -
How many of you think they do? How many of you think
they don't? :

You don't have a park onfa boat,

You can't have a park on a boat. Hands p if you think

these people have a park. Hands down i u think they
don't. To live in a neighbourhood do you have to have a
park?

4
, AW
Is it nice to have a park?

No- : ’ “ L %

Yes.

)Yes. Okay. (Reading from blackboard.) nggée make a

nelghbourhood There are many different kindg of neighbour-
hoods . Okay. I want you to copy that down on a sheet of
paper. -We will put it in our books. Dana, will you pass
out one of these please? (Sheets are distributed to each

student.) Okay, copy down the headlng, '"What is a Ne1ghbourhood7"

Will we put in our books? ’
e . ) t

Just copy it first, Stephen. 1'11 give you five or ten

minutes then I want to talk a little bit more.

We've looked at a lot of piétures of different kinds of
.neighbourhoods. We said that not all neighbourhoods were

" alike. The only thing that was the same about neighbourhoods

was that. they were made up of people. Okay. Not houses.
Do houses make a neighbourhood? : o

e
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What makeé a neighbburhobd?

Peoble. |

The people in it. Just remember, these people (Picture 3.
A Bedouin community) don't have a house - they have a tent.

The people are part of the neighbourhood ocut in the desert-.
Right! How many of you would prefer, if you had a choice,

_ to live in this neighbourhood? Now seriously; you would

Penny? Why would you like to live in this neighbourhood?
Because there would be loys of plac§s to'plgy. |

She would have no friends.

There would be no friends there? Penny, would you be able
to go and model in this neighbourhood? Would you be able
to take swimming lessons in this neighbourhood?

No.

You Qoﬁldﬂ't be able to dolanything but play.

How many of fou think you might getvbored with playing?

(Many put their hands up in agreement.)

. How many of you think you would miss doing some of the

things you do in our community? >

(Many put their hands up in agreement.)

Okay. Hands down. Andrea said there were no schools here
and you wouldn't learn very much. Where would you get your
learning from in that neighbourhood?

From your parents. .

From your parentg - mothers and fathers. Now, how many of
you would like to live in this one? How many of .you would
like to live in this neighbourhood? How many of you would
not like to live here? (Picture of the Rocky Mountains) What
would your reasons be for not wanting to live here? You
must have a reason why not. Kelly!

Because theré_wouldn't be very many people.

Not too many people/ Not many friends, not many houses.
Cynthia! ' ‘ :

//'

.
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There'ﬁould be too many trefz. ' -
Too many trees.f Marey!
There would be mals andé%hey might attack us.
Animals might attack you. Okay. - | .o
With all the trees you could get lost.

Pam thinks you could get lost. Marey too feels there
would be a danger in living in this neighbourhood. Scott!

You could fall down.

Okay. How Thany of you would 11ke to 11ve in thlS neigh-

‘bourhood? Why would you think you might like to live in
-this one, Kevin? (Aerial view of Edmonton.)

There are lots of people and lots of houses.

There are lots of people in Edmonton and lots of houses.

You could make frlends.

You could make friends with the people you don't know. Shane!
There are lots of schools.

You th1nk there would be schools in this neighbourhood. Yes.
Okay. How many of you would like to live in this neighbour-
hood? How many of you would not like to live here? ‘Stephen!

Why would you like to live here? (Picture 3. A Bedouin
community.)

" Because there is lots of sand.

And sand is important to you. Okay. If you had to make a
choice, Stephen . . . do you think these people look as
though they had bicycles?

‘No.

Do you think these people would go and play soccer?
No.
Do you think these people would go to a park?

No.
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CORA: Stephen! Do you think you would miss rldlng a blcyc1e9 =
: : And playing soccer7
TODD: R ¢ you werxe. born there you wouldlget used to it.
>CORA: - Todd magi an important statement What was his statement?
SCOTT: ‘ If you Q;re born there you would get used to it.
CORA:k s Yes! .Todd said 1f you were born there you would get used

to it. Why would you possibly not 11ke living here 1f
you were born here? Penny!

“PENNY: It would be your part of the wtrld.

CbRA: It would be your bért of the world and‘you would be born
»right into it. That would be all that you would know.

STEPHEN: You wouldn't even knowAyhere thezschgol is. A ' ; .

CORA: That woula be very true. Okay. How many of you would

like to live in this one? (Picture 13. - A Prairie community)
Why would you like to live in this one, Michelled

_MICHELLE:" Because there is some people.

CORA: There is some people. Yes. What else? Dwayne! Why-would
. you like to live in this place?

DWAYNE : Because it:has lots of houses.

CORA: ~ Lots of houses. It doesn't have quite as many as some of

: the other neighbourhoods we've looked at. = Why would you {
like to live here, Todd? | T

~ TODD: , Because it looks like Tofield.

COQ&: - And what is Tofield?

TODD: It's in the country.

CORA: ~ What's infportant to you about Tofield and be1ng 'in the

' country? What do .you like about it?
'TODD: , Riding horses.

CORA: Riding horses. Billy!

BILLY: . It has lots of space to play. ‘ >

CORA: Lots of space to play. Billy thinks space is 1mportant.

Billy, to you, space is important. Right?

[
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We are all a little different. What might be

How many of you think that all- of

us think the same things are important? Row many of

you think that some things are impertant to all of us and .-

some things we are ‘different in? Okay. There is one
thing that comes through to me from talking to .you that
is important.
‘someone to .

Play with!

All of you think it's important to have

7

How many of you think that friends are important?

E

7

“(Most raise their hands.) ,/ s

Right.
in our desk.

P~

T

All right. Okay. I think we will put our books
" Now I want you to sing our song.

=~y



Ld

¢ APPENDIX G -
. ;

a7
TRANSCRIPT OF SOCIAL STUDIES LESSON, ANNETTEA

Date: October 18

- Time: =~ 2.35 p.m.

Place: Annette's classroom.
4} w " ’

S TN

N

~

gy ST
T e

208



ANNETTE:

JODI : 7

ANNETTE:'

CARMEN: ’

ANNETTE: .

JANNE: .

ANNETTE:

RICHARD:

ANNETTE:

RICHARD. "

~ ANNETTE:
PAULA:

" ANNETTE:

BRIAN:

ANNETTE:.

v e

209

- Being neighbours is what you call people living across

the street. Even people in other provinces are what
you call your neighbours; they are really your
neighbouring provinces. You can have a neighbour that's
-another whole coyptry. Yes. Now, in what way are you
being a good neigﬁbour in our district. Will Jodi tell
us? In what way are_you being a good neighbour, Jodi?

Ivgave some things to my friends.

. When you give something to your friends. How about you,

- CArmen?

When I babysit for them.

Wheﬁ yeu babysit for them. How about you?

You give them éome clothes that are too small.

You are also being not only a gooz neighbour but a good
friend. Now think. In our community how do people help

~each other? Now, I'll give you an example: Is there
anybody that would help you if something happened to you.

+ Richard! “

The“nurse and“the_doctor.

A nurse and. a doctor. All right. In the hospital how do
the -people help you? Richard said a nurse and a doctor
help you when you are what? ' - )

When you are sick.

~ When you are sick. Paula!

And they come and visit. you.

The nurses can come and visit you. The school nurse will
come and make a visit to your home if there is something
wrong. If you come down with chickengpox or measles or
something. She comes to see you them.

Or you go to the doctor.

You go to the doctor. How about laws? Different laws in
the country. You know how we have to live by the law.
What are some of the laws that you live by? Come on!

Come on! = Blare, you tell us. Who has anything to do with
laws in your community? You know what a law is - it's a
rule. ' l

-~
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I knoy.

N

Don't double.

Just a mlnute - don't double what? Now finish your

‘'sentence. e

People;

~——

People what? All rlght you tell them Jamie. He doesn't
seem to understand.

You don't double people on your bike.
Right! On your bike. Jared!

You don't steal. |

Don't steal. What happens if something is stolen? rHow is
the law enforced; or the rules of your city or commun1ty7
How do they enforce them? Jared! What happens7

You get in trouble.

You get in trouble. You certainly do. Then, who comes to
straighten out the trouble?

The police.
That's right. Good for you Jared.

When you groﬁ up you go into jail.

 That's right. If you don't straighten yourself out and

mend your ways, That's right Trevor and you deserve to go
there too. '

Another law is when you are on a sidewalk. You walk up
the street and you come to a corner. Don't jay walk.

Very good. See he is observing rules and laws. Now what

'would happen to you if you didn't observe laws.

You can get run over.

- And if you don't observe the laws of stealing, as Blare

said; if you grow up and keep on doing that, then you are.

‘going to end up in jail. That's not a very nice place to

be. Trudy!

o]
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And don't smash windows or anything or you will have
to pay for them.

Damage other people's property. That's law enforcement,
All right. You all know right and wrong in your own
community and in our city. How about helping old people?
How do we, or your parents, or the people in the city
help old people? Carmen!

By helping them to have a place to live.
Yes, that‘s'one way; but something else. Christine?

When the bus is crowded then you stand up and you let
them sit down. 4 .

Very good'v Did you hear that Trevor? No, he didn't.
Richard, another way?

You can cook food for them,

You\Ean cook food. Where do some of our older people live?
Where old ladies stay when they are real 01&. |
Where?

In a foster home.

Not a foster home. A senior citizens home.. It isn't as

if they are so very old or there's anything wrong but these
people live together. They have their own suites inside a
larger building but there is only elderly people living
there. This is called a senior citizens home or a senior
citizens lodge. Now when you go on 90th Avenue across the
street there is the Ottewell Lodge, the Bethany Lodge and
you find many old people. You should always be kind to the
senior citizens. Now, remember, we are having our birthday
celebrations in, Robinwood School and we are going to have
some elderly people at our school.

Now, how about rules that are enforced in the playground?
During the summer time children, when you are going to the
playgroungd, who goes there? In our school grounds we have
teachers on supervision but during the summer when there was
no school?

Playground supervisors.
Playground supervisors and they are people who are paid by

the city to supervise children. Can you imagine what would
happen if there was no superV151on at a117 Jodi! '

~
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JODI: Somebody would get hurt or tease.

ANNETTE: Get hurt or tease, or the bigger ones would take it
out on the little ones. Yes! :

HELLEN: They could get lost.

ANNETTE: They could get lost. Right. Carmen!

CARMEN: Grab swings.

ANNETTE: Grab swihgs. Jamie, anything else? "Yes, Everett?.
EVERETT: | You will have bigger ones in places where they shouldn't

be - with little ones.

ANNETTE: You are absolutely right. You need a playground super-
visor don't you? All right. Now that's talking about how
people help each other. How do we get it? Things are
pretty good aren't they? In our neighbourhood you can say,
""This Robinwood community is a nice place to live in."
None of you can say its really bad because there are many
bad people here and many bad things happen and there's a
lot of heavy traffic and so on. We don't have that here
‘but, in what way can it still be good? How do ‘other people
help us get it better? For example, the fire department.
There aren't many fires but there are some. Now the fire
department doesn't want there to be any fires. That would
be the best thing. 1Isn't that right? Yes, Jamie!

JAMIE: Because people are kind.
ANNETTE: People are‘kind. How about when you go to the community

- centre. ‘When you go to the arena is there ever anybody there
PUPILS: Yés-. —
ANNETTE:  Yes. What happeng there when you gé skating?
JEFEREY: You can play games on’ the ice. -
ANNEITE: Is there a timetable? Can you play hockey when you feel

like it? - : ‘

PﬁPILS: No.
ANNETTE: What happens in the arena? Trevor, you were interrupting.

What happens at the arena when you go skating?
JARED: - They play hockey there;
ANNETTE: All the time?

JARED:  No.
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_ANNETTE: No. They play hockey on certain nights, All right,
What else’

PAULA: There s public skating there, w

ANNETTE: There's public skating. What else? Paula? .

PAULA: At certain times you have to go there.

ANNETTE: They tell you what time fo go there. You can't go there

right at two o'clock in the afternoon when you feel like
playing hockey. Yes, Trevor!

TREVOR: At the end of the year - like last year, at the end of
the year - we had a skatathon

ANNETTE: Yes, that's right.

TREVOR: We couldn't go on the ice, then.

ANNETTE: | No, you couldn't go. Or, when they have a carnival. So

you see there have to be rules. Now they are trying to

make it better all the time so that the neighbourly community
will be a still better place to live in. Now, another thing.
Now about your friends or your neighbours. Suppose you went
away on a holiday. Did you have pretty good friends or
neighbours who would look after your house? Carmen, do you
ever have anybody look after your house when you are away?

. CARMEN: We do.
ANNETTE: ) Do you, Christine?
CHRISTINE: - *When’we go on holidays, Jamie's mum comes over and feedé
our cat.
ANNETTE: Isn't that a good neighbour? Hoﬁ aboutvyou, Brenda?

Nobody ever looks after your house? What happened when you
went to Calgary?

BRENDA': Nobody looked after it.
ANNETTE: Nobody did? Hellen, what about you?
HELLEN: When there was a flood once, our friends put all our thlngs

upstairs to dry. They took care of our house.

ANNETTE: See, when there was a flood. Now you need a neighbour.
' Trevor and Jamie. Yes, Jamie!

JAMIE: I had someéne look after my house - my dog Duchess.

Y
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There. When you go'away do you take your dog. with you?

All right. What can you do to make your neighbourhood

still better? Can everybody tell me one thing?

The

thing that makes their neighbourhood better - whether you
Michael,
how about you? What can you do to make your neighbourhood

are at Millwoods or whether you are at Robinwood.

better? I'd think about that.

You could help people.

You can help people. How about you, Jared?
Not walk right across the road.

Not walk across the road except at the crossing.
how can you make your neighbourhood better.

Help keep things clean.

Help clean things. Jeffrey!

Don't litter.

Brenda,

Don't litter. That's a very important one because everyone

of you could do what Jeffrey has said.
Don't break glass.
Don't break'glass.

Don't throw bottles on the streets.

‘Right. Trudy?

. Make good friends.

Make good friends. How about you, Everett?
Make other people stop from breakingothe'law.
Right. Stop other people from break1ng the law.

Don't walk upon people S. grass.

N\

Carla!

Ah! That's a good one. Don't walk across people's grass.

Don't cut across lawns - especially corner lots.

Don't leave things on sidewalks.:

_ Brenda!
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Yes. Don't leave things on sidewalks like banana peel,
Jeffrey?

Don't go dinging doorbells and run away .
Yes. All right\ Jodi!

If they want to play football they should play on their
own place.

Trevor, go and sit in that desk hehind Paula, then you
won't have anybody to dlsturh Jodi, will you repeat
what you said? :

These boys were playlng football in the place where we
play.

If they want to play football they should go'to their own
area. Those are some of the things by which you can make
your neighbourhood a still better place to live in. _
Richard? %

. ~
Taking care of your house.

i

!
How about people taking care of your house when you are

away? e

When we go away we take our plénts to our neighbours.

And they look after your plants when you are away. All
right. Suppose you were at home alone and it is night time.
How would you feel? Linda? m\>

I would feel sad. : -

You wouldpkeel sad. How would you feel? -

I would feel scared.

You would feel scared. How would you feel, Jared?

I would feel scared.

You would feel scared.

I would feel lonesome.

Lonesome. - -Brenda!

I would be frightened.
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ANNETTE: You would be frightened. You, Jamie?

JAMIE? I would feel good because I would scare my sisters out
’ ) of their wits.

~ ANNETTE: All right. How about you, Trudy?
TRUDY : I would be worried.
"~ ANNETTE: You would be worried . These are some good suggestions.

How about you?

EVERETTL . I would be scared.

JOHN; Nervous. |

ANNETTE: And you?

PUPIL:. iTerrified.

ANNETTE: And you?

PU?IL: Excited.

ANNETTE: Now you have said the wayé you would feel. Now, Carla,

you would be scared. Some of you said that you would be
scared, terrified and frightened. Now, why would you feel
that way? Jodi, you told me you would be terrified. We
said that this neighbourhood was a nice neighbourhood. It's
a friendly neighBourhood. 1It's a peaceful neighbourhood.
People are kind and helpful. Why would you be frightened?

JODI: Because some peoplé kidnap.
ANNETTE: . Because some people kidnap: kwﬁy would you be afraid, Jared?
JARED: ' -Because there is lots of crime.
ANNETTE: - Lots of crime. Jeffrey?
JEFFREY: I wouldn't be too afraid as'I hav; some knives of my Own.

_ ANNETTE: You feél’yoﬁ could protect yourself. Carla! .
CARLA: ~ You could leave the door open. . N
ANNETTE: They could take you awéy. The othef day children, at the

back of the room, I put a sign up. Block parent. Why do
we need block parents? Jeannie?

JEANNIE: °~  In case you need to go in.
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Yes. Now you know the sign in the window and that
you can always go there. Now, we just have a few minutes,
children, and I'd like to finish this up. How do you
feel when you are left alone at home? At night some of
you said you were excited, surprised and terrified and
so on. How do you feel when you come home after school?
Trevox!

N\
Sad.
You feel sad. How do you feel, Paula?
Lonesome.
And you Jared?
Happy .
You are happy. How about you, Jodi?
I'm scared. . |
Scared. Blare!
Worried.
Linda?

Worried.

There is one more thing I want to ask you children. In our
parks . . . now you have small neighbourhood parks . . . ¢
there are trees planted and perhaps a community centre and
so on. - How many of you know who has planted those trees
and looks after the grass? How many of you know? Do you?

The poiice.

No. They see that nobody cuts them down.. Remember, the
pa:k belongs to everybody in our neighbourhood.

The city.

The City Parks and Recreation - ‘that's right. Now, how
many of you have ever seen stray cats or dogs. What
happens when you see a stray kitten that doesn't belong to
anybody - do you take it for yourself?

[

No.

What do you do with it, Carla?
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You call the pound.
You call the pound. Jamie!
You take it to its owner.

But suppose ‘it didn't have any tag on it or address.
You would call the S.P.C.A. or the pound. The pound
is the short way of saying,\or at least the same thing ////'
as, the S.P.C.A. The S.P.C.A. is the Society for the

Prevention of Cruelty to Animals. Now, winter time is e
coming. Instead of seeing the poor little kitten freezing
out on the street and so on, we should phone the S.P.C.A.
or the pound and they'll come and pick it up. Now, )
sometimes people want a kitten or they want a little dog, e
and they'll phone them and get one from there rather than

have it put to sleep. Now, children, that is all the

time we have today so we'll just continue tomorrow.

—
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