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ABSTRACT | ‘

-The study was designed to provide for an empirical

examipation of the assumption implicit in much curriculum

discourse. that there exists a relationship between thé

‘manner in which knowledge is organized for instructign

-~

and the properties exhibited by the instructiohal system

~in which it is situated. Conducted within the framework

of an abstracted ihstfuctional systen, educationalﬁgnow4
ledge codes of the integrated and collectioﬁ types Qerg'
designated as the modes of kﬁowledgé organization to be -
investigated. The dimensions Of’classroom experience

(systemic elements) posited as existing in a relationship

. with the knbwledge code employed were: (a) instructional

intent, (b) the’condition of "knowing that," (c) the form.
of inguiry, (di;the paradigm of activity, and (e) instruc-

.r/ . k3 L
tional resonance. A major ‘research hypothesis and- five

. sub-hypotheses were formulated to guide the study.

In order to test the hypotheses five distinct and.
independently conducted.case studies were carried out.
In each case study the "instructional‘sysﬁemicé"‘of a

class employing-an integrated code were compared with

those of a class employing a cbllection code. Data were

~collected by trained observers using the System for

Analyzing Classroom Transactions, and by means of the

Instructional Resonance Questionnaitre. ' Both instruments . .

were déveloped specificglly for the pufposes of the study.

L /' .
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Observatlonal data were sub]ected to Chl square anale1s
7

?d questionnaire data to t test’/nélys1s s N

The study resulted in no evidence to suggest that

.

the instructional intent, (b) the COﬂdltlonS of L'

"knowingfthat," or (c)} the instructional resonance,
\

obtalnlng in any 1nstructlonal 51tuatlon, are 1in any way
N2 - ¥
related to the knowledge code employed i.e., the relation-

* ships are best described as independent. There was some
evidence to suggest that the form of inquiry and the para-
digm of activity obtaining in an instructional situation,

. may be related tg the knowledge codeﬁgmployed,,i;e., the
felationships tended toward interdepeﬂdence. The flndlngs

/-
pertalnlng to form of 1nqu1ry and paradigm of activity,

however,-were by no means-conclu51ve.' '7=§:'
Viewed from a systems perspective the f}ndings
of'the study.indicate that statements of a general natufe
( asserting the existence of a relationship between the-

educational knowledge code employedginuan instructional'

"

'situation, ‘and the- general systemlc conflguratlon are

o

unwarranted For ‘some dlmen51ons of classroom eXperlehce
& .

the relatlonshlp tends toward 1ndependence, for others

the tendency 18 toward 1nterdependence

&
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Chapter 1

INTRODUCTION
O

The problem of how to best organize knowledge for

the purpose of instruction is one which has been peren-

'\nially puzzling for-the curri‘ulum scholar. Whether the
-

Ly

L
structure of the curriculum should reflect a separate-
-
»

subject organization of kﬁowledge: or the more encompassing
"forms" of'knowiedge, or péfhaps @egy the existenée of |
categories ofvgnowledge, or yhether }hdeed.the curriculum.
should reflect some other‘ﬁahneﬁ of organizigg knowle@ge*x
for instruction, are among~the¢%uestions to bé'confrénted
continualiy.i However, while the cpoices availgble have

obviously been numerous, the school curriculum, particu-

larly at.the éeCOndary school level, has traditionally

AN

reflected a‘separate—subjeéts approach' to organizing know-

ledge for instruction,‘perhaps more througﬁ inertia than

through rational selection:. Indeed, it'ﬁ§uld seem that

"disciplines . . . have beég'reified and institutjonalized _

»

ﬁo such an extent that.in curriculum planning we ave

difficulty thinking Beyond them [Wise, 1966, p. 400;2£ﬁ
From time to time, however, there have ariééﬁ

challenges to the traditiahal‘organization, éhallenées

which have resulted in curricula frequently characterized  ,

as interdisciplirary or integrated. Such curricula have

4
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tended to be variedﬁ They possess in common only the

negatlve attribute of opposition to. sub]ect divisions or

subject‘barriers as- these are traditionally conceived
v
(Pring, 1973, p. 59). Their opposition is founded in the

“belief that the separate-subject curriculum fosters "a
fatal disconnection [baswe1l, 1962, p. 108]," that it
"fragments a student's world QieWw[Fraenkel, 1970,

p. 376]," and that it results in‘"the creation of a mind
torn against itself [Wise, 1966, p. 392] " These out-
comes, it 3% claimed, belng the results of the "artificial
barriers [Salt, 1969, p. 23}," "separate compartments )
[Taylor, l§70 p. 69]," and‘the/"artificially circum-
scribed packages of 1nfor%§£\6n [Kerr, 1968, p. 26]" which
characterize the’ separate eubject curriculum. Implicit

in the argument is the belief that any curricular organi-
zation of knowledge which diminishes the strength of the
barriers between eubjects>Will inevitably promote the
Qpposite and ﬁofe desirable effects by permitting fhe
student exposure to the "full dimensional learning
experience [Marashio,‘l97l, ph-252]."

o

For the most part, howeVer, £he assertions repre-

sent expressions of a valuative stance r ¥ than con-

clusions based upon evidence. By and large it is ignored °

that, to the present time, it has not been demonstrated
. ~

that there is any "a priori theoretical ad&antage of

interdisciplines over disciplines, no matter howg%e slice

. )
:
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Ehem-[Cameron,vl965, pp. 309—316];" Ner has it been shown

that there is any ”em#irical gvidencé to justify any type .
of discipline currigulum selection and organizationlf'jmi
singlehicorrelated or multidisciplinary, broad: unified,

fused or inteidiscipiinary——as compared with another [Rice,

1973, p. 11]." Furthermore, it has been suggested that it

dQes not matter very much which knowledge organization 1is *\

. . . ¥
chosen since children can learn, no matter how the curric-

ulum is géckaged_iéghétine, 1962, p. 359).

: Nevertheless,bthe literature remains full of the
polemiés'of curriculum organization, éll of it based on
the assﬁmption‘that the manner in which knowledqs is
organized for inétruction does, in some measure, constrain
the possibilitie§ afforded by any ié&tructional situation,
with the resulting"}earning experiences being différent
in their major characte;#stics (Faix, 1964, p. 224;

Montebello, 1965, p. 71).

It was the purpose of the research reported here

to .subject this assumption to examination.
THE PROBLEM

Does ‘there éxist a relationship between the~manner
in thch knowledge is_organizéd.fo; instruction and the
broperties exhibited}by the instructional system in which
it is situated? EsSentiaily the task is one of determining '

whether a .student's learning experience is likely to differ



in any of its major characteristics as the result of being
v : '
exposed, 1in an instructional situation, to one type ‘of

knowledge organization as opposed to another.

DELIMITATION OF THE PROBLEM

Organizing Knowledge for Instruction

The importance of knowledge 1in the educative

1

proceis has been emphasized in one way by Scheffler (1965)
ht

who poihts out that "£he developmeht and transmission of
knowledge- are fundamental tasks of education [p. 1]."
However, the importanée of knowledge may be seen to lie
ngf only in that it is an end to be achieved, but also
in the fact that it is instrumental in échieving both
these and other ends, the latter being the propensities
and dispoéitions often'referred to generally as affect.

| It can.readily.be'seen that thereyare a number of \\\
possiblé ways in which kno&ledge may be organized so as
tb help the individual create meanihg out of.the anarchy
of events, .the "blooming, buzzing confusion” jc'af‘ Whitehead. _ f
fThere is that o;ganization réflected in the divisions gf o
the Comtian hierarchy and basédlupon "subject matter," or
that based upon Plato's dividedﬁline or Aristotieﬂs four
causes. More recently théfe is that organization found
in_Tykocinef's (1964) zones and areas of knoWledge, Hirst's

(1965) fields and forms, Phenix's (1964) realms of meaning,

and Clarke's (1972) general ecology of knowledge.
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If knowledge may be taken as an organization
which a community of experiencers places upon the repre-
‘sentations of selected subsets of their shared experi-
ences, then the structures referred to above@ i.e., the

»

Comtian hierarchy etc., should be regarded as a second
£y
\

order knowledge, a second order organizetion of events.
Such structures represent a categorization of préﬁfousiy
and independently existing and recognized fapts} concepts,
generalizaeions, models and theories which may be regarded

as-constituting knowledge of the first order. It is

knowledge of this first order which may be further

.organized so as to constitute a curriculum, the latter

being detined stipulatively as knowledge organized for

\éhe purposes of instruction.

Recognizing that there are a number of possible
ways in which knowledge may be organized, the curriculum

bullder is faced with the problem of dec1d1ng whlch

organlzatlon or organlzatlons to select for the purposes

of instruction. The tapk would appear to involve a number
of difficulties. 'J. B. Macdonald (1965), for example, has
been at pains to point’out that ‘

éﬁructure {organlzatlon] is an after the fact
scription of the way knowledge can be organized -
by mature ,scholars. It is not the basis$ from which
the knowledge itself was developed. Further, as a
coherent way of organizing a field of knowledge, it
does not necessarily follow that this is the way to
organize in the instructional setting [p. 5751].

The same point had been made previously by Dewey (1963),
‘ - - . ‘l N



and was later augmented by Cameron (1965) who claimed that
“the fact that distinguished scholars may combine mathe-
matics with medicine with social theory do€s not mean that
sophomores can profitably.begin by doing soA[p. 311]."
. ‘However, while a wide vafiety of possibilities
for knowledge organization 1s available to curriculnm
designers, the choice, in effect, has been historically
limited to two, both employing subject matter as ref%ected
in thé Comtian hierarchy as the criterion of categoriza-
tion. Indeea the predominance of these two choices has
been so evident in curriculum design that it can be
sugoes%ed that there are two ideal-typical ways in which
&nowledge may be organized.eo as to conétitute a Curriou-
: o .
"lum. These have been referred to by“ﬁefnstein>(197l) as
. i .

educaticnal knowledgeicodes of thecollection type and

the 1ntegrated type (p. 49).

In order to expllcate the nature of the codes

Berstein employs the concept of ClaSSlflcatlon. ‘Classi-

fication, he points out

does not refer to what is cla551f1ed but to
the relationships between contents. Classification
refers to the nature of the differentiation between .
contents. Where classification is strong, contents.
are well insulated from each LOother by strong
boundaries. Where clas51f1cat10n is weak, there 1is
reduced 1nsulatlon between contents for the boundaries
between contents are weak or. blurred. Crassification-
- thus refers to the degree of boundary maintenance
between contents I[p. 497.

- Where classification is strong, i.e., where contents are

clearly bourided and well insulated, Standingvin a closed

~

L 4"



. relation to each other; the knowledge code is of a collec-

tiop type. Where contents stand'in an open relation to
each other, w1th weak er non-existent boundaries, the
knowledge code is of an 1ntegrated type. |

A collectlon code of the ideal type would appear
to exist where a curriculum consists solely of subjects
each of whieh corresponds to a recognized discipline. An
integrated code of the ideal type would exist where pre-

viously insulated subjects are subordinated to a relational

}1dea which blurs the boundarles between them ‘ Clearly;

'ﬁjhowever, the 1deal states rarely obtain in the ex1stent1al

situation. Nevertheless, it is possible to observe various

forms of collection, and various forms and degrees of

integration. For example, some measure of integration can

be reeoénized whefe,"knowledge is greuped for pedagogical
purposes in four majpt categories—the natural‘sciences,r
the social sciences, mathematics and the humanities
[Bellack; “1965, p. 323] “A total cutriculum organized

1n this fashlon, however, is rare, but a partlal represen-

'tatlon is frequently found where the 1n§1v1dual social -

sciences receive consideration as "sociél studies," the

\
'

1nd1v1dual 1dent1ty of, each dlsc1pllne belng subordlnated

to a major relational 1dea, i.e., the need to explaln
man's social life.

By comparing the propertles of 1nstruct10nal

-system§ (i.e., the instructional systemlcs) employlng

~ .



Variouslyvthe "social studies" anqg the separate social
science subjects, it was hoped to provide an empirical
base from which to view the b oader problem. The "social
studies" and the separate sociai sciencevsubjects were
viewed in this‘study as representing a special case of

the general phenomenon.

t

Defining the Insttuctional System

It will be apprec1ated that in any real instruc-

tional situation there is in operation no less than an

infinite number of variables (systemic elements). However,

for the purposes of any ci)en:research‘only a limited

number may be subjected to?examinatiOn. The researcher
is charged with the'responsibility of abstracting a set
of significant variables from the infinity of possibil-

ities. It is this set which, in.ady given instance,

comprises the system (Ashby, 1960, p: 15).

The elements of the instructional system subjected:

to examlnatlon an this research, 1n.add1tlon to the know-
ledge code already referred to, were: (a) the instruc- !
tional inteot; (b) the conditions of "knowing that,

(c) the forﬁ»of”inéuiry,A(d) the paradigm.of actiyity,.
and (e) the instructional resonance. Each of these
elements constlzrtes a 51gn1f1cant dlmen51on of the

b .

'1nstructlonal process in any classroom, and the social

studies or social science CIassroom~in particular. " (A
. ~.A_" "

>

a8 40



it is referred to as knowing that.

)

disczfsion of the educational signifjcance of these
hts comprises part one of Chapter 3 ‘of this report.)

elem

Definitions \

The definition of terms provided here is largely
conceptual fﬁ nature;"The opeféﬁional and emp%rical h
referents of the concepts are discussed in Chaptér 4 which
deals withfprocedufés, and in the booklet pertaining to

the System for Analyzing Classroom Tfansactions (Appendix

‘AL

-

" Instructional intent. A distinction is frequently drawn

_in education between those intended learning'outcomes

which emphasize process and those which emphasize product
(Parker and Rubin, 1966), between skills and content
(Gallagher, 1967), between what Gilbert Ryle (1949, 1966)

referred to as knowing how and knowing that. It is the

distinction implicit in these dichotomies which is

emphasized in;that' element of the system ‘named "instruc-
. . . - ' )

’ tiggal intent." Where the intent of the.instruction is

that the,student will develop a behavior SE?competence it

is referred to.as_knowing how. Where the intent of the

instruction is that the student will acquire ihfdrmation,'
. :

: v
~

2

The conditions of "knowing Ehak." The state of "knowing
T L . : s .

{ .oen

that,"” sometimes referred“to as propositional knowledge._

(Scheffler, 1965, p. 10), may be viewed as obtaining either

~



Ao

®

essentially three main types of problem to which in&hiry”;

in a weak sense or in a strong sense (Hintikka, 1962,

pp. 18-19). 1In the weak sense, "knowing that" depends

only upon a condition of true belief, i.e., éruly .

believing that'something is £he case. In the strong‘

sense, “knowing'that" requires not)only arcondition of

trué belief, but also the provision of”évidence‘to

support that belief. It is this distinction between

"knowing that" in its strong and weak senses which is
implicit ip the notion of "the conditions of knowing

that." OWhefé the nature of a élaszobm tranéaction is R
such that there is an eﬁchange of "knowledge" based only

upon a condition of true belief, it is described as :

knowing that in the weak sense. Where ideas or opinions

" are supported by evidence so that a condition of warranted

beliefeexists, it is descrihed as knOwing.that in the

strong sense.

The forms of inquiry: The idea ©of forms of inquiry
émployed in this study is dérived largely from the woig

of Charles Morris (1964). He suggested that there ame '% s
L ! Vo TNy N

\'J':‘;P o

N . . Vr

may be directed. First, the probléms of what has f;i

I3

happened, is happening, or will happen; second, problems- *

of what to do; and third, problems of what to accord

preferential behavior. Inquiry of'the_firstitype is «

" named designative, the second prescriptive, and- the

2

third appraisive. ' '::
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While a conceptual distinction may be clearly-
drawn between prescriptive and apprailsive ingquiry, it

must also be recognized tha; they both demand a process
\ 1
of valuing, a process which is not an attribute of desig-

native inquiry. For this reaSon it is pos§ible to regard

\

prescrlptlve and appraisive inquiry as coigectlvely con-
F

o]

stltutlng evaluative 1nqu1ry as Qpposed tO\the non-
~evaluative character of de51gnative inquiry.

Where thé-p:oqessbof inquiry-ip an instructional
situation exhibits the attribute of valuing it is termed

. . i) f
evaluative inquiry. Where the process is solely designa-

.tive in its attributes it is referred to as non-evaluative
’ ' ) :

inquiry. : o : '

The paradigm of dctivity. Teachers and students in any

instructional situation may be regarded as existing in a
state of coﬁacgion or traqsaction; The notion-of paradigm

of activity is employed to characterize the nature of that

transaction which déVelops between -teachers and students.
~ When the dominant pattern of transaction is such Ehat the

> 9 <. - :
locus €f decision-making lies with the teacher, the.

instruction is described as teacher-centered. When the

-

pattern is‘such that the locus of decision-making lies

-

-

and decisions affecting what will transpire in the class-

e

room emerge aé’thé»result of co-operation .on the part of

studehts and . teacher, thé instruction is described as

]

neither exclusively with, the teacher nor with the students,

11
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group-regulated (Hughes, 1974). o
.'The concern with a dominant pattern of trensaction

reflected in th{s part of the study is, of course, an

extension of a ‘tradition of‘claszoom reeearch which

" focuses upon éatterns of leadershlp which are normally

deflned in terms of a hypothetical authorltarlan-denocratlc

dimension (Anderson, 1959).

Instructional resonance,. The reaction of students to

-

selected aspects of their classroom experience may be
. : 7 r =%

described using the concept of instructional resonance
"which may Be conceived of as consisting of theasub—cdncepts

of relevance resonance, intellectual resonance, and

- . ) : d . ) .
~experiential resonance. When a student perceives his

~

- classroom experience as contributing significantly to the

achieving of his goals a high degree of relevance resonance

~obtains. When a studene does‘not perceive hisfexperience

as eontributing significantly to the achieving of his

goals a low degnee of relevance_gesonanceﬁobtains. .The
sub—edhcept of intellectnal resonance is employed to T

W

describe the extent to which a classroom eXperienceh or

set of experiences, is perceived'by a student to be S

+ ) i"

" appropriate to his intellectual level. When an experience

'1s such that it demands a level of 1ntellectﬁal act1v1ty

whlch is regarded by the stadent as belng too easy or too

A
alfflcult, a condition of low intellectual resonance

obtains. When the student views the experience as

0



requirrhg an appropriate level ofuihtellectual activity
+ then a condition of hlgh intellectual resonance obtalns
The thlrd dimension of instructional resonance ‘is experl—
ential resonance .and refers to the capac1ty of the student
to see the 1mportance of the Subject matter being studied.
~When the subject matter Ls perceived as important a high @&
degree of experiential resonance obtains. When it is
perceived as ‘being of little\or no importdnce a low degree
of experiential resgnance thains.}‘CoileCtively the three
resonances érovide a measure of instructional resonance.
(The terms relevance resonance, intellectual .

resonance and experiential resonance, are taken from the

work.cf Maruyamav(l961b, 1969). However, the meanings
[ ]

<.

-a551gned in this study vary sllghtly from those a551gned

in the orlglnal context.)
A SYSTEMS VIEW OF THE PROBLEM*

From the perspective of systems,theory the studylh
may be viewed as an- attempt to'discover whether a given
ihstructional system exhibits the characteristics of a
centralized system. A centralized system is one in which.
a singleTelement, normally reﬁerred to as.the leading
part, plays a major or dominant role ihbthe Qperation of

the system (Hall anqﬁfagen,ylSSG,:p. 22) ., .In_thegresent

- .
. Since it is a-perspective Wthh pervades the

'study, the relevance of systems theory for currlculum"
research is dlscussed at length 1n Chapter 2.

]
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studynit was hypothesized that the system abstracted
WOuldbfunction as a centralized syétem“ centériné on.
a leading part called the knowledge éode.

The probeFties of an}nstructionfl systémj,o} any
sy%tem<:ff:§ point in time may be referrea to as ‘the

"systemic state property," which is described by Laszlo

. (1972) as a "coactive relation of parts resulting in

o

orderéd_wholeness‘Xn the state of the system [p. 3&]."

N

It the knowledge cbde is indeed the leading part in tﬁe
"system the function of adaptation will result in a
'reorganfzation of the system's state with a new and
different elémehtal configuration (systemic properties
exhibited) . If the knowledge code is not the system's
leading part, the function of adaptation.wili‘result in
'a re-establishment of the previous,;teady state.and there

’

will be no changé in tﬁe,elemental confiéuration, except

for the change in. the knowlelige code.

~

THE RESEARCH DESIGN

The h&pothesis formulated to prdvide direction

for the study wés that there exists a relationship betweeni

the knowledge code employed in an instructional situation

~

and the systemic ptﬁperties displayed by the situation
'(i.ei,_instructionél systemics). . ;

. } - C.:’ < .

~. _ . -
With specific reference to the instruetional

system absfracted, it was hypothesized that there'exiétsA

-

xa
“
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N

(i) knowing how and knoying that

(11) "knowing that" in the weak sense and "knowing

that" in the strong sense

(iii) evaluative inquiry and non-evaluative finquiry

27 . (iv) teacher-centered activity and gr

activity.
T It was further hypothesized that

(v) the degree of instructional resonance dis-

plajéd'would;be direct}y_related to the .
knbwledge code employed.
s In order to test the hypotheses, a series -of five

naturalistic, quantitative case studies (Snow, 1974,

ca

a

p. 2é8) was cOnddéted. Each case was composed of one

classroom situation in which a collection code was

”

- observed to prevail and one classroom situation in which
an integrated code was observed to prevail. The five
. cases were selected through processes of judgmental

sampling:_ Both situations in each case weilﬁfzzght by

[e] ¢

the samé teéCher in an attempt to control va;iables(Which
mighﬁ inflﬁénce the nature of the transactions. Thé same
cdegree of control was not possible as far_as‘student
partisipation in both situationgiwas concerned.i Student

° overlap, i.e.} the number of studegl¥s participating in



the two situations, varied from a low of zero in one case
to a high of more than fifty percent in another.
In eéch case study data pertaining to the instruc-

tional systemics of the two situations were collected,

primarily through systematic classroom observation, by

N

a team of five trained observers. Thé observers employed

<

the System for Analyzing Classroom Transactions (SACT)
and each class was observed for approximately 400 minutes
(5 el1ghty-minute class periods). The data, which took

the form of frequency~¢®unts,,werq?compared between the

 two situations in each case study using chi-square

analysis, and invariances ambng cases were mapped.
The System for Analyzing Classroom Transactions

(Appendix A), a mhlt}—dimensional classroom observation

category system, was developed for the study. It is a

system which provides for the description of the behav-=
ioral interaction of teachers and students in an instruc-
tional situation in terms of four of the variables

examined in the study, namely, (i) instructional intent,
(ii) conditions of "knowing that," (iii) the form of
inquiry, -and (iv) the paradigm of activity. The other

element of' the system, instructional resonance, was not

readily amenable to the method of direct obserVation,-and

. _ .
was measured using an Instructional Resonance Inventory
—

(Appendix’B), also developed for the study.

\ ¥ .

/
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‘ ORGANTZATION OF THE REMAINDER OF THE REPORT

/
Sincd the idea of system and a systems perspective

pervades the/research the relevance of systems theoryvfor

«

‘Currlculum research 1s dlscussed at length in Chapter 2.

»

therature relatlng to and emphasizing the s1gn1f1cance

~of the elements of the abstracted instructional system is

discussed in Chapter 3 Part I. Problems rglating to
élassrdpm observational research are discussed in Chapter
3, Part II. Chapter 4 is gi&en to a description of the
research procedures employed in the study. AThevfindingg
are reported and discussed in Chapter 5. A summary of

the study, conclusions, and ‘'suggestions for further

research are contained in the sixth and final chapter.



Chapter 2
'
A SYSTEMS VIEW OF CURRICULUM
The concepts of system and of systemness\have
served to guide the study throughout. Because of the
importance. of the systems view to .the .study, this chapter
will be devoted to an explication of the relevance of

systems thought for curriculum research.

THE SYSTEMS PERSPECTIVE AND EDUCATION

The idea of a"systems perspective is not unfamiliar
4

to most educators, indeed it has regeived c?nsiderable
attention in recent years. Unforfunately, however, the
field of education seems to have borrowed thé superficial
sémantic artifacts of systems languagé wiphout espohsing

. ’

a necessary and concomitant systems philosophy. Concepts
of input, output and feedback, etc., have become common
" in much educational discourse, frequently coming to

educational scholars by way of administrative procedures

lThe researcher's views on the relevance of the
systems perspective for curriculum research were origi-
nally formulated in a pdper entitled "General system theory
as a -perspective for curriculum research" presented at the
-meeting of the Canadian Society for the Study of Education,
Toronto, June 1974. The paper will appear with the title
"Systems thought and curriculum research" in Short, E. C.,
and Marconnit, G. D. (Eds.), Contemporary thought on .
public school curriculum (2nd ed). Dubuque, Iowa: Wm. C.
Brown (in press). ’ o

18



such as the planning-programming-budgeting system (PPBS)
and the program evaluation and review technique (PERT).
Such 'systems,' however, are expressions of a line of

thought based in weapons technology and industry, with

the result that a mechanistic school-as-a-factory metaphor
N N

has come to dominate much though£ related'toleducation.

- On the other hand, the dyhamic notion of systemness,
stemming from Ludwig von Bertalanffy and the systems
movement associéted with him, has been comparatively
ﬁgglected by educators. There has bg%n a tendency to

think of systems solely in terms of a management technique,
and the systems view of the world as a valuable heuristic
for the greatef illumination of those phenomena with

which educators are vitally concerned has receivéd scant.’

attention. - ' ' : o

-

A View of Systems

Thé‘notion of a system is a pervasive one. It
can be'EOUnd in fields as diverse as engineering and
philosbphy,,and‘hathematics and .ecolbgy. Consequently it
has been variously defined. It may be viewed &as "any
arbitrarily selected set of variables [Ashby, ;3%6,
p. 25},"/§r as "a muéually interacting cohplex of :
Eprécesses} characterized'bi manyipaths of cause—effecf
inte:actions [Watt, 1966; p. 2]1," or és "an assembly of
elementary parts [Gosling, 1962, p. 1]." Berfalanffy

: 3

v ‘ o
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(1968) has defined a system as a "complex of elementg
standing in intefaction [p. 33]," and Ackoff (1963) as

"a compléx of interrelated entities [p: 121}." .The common
kernel whiéh méy be derived from.the various definitions
is that any system is an organized complexity.of mutually.
inferacﬁing elements. Consequently its description
involves not only a delineation of its components but’
also of the interactions ob%aining among them. In addition
it might be emphasized that any m;n—made'system also dis-
plays the attribpte of "purpose," i.e., a man-made system
-is goal seekingf—;t~is concerned with achieving an end.
Curriculum related systems, thereforé, might usefully be
regaraed as sets of elements united by a patterﬁ of mutuai

interaction in order to achieve certain purposes.

. It is perhaps'more valuable to refer to curriculum

rélaﬁed systems rather than to a "curriculum system."
Hopefully this will negate any tendency‘tolghink of cur-
" riculum in_terms~bf‘a single, coherent, monolithic
stfucture,.father than in terms of a diverse range of '
phenomena &hich for convenience we_frequently_place under
' thiSICOIleCF}yeﬂrubfic. Agurriculum,'according‘to the
cdncept bf it which we might stipulate, may'bé-viewgd as
a system in and 6f itself, or as ;he output 6f a system,.
or as énput into aZSystem. ‘Curriéulu@, or curricula;
phenomena, in this way,'may be viewgd‘as‘being'éssociatedj

with a variety of substantivgly;different.Sysﬁems. They

- e
“ ) o

-
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" The developiné diséipline of general system theory is \

are, nevertheless, curriculum related systems, and the
t

remarks contained here may be directed toward any of them.

The Appeal of the sttems Perspective

The appeal of systems thought to a wide variety
of fields may be traéed to its anti-reductionist orienta-
tion, and to its inter—diséiplinaryucapacity: The
scienti&ic world view against which the syséemsvview of
the world rebels is one of unidirectional causal flow, a
view which rendered‘the goal of science solely analytical,
i.e., ;thg splitting up of reality into every smaller
units and.the isolation of individual causal Eréids‘
[Berﬁalanffy, 1968, p. 45]." Expressions against éﬁéh a
world view have been manifested not only in a recentiy
emérging systems orientation. Such notions as holistig,

field, gestalt, whbleness, havealsoéppearedjjlmanyareasof

scitentific endeavour including the social as well as the

‘natural sciences. All of these endeavours, however, .

insist that we think of the world in terms of syétems of
elements invmutual interaction. The underlying ontology

is one which demands a dynamic conception of ' existence
] . _ — . : . .
with elements exhibiting a mutually causal relationship."

had

The interdisciplinary capacity of systems t
- . ) - . — "“*\\\

is to be found in the fact that i%s‘concepts_are contéh»

which may be applied in Q:varfety of substantive areas.



'Indeqd‘throughout chfriculum,relatéd literature, since

more adequate conceptual systems and improved theory.

22
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providing an ever increasing body of knowledge demon-
strating the uni&ersality of systems properties, and
scholars in a Vafiety of épecial domains are finding it
possible. to usefullyaﬁxchange'their sYstems findings, as
is demonstratéd by the work of the Society‘for-General

Systems Research.

THE PROBLEM OF CURRICULUM

»

Al

In curriculum we have long been aware of the

@

complex nature of the bhenomena we gonfront,-and.the

need to pay'considerablé.attention to ‘the overall state

of the system as well as to the properfies of the éon—
stituent elements. However,'we have been lacklng powerful
concéptual schemes, ' "Nowhere in education," said John‘
Goodlad (1958) some time aéo, "is thére greatef need‘for

a conceptual system to gu1de deClSlon -paking than the
field of Currlculum [p. 23911 More than a decade latéf ,
he was forced to repeat the same point (1969, 'p. 369).

S

John Dewey's observations on the sources of a science of

;éducation in 1929, there have been persistent. pleas for

While a systems orientation_dpes_not,fand indeed cannot,
provide curriculum with a ready-made set of conceptual

structures for,ﬁhe interpretation of particular observa-

tion$5(it is up to>the'experts in the field to perform
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that task), it can provide a broad paradigmatic framework
w1th1n which ‘curriculum scholars may view their own
special domain.

Decker wWalker (1973) has recently claimed that

- the central problem of curriculum is "What should be

taught, studied and learned?" Wwhile the question is

assuredly an zmportant one, some,doubt may be cast upon
the view that it is "thef centraz question in curriculum,
i1f indeed there is one. Edfthermore, it is a problem
which may be ' no mote central to the work of curriculists.
than to others who mlght claim the dlstlnCthn of belng
educators, whether phllosopher, admlnlstrator or class-
room teacher _Rather Walker's quest}on might be viewed

as one of three important questions which collectively
encompass the epecial domain of currdculum inquiry. One
is the question of what. is presently belng tauoht studied
and learned ‘A second is Walker S question of what should
be taught, studied and learned. And a third 1s the
questlon of what aCthn should be taken in order ‘to
eliminate any varlance between the- "‘and the "odght."
Implicit in all of these questions, though perhaps not
central, are questions of why, how, to and by whom, and
when. The currlculum scholar then, since he is concetned
with both what 1s"-ando"what .should be," must of nece551ty

function as an applled scientist at the 1nterface of the .

descrlptlve and the normative, seeklng to accommodate the

23
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former to the latter.

Essentially the curriculum scholar is faced with

two tasks, both of which involve model. building. In the

first instance he is involved in the construétion of a
model which defines "Qhat is," i.é.LTdaffning the problem,
and ih thé.second instance he is involved in'constructing,
a mode 6f "what shéuld be," i.e., defining the solution.
The former is a description of an existing sociphenom—
enon, the latter is a pfescriptive fabrication. Boéh are
essential if not alQays_equally evident aspects of work
ihAéurriculum. | . .
.A perusal of curriculum literature leaves little

doubt that the appraisive question, i.e., what should be

taught etc., has been widely considered. On the other

hand, there is an apparent dearth of déscriptivelstudies.

-Indeed it would appear that we know little about two

fundamental quéStions§ (i) how does the curriculum come
to be shaped.as it is? and (ii) whom and what does it
affect and how (Goodlad, 1969)? It is this imbalance

between the normative and the descriptive in, curriculum

discourse which has. prOmpted the comment that "educational-

researchers have traditiénally been more concerned with
improvingledhcation thaﬁ with understanding it/[JohnéQh,
l9§7, é.?127]." The implication is not thét the cUrricglum
scholér:should assume ﬁhe guisé of ‘an Epicurean éilleEante

studyingithe'phenomenon for 1ts own sake. Certainly



curriculists must be concérned with improving education,
but it must be understood that the way to improvement
lieé in the better understanding of’the "what is" of
curriculum related systems. In order tO‘ultimatély alter
the properties and contggl the béhaviour of curricular
rphenomeha we must first approach them with the intention
of discovering "what is" and "what can be." In this |

respect the normative and the descriptive are inextricably

enjoined.

Systems Analysis

The problem of describing the existing situation
in curriculum related systems (i.e., defining the problem)
is essentially one of systems analysis, whereas the task
of prescribing a preferred'alternative (i.e.ﬁ construcfing
a solutioﬁ) is one of systems synthesis‘and design..
Collectivély the tasks may be characterized as involving
(a) a definition'of the present state,ofithe system, (b)

a determination of;the‘system's‘needs, and (c) the design

éf a new or modified system whiéh will fulfill those needs. ‘
"On a more particular léGél the tasks of analysis and-
design may be viewed as being composed of a number of
subserviént activities.2 a , N |

One‘wa§ to approach the problem of analysis is in

v

: .ZSeveral aspects of the procesgés of analysis and
_ design described here draw heavily ¢n Sutherland (1973).



" the ‘nature of
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terms of four sub-tasks. In the first insﬁance there must
be a concern with the identification of all those major
variables (systemic elements) which are likely to have a
significant influence in shaping éhe "state" of the system
at any given time. At this point the focus is on the

1 .
rts of -the system,

identification of the major or ieading pa
since it is these which exert a dominating influence over
the system's state. The realization, however, that
systemiceleméntsexist in a mutually causal reIationship :
must not lead to the erroneous assumpfion that they are

therefore equally causal. Any elemeAt in a(system will

affect all other elements -in the system in proportion to

“its systemic importance relative to the. others.

sk necessitates the focusing of

flower order factors whiéh,help shape
{roperties of the system's leading
;iblé these factors ﬁust be identified

nce upon the major components ascerta;ned.

and their if
: 63

Thir” Fhere must be a concern for describing

- : 3 - :
the relationships obtaining between and

among the ma: elements identified as composing the

 system. It may be asked how it is that the elements are

related so as to "cause" the observed 'state of the system.
What is the nature of its elemental hierarchy? Which
elements "dominate" the system at the expense of others?

Fourth, and an essential aspect of andlysis as
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1t pertains to curricular problems is the task of ascer-

taininq which elements in the system are presently

-«

amenable to manipulation and control by the siSteﬂs
designers, and which, for the time being at ieast, lie
beyond the capacity of systems designers to control. The

~

- former are referred to as constitutive elements, and the

latter as situational elements; they are the Aristotelian

notions of the'practical and thé theoretical recently
employed by- Schwab (1972). It.isvefyofteneasuccessfﬁlcon—
clusioﬂito the task of determining what is constitutive
and @hat is situational which will have an iﬁportant.

effect upon processes of system design, ensuring that

designers operate in the realm of the‘possible;

Systems:Design

~

The identification of the system's leading parts
and their "causes,"” a delineation of the relatioﬂships
oBtaining among them, ahd a détermina£ionvof whetﬁer_the
elements are constitutive or situational, cqllectivel&

vfepresenﬁ/a deﬁinition of” the problem. The prescfiptiVe
fab{ication.which'emerges }rom_a process of system design .

' constitutes an idealized représentation of a.solution. |
While:both analysis and design may employ a systenis
pergpective it must be emphasized that the empirical data

derived in ‘the prqcegs of analysis can only tell what is

the case, it cannot tell whether-it is desirable. -

’ L
A
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As with the prbcese of analysis, the process of

.,

Y design may be v1ewed ip terms of a number of subserv1ent

activities. . An 1nitial task in design 1is that of deter-
;}mining which "problem" components are most in need of
chénge, whether in tefms of modification or elimination,
or 1in their structural or p}ocessual properties. A
second task 1is the construction of a new configural
pattern of .elements and relationships whichwill lead to
uimpfovement’withoﬁt any dysfunctional degree of ietra;
systemic conflict, interference or redundancy. Thirdly,
the structural and\processual‘changes)introduced with the
‘néw system mest be evaluated: basieglly the a priori

predictions and the observed outcomes must- be examined in

order to determine if there has indeed been movement away

>
1.

from the problem situation lnla desirable dlrectlon, and
-to determlne the degree of divergence between the prediz??d
and the actual.

Theofetlcally there are two ways in which the
tasks of de31gn as described above mlght be operatlon-
alized. One 1s to pg\\Eed from a secure theoretlcal
basis which allows accurate prediction of the regults of

4

action taken. Unfortunately, such a body of thebry in
.curriculum is presently lacking. The other method is
simply that of triél‘and error, trying not to repeat the.

- same mistakes twice. James S. Coleman (1972) has clearly

illustreted>the point with an efémple from physical "’

28
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science. Consider, he says:

the estimation of the trajectory of a cannon ball
after development of the Newtonian theory of motion.
There are two ways to estimate the trajectory. ¢

One 1s to use Néwtonian theory and calculate the
expected trajectory based on the known exit velocity
of the cannon ball, a calculation ‘of the distance to
the target, and the known gravitatidnal‘ constant.
The second is to shoot the cannon, see where the ball
lands, and adjust the aim to compensate for the
deviation. The first is an elegant method, but
likely to be very wrong. Only when the theory was
made far more. sophisticated through knowledge of _
the effect of air resistance, wind effects, effects
of ‘the shape of the projectile, an&ﬁ\cher factors,
and only when calculations came to be Ipstantly

achievable did the elegant method become useful (p. 4].

He goes on to poiﬁt out that even tony‘afp}llery units
- ’ Te ’
énploy "forward observers" who report baék”on the. accuracy
éf thelshot, and indicate what type.of adjustment is
jeﬁﬁired.. gp wbuld appeér that,. at the present time; we
in curriculuﬁ can hope for little more than to make our

best guess on the.hasis of our current state of knowledge,

gradually COmpenéétfng for variance on the basis of

- information provided by our own "forward observers."

A TYPOLOGY OF SYSTEMS

} .
t LR

‘The image of analysis .and design presented ébb#é&

represents a generalized problem-solving paradigm; As a

‘paradigm it, is an idealized representation of a.set of

-

procedures which might be used in a variety of situations.

However, the'difficulty which will be expérienced will ‘be

direﬁgly related to some of the properties<of the system
¥ .

being‘ﬁnvestigatedym Consider,'fof example, Suthérland's

PN

v R )
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.typology of systems. Given an initial set of starting-

state Conditions, he points out, a deterministic system

is one where -there is one and only one event which may be

assigned a significant probability of occurrence; a

moderately stochastic system is one where a limited

numben:of qualitatively similar events must be assigned
significant progabilities of occurrence; a severely

stochastic system is one where a large number of quali;
tatively different events must be assigned significant’

probabilities of occurrence; and an indeterminate system

is one wheré there is no event which can be assigned a
signdficant probébility of occurrence——fgus the high
probability that some outcome we have not been able to
pre-specify will occur (p. 65).

Given such a characterization of the nature of
systems, workers in the area of dﬁrriculum are inevitably
faced with the tésk>ofjascertaining into which category
or categories curriculum rg}ated systems fall. The
behavioral objectivgs movément which insists on the
formulation of "specific learning objéétives, cléarly
stating whatever the learner is expected¢£9”be able to
do, know andkfeel as an outcome of his learning experience
[Banaﬁhy,'1968, p. 22]," would seem to be assuminé a
deterministic type of ;ystem. On the other hand, tﬁbse

educational movements which deny the value of pfe-pianning

and,pre—specification of experiences, and emphasize the

30
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intrinsic as well as the instrumental value o% classroom
experiences would appear to be refusing to recognize any
vmeasure of regularity and lawfulnéss, and thereby would
3

appear to be viewing‘the system as indeterminate; Another
view weuld seem to be that curricular related systems are
neither one nor the other per se. The category into which

& .
any system might fall'must be recognized as being in large
measure determined 5y the amount of knowledge which is
possesseq about that system. The more that is known
about the system“ém\iements and how they interact, the
less llkely it is that that system will be viewed as
1ndeterm1nate, That is not to say, however, that there-
are not certain propertiesﬁinhefent in any system which
help determine ite location along the deterministic-
indeterminate continuum; oﬁly that systems may appear .
indeterminate when little is known about them, and become
less -indeterminate as knowledge about them increases.
Ultimately, it might be argued,'knowledge oft¢ the system
'should reach that point where its performance.is perfectly
predicteble-—althéugh this would necessitate a morphéstatic
rather'thaneimorphogenic system. Nevertheless,fcomplete
knowledge about a system represents an 1deal movement
toward which constitutes progress, even though the 1deal ;
itself may be unattainable. At present, however, the |

state of knowledge in the curriculum field might tend to

suggeet that we have reached that point. where the system
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must be viewed as lying somewhere in the stochastic range.

The allocation of curricular phenomena to the
stochastic range appears to be justifiable on two counts.‘
&n the first place, the array of variables which we
presently employ in curriculum research- is undoubtedly
incomplete. Indeed the openness of curriculuﬁ-rélated.
systems might, tend to suggest that it may not be poésible
to identify all those variables which impinge on th; -
functioning‘of the system. At the same time we have to
recognize that the behaQiQr of soﬁe of the systemic
eledentgfin the field of curriculum mayﬂonly be accounted
for proﬁébilistically. Of particular relevance in this
respect is the behavioral Eamplexity~of the human elements
in the system. Given that we are dealing with incomplete-
information, and that the behav%or of certain elements in
:ghe system is not perfectly predictaﬁle, if would appear.
essential that we approach questions of curriculum ih a‘
probabilistic rather than in a deterministic fashion.
The displéyé we cohstruct and the preparat;oﬁs yé make,
‘therefore, cannot signify.anything more. than a possibility;
they possess é potential ;hicﬁ is depehdent upon the '
human elements.in the system for 1life~ahd mééning.

The implication of such a viewpoint, of cburse,
.is that since analysis of the system caﬂ ot rasult in a
"total" aefinitioh of its properties and'of_its‘beﬁavior,

then attempts at systems design must proceed along the



33

-lines of a "best guess." Essentially, "we must proceed
i !

heuristically, implementing system parts, constantly -
testing their relative effectiveness and efficiency, \’jﬂf//
modifying where indicated, and rapidly changing . . . for,
yesterday's optimal system deéign is éure to be tomorrow'g
atavism [Sutherland, 1973, p. 67]." Unfortunately, our

- "best guess" has not proved very acceptable in recent

years, within the confines of our domain or béyond, and
expressions of dissatisfaction are likely to persist for-

as long as it is erringly insisted that non-deterministic ¢

curriculum related systems be treated as though they are

" deterministic. '

If indeed it can be accepted that curricular
phenomena frequently exhibit characteristics.typical of
stochastic systems, i.e., if from a givenfset of starting—

state conditions a wide variety of outcomes is possible,

then it might prove valuable to break with the 1nput—

output not1on_Ef_§§§t€agw;;a‘gggzg_tg—explore some
additional concepts which‘have been empirically exempli-
fied in‘a number of diverse fieldp. Certéihly a systéms
orientation will provide a perspective for llnklng the
descrlptlve and the normative, it permlts a probablllstlc
rather than determlnlstlc approach to understandlng
currlcular<relatlopsh1ps and,/perhaps ébovepall, prevents

~a simplistic interpretation of a compléx phenomenon.,



Chapter 3

N\
REVIEW OF RELA&ED LITERATURE

~

The review of related literature reported in this
f , chapter falls into two major parts. " Part one is concerned

with a consideration of the substantive aspects of the
study, and part two focuses upon a consideration of the
' AT

procedural aspects of the study.

PART ONE: - SUBSTANTIVE

A comprehensive search of the literature has
confirmed Rice's (1973) -claim that there is no empirical
evidence to support any one manner of organizing knowledge -

£

~for instruction over any other. Nowherg in the literature

-was there found evidence.of an empirical type_which might

_*M;___ﬂvh,_»;_ass9eiate>the_chara@féfiEfféE Sfiahy'learniaé'situation,.
i.e.f&the‘inStructiogal sYstemics; with any particular
type of knowledge organization. The study, therefore,‘
has been’éonducted within ﬁhe"framewofk of an ébStracted
instructional system, £heAelements oﬁ which have been
identified as,coﬁstitﬁting significant.dimenéionsvof_the."f

process of instruction, particularly in the realm of

social studies education.




Instructional Intent

. There can be no question but that schools are in

©

the knowledge business. Their task is that of having

-

their stddents‘acquire as much knowledge as possible. It

is this acquisition of knowledge which composes their

. . 3 . ]
"instructional intent."™ ;

I

Frequently, however, itvwould seem that thefprocess

of education as.observed il most schools fdnctions v

according to a rather constralned conceptaon of what 1t

{

"is that constltutes knowledge. Often the deflnltlon to

l\

be inferred from their operations is one of "a rhetorlc
A P

of conclusions [Schwab, 1960, p. 185]" to be transferred
to the student. It 1s an emphasis 1dent1f1ed by Sllberman

(1970) in’ many publlc school classrooms in the Unlted
'8

States, and one observed by Schwab (1969) at the under-

— s " N 4 ama .,,._.m.-J~~« -
S s o

“graduate level It 1s a conceptlon whlch empha51zes the -

acqulsltlon of a "compendlum of 1nﬁormat10n [Parker and

» Rubln, 966 o l]" and tends to neglect or 51mply ignore

”~
Or not give expllc1t consideration to those_cognitive

processes which emphasize the‘creation,}utilizaticn_and

communication of knowledge. It is this distiriction

. _\,'_— o . :
between knowing how to do something and knowing that

somethlng 1s the case, a- dlstlnctlon drawn by Ryle (1949)
"in the realm of phllOSOphlc analy51s whlch is referred

to popularly as the process-contentf dichotpmy.

W

This dichotomy has’been the focus cficonsiderable
, S e

[~
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. educational discourse in. the period since the end of the

Second World War. Certainly th; idea of 'process'
occupied a position of prime impprtance in the Deweyian
learniné by doing conception of claSsroom transactions.
However, the essentialist reactionégof the late forties
and fifties moved away from an explicit consideration of.

process, asserting that teaching the known culture is

"sufficient since process outcomes will be an inevitable

‘poncomitant (e.g. Bestor, 1953, 1955; Rickover, 1959,

1962). By the.early sixtiés, in the &aké of the Soviet

successes in outer-space, a number of curriculum projects

had emergéd which placed considerable emphasis upon

'process' as well as 'content.' Among these were PSSC -

Physics, BSCS, Chem'Study, and SMSG Math. Of these

prbjécts it has-been pointed out that if any one duality :

could characterize them in their diversity, it would be

their attention to process ( oodlad,.von Stoephasius, and
Kléin, 1966). More reéently Rogé€rian diSciplés have |
émphasizedA;he-need for lparners rather than ieﬁrneds;
i.e., “"people who are able to solve probleﬁs,'make .

decisions, and find answers, not merely people who are

full of informatiqp [(Hunkins, 1972, s 5],' andwp;oponents
Of:autotelic learning\techniques~arefémphasizing ‘content’
as the vehicle for 'process' educatianf(Stadglev; 1974,

p. 4).

The disfinction drawn by Ryle between knowing that

36



‘lenged. Hartland-Swann (1956), for example, has argued

situation where the intended learningﬁnuignme;is_the

37

and knowing how implies a logical difference between the
possession of information and the possession of skills,
respectively  (Soltis, 1968, p. 29). From time to time,

however, the utility of the distinction has been chal-

-

-

that all knowledge is essentially knowing how or performa-

- ) o : .
tive in nature. On théPother hand, attempts have been

made to assimilate knowing how to knowing that (Soltis,
p. 47). However, the distinction possesses a particular
heuristic value within the context of the present study..

Essentially the heuristic value of the distinction

- lies in its capacity to facilitate the description of the

instructional intent in any classroom situation. Instruc-

tional intent of thk knowing how variety refers to the

acquisition of a skill, whereas instructional inteht of

A

the knowing that variety refers to the situation where
the intended learning outcome is the acquisition of
information, whether. in the form of fact, concept of

generalization. .

It has frequently been claimed that educators have

"too often regarded knoWingfthét as the basic type of

)

knowing and have consequently accorded it too much atten-

tion (Soltis, 1968, p. 47; Holloway, 1975, pp. 4-8). .

Gallagher's (1967) research, associated with the BSCS

curriculum, lends some measure of eémpirical support to
- . : . . ¢
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the assertion. 1In a study of instructional processes in
six classes observed durimq three consecutive days he
found that 86 percent of all "topics" had the acquisition of

1nformat10n, i.e. know1ng that, as thelr 1nstructlona1

goal. 1In two of the classrooms. there was not a 51ngle
instance of a "topic" which had the acquisition of skills,

i.e., knowing how, as the instructional goal.

The apparent emphasis given knowing that in most -
dlassrooms 1s one which has attracted the attention of
proponents of the integrated approach to organizing know-
ledge for instruction, and it hos been\ésserted that an
integrated educational knowledgeicode will promote

"inquiry and discovery [knowing how], instead of . . .

rote memory and requrgitation [knowing that] [Keller,
1968—»p~ 20]. The fmputatton of rote memory and regurgl-

tation to. knowing that 1s unquestlonably a narrow one.

This is'particularly evident when it is acknowledged‘that

knowing that may not simply‘inbolVe>claiming-that certain
.

propositions are true (Roland, 1959}, but may also refer -

3
0

to a- dlscur51ve orf theoretlcal elaboratlon of a prop051—
tlon, Slng Nan Fen (1966) has 1llustrated the p01nt by

empha5121ng that

. . the 'man-in the know' is not the man who can
51mply say that such and such is false and so and
so is true. He is rather the one who can theorize s
or elaborate on what he is saying systematlcally
[p. l64]. ,

Clearly, knowing *hat in this latter sense presumes

38



knowing how to do certain other things. Nevertheless, the

distinction between knowing how and knowing that in this,

study refers solely to the difference between the jintention

of promoting the acquisition of skills and the intention

of promoting the acquisition of information. The various

dimensions of knowing that alluded to by Roland and Sing-
Nan Fen receive consideration as "conditions of knowing

that."

Conditions of "Knowfﬁg That" .

Aszoland«(l ;', and Sing-Nan Fen (1966) have

asserted, to claim toﬁknow that something‘is the case may

-

not 51mply be a questlon of. statlng that "such and such

ts false and sgéhnd so is true." Nevertheless, manibof
the knowledge claims that are made, particulariy in social
studies classes, do appear to adhere to this limited con~
ception (Massialas and Sprague, '1974) A kndwledge claim

of thlS type has been termed knowing that in the weak:

sense, and is to be contrast&d with knowing that in the

strong sense (Hintikka, 1962 'pp.‘18-l9) in whieh case

the person clalmlng to have knowledge must, go beyond the
1n1t1a1 assertlon of what is the case, prov1d1ng ]ustlflca-
tlon for the assertloné’

" The distinction between knowing that, in the wéak'

sense and know1ng that 1n the strong#sense is one employed -

by Scheffler (1965) ‘who p01nts out .that "in the weak sense,

»
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knowing that de gl solely in having true belief; in the

strong sense iy '~;something further—for exagple,

the ability tor fe belief in a relevant manner,
to bring 4 - support [p. 9]." The conditions
%of_knowin{ two senses are clearly different.

In the weald dere is only the condition of belief;

in the stroniik e, in addition to the condition of

belief, ther% ,fhe condition of evidence, providing what
Ayer (1956) c: - "the right to be sure ([pp. 31-35]."

Knowing that i, the strong sense, therefore, is a condition

of "warranted fef ([Conklin, 1967, p. 229]." " Gonversely,

kpowing that in} le weak sense may represent a condition

of unwarranted beliegf\

ThetEaneﬂwfrof.knowing that in its weak and

'strong senses hs# Ki*ntlx been eppro#imaeed in e study'
reported by Mass;f{as, Sprague end’Furst (1975,0pp5 169-
208). The names employed in this study were "opining"‘
~and "inquiry" réspectively.' Oglnlng was the term used to

refer to the style“ of 1nteract10n in those classrocms

where a considerable time was spent "presenting'hypotheses
or p051t10ns but that did not devote much time to problng

" their p051t10ns’. .. [p 177]." On thg other hand -

1nqu1ry was the term used to descrlbe classes that

spent a major portlon of their time presentlng, clarifying

\

~and supporting hypotheses, positions, or oplnions

(p. 7). Qf the sixteen classroéms‘investigated'in_

3
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the study, five were identified as emphasizing an "opining"
style of'interaction, and six were identified as empha-
sizing an "inqui;y" étyle. The study was purgly descrip-
" tive in natﬁ;e, ahdfno attempt was maée to relate the
"style" of cfgssrooﬁ interaction to any independent
variable or leading part.

Clearly tﬁe value judgmént implicit in ‘any con-
sideration of knowing that in its strong and weak senses

is that, in the educational® context, knowing that in the

strong serse is to be preferred to knowing that in the
weak sense. Scheffler (1965) has suggested that "those
educators who stress thé so-called discovery‘and problem-

solving methods in schooling may,_in\fact, be operating

upon the assumption that such méthods lead to strong °

-

é?owihg as an outcome‘[pf 10}]." 'Discovery and problém—

solving methods have been claimed as necessary dimensions
of "integrated" curricula (Chappell, 1970, p.. 39; Houston
and Burke, 1973, pp. 70-71; Keller, 1968, p. 20), although

proponents of "collection" curricula havé@been equally
Ny

insistent that discovery and problem solviﬁg are ‘also

essential characteristics of their orientation (Bruner,

1961) .

The Forms of Ingquiry .
: —,‘1}5’:?’ -" ' .

‘The importance of kﬁowing as an objective in" the |
educative process has been emphasized with respect to the

e

%



instructional intent and the:conditions of "knowing that."
It 1s not .a notion, however, which may be usefully empl@yed
to descglbe the day'to day.act1v1t1es of teachers and
students. Knowing can be viewed as en.obﬁective which

may serve to geide'activities, end when attained it is

an ‘achievement fulfilling certain conditions; it is not

a kind of mental operation or acti&ity (Ryle, 1949,

p.'l6 ff;). Day to day inst?uctional activities may be
more usefglly interpreted in terms of the conscious effort
to gain knowledge, that is, in terms of the process of
inquirY;. That is not to say that allaknowledge is the
result of deliberate inquiry. Clearly much of what we
know we have not deliberately set ourselves te find out
(Scheffler, 1965; p. 32), but schooiing is ‘a purpoeive
activity'in‘large measure cahcerned Qith the atta;nmenti
of knowledge, end in tﬂié contextpinqﬁifing may be seen

to be ‘the "sgbservient tesk aetivity" to knowing.

Charles Morris (1964)‘in his Qork—bng%emiptic has
suggested that there are.ehree main types of p;oblem to
which inquiry may be directed: q(%prrOblems of what -has
happéned, is happening, or will haeﬁeﬁ, (2) pfobiemeWof

what to do, (3) problems of what to accord preferential

behavior. Morrls fuvther p01nts out- that inquiry w111

Atermlndte in three different klnds of assertlon with

respect to these‘three different klnds of prleems,.

Ihquiry inte what has happened, is happening or will happen

Y2 X

° . -
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terminateg with designative statements and is referred

to as designative inquiry. Inquiry into what to do

terminates with prescriptive statements and is referred

¢ : -
to as prescriptive inquiry. Inqdfiry into what to prefer

terminates with appraisive statements and is feferred to

as appraisive~inquiry (Morris, 1964, p. 26). - While

conceptually distinct, the forms of inquiry are not

separate, and while engaged in any one of them "one uses

the other forms ,of inquiry at various stages of the process

[Morris, p. 28]." The forms of inquiry, therefore, may

be regarded as phases of, and emphases within, a more

general process of inquiry, considered here'as a reflec-

\ Y

tive process involving a transaction between a display

~and an inquirer, and directed toward solving a problem.

- (The notion of "display" employed here is derived from

Dewey (1949), Jackson (1966), Johnson (1968) and Aoki

(l§703, and 1is used to refer tbbthe selected segments of
/)

A\

the environment given symbolic representation in the

educa;ionél knawledge codes.) It is this transaction i

»
>

betweeq student and display which is crucial in the

-

instructional situation. The recent emphasis upon inter-—-

L4

personal and social “interaction in classroom research is

one which

¢

. serves to obscure the fact that the fundamental
interaction in instruction is°not among people, but
between an individual and selected elements of his *°
environment. In this transaction . . . the instructor
or program author is not a participant, but a mediator,
and often, a meddler. He is a stage manager and a

B £ ' .
. X oy - \
N . e . .

-
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director, but not an actor [Johnson, 1968, p. 10].
While a distinctionqgay be drawn between prescrip-

tive and appraisive inqgiry; it 1s also poésible to regard
them as collectively éonstituting evaluative inquiry ag
opposed to designative inquiry whiéh is non-evaluative.
It 1is this latter distinction, i.e., betweeﬁ valuative and
non-evaluative inquiry which was dfawn upon extensively
in the study. Again it should be recogniéed that these
distinctions are emphases within a more general process \
of inguiry.. In evaluative inqﬁigy, the - inquirer 1s. con-
‘Cerned with decidigg 3pon a preferential course of
behavior, with identifying the.objects and actions which
will reqeive prefetential consideration. in order to
make his decisions he will.bé dependent uan accurate
information which can only be acqﬁifed through designative
inquiry. In this way, non—evaiuative.or designative
inguiry can be viewéd aé a phage,'albeit a prérequisite
phése, in the process of evaluative inquiry.

| Evaluative inquiry has always been recognized as
an 1mplic1t element in the educatlve process. Recently,
however, there have been increasing demands for its
exp11c1t con51derat10n, particularly within the realm of
social studies educatdon (for example, Casteel and Stahl,
1975; Fraenkel, 1973; Kohlberg, 1963; Raths‘gg_gln, 1966;
Read and Simbn, 1975). At the éame‘time, it-has been

—

implied.that the capacitthhich.aﬁ instructional system



may exhibit for promoting one form of inquiry as opposed
to the other may be constrained by the knowledge code
employed. For example, the integrated approach which is
frequently associated with evaluative inquiry is often
regarded as "soft pedagogy [Levit, 1971, p. 174]," draiﬁlng
"the intellectual content from knowledge as a means of
superft01ally stimulating student enthuelasm (Wise, °

p. 395) .0 On the other hand, the.separation of questions
of fact and questiene of value, the result of a vigorous
application of Ockham's ra;or in the design of social
science cutricula for Canadian schools where the pervasive
tradition of discretevdiscipliqes continues to persist
(Finn,ﬂl97}f§ has been called into question. For example,
Joseph Katz (1974) has asserted that "the public schools
of Canada have become cultural deserts, pléces where
children and youth are sacrificed on altars of barren
facts called curricula devoid of the values which'gi§e
them meaniﬁg (p. 47].“. Implieit inlkatz"s remarks 1is ;
concern for an 5rientat}on that will go beyond the
"descriptive ethics" of sociologists and anthr;;blogists
"to a consideratieﬁ of "normftive or substantive ethics”
(Walker, B., 1971). The widespread concern for attention‘
. to normative ethicg in the process of schoollng is
ev1denced in the evolution of social studies curricula

in Alberta, anﬁ is reflected'by Bruner‘(l97l) when he

wrote that:



I believe I would be quite satisfied to declare,

if not a moratorlum, then something of a de- ~emphasis

on matters that have to do with the structure of

history, the structure of physics, the nature of

mathematical consistency, and deal with it rather

in the context of problems that face us [p. 21].

: A
In most respects, the tradition of western science,
at least since the seventeenth century, has attempted to
assume a value -neutral stance, asking only questions
which are "designative" in their major characteristics.
. o / :

In a tradition of schooling which has employed the
"disciplines" as the major 'units' of knowledge from which
curricula are derived, it might be expected that the
disciplines would exert a éignificant influence upon the
nature of school curricula. Briefly, the point of view
‘might be summarized as follows: for man, the scholarly
disciplines of kndwledge represent the cumulative wisdom
of countless generations of cultural evolution; it is
‘they which have identified what are significant problems;
in order to investigate the problems they have provided

a set of structures, substantive-and syntactical; there-

- fore, the essential task of schooling is initiation into

.~ (N -

tried and tested ways of thinking about pre-specified

problems.

- In a tradition of science which has tended away
from questiongs of a valuative nature, it might be expected
‘that the tendency would be reflected in any‘curriculum

. e .
based upon such a tradition. On the other hand, it might
be‘expected that a curriculum based upon an educational

'3
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knowledge code, which is in some measure liberated from
traditional conceptions of.knowledge orgamizatiohf>might
espouse a more emcompassing conception of What it is that
constitutes a legitimete question in'the.brocess of

N

schooling, thereby encorporatin§'the evaluative and the

non-evaluative dimensions of the process Qf'inquiry.

The Paradigm of Activity

It has been noted in the preyious section that

the fundamental 1nteract10n in the process of instruction

may ‘be viewed as taklng place not among people but among
T
individuals and the "display." However, it was further

‘ " * . a ) . . '
noted that the instructional transaction igymediated by
. ) NS L
the "instructor' who may be personally present or absent

from the instructional situation, i.e., he may be’a

teachervactively engeged in instructiné chilaien in a
classfoom situation, or he may be the- author of materials
employed by students in the prOCess of inquiry. In both
cases, the 1nstructor, w1th.the student, builds a-relation—
sbip thtough whié* the trensqctfon is medtated. - It is the-
ehafagter of tbis reiationship which is Cbbsidered under
the heading of;"paradigm‘of'actiyity |
The.n&tion of paradlgm" in current usage has a-

mult1p11c1ty of meanlngs ranglng from "the entlre constel—_

lation of bellefs, values, technlques,'and so on shared
V

- by the members of a given community [Kuhn, 1969 p l75]," -
l

R
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to a simple exemplar or model (Rosenshine and Furst, 1973,
p. 122; Kaplan; 1964, p. 118; Kuhn, 1969, p. 175), usually
-in the sense of "model for.?cfAs.used here, the idga of

a "paradigm" is descriptive rather than prescriptive, and
refers to the major character}sties exhibited by a given
phenomenon, the phenomenon in this case being the relation-
ship through which the classroom transaction is mediated.
In: the restricted sense of the study, a paradigm of o
act1v1ty‘was considered.to be that dominant pattern of
rinteraction, or way of proceeding, which is reglected

in the authority relationships existing between the display
and/or teaéhen' and the student.

. The importance of authorlty relatlonshlps, particu-
larly that ex1st1ng between teacher and taught have been
empha51zed in attempts to describe how classrooms operate-
(Dreeben, 1972 PP. 457—463). The relationship has been
varlously characterlzed along contlnua, from democratlc
to autocratic, integrative to dominative, student—centered
to teacher—cenﬂbred However, the tradltlon of" democratlc-

authorltarlan studles, stemmlng largely from the work of

Lewln (1943) and Llppltt and Whzte (1943) has been incon-

" clusive in terms of any measure of classroom effectlve—

'neSS: espec1ally wheri the latter has been approached in s

terms of product1v1ty.__ Anderson (1959), for example,
has reported that "wé cannot state w1th any certalnty that-

elther teacher- -centered or learner centeréa methods are .

»
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associated with greater learning [p. 206]." Of thirty-two
studies whicﬁ he reviewed, eleven reported greater learning
for learner-centered groups,‘thifteen.showed no difference,
and eight found teacher-centered methods superior; on
the\othgr hand, it was a réthér general finding throughout
thegééudiéé'that "morale" -is higher in learner-centered
groﬁpé.‘ y

An important‘difficulty associéﬁed wifh‘thi
authoritafian—democratig tradition of classroom research
has been pointéd upArecehtly by Dowality and Scﬁume?
(1973). "One source of difficulty with previouézstudies,"

they emphasize, "is that they have typically been analyses

of main effects (p. 125j," i.e., a comparison of method A

~ versus method B in an attempt to discover. a single best

method.  The possibility of an aptitude x treatment inter-
action, they point out, has been largely ignored in
leadership studies. 1In their own research they have

) . . . L . \' .
discovered a disordinal interaction between two modes of

classroom instruction and student "manifest anxiety,"

with a teacherléentered mode of instruction optimizing
' : gRe : A

"productivity" for high-anxious students, and a student-

centered mode optimizing "productivity"_for'low-anXious'
’ . : . . { -

students. The aptitudé x treatment effects hypothesized -

by Dowality and Schumeér point up ﬁhe need for a furthef

4consideration of the teaCherécéﬁtered/studént—centeredv-

dichotomy. The pafticular relevance ofjsuch_é dichotomy -

\
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o & . .
Iln this study lay in the possible existence of a relation-

ship between the knowledgemcode employed in an instruc- -’

-

tional situation and the paradigm of activity.which

might prevail in that situation.
“ \ ’ ’ N
While ‘the )tradition of research referred %o

above has focused upon the'idea of a "style of leadership"

3
within a broad context, the conceptlons of teacher-

regulated and group regulated classrooms derived from 1t

were of particular value in the present study, permitting

a dichotomous consideration of the paradigm'of activity.

i

ThlS was partlcularly 1mpdrtant in view of ‘the fact that

one dlmen81on of the dlchotomy has tended,to be associated

‘with an educational knowledge code of the collection

£
varlety and the othd} with gn 1ntegrated code.

-.ﬁ-

Bernstein (1971) has suggested that there is a

relatlonshlp between the use of a knowledge code of the

‘collectlon type and a paradlgm of act1v1ty Wthh he terms

,"dldactlc, and the use of a knowledge code of the 1nte—

grated type and a paradlgm of. act1V1ty whlch he refers

"to as "self or group regulated p. 61];"' With the

)

'“didactlc" paradigm domlnant students‘tend to be seen

as 1gnorant w1th llttle status and few rights (Bernsteln,

‘p. 58), the paradlgm reflectlng the "banklng concept of

educatlon [Frelre, 1968 pP. 57 ff ]. W1th the: self or

group . regulated" paradlgm domlnant students tend. to be

viewed as. assoc1ates in- 1earn1ng with teachers (Keller,

50
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1968, p. 20) and a concept of education as liberagion
‘prevails.
Th .. . .
a}agpere is such a rgﬁgtlopshlp between the
N xS

knowledge code used and the paradigm of activity has been
frequently asserted. A collection code will, it is
claimed, impose artificial barriers to interfere with the

G
natural course of studént inV&éiigation (salt, 1969,gﬁ

-

@. 23), will encourage a pathdlogical view of the student
(Bernsteiﬁ, p. 58), will ;ubject the minds éfrthe student
to the authority of the disciplines (Lamm, 1972, p. 127).
While on the other hand, "to take an interdiscipIinaryA

approach . . . is to emphasize the role of the student

“in the process of discovery . . . because no single

professor or discipline can pose as a fipal authority
[Houston and Burkéf’l973;'pb. 70-711." WhileAthe‘asser—

tions have been strong, the evidence supporting.them'has

4
been weak.

9

ot . ’

Instructional Resonance

LI -

The concept of "instructional resonance" is one
f :

developed out of Maruyama's (1961b,.'1969) work on the

general idea of fésonance. It has been emgfloyed in the

‘present study to provide for the description of étdde:;/;

perceptions of seleépe@/diﬁgnsions of classroom exper{ence.

Esseﬁtially the concept must be conceived as a continuum

ranging from a pole of optimum reSopance'to one of optimum
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dissong:ce. A high degree of resonance connotes a :

relationship between studéent and teacher and/or display

which is symbiotic and mutually beneficial; a high degree
of dissonance one which is antibiotic and mutually exploit-
ative.

One way of viewing instructional resonance in any

. classroom situation is in terms of three sub-concepts,

namely relevance resonance, intellectual resonance, and

experiential resonance. The notion of relevance resonance

is one which refers primarily to a convergence of goals
and‘purposes;‘.Ln the context of the present study the
convergence ipvolves student$: and/or teachers and displays. .

. ~ .
Intellectual resonance focuses primarily on the problem

_of "dgifficulty." Essentially the degree of intellectual

resonance is dependentiupon”the cépacity of -the inquirer,

-

to assimilate and accommodate the information provided
in the display within his pfevibusly exiSting intellectual

structures. It i® dependent uponJZhé student's capacCity:
- : Y ¢ 39

s

to derive new meanihg from the digplay.‘ A low degree of = -

intellectual resonance may result not only when a. student

is unablé to derive any meaning at all from the display,.

but also when the méaning derived is already "known" by

the student. .EXperiential résopance is ;eSOnance dependent .

updn the“capacity'of‘tﬁé inquirer to see the importéncé?

énd significance of the "subject-matter" ‘of the dispiayf
and this will be reflectéd 'in 'his interest in and attitude

A

a .
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‘toward the:display and/or.teacherl As indicated above the
three resbnanceé are‘collectively taken as providing an
indication of- the more general notion of instructional

v
resonance.

A recent study by Permut (l974); publishedrafter
the data for the present’study were ccllected,'has pro-
vided some empirical clarification of the notion of
"relevance” and its associaticn with other concepts f
employed to describe various aspects of classrdom opera-
tions. Concerned with the lack of a systematic idea of -
what relevance.ish'Permut conducted a factor-analytic
study of student responses to a questionnaire dealing

. . /
with perceptions of selected school experiences. The
; : . -
" results showed. relevance in its connotative aspects to be
associated with notions of "usefulness" and "goodness," .

but quite distinct from mdifficulty" which in the present

study is an indicator of intellectual resonance, and from .

Lidl }

"interest" which is\an indicator of experiential resonance.

The potential for resonance in'any classroom

§ [

_31tuatlon may be v1ewed as res1d1ng in the match ex1st1ng
between the structures of the dlsplay and/or teacher and
the structures of the 1nqu1rer Clearly‘any dlSplay will
.tend to ‘emphasize some goals and not others,  some 1eve1

of competence and not others, some "subject—matter and

1

not others 'Indeed, student, teacher, and display may Be

regarded as exhlbltlng a hlerarchlcally ‘distributed set

Lo
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of vreferences which may be termed structures of relevance.

Where there is little concordance amd\g the structures of

relevance, the resonance will be low; where there is a

J grieat deal, resonance will be high.

The importance of resonance in the instructional
; . ) . A

. cpntext has been illustrated by Maruyama (1971) who has

rasserted that

¢ . Individuals who are in resonance can derive mutual
> ;"ﬁgratification and appreciation from their interaction.
';)‘i When there is no resonance, the interactipgn may
IR cease, become boring, artificial, exploitative,
: phony or'even explosive [p 12},

-

‘AThe clamor of students for "'relevance, 'engagement, '

&d part1c1patlon [Hunter, 1972, p: v]" has become

{ common. The prOV151on of these qualities is more rare.

' - As with the other elements in the abstracted

0

" ' . . .
7. system, relevance resonance has been posited as existing

vl ih a particular relationshig with the type of knowledge

‘ %’oode employed - For example, 1f it is in fact the case
,h " f ' €
'that it is the dlsc1p11nes whlch pose the problems educa-

,"‘

L
, 4
. _3“the dlSClpllneS which define the substantlve and syntac-

l

L :
e }tlcalust;uctures necessary_to 1nqu1ry, then 1t mlght be

gj\farguedfés with the "paradigm of activity" that under a

R . —

4 collection code, control over the process. of instruction
rooms but with the-communities:of scholars who, make up:

'the'disciplin,ﬁfyi pthat lack of control over the process

mlon must deal w1th (Schwab, 1962, p. 197), and it 1is also

{ does not lie with the. teachers and_students in the class- -

N
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reduces the potential for resonance in any given situatidn.

Y PART TWO: FROCEDURAL

Data for the present study were collected primar-
ily through procedures of sy;tematic classroom observation.
Although a.recognized research procedure for .more than
Sixty yéars (Murray, 1970), it is one which 1s replete
with methodologic;l difficulties most of which receive
scant attention in the repSEts-of studies employing the %
prqcedﬁre. Herbert and Attridge (1975), for example,
report that of mofe than eight hundred studies employing"
systematic classroom observational research located
through the Educational Resources Information Center {
(ERIC), only seventeéﬁ included diécuésions of significant
methodqigéééal problems. Nevertheless, Herbert and
"Attridgéléﬁphasizé that:

.Obsérvation of subjects in natural or manipulated
settings is potentially one of the most useful
techniques for collecting data, and instruments for
systematic observation probably form the most rapidly
growin§ set of tools becoming available to researchers.
They further point out that;

. s

Unfortunately the work which has been done to identify
and solve the methodological problems of observatiog
is as yet inadequate to ensure accuracy of findings

. [p. 2]. , .
The purpose of this part of the report is to review the.
literature related to the methodological problems alluded y '

to gbove.
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The Dimensions of Systematic Classroom

Observational Research

Systematic classroom observatioﬁal research migﬁt
usefully be viewed as being composeé of a set of prbce*
dures by means of which, frdé the total universe of‘

. possible classroom t%ansactions, ceftain subsets are
.selected and/or provoked, and their attrigufes recorded
and encoded. Essentially the researcher (is faced with
the. task of-kinding‘answers to four major questiéns.
First, whét is it that‘is to be‘obserQed? Second, under
what cifcumstances might the chosen phenomenon he
_observed besﬁ?} Third, how miéht the observations be o
organized and'claésified so as to facilitate analysis? |
and fourth, do the observations truly reflect the'nature
of the existential situa?ion; i.e., are‘they%valid? The
rest éf this chapter is devoted to a discussion of the

difficulties associated with edch of these questions.

’

Wwhat to Observe 5 )

Characteristié of all classroom observational
research is a process of selection by meafs of which «the

N . T ) . }
researcherrseiects out from the total universe of possi-  °

bilities and focuses upon those aspects of the 'classroom

o ’

world' which he,considers to be conceptually relevant.
This process of.seleétion would appear to,be an ipevitable -

condition of any research. However, the history of

» o : i
. ) .
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clgséroomvébservétiqnal research haé cléarly demonstrated
thagzwhatiis "conceptually relevant" for one researchér
has{infrequently been so for another, with the result
that Rosenshinerand Furst (1973) have characterized the
field as "chaotié; unprgani;ed and self—serVing," A less

impassioned and perhaps more valuable characterization
<

has been prov1ded by Neujahr (1972) who suggeété that the

'fﬁeld dlsplays the charqcterlstlcs of a pre paradagm

sc1ence 1n the Kuhnlan sense. Certalnly at the present

tlme there is no Newtonian mechanlcs or Copernlcan

astronomy within which all observatichs made in class-

% ° . s

. - ) o p .
- roocms may -be located and interpreted. Nevertheless, the

researbﬁ@s currently being conducted into classroom opera-

tions are neither random nor arbitrary. " Of the growing

number of classroom observational systems, the vast

" majority reflect an interest in either the cogﬁiti§e or

affectlve dimensions of classroom transactlons, or in
some comblnatlon of both and a lesser number reflect an
interest in what might be termed the general ecology of

"’ 1
the classrpom. -

- Affective. Perhaps the best khowﬂaof all classroom obser- |,

vgtiona} systems 1is that déVeloped by Flanders (1965) in

. order to help characterize teacher influence in the
.7 ’ -4

2 -
9

w \
lan 1nd1cat10n of the re;atlve emphases in the

field may be gained from a survey .of the 1nstruments 1n -
Simon and %gyer s (1967, 1970) anthologies.
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classroom along a direct-indirect continuum. His work

) N
represents an extension of a tradition of research which

" focuses upon the socio-emotional climate of the classroom.

For example, Anderson (1939) focusedvupbn the "integra-
tive" and "dominative" Sehavior of teachefs; Lew;g%
Lippitt and Whiﬁe (1943) considered "authoritarian,"
"laissez-faire" and "democrétic" leadership styles;
Withall (1949) looked at "teacher-centgredneés" and “
"learner-centeredness." This pattern of research has
selected out and focused upon some predominantly affective
dimensions‘SE'c%assroom operatiéns. It is a line of &
research which has been, and is being extended (e.g., '
Amidon\and Flanders, 1967;‘Amidoﬁ and Hough, .1967; |

Galloway, 1968). /

/A
Cognitive.- Compleménting rather %than competing with

those systems which focus on tﬁe affective dimensions of
classroom operations is that group of observational

systems which might be labelled cogditivel_ The use éf
classroom observational techniques to examine the cognitive

dimension of classroom transactions‘would appear to be a
development of the early sixtie’s. ‘A seminal wori iﬁ the
area is that of Smith and Meux (1963) who attempted to
déscribe the logical dimensions of £he process of'teaching.
This they did by dfawingcheavily_On ph;losophic discourse

on the nature of definition, description, explanation and

evaluation.»sﬂeriVéd from Smith and Meux's workr;and also



from Wittgenstein's idea of the language game is Bellack's

R

(1966) work on the Lariguage of the Classroom. .One result

L

of Bellack!s research was that from his observations he

! .
was able to infer a pattern of rules or a protocol which

guides the "language game" of student-teacher igteractions,
and provides an explanation for the predominantly dyadic
nature of classroom interéction;.

'Also treéting classroom operatiéns from a cog-
nitive pefspective is the work of TaSa and Elzey (1964).
Drawing théir conceptual framework froﬁ~deVélopmental
psychology, their éystem focuses upon levels of tﬁought
hypothesizéd as developing 1n a necessary sequénce through
(i)igroupinéfand~label}inqy (ii) interpfétihq’infoimations'
andlmaking inferences, and (iii) predicting sequences.

~Gallagher's (1966) Topic Classification System

jﬁ?ich has been used in connection with BSCS also employs

n

:Vrthe idea ®f levels but in guite a different way from

.that of Taba ahd Elzey. Developed from the;earlier
Gallagher-Aschﬁer (1963) studies which were based on
‘Guilford's model of the structure of thelintellect( the
purpose of fhe system is to ihdicate (a5 éhe level of
instruétional intent, that  is, whéther the hajor concern

is for content or for skills, (b) the leVel of coﬁceptuat

L OT SRR g

) 'lization, that is, whether data,  concepts or generaliza-

tions, and “{c) the level of style, that is,‘whether the

focus of information processing is in.terms of deécription,

Ve
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expansion, explanation or evaluation. ' . /
Two systems emphasizing the cognitive orientation
of-particular relevance for social étudies-educators are
the Michigan Social Issues Cognitive Categofy System
devised by Massialas (l969,-19%5),_and'a system developed
by Oliver and Shayer (1966) in conjuhction with the Harvard
Social Studies Project. An interesting aspect of both in
light of the present stpdy is/their concern for distin-
guishing'between normative and deécriptive classroom dis-

course. «

Ecological. A significant feature of many obsgrvation
systéms hés;been their tendency toward an ever increasing
atomization with researches focusing upon smalles and |
smaller bits of classroom’behavior fﬁurf&y, 1970). One
reaction againstﬂthis trehd has been the'development of

a bfahch of clasgroom observational research which‘draws
heévily.upbn Roger Barker's (1965) conceptions'of ah,
ecological psychology .(Walker, %ﬁ" 1972). Kounin (1970)
characteriées,the trend as "the study of many coexisting

Y . . n .. i . .
events in real settings [p. 63]." {n,th£§ way no a priori

"emphasis is given to either the affective or.cqgnitive

dimensions of classroom activity,talthoudh either or both
may be necessary for analysis.
For the‘mosﬁ part, reséarch employing an- ecological
. . 'ﬁ'

perspective has been characterized by a guest for concep-

tual systems which might adequately explain learniﬁé”

. . .
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enVirOnments. For example, Gump (1969) -asks "What a%e
their parts? How do the parts relate to each other? .how
‘do they relate to the behavior of the occupants [p. 200]2"

One useful conceptual scheme for classroom
ecologists has been the use of the soc1olog1cal notions
of "structure" and “functlon" to_help explain what tran-
spires in the classroom (Biddle and Adams, 1967). 1n
the Biddle and Adams study,. the notlon\of "structure"
refers to the form and compOSLtion of*the group, the
communication structure, +£he role structure, and such
things as the physical location oﬁ\}eachers and students.
The notion'of "function" is employed to refer to the g
activities which occur and.to the content of the trans-
actional relationships.

While they may be lacking J’ the ecological‘
domain, there is certalnly no overall pauc1ty of conceptualA
schemes tHrough which to view classroom operations.’ |

Indeed the proliferation of schemes has caused NeUJahr

(1972) to assert/f/;t\\ho one satlsfactory way has been

~ found for descrlblng what’ takes place in classrooms
-

[p. 224], wbut then why should there be a 51ngle focus?
s
The question of what it is that4should be observed has

been answered differently accordlng to different research
\
1nterests, and the present lack of a srngle focus of '

attentlon characterlzes it no more than any'other research,

3
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Undér \What Circumstances
—

\\A frequent adsumption associated with classroghA B

Observational research is that it must take place in so-
4

called 'naturalistic settings.' Ecologists in particuhar

appear to adop@’thiSIStance and suggest that“?the observa-

r

tion of intact classroom settings where they occur, and

in their complex, investigator-free arrays is the optimal

“

~investigative path [Gump, 1969, p. 200}." It is a

position supported by Kounin (1970) who emphasized the

{

need to conduct research "ih a spirit‘orrgree inqu{{;\

hY

rather {han‘in a spirit of “debate to seé what hypothesis\\,

or theoyy Was to be tested [p. 63]." ,

In_nany respects the term "natural".has come to
have a value connotation as well as a déscriptive denota—'
tion attached to it. Frequently'it is assumed that what_.
is natural" 1s more true and real than that wthh is _

supposedly unnatural "In behav1oral research however

naturalness can only be v1ewed as a functlon of what the

.lnvestlgator does -(Willems, 1969) And, of course, belng

a function of what the 1nvest1gator does and therefore

5
variable, it needs to-be viewed in a relat1v1st1c ratRer
than in an absolutexmanner In %ther words, research in

natural settingS'can exist'in varying degrees, all .of

whlch relate to the degree of provocatlon exerted by the

. researcher v Where he ‘has exerted a con31derable degree

of 1nfluence over the antecedent conditions of the behav1or

62
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to be observed, thHe tendency is Eoward manipulational-

Q;experimental research. Whereyhe'has exerted little or

no influence it is toward naturalistic research. Natural-
istic research is descrlbed by Barker (1969), a leading
proponent of research in natural settings, as being that
situation wherein nature ‘is the inducer and the 1nvest1—
gator is only the transducer. L

It lS perhaps useful to re- empha31ze that not all
observatlonal studies are dlrected toward questlons of

B4 :
ecology. As p01nted out in the previous section,

" ~attention is'frequently directed toward a much more
. .

limited range of phenomena, whether affective or cognitive -

Or some combination,of the two, and under such circum- h
stances those aspects of the setting that are not relevant
- to the problem can be altered with minimal effects upon
outcomes (Welck 1968 p. 368). Unfortunately in most
_research related to classroom operations 1t is not always
Known wthh aspects of the setting are "not relevant."
Always, it would seem, we are deallng with an 1ncomplete-
- array of varlables and a range of human behavior whlch is
néver perfectly predlctable no matter how tlghtly con-
trolled the experlment That is not to say, however, that
systematlc observatlon of the classroom ‘may not be couched
_w1th1n an experlmental framework Rosenshlne and Furst
(1973) have clted .a number of systematlc classroom

observatlon studles whlch fall w1th1n the experlmental

Yy - ' . . ) ."‘
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and quasi-éxperimental rubric, and it is clearly a tech-
nique which may be used to test and generate hypotheses

as well as to describe situations.

Organizing and Classifying Observations

ThHe tasks of organizing ang classifying observa-
tions in order to create data amenable to analysis is
associated 'with two conceptually distinct processes—

behavioral recording and behavior encoding (Weick, 1968).

Recording takes place when the raw events of a situation

are converted into a permanent record whether in the

-

form of a handwritten log or as an audio and/or video

record. . Encoding takes place when the record (or it may

be the originalkevents) is simplified and reduced to a

form suitable for analysis. s

Reéording. The major difficulty in the making of records
of classroom operations concerns the objectivity with 'f"”
which a record can be made, -and the‘completeneSS’whiCh
can be achieved. Both of these will be restricted- .to the
extent that observations are inevitably filtered through

S .
1967)

the particular world view of the observer. Herbert,

made refefence to the problem when he 5uggested that

o
A .

g?hen an observer sets out to describe whét the teacher

éoés, whatrhe.reports will dependiupon the eyes with ‘

which he sées and the aspect of teaching at which he -looks
- ‘ i . S

[p. 1]." Because of tﬁese‘difficulties the specimen,

- -
o



records and ethnomethodologiéal approaches of researchers

such as Cusick (1973) ‘have been criticized, as have the q

;ntuitive-insightful approaches of Jackson (1968). Quite

simply 1t is argued that this type of record construction

is too vulnerable to the fallibilitijes of‘human perceivers,

. to their widespread prejudices and biases. (problem of

objectivity), and .that interaction is too complex and
too rapid for a complete record.to be made (problem of
completanesgﬁ, Consequéntly the use of mechanical aids
in-recqrding@ﬁas been advocated and indeed most researchers,
including Bellack, Gallagher, Smith and Meux, and Flanders,
have availed themselves of sound and/or video recordings.
The lens, Kounin argues:
- i i - o)

has no biases, theories, prqéonpeptioqs, needs or

interests. It takes in all ithat is occurring in its

field and makes no distinctﬂop etween what is boring

or interesting, major or minofr, important or unimpor-

tant, outstanding or ordinary, gedd or bad. And the

videotape records it all without forgetting, exagger-
ating, theorizing, judging or eliminating [p. 64].

However, there are two points which must be made concerning

Kounin's claim. First, any lens muét_be directed by a
Jhuman. agernt aﬁd is therefore equally vulnerable to biases, -

theories etc.. Secondly, even if a complete and true

¢ P

record could be made, thé-major task of creating meaning
out of the muitiplicity of sensory percept;ons remains.

The contribution to be made by electronic aids is ‘in

providing for an increased,reliability of interpfetation,

"by making possible_repéatéd~vieWings of a situation. With

1 R
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each repeated viewing, however, the same observer with

the same inventory of biases remains to try to make sensé

of the raw data. ’

‘,.
’

Encoding. As mentioned previously, encoding is that pro-
cessythrough which raw data are locatedrand interpreted
withih'a COnceptual‘frameworh. In some systems, for
example Gallagher (1966) or Massialas (1975); the encoding

is carried out from a récord; in others, such as Flanders

1(1965) observers‘encode on the spot. Whether the coding

is carrxed out in situ or from records, the categories of
codification have b#®n determined before the observations
' - &

have beed made. Only a few studies (primarily those .,

which are eCologiéal in orientation) approach observation

without a well defined cofficeptual structure from which to

. : ] -u

view events. . » \

The major problem associated with encoding,
. - !

whether into a_pridri categories or not, concerns the

degreegof inference required»on the part of an observer. _

*%The greater the degree of"inferenoe required, the greater

' is the dlfflculty of extrapolatlng valldly from spec1flc

classroom events +to conceptual categorles. Rosenshlne

h4and\Furst (1973) have dlstlngulshed three major approachesr-

3

to encodlng based on the degree of inference required.

Demandlng the least amount “of 1nf ence Ls s1gn analy51s

“which requlres the listeng beforehand of "a number of

Soa

"specific acts or incidents ofvbehaviorgh.ich may o\ea ma% |

v

- 3 . o



not occur during a period of observation. The_ record
will show which of these incidents occurred during a
period of,observation, and, 1n some cases, how frequently
eaph’occurred [Medley and Mitzel, 1963,‘pp. 298-299]." :
-rExamples of 51gn systems“ are the Flander's instrument
~and many of its varlants, as well as Medley's instrument

AOSCARu Requiring a greater-measure of lnferenceuare

category systems such as Gallagher's Topic_Classificatidn

System. Frequently‘events analyzed using categoryAsystems
are subjected to mu;tipleAcoding. This sihply means‘that
all events are~charaeterized along two or more dimehsiOns.
In the TCS,»for example, these were "instructional *

. intent," "conceptualization," and "style.' - For each

dimension zhere are usually a number of 51gn1flcant

. indicators (whlch are in themselves low inference signs)

which guidefobservers in their classificatidns The thlrd,

and that form of encoding demandlmg the hlghest degree

of observer inference is the rating system. This procedure

demands that an observer estimate the "frequency” or

§

"strehgth" with whiph certain types of event take place_
during a spe01f1ed period (for example, Ryans s (1960).
study of teacher characterlstlcs) ‘}

While as a fundamental pr1n01ple it would appear
ise to adhere to as. low a degree of 1nference as pos51ble,
low inference should not be gained by eXclading from

. 7 ) - , o T e
consideration those aspects of classroom operations
- ’ : . , :
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which are cénceptniily significant, but which also require

high degrees of observer inference.

Validity

A great deal of literature concerned with systena—
tic classroom observation has feeused-upon the problem of
reliabil;ty. Very little consideration, however, has
been assigned the problem of validity-(Rosenshine and
Furst, 1973). The most comprehensive consideration of
validity in observation systems to éateihaé been provided
by Herbert and Attridge (1975) ' who approach the problem
in terms of "content," "eonstruct," "criterion-related"
and ™Mface" validities." Howevernftheir discussion has
remained purely conceptuai in nature and ‘the absence of

i ’

examples has produced - some problems of interpretaion, .

which the discussion which follows will attempt to resolve.
! ' o ' .
Content validity; Content valldatlon Herbert and Attrldge

point out is concerned with asse551ng "the content %%

1nstrument as compared Wlth the total" behav1ors whlch

-~ . ©

comprlse the dimension it _purports t0'describe‘[p IISJ,

u51ng the Flander s instrument as an. example the quest1on
would be whethedg%he content of the instrument, i. e., the

o
categories into which verbal behavipr is claSsified, -

'prévides a representative sample of all the'possible'

pehaviors from whlch a measure of indirect- dxrect teacher

lnfluence in the classroom mlght be 1nferred The
e '

v . . [
7



= < .

: procedure proposed by Herbert and Attridge is the use of

"appropriate judges.” }

. - i

[

Construcflvalidipy. "Construct validity refers to the
0 L.
degree to which the theoretical claims and supports of

the instrument are substantiated both logically and

A4 Ll

69

empirically [p. 15].7 Egsentially, the question is whether

(or to what extent) the scores derived from the ilnstrument

may be sald to measure a theoretlcal construct. For
N =

-

example, the Teacher Practices Observation Record (Brown,

Mendenhall ‘and Beaver, 1968) purports to measure the

degree of consonance existing between-a teacher's class-

roon behavior and John Dewey's philosophy of "experimen-

talism."” In order to do this the researchers developed

sixty-two "sigrns,” thirty-one of these reflecting conson-

¢ R \

ance with "experimentalism” and thirty-one reflecting

\

[

ity
LI 2

¢+ to the dearee that the thirty-one positive signs

3

)

Q

are indevd an accurate representation of the construct |

"expbrimentalism,” and the thilrty-one. negatlve S1GnS are

mot. The apuroaches to construct validation may be

0

d:ssonance. Construct validity .ls present 1n the instru-

e

erther ratlfonal-deductive or emplrical-inductive, Or some.

f.’ irﬂ'q:g . s ) ‘
gpq&%;nat;on 0f both depending upon how the imstrument
KSe~ e e

oFies were developed.

\ V{ ’ & . ol

a

Criterion-related validity. This type of validity 1is
L . . ,

concerned with the relationship between measures cn tle

5
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.

L

Observation instrument in gquestion and some other variable,

traditionally some measure of 'growth,' which is used as
it ( 9 s

a criterion. In Many instances criterion-grelated vdlidity

. .
- . Voo i . .
1s 1nappropriate to classroom observation instruments

since their concern 1is for «description solely, without

consideration being given to prediction. The many studies

-

seek1ng to correlate "socio-emotional” climate with
measures of "productivity" and "morale," for example,
have been concerned with establishing a criterion-related

»
.

.- S
%&‘k 3

validity.

Face validity. This is a validity of 'general impression' £
referring to the degree to which an_ig?%rument "appears

A
to measure.or describe what it pugpog%é to measure or

describe.. It 1s determined through the application of
. . _ .
intelligence, 1intuition and reason . of the developer,

objective éolleagues . « . [Herbert %@d Attridge, 1975,

p. 16]," and- Herbert and Attridge go on to say that at

- -

the present stage of development ih }heé%@li@gtion 0f
bbservatiog ;echniques, face validity ié'a mo;£ impoftgnt
dhafacteriétic gg; aﬁy‘instruﬁénﬁ to possess. The value

of an explicit‘cons;dgratioﬁ’of face validity in any‘

ra

research might'legitimately be called 'into question , S

. : -
since 1t 1s difficult to envisage an instrument which

o

had not been subjebtgd to the "intelligence, intuition

and* reason of the developer."

‘70:
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Reliability. Frequently associated with problems of

validity is the issue of rel;ablllty in systematlc class-
.

room observational researth. While it is trué that a

4\

“high degree of reliability will not ensure validity, it

would appear that validity is in some degree constrained

ﬁy the level of reliability which can be achieved and

N

that consequently reliable measures are extremely'impér—

tant. R : ' "

-

There would seem to be two major points concerning

reliability;,AOne is that reliability is not a property

of any ihstrument in itself i.e. an instrument may not

-

. be v1ewed as having a high or low reliability. It is a

14
property of«the measures obtalned through an appllcatlon

¢

" of the 1nstrument (Herbert and Attridge, 1975). Second,

¥

rellablllty is. not a one-dimensional concept, although
L

'tradltloqally observatlonal research haggfocused upon a

e ‘.
sinqle dimension.. ' . )

o

I"U " The single dimension which has peen treated in

nmdst obsetvational studies is inter-observer agreement

(Weick, 1968) . ?HOWever, its adequacy as a single measure

of reliabifity has been called into question~(Medleyfand
Mitzel, 1963; Weetbury, 1967; McGaw, Wardrop and Bundag

1972). A éecond majer type of reliability that would

o ..

* appeal to be called for is intra-observér agreement over

occasions (Dunnette, 1966' McGaw et al.; 1972). 1In this

lcase the concprnsxs for the “stablllty“ or "replicability"

>
(& - ’ -
: : *
. o .
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-/ .
of observations over time. In effect, t%is represents a
test-retest reliability fot observation instruments. A
major conceptual difficulty li@s in the fact that whereas
traditional test—retest‘approaches to reliability tend to
focus upon "relativeif enduring aspects of personality

/
[McGaw et al., p. 14]" or performance, the focus of

- attention in observation studies is often upon classroom

Behaviors which might be expected to vary systematically,

in which case a low intra-observer reliability over
¥ -

occasions represents a true rather than an error variance.

. 8

' SUMMARY

v ,

" The review of literature conducted in this chapter

Y

has been directed toward‘two”fﬁnctions.p One, the sub-
stantive;“has.been concerned to-demonstrate that the

ele&ents of the abstracted 1nstructlona1 system are o
derlved from sound Conceptual and empirical bases, and

that they constitute valuable objects of study, partrcug

larly within the context of social stndies-education?

The other, the procedural, Ras been ‘concerned to demon-

strate that while the study haslbeenﬁconducted largely‘

Wlthln the framework of a research methodology which is

"%
areplete w1th dlfflcultles, the 1atter have bé*en examlned

LIS

v v .(» . ‘
and have recelved expllc1t con81deratlon in every phase
of the research o o, ' ‘q.

~ R 3 N ~

5,
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Chapter 4 ' - . :
METHOD

) . .
The study was essentially one Qf main effects,
comparing the instructional systemics of classroom situa-

tions employing an educational knowledge code of the g

collect1on type w1th those employing an educational

knowleise code of the integrated type.

’ Design
- &
The research design provided for five sepafate

and independently conducted naturalistic and quantitative

case studies. In each of the cases the relationship

obtaining between the hypothesized leading element (know-

ledge organization) of the abstracted system and the

other elements was examlned and invariances across case

vV ‘

.studies were mapped Where an 1nvar1ant relathpshlp

*

was observed to exist the research hypoth851s pertalnlng

- to- the relevant systemlc element was retalned (The

research hypotheses‘are stated on page 15 of this report.)

Phe case study approgch to researqh is frequently

EOnsidered'as ha&ing two majer weakgeé%es. One\is'that
it "makes it Virtﬁally impossible to make: use of con-
‘ trastlng 51tuatlons {Baldrldge, 1971 p. 32]," and the

other is the problem of "typlcallty," i.e., whether the
. - '

—
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case chosen is representative of other similar ofganiza—/”
tions. There'would always appear to be the danger that
any single case will‘be an "empirical freak,".a "dramatic
instance."

"In the present St8d¥ considefable efforts»were},
expended to avoid both of tsese weaknesses. The Study'
"'was‘designed to avoid the danoers of a one shot case
study by providing for a series of replicated studiesl
Each case, in itself, was composed of two contrastlng'
"organizatiohs," and data derived from five separate "r
studies promided for comparisons. The problem of "typl—

callty" was at least partlally provided for by selectlng

cases which'varied in some of their major attributes,

such as teacher qualifications and\eiierience, and "school

‘oca ion. .

’

Sample
,  Sample
"Each case, study was composed of two 1ntact classes,

“one categorized as employlng a’ collectlon code and the

/

3other categorized as empldy;ng/an 1ntegrated code. 'The

.‘q’

® e

total sample was comprised of ten intact classestelectedz.
through processes of judgmental sampllng,_l e., claSsés
were selected because they.exhlblted the attributes

relevant to ' study

T Lo P

fhe task of sampllng 1nvolved 1dent1fy1ng those

~.teache_} who' were emplOY1ng an integrated knowledge code

s
— . ﬂ )

3
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vy

in one ¢Tassroom sltuatlon and a collection knowledge
code 1n‘another cléséroom at the same.gradelQQQe}_'
Involving the same teacher in both situationsluas an
attempt to control varlatles whlch might exert an 1nfluence
on the nature of the 1nstructIonal systemlcs within each
- -
case study - Similarly an attempt was made to 1dent1fy
cases where the same students would- be 1nvolved w1th a,
single’teacher in onewclass employing a collectlon codé
T
and another employing an integrated code. This attempt
to control student variables proved,impossible since no

such instances were'found to exist, and only intact classes

~ could be selected. Of the classes which .ultimately

/

composed the sample the degree of overlap in student

participation in the two situations ranged from 0 to more
“ N .

[

than 60 percent.

An initial pool of 14 feachers ip 6 school dis-

: tricts was’ 1dent1fred The teachers comprlslng ‘the

initial pool. were those 1nvolved 1n teachlng both soclal

studles and one of the social science OpthDS (geography,.

- L3

‘l psychology ‘or soc1ology) at the grade eleven level ;It

was thought that. soc1a1 studies courses mlght prove to pe
a source of classes employlng 1ntegrated codes, and soc1a1
§%c$ence courses a source of classes employlng collectlon
'todes . Eleven~of the fourteen teachers comprlslng the ‘

orlglnal pool consented to an analy51s of thelr courses

béﬁng conducted and flve .of these were tentatlvely'

?gwtw
5 ety o

-

»

e} e o
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X

identified as employing anvintegfated knowledge code .in ‘
I
thelr social studies classes and a collectloﬁﬁgode in ‘

thelr soc1al sclence classes

. [
&‘

The ba51s of dlscrlmlnatlon between the,lntegrated L0

-

‘and collectlon codes was linked to the concept of "classi-~
flcatlon" (p. 6) which refers .to the strength of bound-

arles between contents Boundarles are de51gnated weak

when a number of perspectlves (psychologlcal, sociological,
economic etc.) are brought to bear on a Slngle topic or; | , )
Jproblem being c0n51dered by a class,.and thereby con—'
stitute. an 1ntegrated code Boundarles are des1gnated

strong when a problem Qr tOplC belng §5n51dered by a,

class is v1ewed from a 51ngle perspectlve (i. e.,hpsycho— A

% C

'Hloglcal or soc1olog1cal or economlc etc ) and result in
at COlleCthn code.’ It‘was the‘concept of "c1a551f1catlon" .
which was empleed 1n 1dent1fy1ng classrooms employ&ng

- 1ntegrated and collectlon codes.

In maklng thewlnltlal selectlons, the ressatdh

examlned textual materlal (textbooks, handouts,~resource

v

”unlts, a551gnments and examlnatlons),aas well as observ1ng
]

. the classrooms in- actlon However the tentatlve nature' ' e
ﬂwof the inltlal 1dent1f1cat10n must be stressed It was
a concern ‘of the researcher at thls p01n 1n the evolutlon

N

;_of the study that teacher behavxor w1th respect to the

cuse of 1ntegrated and collectlon codes mxght be extremely

-

*varlable over ‘time . (though thlS proved not to be the case)

P . B P B .
[ : R o,




and that during the period of data collection classes

formerly'identified‘as employing either integrated or

]collection codes might no loriger exhibit thesefattributesi'

A strict monltorlng of the classes in terms of content
cla551f1catlon was therefore conducted during the period
of data collection and is reported in Append;x D.

As pointed out above an attempt was made to control

for extraneous varlables by hav1ng the same teacher and
to the extent p0551ble the same students 1nvolved in the
collectlon class and the 1ntegrated class whlch together
'composed any one case. On the other hand, no attempt
jﬁyhatsoever was made to control for dlfferences between’
~and among the dlStlnCt case studles which, it must be
>reemphas1zed, were Gonducted separately and 1ndependently
-by a team of flve tralned observers.‘ The. ratlonale_for
" not attemptlng to control for dlfferences among case
studies Was that should dafferences between the. 1nstruc->,"

tional systemlcs assoc1ated Wlth collectlon codes and

with 1ntegrated codes be observed to ex1st under a varlety
B

\ Cte e

of dlfferent c1rcumstances, then the strength of "know—,

ledge organlzatlon" as the 1ead1ng element 1n the system

o

would be clearly demonstrated ui-;. ”',.'_'Q?f *-)f,T s

'ej_; The ultlmate comp051tlon .aof the f1Ve case StudleS

ok ¥
". L.

; 1nvolved lO classesj flve of which were grade eleven'

\ .

soc1al studles and flve of whlch were grade eleven soc1al

77

'"sc1ence optlonsa' The flve Opthn classes were two BRI

i
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sociology, twg geography and one psychology. All the
teachers were male, ranglng in experlence from one year

to twelve years, and in academic quallflcatlons from

-

,hav1ng-three years of university to the possession of a

master's degree. The five cases were located in four

schools.e Two of the: case studies were conducted in a

large suburban school, two were conducted in medlum size

schools in small towns, and one was conducted in a small

‘rural school. In total_the study involved 186 students

‘ranging indage from 14.8 to*18.7 years from a wide range - *

o

of socioeconomic backgrounds, with approximately equal
numbers of males and females. -

' : o,
" PROCEDURES

,Data were collected !.dng two 1nstruments devel—

oped spec1f1cally for the “study. The System for the
1o -

Analys1s of Classroom Transactlons is a multl dlmen51onal

category system deSLgned to permlt the quantltatlve '

descrlptlon of classroom transactlons 1n terms of 1nstruc—-

78

tlonally relevant varlables by means of dlrect observatlon. :

The Insfructlonal Resonance Questlonnalre 1s an 1nstrument

&

) whlch permlts students to record thelr perceptlons of ‘

S
'/

thelr classes w1th respect to 1nstructronal resonance.

o ".'_ o \ ; . R b
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System for the Analysis of

Classroom Transactions

The SACT Wasﬂdeveloped in order to permit a .

79

description of classroom behavior in terms of ‘instructional

intent, conditions of "knowing that," form of inquiry,
] .

and paradigm of activity, each of ‘which is represented in

Ahe system of dichotomous categories (see Table 1).

¢ ‘ .
'1' u Table Al
7
B Dimensions and Categories of the SACT
. @ V. o
— " » =
Dimensions _ : . ' Categories
S E— S—
“ - Knowing How
" INSTRUCTIONAL INTENT T o ¢
\ ' o L "7 "'Knowing That
| T “ Strong
CONDITIONS OF "KNOWING .THAT" e :
. ' . . Weak .
L SN » :
K ‘ g ,i.:‘ i .- . .
A . . "« Evaluative
FORM OF INQUIRY - | S
' . ' : ' Non-Evaluative _
T ) T
s o : - Teacher—Centered
PARADIGM OF ACTIVITY o . "bf’ 2 ® ' o
’ \ - . .- ‘Gwoup-Regulated.
Lk L e :

a;f" For‘the most part,,khe de51gnat10n of the major

dlmen51ons of‘the sys;gm as: "1nstructlona11y relevant“ hasv;

been on an a’ ErlOrl theoretlc ba51s (as d&scrlbed 1n f

‘L _‘\/g{.‘ ‘ : o ' .M 4 e ‘ .
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Chapter 3, Part one) with the exception of the dimension
named "paradigm of activity" for.which an empirical basis
has been ;ong‘established. ‘Nevertheless, some of the |
system's categories do have a correspondence to perts of
-preSenth‘existing systems. ‘For example, the“sACT cate-
gories of "knoWing how" and "knowing that"icorrespond EC:

the "skills-content” dimension of Gallagher's (1967)

Topic Classification System; "iknOWinQ'that' in its strong
» ) .

and weak senses" is a major focus of the opining and

1nquiry dlmen51ons of the Mlchlgan -Social Issues Cognltlve.”

Category System (Ma551ths et al., 1975); and a concern

for "evaluative”_ihquiry is reflected in the logic of

' teaching studies conducted b{ ¥mith et al. (1963).

.

- . The Unit-of Aha;ysis - : o R

ﬁ‘ Any research employlng systematlc classroom‘ ; ; }y”»
.‘ )E ) . ) N - :
< _‘ observatlon requires that a hnlt be establlshed for the

pq ses-of analysm~ " The un1t of analy51s employeg may

be e!ther arbltrary unlts of ‘time or. selected naturaily )
.i;;. . .occurring=units (Blddle,‘l967)‘ Arbltrary units of time: "

e ,,are'ﬂésoél'ted with Flander s system ahd many of 1ts j"

b

”, C;\;\'”b varlants ‘which requ1re_tha1 ieg*érs ﬁgke a )udgment

j.._

- b4 e

S every three seconds, and w1th Medgzy’and Mltzel s (1963) kf=:;
v | b’system whlch demands that a record of 31gns.by kept
' - durlng three mlnute unlts

B : Naturally occurrlng unlts may be elther gnalyt
A ;f \\-phenomenal o afizlc unlts have become 1ncreasrpgly

— = . Vo . : RN v " IR AR --
. - A . : . o . . o o - >

: N

T
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.l‘class of approx1mate1y 80 mlnutes can be . expecte%ito

used in much classroom Observational research. The

"episode" as employed by Smith et al. (1963), Bellack's
(1966) "teaching cycle,” and Gallagher's (1967) topie,

afe examples of analytic units. Generally speaklng they

'may be regarded as completed units of usually verbal

transactlon.‘ When the. focus of attention moves to a new

-

aspect of a tOplC or to a new sub]ect one unit 1s con-
51dered to have ended and another 'to have begun

Phenomenal units are 51m11ar to analytic pnits
|

to the extent that they too are composed %f completed
o) -

B
transactlons Such units are chosen for study, however,

because they exhlblt those characterlstlcs in’ Wthh the

‘researcher Is partlcularly 1nterested4 Kounin (1970),

,for example, has chosen the mlsbehav1or deslst event of

classroom management as the unlt of. study, and'recordlng

and encodlng procedures relate only to ftf\
. L) .

+In the SACT the unlts of analy31s are "analytlc"*

in nature and are referred 'to ag ventures. Thls latter .
] I ’

term 1s used to dellneate a unlt of classroom 1hteractlon "
“which focuses upon a 51ngle notlon or subJect or toplc. o
gJ‘When there 1s a shlft away from one focus of attentlon to ‘.

Wanother, (from one tOplC to another, or from one aspect

of 3 tOplC to another), a change in venturqs has taken-f;«ﬂ

. v - . .
o s T

31

fplace Typlcally, a 5001al studles or - soc&al 501ence v{:"_{



1ntended to be mllustratlve rather than exhaustlve of the‘*

 ,ventures is'-provided. in System  for Analyzing Classroom
vTransactlons. Guldellnes for Observers (Appendlx A)

b ‘ﬁi‘

- 1 \
produce between 15 and 30 ventures. .

Classification of Ventures

B % as Indicated previously, each vgRture may be
. v . '/
clgssified along each of. the four dimensions of the system.

»

For example, in a venture whith consists of student A

asking student B to Justify his assertion that Canada

.should‘prohibit further immigration by people of non-

*whlte racial origin, the pattern of classification would

(1) knowlng that, (ii) strong sense, (iii) evaluative’
| s o | *
ﬁlry and (1v) group-regulated However, since the

SACT 1s a categongisystem observers are frequently called

"upon to make .judgments which requ1re hbgh degrees of

1§ference. In order to increase the valldlty and rella—

did

bxllty of such hlgh 1nference Judgments, a number of .
51gn1f1cant 1nd1cators (in effect,,low level 51gns) ﬁar s

each category havef been 1dent1f1ed to prov1de guidance

’for observers These are 1ncluded in the Gu1dollnes for .

v

Observers (Appendlx A) It 1s 1mportant that users of

"~

‘the system apprec1ate that the examples, 1nStances, and ;' ;

'51gn1f1cant nd;cators prov1ded in the Guldellnes are -

)

',emplrlcal referents of the categorles. SRR R

e Gelyh e el Sl
oot o e _ . b
K R SFIC R

lSpec1flc guldellnes for the 1dent1f1batlon of\\

. A T s Cet
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.t . : . e -
Jailidity <l Lhe

5 measure of a¢ s he obser‘ab 1119, ¢cf the ehav-

.ors, and (b the objectivitly of the .)C., was ob'alﬂed

[ S
from a coeffl cient of yjnter-chserver T eliability calcalated
. . ’ \ ﬁ;
on data provided vy four untrained observers. The four -
gntrained obserxers, who alonc with the researchér were
to eventually collect the data for the study, were each

required to code the same fifteen minute segment of class-

room interaction. The observers coded from an audio-

®

recordlng supplemented by typescrlpt.‘ They had beén

provided with only the names of the categorres and ., a

single statement descrlptlon of the attrlbutes of each

Q‘-

‘category (appendix C). ~The coefficients oﬁ 1nter observer

‘ reliability yielded ranged from 0.56 to 0.81 w1t$ a jv .

median of 0.66.2 The level of inter- observer agreement

e .
2The coefflclent .of . 1nter—obsérver reliabinty was'

arrived at using procedures advocated py-Smith, Meux,
Coagmbs and Nuthall, in "A Tentative Report on-the “Strate- .
gies o¥f Teaching," Bureau of Educatlonal Research, College
of Education, University of IllanlS, Urbana, n. d., p. 41.
T, - B ' A + A ‘ . i .
‘ CRE N 2 .
. R : R X
Bl(f BZ . - o . o . ’

- : ’

c = Coeff1c1ent of agreement

Al‘=_The number of ventures assrgnéd-to a partlcular .

: category by observer #1 which are also a551gned the- ‘g

- same category y by judge. 42. o

= The number of. ventures a551¢ned to a partlcﬂlar vv' ,'434

-1category by observer #2 which are also a551gned the o
‘'same ‘category. by judge. #1..

The total number of ventures: 1dent1f1ed by observer #l

/The total number of- ventures ldentlfled by observer #2

y
)

W w
N -
e
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S ’ ] . ‘ i
. sets of indicators were derived in a rational-deductive, '
a o -

[~ - . ' ‘ ' 8
was taken to indicate that the behaviors were ceadilvﬂ

t

observable*to even untrai?ned ogservers and that a ffir

degree of Ob]ecthlty could be achleved wu}hout tralnlng
4
However, it should be noted that while untralned in the_

>

use of SACT, the observers were all,ﬁoc1ai\/;u€1es teachers

“pursuing graduate study in the fldld &

\
1

A An adequate degreq»of content and cdhstruct valid-

1ty, 1in addltlon to face valldlty, is claimed for the ?

[ ’

SACT The question of content valldlty mus't 1neV1tab1y

focus upon the "51gn1f1cant 1ndlcators" of categorles s

N £

rather than the categorles themselves since the two . 'c__

a

categories. in each dimensiOn do comprise the total behav-

iors of the dimension. Content validitY’may'be'claime% 5
. . i . - . . N P -

for the indicators on two bases. . In*the first 'instance -

~ ’ P

. . . Cn .. ) s e ] : . *'
manner from the main categorles and transcrlpts of class-

room 1nteract10ns coded accord?ngly._ When ventures'

: occurred for which these 1nd1cat0rs dld not prov;de -

t

!gu1dance, further sultable 1nd1cators were developed,

'ggorles theq;elves rather than the "sygnlflcantvln’
: ,The pr/gmatlc and heurlstlc value of the categorle ih"s‘f

‘been argued at length 1n Chapter 3 Part One.ﬁ_ ';_;u ';gfu”kihﬁi.

-Rellablllty

'.the method in this. 1nstance belng emplrlcal 1nduct1ve.v

,Construct valldlty 1s clalmed on- the ba51s of the. cate—

) »

1.

, -~

-
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‘sts'for'un;rained observers. The data were cblle‘med by

the researcher and four traiéed observers. Training took
§ﬂace in 11 sesglons for a total of approx1mately 15
hours, during which the observers had experignce in coding

" from scripts, audio tapes, and video tapes, and various '
combinations of the three. At the end of the ‘training

- period intersobserver relrﬁbility ranged frqﬁ 0.93 to

hY

1.00 with a median Sf 0.97 (see Figure 1 and Table 2).

N

1.00 . h o . 1 >. . ' T' .
L .95 | . T '- . ' [ 1 ' {
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>y oy .
t’{ .80 N
:' 75 o <
a 1] !
S0
*Q
a4
.65
) i d
60 ‘J | | 1 |
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.50 |

0 1 2 3 4 56 7°8 9 1011 .
’ Training Sessions '

Ey v . . . - ‘4

Figure. . 1 =~

Ranges of Inter-Observer Réliability_During'Tréiping_‘
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: . Measures of intra—observer,reliability were'also
Cy o _ | TR T~
' -taken during the training period and during the tourse of i
. .. \
data collection. Intra-observer rellablllty calculated

b

over a ten day 1nterVal durlng the latter part of”observer

A~

tralnlng y1el ed coeff1c1ents rang ng from 0. 91 to 1.00
with a- medlan of 0 98 In a ten ay perlod after’ data
collectlon had begun the range Was 0.93 to 1. OO with a \.//

medlan of 0.98. At the end-of the,flftyfday perlod durlng

-

Table 2 A\

/

t

Inter observer Rellablllty After Approx1mately
15 Hours of Tralnlng

Observer . I ~.II .III IV. V -,
¥ : . " X
15 ST I |
SITT .95 .98

v .98 1.00 .98 |

v .93 .95 1,93 .95 .
_which dataIWas’collected the range.of intrahobserver 3
,rellablllty was 0. 93 to 0. 98 w1th a medlan of 0 95. ',_d_’

Inter observer rellablllty was also calculated
.at-the end of the perlod of data collectlon,oand_tned;”ﬁ"
range obtalned belng from 0. 76 to 0 97 :wiﬁh a«mediantofvf
O.8l No tralnlng se551ons were held durlng ‘the perlod

"of data collectlon.. Whlle 1nte$ observer rellabllltyatiﬂm



A

'S

end of the period of data cdllection was still adequate,

the decline .in reliability |is clear evidenCe of instrument

decay over time. i
. ATable 3
' Inter- -observer Reliability after 50 Days ,
\ of Data Collectlon o AN
| _
< Observer 1L II - III v v . -
N . » oo . y ¢ R .
.I.
55 ,94‘ N
. : . - . '
ToIIr .79 .76
. ' ‘ a »
IV .79 .82 .77
v . .97 .89 .82 .76

. . y - o . - »
. Instructional Resonance Questionnaire

_ The’InStructional Resonandé QuestionnaireA(Appendix |

B) con31sts of 23 1tems,_each a5~ p01nt ratlng scale from

strongly agree" to "strongly dlsagree," de31gned to pro- '

V1de a measure of" a student 's- perceptlon of 1nstructlona1 .

-

’resonance. The questlonnalre is composed of three partsr

. '

The flrst focuses upon relevance resonance, the secbnd

’

upon 1ntellectual resonance, “and the thlrd upon experlen-g

tlalJpesonance The total of a student S scores on each‘

1

'_lof these dlmen51ons prov1des a measure of his perceptlons "

VAT
of 1nstruct10nal resonan;e -

87



Derivation of Items_ ’ T
~ ° _ The items for-the’IRQ were derived'f0110wing pro-
cedures advocated by Lunn (1969). IntervieWs'were held

- ’
with three groups of grade eleven.students (total number =

032) who would not be 1nvolved in the main study The
students _yere 1nv1ted to talk about their reactlons to ‘the
social studles courses’ whlch they had taken or-were taklng
at that t1me . The students were: asked to focus thelr
comments on three questions: (1) how relevant was the
course° (11) how dlfflcult was the course? (111) hog
‘1nterest1ng was the course? Each of these questlons was
con51dered to be the focal’ aspect of relevance resonance;
,1ntellectua1 resonance and experlentlal resonance,respec—v

) tlvely The dlscu531ons between researcher and students
vwere audlo recorded and from the recordlngs a pool of

B statements reflectlng student - reactlon to- thelr soc1al
studles courses was complled‘ It was these statements
‘whlch comprlsed -an orlglnal pool of 32 items for the IRQ,
and, of these, 23 surv1ved the 1tem selectlon procedures.

- Ttem selectlon procedures 1nvolved the admlnlstrae .

)"tlon of ‘the 32- 1tem questlonnalre to a class of 28 grade i
eleven students who would not. be 1nvolved in. the maln |

"study."In addltlon to completlng the questlonnalre,d‘

:these students were, asked to 1dent1fy any 1tem whlch they'

ifelt was unclear or amblguous in 1ts meanlng.“ Any 1tem

'so marked by flve or more students was omltted from thev.c"



ey

/ . E - . - . \ s \t' B ;‘.:,
final version of the questionnaire which consisted of if%ﬁ )
' 4 : £ e

23 items. \ :

2 ‘ ® '- ¥

_ ’ A

validity o >
. Y

Adequate degrees of face and content valldlty arey;.)ﬁ;;ﬂ

clalmed for the Instructlonal Resonance Questlonnalre.
N ) i “i)r : -

Both types of valldlty are claimed on the basis of th@“ \ﬂftjgfi

. - A

procedures employed to derlve 1tems Wlth respect to ;

,face Valldlty the procedures ensured thatxthe‘ltems hadu
LG
T *
»%/three dlmen51ons of the questlonnalre., W1th respect to,*

‘at least the appearance ‘of provldlng measures of - the

content valldlty, 1t was felt that the procedures employed 15;51"
'nto develop the 1tems prov1ded the best p0351b1e assurance .;;;?.
that ‘the questlonnalre 1tems wouid 1ndeed be a representa— /iibi
t1Ve sample of "the behav1or donaln to be tested [Anastas1,fi
l968,,p2 100], 51nce the 1nterv1ew technlque prov1ded
the researcher with. the opportunlty to 1dent1fy ‘a number
- of dlfferent aspects of the "domaln."‘" .
Whlle the three major dimen51ons of . 1nstruct10nal
.resonance were. 1dent1f1ed<m1a ratlonal deductlve ba51s by; y;
N the researcher, after the fact emplrlcal support has beenjﬁ;;
1.pr0Vlded by Permut (1974) whose factor analytlc study T
- showed that students ‘1nterpretatlons‘ofthe 1dea of rele—'igf
Tivance ‘do. not 1ncorporate the notlons of"dlfflculty"and -
1nterest,f the focal p01nts of 1ntellectual and experl—f.d
rentlal resonance,_respectlvely.; P0wever, the relatlvely B

hlgh level of mternal con51stency of the IRQ tends to suggest' T

|



' aReliability' An estlmate of 1pternal con51stency wast,.

,.'_

7

calculated for each of the three dlmenS1ons of the 1nstru- j;i

wa

\” ment and for the 1nstrument overall uslng the Kuder— 21

: gIntellectual Resonance (1tems 9 16) bf}f5=f0;57ﬂrl”hﬁ

R1Chardson 20 procedure

'}3“7]5 ; '“qltvﬁ Table ™ R

\vtstlmates of Inter 1tem Rellabllrty
e n

| : . S ;_ Ll [ R .

:iRelevance Resonance (ltems 1~ 8) ;',-.2 r 1O;887'

' eExperrentlal Resonance (1tems 17 23) f? =30¥77"
| foverall (1tems 1- 23) S o “ﬁ*is' ',-””_‘fr*=”0¢8§1; :,7

The K R 20 rellablllty coeff1c1ents were calcul ted on

’yf da\a prov1ded by 47 grade eleven students not 1nvolved -

N

- the deSLgn The "collectlon" class and thel”lntegrated"f'

1n the maln study

" Dpata Collection;

;, R !.i'*. . Dore _
Data for the study were collected u31ng the sttem

for Analyz1ng Classroom Transactlons and the Instructlonal

Resonance Queétxonnélre.fd“'

"} The SACT was used by flve tralned observers each

of whom conducted one’ of the case studles whlch comprlsed

class maklng Up each case~were observed for apprOX1mately

. .-‘ O .: ) g . . . . B ’ ."" ) .. ’ \'\“S\} .
IR RS & S

a'Single hnderly;ng factor.(Table 4).

.t'-" .



©or anyone connected w1th themr school

'400 minutes each (5 class perlods of approx1mate1y 80
mlnutes) for a total perlod of observatlon in each case
study of approx1mately 800 minutes. The class periods'

selected for observatlon were\from among those 1n whlch

\

-there was to be a hlgh degree of teacher student inter-
actlon.* Observatlbn took place durlng the Sprlng semester

of 1974 For the most part classroom operatlons were

!

'_coded dlrectly by the observer whlle in. the classroomr

\
3

'f'However, recordlngs were made of eadh class in. order to

\

o'_ provrde the observer w1th the opportunlty to check hlS

v'~cod1ngs and to e examlne any partlcul rly dlfflcult

.aspect of classroom operatlons., Durlngithe perlod of
. S : ‘ y
- data collectlon, the teachers and studen s who\co operated

in the study were totally unaware of the ‘ajor'focus of

‘the research and of the dlmen51ons of clasiroom behav1or»”

. to be observed o > ';.; } ’ ']'_ - _.ttf-,“
o Duﬂing the last week of the perlod f data -

fﬁollectlon,vthe IRQ was admlnlstered to all students

R

[1part1c1pat1ng in the study 1 The questlonnalre was admln—'f,,

e:lstered by the observer who had been a5soc1ated w1th the

f

',fclass concerned, and students were assured‘that thelr
" 1 T !

an

R S

R e

'flnd1v1dual responses would not be shown to thelr teachersj-(u

However the classes observed dld not constltuteiﬂg'

'Ja random sample selected from all p0551ble classesf

'<ﬂ,jg“wf{
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Chapter 5+ ° / -Z‘
x o RESU{..T|S o I o _'.7

> 0 .
| The study was dengned to - 1nvest1gate the hypoth— |
esis that there ex1sts a relatlonshlp between the nner . ..
-ln‘whlch knowledge:rs organlzed-for lnstructlonganzézhe | |
propertles exhlblted by the 1nstructlonal system in whlch
ltvlS srtuated Conducted wlthln the framework of an . v' I

abstracted 1nstructlonal system, educatlonal knowledge

_codes of the collectlon and 1ntegrated types were de51g- '

"

nated as the modes of knowledge orgaslzatlon to be
1nvestlgated The dlmen31ons of classroom experlence
;(systemlc elements) p051ted as ex1st1ng 1n ?§relatlonsh1p

;w1th the knowledge organlzatlon employed were: . (a)y;_
1nstructlonal.1ntent, (b) the condltlons of "know1ng that,

;(c) the form of 1nqu1ry, (d) the paradlqm of act1v1ty, and
__(é) 1nstruct10nal resonance f A spec1f1c sub hypothe31s S
_pertalnrng to each of the'systemlc'elements_was_formulated*t;-’h
ug;to gulde the study (pp 14- 15) 'Vf,j"”f'.fy f.ly 7rfj93fr7
| ':5? In order to test the research hypothe51s a serlesl
Auof flve dlStlnCt and 1ndependently conducted case studles
: was.carrled out.:_In each of the cases there was one |

. i’ .
;.~collectlon class and one 1ntegrated class‘: Data were

'_collected by tralned observers u31ng the System for Ana~'1i_.ft"'

tly21ng Classroom Transactlons, and by means of the,;f" N

I
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Cep

Instructional Resonance Questionnaire, and were subjected

\ftowghiésquare'and t-test analyses, respectively..

_ FINDINGS
r~‘~.

" In the analy315 of data gertalnlng.to (a) lnstruc—

-

itional 1ntent,'(bl the condltlons ‘of "know1ng that » (c)

the form of lnqulry, and (d) the paradlgm of act1v1ty, the

un1t of analy515 was that uhlt of classroom dlscourse’

--referred'to in the studY'as a."venture.

: lcode\employed and the relat1Ve empha31s placed upon"

A_" L "A ) . l

L ! A _
R : .
»

.. ». .. Instructional Intent
@ . - e G :

@ ) . ,,.

In none of the f1ve case studles was there found

oyt

v

lnstructlonal 1ntent of the,"know1ng how" type and lnstruc-,

tlonal lntent of the "know1ng that"‘type.; In both classes:_:d

codes there was almost exclu51ve attentlon glven to >

,’.

’-1nst§dctlonal lntent of the-"know1ng that" type. In two

of the case studles (I and V) there was’ not a SIngle

ETlnstance of a. "knOW1ng how" venture in elther the collec-‘

almately 2 percent) were claSSIfle@ as "knowlng how" (Table 19.f‘

sy

-

tlon class or the lntegrated class, and of a total of 1153

K N

. It should also be noted that while there were =

93

ﬁto eXlSt a- relatlonshlp between the’ educatlonal knowledge"'

Vemploylng collectlon codes and classes employlng lntegrated_-'

‘ventures analyzed ln the flve case studles only 24 (approx-1
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Table 5

Chi-Square *est of Independence betweeh_Knéwledge

b

Orfanization -and “Imétructional Intent

»Knoﬁledge

Organization

3

=~

- Total .

\yumber of
enturqs

.InétructionaL~Intent |

B Ty
_knowing how knowing_that

‘Case Study I

‘Integrated

Collection

94

D

0 " ,' 109
o - lon

. Case Study II .

'

Integrated

Collection

108

116

-

" 103

5 v _
0 . 116

| 3:58

o

Case Study IIT

- Integrated k
- Callection:

133 -
130

S0 . 123
ECTEE L

- lo.sz

‘Case Study IV

Integrated
Collection

73

148

o s
2 7L

[ 0.40

Case Study A

. Integrated
lCollectiQn

~ L

124

L1170 |

0 -

w. ;;'_éfiticaiivalgé'of;&Z(dff= 1)jaﬁig,gqﬁ05 =]3;84;f_f}jf;fff.“*
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statlstlcally 51gn1f1cant dlfferences in the relative
empha51s placed upon "knowlng how" and “"knaowing that" { _ -
between‘the case’ stu&mesrforfhoth the integrated_and the — )
collection classes (p'= <.0l’and'<,001 respectively),
these can scarcely be consrdered 1mportant (Table 6)

In the class in wthh grea est attention was glven to’
"know1ng how"'(the 1ntegrated class 1n Case Study I1I1),

| only 8 percent of all ventunes were cla551f1ed as "know1n§“

3

.how."

ﬁiscussion |
The flndlng that the dominant 1nstructlonal

1ntent in. 1ntegrated classes (soc1al studles) and col-n“

lection classes (soc1al sc1ences) ‘was "know1ng that,' to‘f

the v1£‘ta1 exolu51on of "knowxng how," is s1m11ar to :

'jGallagher s (l967) flndlngs related to the BSCS currlculum.;

vIndeed the analy51s 1nd1cates an even greater neglect of

"know1ng how" . (process) than was the case 1n the classes

| . in Gallagher s study The flndlng further suggests that,

1n splte of the conSﬁderable attentlon given to a concern‘“

:ffor process ("know1ng how")lln the llterature of soc1al

'studles educatlon, llttle exp11c1t con31deratlon manlfests o
/

/

f//ltself 1n the classroom, lendlng support to SOltlS S (1968)
)f“and Holloway s (1975) assertlons that as far as classroom@lr'
*experlence 1s concerned,‘"knOW1ng that“ is . vlewed as the 3
'Aba51c type of know1ng | f]}i'if7ils,laax?h~.37h§~1“?ﬁ;fri'
| Further, the flndlng that both the 1ntegrated and:t

(SR



Table 6

Chi-Square Test of Independence among Classes:
l Instructjonal Intent

| o _ Total - - Instructional Intent
Integrated - ' Number of — , —
Classes .~ Ventures = . Knowing how Knowing that ,
. @ . . . o . ) -

I . 109 0 109
11 ) 108 5 103
11T 133 0 0 -~ 100 123
IV 149 L 1 . ' © 148 .

\Y 124 0 124
17.92
= 4,
<.01

ol
'—'1
o

o o 'Tbtqri - " Instructional Intent’
‘Collection © ' Number.of . - — — T
Classes =~ Ventures  Knowing how  Knowing that

by

= 94
- 116 -
124
- ' k ! 71
HPURU 117

I . . 94
Ir- 116
S I . - .130
v . 73
v oL L7117

-

S ONOVo O

34:19
40
= <1001,

Hh
T

‘).'
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.

“the collectlon clasSes were equally dominated by "know1ng

that" ventures in all five cases does not lend support to .
"Keller's (1968) clalm that an 1nterdlsc1p11nary perspec—
tive (1ntegrated educational knowledge code) w1ll promote
"inquiry and dlsc0very [aspects of "knowing how"], 1nstead

“of . . . rote memory-and réqurgitation [aspects of

"knowing thg;i;*:;\?hgrgjbre the hypothesis that there

Qexists“arrelationship‘between the knowledge code emploYed

in an instructional s1tuat10n and the relatlve empha51s

given to "know1ng how" and'"know1ng that," as dlmens}ons
of instructional 1ntent was}rejected.

-7/ihe'Conditions of "Knowing That"

=4

S
1

“In three of the case studles (I, II.and III) there

A3

was no’ dlfference between the 1ntegrated and collectlon
v

classes with respect to the emphasrs placed upon "know1ng

that" in the trong sense and’ "know1ng that" in the weak

% <

sense. In case studles IV and v dlfferentes were found

Q

“to ex1st (p <. 01 and <.001 reSpectlvely) In both of’

‘these latter 1nstances 1t was found that ventures cate-f
n~gorlzed as "know1ng that"'ln the weak sense ocvurred to_
31gn1f1cantly greater degree 1nfthe lntegrated classes,,'

though in both cases the number of "weak" ventures was L

,fewer than 20 percent of the total (Table 7) Thls was_.‘-"

& srgnlflcantly smaller proportron of” the total than 1nf

I3

'.cdse studles II and Iv 1n Wh1Ch ho dlfgerences were found

t»'a o

97
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Table 7

o\

)

Chi- Square Test of Independence between Knowledge

Organlzatlon and the Conditions of Knowlng That

.y \
Total | Conditions of Knéwing That
Knowledge | Number off - 2
Organization| Ventures Strong Sense Weak Sense | - X
. ‘ +
Case Study I
b . ' - B
Integrated 108 74 35 = ,
Collection 94 69 25 - 0.50
case Study II
Integrated 103 103 5 o
Collection 116- 112, 4 . L 1.95
' Case Study III .
; ' ' — ’
| Integrated | 123 90 33
Collection 124 - 98 26 - 0.87
¢ * . - case Study IV
Integrated 148 | 1300 .
Collection 71 71 \ 7.87¢%
. . o {u ‘-
. (’B ) .‘ ‘! . . ; o “
' - “Case Study V o - .
~ Integrated | 124 - 104 . L
" Collection 117 - 117 ’ 18.5) 3
Sk p =.‘< 01 : N
. ¥ p'=«g.00 -, ﬂ v

98



—~ here may occur a con51derab1e number (Table 7)

! 99

\

.
. ' ! \ ' . : X3
. § )
/ . - . .

between the collection and integrated classes (Table 8).

- Discussion

It was hypothesized that there exists a relation--

ship between the knowledge cade employed in an instruc-,

tional situation and the relative emphasis‘given'to Af‘

L

"knowing-that" in the weak sense and fknowing that" in
the trong sens¢. However, the findings'suggest that
thfre s no necessary systematlc varlatlon in the rqjatlve

empha51s placed upon "know1ng that" in its strong and weak -

senses related to the knowledge code employed THQ

-

hypothesis 1is, therefore, rejected ERR ! 'v, : '

Any 1m?utatlon, then, of 'soft pedaéggy to class—‘

rooms employlng 1ntegrate knowledge codes, as "dlSClpllne-ft

*.
N

oriented" educators 4ém tlmes suggest, would seem unten- ‘
U ) ;

-_able, or at least 1t may be argued that the pedagogy is

L] ' N - ¥

‘no more soft' than 1n collectlon classes. Case study II -

would seem to 1ndlcate that when teachers and students
pursue a process of 1nqulry, whether u51ng anwlntegratedfﬂ

or collectlon knowledge cOde, there}may be very few ~d»‘j,f‘“

’1nstances of “know1ng that“ in the weak senSe,'whlle, gﬁ':.j’*

“the other hand, case’studles I and III lndlcate that

Whlle 1n cases v and v statlstlcally 31gn1f1cant
, ] o4 .
dlfferences were observed in the condltlons of "know1ng

LA

. that" between the 1ntegrated and collectlon classes, the

b

L absence of'dlfferences in’ cases I, II and Ié}suggests"
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// Table 8

Chi- -Squarel Test of - Independence among Classes;*v
Condltlons of Know1ng That , oo

o

- ' . Toﬁal, -~ Conditions of KnowinéfThat
Integratel . Number of : - ——
Classes - - Ventures . : Strong ~ Weak

I | 109 74 - 35 _
D * 103 - . 103 ' .0 7
II&‘ : ©123 . . 90 33
. 148 . 7130 o~ 18
v 124 - .y 104 - 20

%g
- daf
B
N

45.29 .-
4 .

oo

.001

- - Total - Coéﬁitions‘of.KhOWing That;
Collection  Number of = —N—r — —
Classes . “~Ventures - ‘Strong . Weak

I : LY 4 B 69 - . .25
T - . 116 S 5 &
IIT - . S 12¢ . o 98 - . 26
"IV IR B 2 T O
v 117 a7 o0

df = 4

"



':of 1nqu1ry were found to ex1st between the collectlon andq

101

.the necessity of seeking an alternative hypothesis‘for

the differences which obtained in case studies IV and V.
»vThe.forms of Inquiry o

Al

In four of the case studies 1t was found that a
significantly greater empha51s was placed upon evaluatlve

1nqu1ry in the integrated classes thanp was the case in

the collectioniciasses. However, while-statistically

significant differences between the integrated'and col~

lection classesfwere observed, lt should be noted that
in both classes of all f1ve case studles a much greater‘

proportlon of the total number of ventures were cla581f1ed

‘-non evaluatlve than was ClaSSlfled evaluatlve (Table 9)

Agaln 1t was found that there was con51derable

varlatlon among the case studles, for both the collectlon

cand 1ntegrated classes, w1th respect to the relatlve L

attentlon glven to the two forms of 1nqu1ry (E. < 001

A

‘for both codes) In the collectlon classes in two of the

.cases (IV and V) there were no ventures categorlzed as

':devaluatlve, whlle in- the collectlon classes of cases II
”and III approx1mately 15 percent of the ventures were e?':thf,;dii*
'ﬂ_categorlzed as evaluatlve.r Slmllar varlatlons were found

ﬁamong the 1ntegrated classes (Table 10) '}ﬂdmfhxk'fohf}.fl;;

Discussion N -A';'Q,‘ RO ,ju '1,“-;3_'~,(w‘

lThe fact that 51gn1f1cant dlfferences 1n the form»,
’ V\:\ .‘,




Chi-Square Test of Independence between Knowledge

.

Table 9

Organization and Form of Inquiry.

102

—

is sllé%tly less than the critical’ value of %2

- and df = 1. (3.84), it was accepted -as répresentlng avg T
L ‘51gn1f1cant difference since the use ‘0f the'Yates' -} correc-"
... tion for contlnulty in this ins

7g1n a conservatlve estlmate of‘%

' : - Total | ~ Form of° Inquiry 2
Knowledge | Number of v — ~ — | % N
- .Organization | Ventures | Evaluative Non-evaluative '
| -case'Staag\if;R§‘
- . : " ‘ r )
_Integrated. 109 /36 j)' 73 B
Collection 94 R +85 14.76%*
' Case Study II
Tntegrated | 108 8 . w0 0 b
Collection | 116 15 ~ 101 1.3
.Case Study’II;lf
. Intégfated_". 133 32 : _ I’ l0l B b -
Collection | = 130. 18 112 o 3.82% - ¢
Case Study IV .. -
- Integrated 149 13- :7-136 T
Collection 73 0 73v33:,, {-5.27% ©
3 -Casé'éﬁﬁay V i
Integrated | 124 . 16 {108 e
© Collection |, 7. 0 17 114.2%
%% p = ¢.001 | .
' AR o TR
lyhile the obtalned value of x2 (3 82) Tin thls case . -

= .05 .

Eance has probably resulted
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Tabie‘lo

Chl Square Test of Independence among Classes
_ Form of Inquiry

.- Total - Form of Inquiry
Integrated. Number of @ —r—uw— :
Classes - - Ventures Evaluative - Non-Evaluative.

R 109. 36 73
- 11 g 108 R 100
CIII 133 S 101
v 149 0 14 . 136"
v 124 16 LOB-

37i435
X R
<,.001 -

R A

o

| o Total . ' . Form of Inquiry =~ . -
Collection  Number of S DR st s e R
Classes. ' . Vehtures . ” ‘Evaldatiye 'Non-Evaluative '

LSIT o o 1l6. 0 15 o101
IIT - 1300 g 1121ﬁ

LIV B | T
SOV 1T 0 ~117 -

} 23, 06
‘4 L
5:00L';;

ol
th
94 ll Il




At

»

.1ntegrated codes 1n four of the case studles -would seem

‘to lend ‘some measure of support to the hypothe51s that

there ex1sts a relatlonshlp between the knowledge code

( .
employed 1n an 1nstructlonal 51tuat10n and ‘the relatlve

'empha51s glven to evaluatlve 1nqu1ry and non-evaluatlve_

"“1nqu1ry However, the valldlty of thlS lnterpretatlon 1s g
_hlghly questlonable in v1ew of the presence of a con—v

~found1ng varlable. Spec1f1cally, the Prov1nce of Alberta

soc1al studles currlculum is one whlch 1s exp11c1tly

valulng—orlented f_and the observatlon that a 81gn1f1— 3

‘cantly greater number of evaluatlue ventures occurs ln

the 1ntegrated classes, all of whlch were soc1al studles -

1classes,‘may be related more to the SpélelC values-

orlentatlon of the currlculum than the knowledge code

:employed On the other hand an: absence of dlfferences

'~bf,1n the form of 1nqu1ry between the lntegrated and collec-v"'

o

tron classes would have resulted 1n a re]ectlon of the |

‘rhypothe51s. The results obtalned must be treated

'bpf cautlously. 1nd1cat1ng only that further 1nvestlgatlon ﬁlti”:

"jand not acceptance of the hypothesrs 1s warranted.;

Whlle not dlrectly related to the research

'ﬂ'hypothe51% 1t is. perhaps 1mportant to note from the

a

'analy51s that students and teachers 1n the 1ntegrated '

»-.. ‘,\ [

3classes, and to a lesser extent ln the COlleCthn classes,;

do engage 1n a con31deratlon of value questlons to a con-}}b§f5”;

31derable degree._ ThlS does not support Katz s (1974)

A
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_ gclaim that Canadian children are'"sacriflced on altars of
barren facts called currlcula ‘devoid of the values wh1ch

' glve them meanlng " at least to the degree that ‘the ten
classrooms 1nvest1gated are typlcal of the experlences of
-Canadlan chlldren. One would tend to suspect however,
that the consxderable attentlon glven to values and :
"valulng currlcula ln Alberta durlng the past elght yearsp‘
mlght mean that the classes 1nvestlgated would be atyplcal

w1th respect to the total Canadlan context

g Lk
s

Paradigm ofJActiVity‘

In all flve case studles s1gn1f1cant dlfferences
hwere found to obtaln between he collectlon and 1ntegrated
‘u.classes in terms of the propdétion of ventures cla351f1ed ld

',das teacher centered or group-regglated (E ='< 05 1n Case o

III < 01 1n Case II, and < 001 1n Cases I IV and V)

pIn four Of the cases 1t was found that g;pup regulated
aventures occurred t° a Slgnlflcantly greater extent in. the . s
-lntegrated classes than ln the collectlon Classes : qjé:;iet

'51ngle case (Case study II), lt was found that the SEQEET'”.\‘.'J

tvregulated ventures occurred to a slgnlflcantly greater

'rf‘fdegree 1n the collectlon class (Table ll)

Once agaln conS1derable dlfferences among the

”.'ﬁfcases were observed for both the 1ntegrated and collectlon

"uclasses (E , < 001) For example% 1n the 1ntegrated

'?class of Case IV approx1mately 65 percent of the total
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Chiésquare Teét offIndependénCe,beEWeen'Knowiedge_f’

' g _ ‘Organization-and the Paradigm of Agtivity

-+ | rotal — —
Knowledge | Number of | - Teacher- ‘Group-

=~ Organization| Ventures | centeredl‘rggulated;;f>
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Case StudyfI‘,- S
o~ e T
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e T T .
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number of ventures were cla551f1ed as group regulated,

whereas in the 1ntegrated classes of Case Studles I1 and

v approxlmately 36 percent of all ventures were c1a551f1ed

as group regulated (Table 12) - In each 1nstance, however,

o

there was. a slgnlflcantly greater number of group-

regulated ventures than teacher-centered ventures.

'Discussion
In flndlng that in four of the case studles there

- was a srgnlflcantly greater number of group—regulated

_'ventures than teacher centered ventures, would appear to

I'lend a measure of support to the hypothe51s that theﬁgﬁ

exlsts a relatlonshlp between the knowledge code employed

5and~the relatlve emphasls placed upon teacher—centered

‘.act1v1ty and group-regulated act1v1ty. e

o

d: The proportlon of teacher-centered to group- .

10.7 .

regulated ventures in- the collectlon classes tends to con-7u:f”"

, ,flrm the flndlngs of Bellack (1966) and MarleaHughes (1968)

'fl'that teachers make llttle use of student 1deas and that

’v-the fundamental paradlgm of classroom act1v1ty lS‘One of

'\eacher 1n1t1atlon and student response., On ;;;f,f":‘

’;hfguggest that whlle the teacher clearly exerts a sontrolllngffafrf;

7;f1nfluence over a con51derab1e proportlon of 1nstructxonal

’ ;‘venturesu a 51gn1flcant1y greater number of Ventures are’ o

l

_;regulated by the group The eV1dence from the case studles;fif‘*V

'fmlght be construed legrtlmately to 1ndicate that the

1
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Table 12

Ch1 Square Test of. Independence among Classes
= - ) Paradlgm of Act1v1ty

. ‘Total = Paradigm of Activity K
- Integrated Number of ' — — —_—
Classes = Véntures  Teacher-centered Group-regulated

I 109 . 43 66
I . 108 - 69 L TRe 0390
Irr - 133 . 87 : - 46

. - - 149 o 54 . 7+ 95
v _:124 ° | 79 .45
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‘collectlon classes, der1v1nglthe1r knowledge organlzatlon
~from the scholarly disciplines, and belng medlated by
-teachers wyth_perhaps_llmlted conceptlons of the naturei
of‘the subiect' may“indeed-be.nore'constraininglthan'

'1ntegrated classes in terms of the p0581b111t1es afforded

in the lnstructlonal s1tuat10n.

?f v - | |
R N Instructional Resonance

.0 ’ N a

Data relevant-to instructional resonance'were

collected u81ng the Instructlonal Resonanqe Questlonnalre

~

(Appendlx D). and were subjected to t test analy51s. fIna.

-

only Case study 11T were students' perceptlons of 1nstruc—'
tlonal resonance found to dlffer between the collectlon
class and the 1ntegrated class (Table 13) In thlS
hrlnstance the. students percelved 1nstruct10nal resonance -
" to be 51gn1f1cant1y greater (E <. 01) 1n the lntegrated

‘rather than the collectlon class.,fv.

-
- X

The range of mean scores, i. e., 73 37 to 86 67 1n

£

*the 1ntegrated classes, and 74 59 to 82. 5 1n the céllectlon fi"';d

‘rclasses, tends to 1nd1cate that students are equally
. R N
lamblvalent towards both the.lntegrated and collectlon

'oclasses in terms of thelr perceptlons of 1nstructlonal L
resonance.,f-’ :
o .

' DiScussion-lf o

The lack of systematlc varlatlon 1n terms of
3 : o L
o students perceptlons of lnstructlonal resonance between e
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' the integrated and collectlon classes led to.a r‘ ectiop
of . the hypothesis that the’ degree of 1nstructlonal reso-
nance displayed in an 1nstruct10na1 51tuat10n would be
dlrectly related to the knowledge code employed

The flndlng is particularly 1nterest1ng when

‘considered in conjunctioMwith those flndlngs related to

0w

the form»of-inquiry and the paradigm of activityun There -

"~ has been a tendency in much 5001al studles dlscourse to

.assume -that when there is a con51deratlon of evaluatlve

[

111

as well as non evaluat1Ve questlons, and that when students

exert a con51derable 1nfluence .in ‘the determlnatlon of -
the focus of 1nqu1ry,_then there will 1neV1tably be

V 51gn1f1cantly hlgher levels of resonance between the ot

'student and the classroom experlence.' The flndlngs of

- 'the present study do not ‘seem to lend support to that .
»assumptlon., In three of the case studles (I IV and V),
there were 51gn1f1cantly greater numbers of ventures
class1f1ed as. evaluatlve" and’" group—regulated" 1n the

ylntegrated than fn the collectlon glasses (p = <. 001

in each 1nstance except for'"form of 1nqu1ry" in Case

Study IV in’ whlch p <, 05), but in. each’ 1nstance there 3

. PR !
.;was no d;fference ‘in the students' perceptlons of the

~

- level of 1nstruct10na1 resonance in classes usmng the -

o .
L

'-1ntegrated and rn classes u31ng collectlon knowledge ;g'rra.-

LW

codes. - . - e e _—

-0
‘_o. '
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A SYSTEMS SUMMARY OF THE FINDINGS

Within the context of a systems framework the
study was essentially one of systems analysis, i.e.,

defining the problem. The investigation proceeded by-
o _ .

specifying a‘set of elemengs which would comprise the
N

system to be 1nvest1gated Focusing‘upon the macroscopic

%% behavior of the system ‘as a whole, as opposed o the

vo . 1 mlcroscoplc.behav1or of.the systemlc elem nts or sub-

TF = systems, the 1nvestlgat10n sought to descrlbe the nature
of some of the relatlonshlps obtaln;ng among the selected
elements, in partlcular the dyadlc rélatlonshlp between B
the educatlonal knowledge code employed in an 1nstruc—'”
.tlonal 51tuat10n and, each of the other systemlc elements.
.Spec1f1Cally the study- sought to determlne whether the
7system”t d toward cent?allzatlon, centerlng on a 51ngle
_leadlng part, and the hypothe51s formulated to’ gulde the

Fl

71nvest1gat10n was that "the system abstracted would
functlon as a centrallzed system,'centerlng on a leadlng
part. called the knowledgé code [p 14] |
. In order for the hypothe51s to prove.tenable 1t
would have to be observed that a change 1n the hypothe51zed
leadlng element would be "reflected ‘pughout the system,;l%r“
‘/': . cau51ng con51derable change [Hall and Fagen,.l956, 22]#?
.and hav1ng a. trlgger effect w1th a small change belng
amplrfled in the total system. B »' : o 'vjit'u '/AfAl.
The flndlngs of thé study showed that the research



o

'1s heurlstlcally valuable.

¢ : : :

. . v B {
hypothesis was untenable in its totaligy. The' results
clearlyvindicated that instructional intent .the conditions
of "know1ng ‘that," and 1nstructlona1 resonance did not-

center on the educatlonal knowledge code. employed in the

tnstructional situatlon, i.e., the relatlonshlp between

each of these systemlc elements and the educatlonal know-

ledge code employed is ‘best descrlbed as tendlng toward

1ndependence. On the other hand it may be p01nted out

'that the results dld not indicate a total lack. of systemlc

coherence The flndlngs suggest that the form of 1nqu1ry

(keeplng in mlnd the p0551b1ﬁa$y that ‘the results were

confounded by the valueé -orie tation of the Alberta soc1al

studies currlculum), and the paradlgm of act1v1ty may -

indeed tend to center on the educatlonal knowledge code

113

employed. However, the latter relatlonshlps, i. ey those b

1nvolv1ng the form of 1nqu1ry and the paradlgm of act1v1ty,f -

have 'shown themselves to be hlghly stochastlc 1n nature,,p'”'

80 that it is dlfflcult to make an "1f A then B" state—
ment ' But 1t does seem that 1f A,‘then B-may obtaln w1th
a suff1c1ent degree of regularlty, that the 1nformat10n,e'

./.‘ ~_‘.."t~)‘~' . .
’ | . . 3 . .
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Chapter 6
. a_.

SUMMARY CONCLUSIONS AND SUGGESTIONS
g FOR FURTHER RESEARCH :

'SUMMARY

The .Problem

“The focus of 1nvestlgatlon derlved from a concern,
.fte;R‘ntly expressed in the realm of currlculum dlscourse,ﬂ
~that the tradltlonal separate-subjects approach to orga-;
:nlzlngknowledgefor 1nstructlon 1s no longer solely |

adequate to the process of educatlon, that there 1s a

: -gneed to. proceed beyond currlculum des1gn whlch has been

.deprlvatlon of the human Splrlt [Haas, 1975, p. 5] _Thet,_.

,descrlbed as "a- process of layerlng soc1ety s new know--‘ﬁ
ledge and arranglng for feedlng 1t .?;'i chClure, 1971, |
dp 51] ' The - argument usually advanced by opponents of
the separate Subject approach 1s that the separate sub-

|

N Jects are fragmentary and compartmentallzed, and, that

'together w1th other soc1etal tendenc1es toward spec1a11-*'.*"

zatlon, they have resulted ln a "depersonallzatlon and
_demorallzatlon, dlslntegratlon and dlsorlentatron, the 7~;
brlnk of world holocaust and the brlnk of ecologlcal

su1c1de,»the allehatlon of 1nst1tut10nallzed man and the

condemnatlon of the separate—subjects approach to
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-in any way constralns the p0551b111t1es afforded in the"

curriculum organization has been followed usuaily by a

- demand for a-conception of knowledge in the\curriculum

W _
equently called "1ntegrated " and whlch by

implication, would have the.opposrte and more positive:
effects;
n ev1dence of an emplrlcal nature has been advanced to.
suggest that the manner in which knowledge is organlzed"
1nstructlonal 31tuatlon. Assumlng that 1f d1fferent1al
effects in terms of. outcomes are to obtaln, then there

ought to obtaln also dlfferentlal effectsAln terms of

However, in splte of the “rhetorlc of conclu51onsﬁ{

115

learnlng experlehces, the present study sought to deter- f_‘

mlne whether there exasts a. relatlonshlp between the

‘manner in whlch knowledge is organlzed for 1nstruct10n

7

and the propertles exhlblted by the 1nstructlonal 51tua—”;

tion - 1n whlch 1t is. 1ocated Esséntaally the task was onegjlﬁfﬁ

N

of determlnlng Whether a student s learnlng experlence wasf"-f;

llkely to dlffer 1n terms of the varlables relevant to thel~-“

study as a result of belng exposed 1n an. 1nstruotlonal

Sltuatlon to one type of knowledge organlzatlon as opposedj{ff”'

to another._'t

- Two. knowledge organlzatlons,‘referred to as educa—g':;f}

types respectlvely, were de51gnated for 1nvest19at10n.j;"f*

)

' The codes are- to be dlstlngulshed essentlally in terms of

. '—\__-
. g‘ 3
v e

.:l:"'

-

tlonal kn0wledge codes of the collectlon and 1ntegrated R f\_”
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‘e.of "know1ng that," the form of 1nqu1ry, the paradlgm of

‘the hnstructlonal s1tuatlon.”flh”

116

&.‘, ' ' . . .‘.‘

..thevnotion of "classifiCation’of content.” .A collection

- :
code predomlnates where cla551f1catlon is strong, i.e.,

,where contents are clearly bounded and standing in a

closed relatlon to each other. An 1ntegrated code pre-

PR

domlnates where classrflcatlon 1s weak 1.e.,»wherer"

boundarles between subject areas are weak~and standingy

in an open relatlon to each other.\ Essentlally a collec-a

tion eode focuses upon a 81ngle domaln of the unlverse

whlch 1t characterlzes 1n terms of . a network of facts,’

concepts, generallzatlons, theorles etc., wh11e an’

-

"lntegrated ‘code - fOCuses upon a problem whlch it exam1nes

. 5
from more than a. s1ngle perspectlve.

F1ve 1nstruct10nally relevant Varlables were.'

‘_1dent1f1ed namely, 1nstruct10nal 1ntent, the condltlons

act1v1ty, and 1nstructlona1 resonance, and lt was

,hypothe51zed that each of these would vary systematlcally

“1n thelr ma]or characterlstlcs accordlng to whether a ’gﬁ {fﬁ’

et

.;collectlon or 1ntegrated knowledge code was employed 1n.JV,“”t5

o -Metha_a B

Conducted wrthln a systems framework,vthe Study<fd'f

. 1nvolved flve séparate and 1ndependently conducted
A‘~:sfnaturallst1c and quantltatlve case studles. yhe relatron—f'=“'”

hshlps between the edUCatlonal knowledge code employed and

:
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dthe systemlc elements (the 1nstructlonally relevant varl- B

ables) were descrlbed and 1nvar1ances across cases were'’
mapped

The sample,,selected by means of judgmental

:‘sampllng, con31sted of ten 1ntact grade eleven classes,'

”flve of whlch employed 1ntegrated codes and flve of whlch

employed-collectlon»codest Integrated classes were

course, and collectlon classes were selected frOm classes""
follow1ng the geography 20, psychology 20, and 5001ology "'

20 courses. In each case study there was one lntegrated |

jclass and one collectlon class._ Both were taught by the 'r“-"'”

‘same teacher. R

" Data pertalnlng to (a) 1nstruct10nal 1ntent,

(b) the - condltloms of "knowlng that, (c) the form of

0

’3;1nqu1ry, and (d) the paradlgm of act1v1ty, were collected ;.fiwf
"through systematlc classroom observatlon by flve tralned

Afhobservers u51ng the System for Analyzlng Classroom Trans-f;"';iﬂ

‘.actlons. Data pertalnlng to 1nstruct10nal resonance were_",ﬁ*:'

obtalned from student responses on the Instructlonal \;?'fj;;'

| ”TVResonance Questlonnaire.. Both lnstruments were developed,}"

.,Aspec1f1cally for the purposes of the study. Classreom f;giza,,

I

iﬁobservatlon data were subjected to: chl-square analysls,

‘7'and student responses to t test analy31s.¢, ('rhinf:fiias%aj(ffff
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. - o | j'Findings‘_ o -
| The study resulted 1n no evrdence—to suogest that

(a) the 1nstructlona1 1ntent, (b) the condltlons of |

"knowing that," or (c) the instructional resonance
,‘obtalnlng 1n any 1nstructlonal 51tuatlon, 1s in any way
related to the knowledge code employed, l.e., the
relatlonshlps may be descrlbed as rndependent. There

was ev1dence to suggestithat the form of 1nqu1ry and the
.paradlgm of act1v1ty obtalnlng ln an 1nstructlonal 51tua—
thn, may be related to the knowledge code employed, 1 e.,'-.if*
Zthe relatlonshlps may be descrlbed as 1nterdependent.ef L

.The latter flndlngs, however, were by no means conclusrve._.
,C'ONCLUS‘I.ONS'. o

% The flndlngs of the study 1nd1cate that assertlons -
'_tof a general nature (blanket statements) that there exlst
'f'relatlonshlps between the eduoat*onal knowledge code

'employed 1n an rggt;gctzonal 51tuat10n and the general

y s RN

e

3,;system1c conflguratlon are unwarranted For some dlmen— sl
‘ ) Je N . v . :
] ultl—d1men51ons of classroom experlence

'7f51ons of tl' -
”ibtalnlng w1th the code sﬂglayed tend

toward 1ndependence, whlle others tend toward 1nter-*;flf§}<_f?5,
dependence.,-3')f}§i~;:,<; SRR R AT
2 1 The.flndlngs also supportJthe conclu31on that

the.knowledge code employed dQes not functlon as a 1ead1ngk

part ln a centrallzed system. Whlle the 1deas of a ifhﬁw
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. leadlng part and centrallzatlon in an 1nstructlonal system
aregattractlve in so far as they prov1de greater potentlal
‘for control and manlpulatlon, the flndlngs of. the present
’ study glve no. 1nd1catlon that the 1nstruct10nal system |
consldered tends toward centrallzatlon., ’

The flndlng that there was con51derable varlatlon

in the propertles dlsplayed by the 1nstructlona1151tua—

_tlons between case studles empha51zes the need to recog~

nize that 1n 1nstances where a relatlonshlp is observed

- gto ex1st between the educatlonal knowledge code employed-
?and one of the systemlc elements, lt ought not to beé>
’ylewed as: a necessary or causal relatlonshlp “Ehé;

systemlc elementslcon31dered in the present study,;g

1nclud1ng the educatlonal knowledge code, are clearly

;constltutlve as opposed to 51tuatlona1 1n nature, i. e.,f,;f

_hthey are amenable to manlpulatlon and con: rol as OPPOSed5§
~t0 'leEd From thlS premlse 1t may be concluded that R

systems de51gners" may actlvely 1ntervene ln the Systemfﬁj51¢i]
fto accentuate some relatlonshlps and depress others %

Whlle not dlrectly related to the research problem

”“fthe flndlngs 1nev1tably lead to the draw1ng of conclu51onsf:ﬂf5f?“

'concernlng the nature of soc1al studles' teaching as lt
'fls ev1denced by the classrooms 1nvestlgated Foremost
'ﬂamong these derlves from the observatlon that there was

N

”fa v1rtua1 absence of "know1ng how"'ventures (a process

k’ssforaentatlon) 1n both tﬁe 1ntegrated and collectlon classesg;tiuf,
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‘ The observatlon may be explalned by suggestlng that (i) a

B process orlentatlon is not con51dered 1mportant by the |
'teachers 1nvolved, or (11) ‘the development of process‘

abllltles is assumed to be anlnev1tablec0ncom1tant of

the achlSltlon of 1nformatlon, or (111) and perhaps more"

.:llkely, teachers and students are lacklng 1n ‘the ab111ty - v';da”

to deal W1th questlons of process.'cﬂ ’ .. . :.r-. o

- The flndlng that "know1ng that" in’ the strong
sense predomlnated in all the classrooms 1nvest19ated,
tends to negate the cr1t1c1sm levelled frequently agalnst

5001a1 studles' classes, 1 e., that they frequently

- degenerate 1nto exchanges of mutual 1gnorances, and there

'.seems to be: a general reallzatlon that, as. Mlchael

.t Hornyanskl has p01nted out | rubb;ng.souls;togetherils]

not educatlon;?
| SUGGESTIONS' FOR_ FURTHER RESEARCH e

A fundamental presupp051tlon‘of the study was

Ji’that it 1s<the transactlon occurrlng between the 1nqu1rer
';and the "dlsplay" whlch is cruc1al 1n the lnstructlonal “h'f?*f
asltuatlon and suggestions for further research contlnue etk

‘gfto focus on thls problem.. o

-

'f The present study may be descrlbed brlefly as

"belng concerned wlth the form of knowledge, spec1f1cally

.'“. :educatlonal knowledge cod:? of the collectlon and 1nté-‘f5ij~

a PR

grated types, and the macroscoplc behav1or of an
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instructional system characterized in terms_of-Classroom

" experience. The suggestlons.forffurther“reSearch_emphasiZe].

.v_substanCe in addition to'form, knowledgeforganizationS'

_otherithan collection and lntegrated[athe‘microscoplc as

well as macroscopic'lnvestlgation of'systemic-elements}i

and a focus on outcomes in. additlgn to classroom process.
1.» A knowledge organlzatlgn may be v1ewed as _

| posse531ng both form and substance. Whereas the present

study foﬁésed upon form, 1t 1s suggested tﬁit studles be

undertaken to 1nvestlgate the substantrve ilmen51ons of

varlous knowledge organlzatlons and thelr effects upon "

. the process of educatlon. For example, the network of .

facts. Concepts, generallzatlons etc., whlch comprlses.

any knowledge system, 1mp11es a. particular world v1ew._

-

There is a need to make exp11c1t the world v1ews whlch
are presently 1mp11c1t in knowledge organlzed for the

purposes of 1nstruct10n.' |

‘"f“,z. The present study focused upon the notlons
of knowledge organlzatlon whlch have tradxtlonally pre~':
| valled in curr1cu1um practlce and whlch maylbe loosely .
‘referred to - as dlsc1p11nes—orlented and 1nterdlsc1p11nary

There 1s a need to 1nvestlgate the pQSSlbllltles afforded
by other conceptlons of knowledge organlzatlon 1n the
1nstruct10na1 srtuatlon.;_g" | oy

A

’f¥3; Whereas the present study empha51zed the

macroscoplc behavxor of the elements of the abstracted
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v
1nstructronal system, it is suggested that a mlcroscoplc
1nvest1gatlon of selected elements be undertaken. Work_
V of th1s nature has already been undertaken w1th respect L
.to the nature of valu1ng or. evaluatlve inquiry, in par-‘
‘ticular the workrof Meux, and concernlng:the conditions
"of "knowing thatf"bby Bellack 'Smith'and‘Meux and by‘
Massialaé. However, no. attempts have been made to associ-
ate partlcular modes of 1nqu1ry and ways of know1ng, w1th -
the knowledge organlzatlon employed in the 1nstruct10na1
‘:sltuatlon For example,}the modes of 1nqu1ry and ways of
'know1ng in those realms of meanlng Phenlx calls emplrlcs,
‘LAaesthetlcs and ethlcs,.mlght vary"con51derably 1n thelr
fmajor characterlstlcs..
’4,. Whlle the systemlc elements rnvestlgated in ;
| the present study represented major dlmen31ons of class—lf
Iroom experlence, there 1s a need to assoc1ate outcome ':'
| measures Wlth the knowledge organlzatrons emplbyed ‘ inegff“; :
.‘dlfflculty lles in 1dent1fy1ng relevant outcomes,.particu—hi
dlarly 1f outcomes der1v1ng from varlous knowledge systemS'*-
| ‘:are seen ‘as,: complemehtary rather[than competlng B
o | covcubmvg smmmum
The debate concernlng»how knowledge ought to’be'ﬁﬁﬁu?i;?

“g organlzed fbr the purposes of 1nstructlon, 1s 1nev1tablyfdf

. ‘

f~_f11nked to conceptlons of how and what people ought to be:;f:;"

'\;Bas1cally there appear to be three assumptlons. The

o
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first is that people Ought to be "1ntegrated " The
second is that the knowledge organlzatlon w1th whlch

any individual transacts is a contrlbutory factor 1n hlS
process of becomlng _1ntegrated. A And thirg, there.ls

the assumption that knowledge organlzatlons -which are in’
'themselves more 1ntegrated contribute to the 1ntegrat10n B
..of 1nd1v1duals to a 51gn1f1cantly qreater degree than
_those whlch are less 1ntegrated , However,-an 1nterest1ng.
question poses itself: Who is the Best Integrator°
Knowledge organlzatlons whlch are already 1ntegrated may
._rob the 1nqu1rer of the experlence of integratlng and o
;may place hlm in: the role of aipa551ve consumer., Know—

l

1edge organlzatlons wh1ch are not alréady 1ntegrated may

2

force the student into the role of dynamlc 1nqu1ry

NE
'.seeklng to create meanlng from the "great bloomlng,

Gaser o
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APPENDIX A |
SYSTEM FOR ANALYZING CLASSROOM TRANSACTIONS-
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The System for Analy21ng Classroom Transactlons is
a multi- dlmen51onal category system de51gned to prov1de for
the descrlptlon of the behav1oral 1nteractlon of teachers
and students . in the classroom settlng in terms of” 1nstruc—
tionally releyant_varlables. More spec1f1cally, the purpose
of the SYstem:iS to'indicateb(l) the 1evel of lnstructlonal
intent, (ii)bthe conditions of "knOwinq that;“ (iiif ‘the |
~ form of 1nqu1ry, and (1v) the paradlgm of act1v1ty, whlch

predomlnate in. any classroom 51tuat10n.

'_ The Unit of Analys1s

o

In thlS system the term venture 1s used to refer

. to that unlt of classroom dlscourse sub]ect to analy51s.f

he term is used to dellneate a unlt of classroom 1nter-fﬂ“'

i

actlon which focuses upon a 51n91e notlon or‘toplc or sub-:-lf’
.Ject Where there is a Shlft 1n focus away from one toplcf“"
to another, or from one. aspect of a tOplC to another,.a i-
_chanée 1n ventures has taken place Typlcally a socxal
vstudles class or a soc1al 501ence class of apprOX1mate1y
elghty nlnutes can be expected tolcontaln between flfteen
'and thlrty Ventures. In stralghtforward cases ventures mayuffﬂ,v
be 1dent1f1ed dlrectly by the 1nvest1gator durlng the course
rof the class,_~HoweVer’ in cases of doubt or d1ff1cu1ty,~
”two or more 1nvest1gat0rs should make the d1v1810ns u31ng .'“ff;h;

-the avallable recordlngs of the classroom transactlons.



-idehtiﬁying Ventures

' a new dlrectlon. There may be:

The beglnnlng of a new venture may be 1ndlcated by

a remark or a set: of remarks which leads the dlsou5510n in

v

1. A complete change in the tOplC under cons1dera—
tlon : U

e "2.'.The 1ntroductlon of a new aspect: .or part of a-
topic. prev1ously con51dered .

. NA return to a toplc or aspect of a toplc_
prev1ously con51dered : .

however.that- o . :

Please not

(a) A remark or set of remarks is not 1nd1cat1ve
©~ of a new.vehture if it fails to .elicit a -

. response and there i's a continuation of the
‘topic under con51deratlon ‘before the remark or..
set . of remarks was made, .even though it
satlsfles the other crlterla. F.‘

'$§)'jA new venture-ls not 1ndrcated 1f it is
’ clarlfylng or-contlnulng or. repeatlng what
was Just said. : .

: /‘_,

(o) A new venture is not. 1ndlcated by a- statement

,//

,/ ', ) . \‘.:f

"precedlng speaker.

The termlnatlon of a venture//ay be 1nd1cated by
-

5'pa351ng through an. overtly term;nai phase, or 1t may be o

el

;1nd1cated by the abrupt change ln focus whlch sxgnals the'

v

i

-Jopenlng of a new venture. f~..':j'”

lgqu-summary by elther teacher or student

ffj'é;ofA set: of remarks whlch are’ de51gned to cut off
Lo the flow of. dlscu551on.;. ' : :
. [

'f‘f3;.fIn the absence of remarks cuttlng off dlscu551oninff.;ff

or . summar121ng a. venture, ‘a - venture is taken.:

142 -

. that has been. requ1red jr sought forfby the‘,'»--~

as terminated by the. occurrence of remarks . = -

-whlch 51gnal the Openlng of a new. venture. -

o



L J
NOTE: ' ' I /
A. A venture may take the form of elther dlalogue
I ey monologue. ‘ . T Lo
\ : S ] o L R
‘ B. ;When the 1nvest1gator is faced w1th a 51tuatlon o Aﬁ\
in which he is unsure whether ‘to have one long
~or two shorter ventures,-and he remains unsure
-after.consultation with colleagues, he should .
tend to divide the controver51al sectlon into
shorter ventures.
C. Perlods of classroom management, i, e., aux1llary
‘ 'comments essential for arranglng thexlearnlng
~environment; should be classified 4as a ventureu
. Please note that such periods may or may not ’.
be indicative of a. tran51t10n from one- venture

vto another.j, B

Cla531fy1ng the Ventures

As 1nd1cated preV1ously each venture may be clas-'
’51f1ed along four d1mens1ons" the level of 1nstruct10na1]
1ntenﬂ‘ the condltlons of "know1ng that,W the form of ;77"”

inqulry, and the paradlgm of act1v1ty .Vdﬂﬁf ft'h

-.,,<

The Level of Instructlonal Intent

1

ThlS dlmen31on of the system refers to two dlS-‘
tlnctlvely dlfferent goals of 1nstructlon. The flrst, L

"know1ng how,?_refers to the goal of teachlng a student a:;§=§;5i4;

Sklll ThlS could be a phy51cal or motor Sklll or more.7ff-“”"
N llkely 1n a soc1al studles or soc1al sc1ence class,

'*Cognlthe Sklll such as map readlng, or how to locate

7,1nformatlon, or more generally,.the skllls of 031ng the ﬂiflh'
sc1ent1f1c method The second goal,_"knOW1ng that,“'refers

‘to. the goal of hav1ng students acqulre a g1ven body of RREPTY
- SR

| knowledge or 1nformatlon, whether ln the form of spec1f1c

Y

e DT



. aur .

oy

' data or broader generallzatlons

'how" there should be eV1dence that ‘the domlnaht 1ntent10n

of the venture is, the development of knowledge of the

/-
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~In order for a venture to be cla581f1ed as "know1ng'y

'"know1ng how" type. For examp]e, the teacher may exp11c1tly‘ (’

- state that it 1s his 1ntentlon to teach the students how to"
(

do somethlng, or a student may rnltlate a 'know1nq how".if'
venture by asklng how to perform a certaln task or the

teacher may demonstrate how to perform a task or he may

'set the students the task of f1nd1ng out how to do some-"

thlng ' Slmllarly there must be ev1dence for a venture to ’

be 1nvolved in’ descrlblng,‘explalnlng, deflnlng"clarlfylng,gf;
evaluatlng etc... For example-,if. R T ‘ AT

(i) ‘A teacher descrlbes a. Thesaurus and how 1t 1s_ jf¢'

‘used before SEttlng ‘the ‘students. the task of
- how)

"{ii) A student asks what is a thesaurus, and 1t is

be cla551f1ed as "know1ng that " Teachers and students mayvatﬁa

S T '_1ocat1ng antonyms for a: llSt of words., ‘know1ngu}f

.descrlbed te hlm by another student '(k99W1ng,n,,ﬁva°

'Vfthat)

- The Condltlons of "Knowlng That"l .””“J"

s Thli’dlmenSlOn of the System refers to the condr-ﬁVf '

tlons whrch must prevall 1n order that an 1nd1v1dua1 may

- L. 8"

'; clalm to know somethlng.;'“Kn0w1ng that" 1n the weak sense

KR

. When a. venture has been 1dent1f1ed as belng Of ; the ;}fﬁfhﬂf
"knOW1ng how" type, it. should ‘not be classified accordlnq R

'to the conditions of. "know1ng that."_ ‘This cell 1n the
observatlon schedule should be 1eft vacant :




‘corresponds solely to hav1ng bellef (oprnlng)/_whereas

‘where the evxdence offered 1s 1tse1f an express1on of '.;C?,

' "knowing that" in the strong sense requlres somethlng

further——for example, the ablllty to back up a bellef 1n

"~ a relevant manner, that 1s, to brlng ev1denceCln 1ts

&

,support A venture should be classrfled as "know1ng that

145

in the weak sense“ 1f 1t 1s domlnated by oplnlng, by eltherdvh_lfi

teacher or students, or by statements of bellef whlch are o

1not.supported, or by any sort of assessment evaluatlon or

:oplnlon or Judgment whlch 1s not SUPported., A-venture»“fﬂ'

y

should: be clas51fied as "'knowlng that"ln the strong

'sense“ when statements of oplnlon, bellef and assessment

'are backed up by ob]ectlve ev1dence. Please note also

N -/4

;that where a‘v"ture 1s of the form where students’and

';,Judgment Whlch 1s ‘not’ backed up by supportlng ev1dence, or .

ngaged in: reEortlng 1nformatlon derlved from 'f]f**f

zother so\rces, for example statlstlcs related to a natlon S\“'v

te L!) ot

l

'3‘J31f1ed as "know1ng that" 1n the strong sense._ A venture

A__;the absence of a reasoned argument,<1f the teacher or other;fhu

ERe

"members of the class recognlze that evrdence 1s necessary

7:,vbut lacklng and make a demand for 1t, e g., the teacher Or flfi

student 1s asked by another class member to support or

defend an assertlon.'gEETf‘jyf‘.fg”’fl-f *{5),5?“7"“

',;rellef or'demography or cllmate,-and these are derlved from:f};‘

Vaan authorltatlve source, then the venture should be clas— ﬁl;{"wV

:fj»may be CIass1f1ed as,”know1ng that"zln the strong sense Ln ?0--':””



f"f exhrbltlng an evaluative form of 1nqu1ry

—

The Form of Inqulry '131'_- A ‘f~?’r,'f-' L l'pf;'_'

ThlS dlmén81on of the system refersito whether the
focus of 1nqu1ry 1n each venture 1s evaluatlve or non—" |
evaluatlve as’ outllned in the work of Charles Morrls Lln
evaluatlve 1nqu1ry, the 1nqu1rer 1s concerned w1th de01d1ng
upon a. preferentlal courSe of behav1or, and w1th 1dent1fy1ng '
@hose objects and actlons whlch w111 recelve preferentlal
:sicon31deratlon~< Non evaluat1Ve 1nqu1ry 1s concerned w1th
what 1s happenlng, has happened or w1ll happen., Evaluatlve
1nqu1ry is concerned w1th what should be,<and‘Bow that |
Condltlon should be attalned For example, a venture focus—>
slng on the questlon "Is pollutlon necessarv?" 1s a nonedff'

) evaluatlve venture. Essentlally :;e venture 1s attemptlng
to ascertaln 1f 1t 1s p0551b1e to have a 51tuat10n whlch

1s free from pollutlon.- However, a subsequent venture may
focus on an aspect of the same problem and ask "Shduld

| pollutlon be tolerated 1n order that we can malntaln our‘
present standard of llfe?" In thls latter case attentlon f;ﬁ«;§{-

has moved toward what to prefer, and the venture 18

Tﬁere are t?o key 1nd1cators to ventures exhibltlng

(.

the characté%rstlcs of evaluatlve 1nqu1ry

ﬂ.}f%é)éfthere Wlll be statements contalnlng value
o .....terms,” e.g., "Albert Schweitzer was.a- ood Gl
~man. ™ Or "ngher income ‘tax is undesxrable.;‘~f*‘~-

4:3f(b)7‘there wrll be statements whlch are prescrlpt1ve
. in_nature,. e;g.; "Taxes. ought.'to be lowered,"

or: "DDT Should not be used to krll 1nsects.,r,;ff*’apzu

-\ s
A .\ N



. hshvarlety of ways.- A teacher may explaln to the class that
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Non- evaluatlve 1nqu1ry 1s characterlzed by de51gna- .
tlve statements whlch may be determlned to’ be true or false,.
essehtlally they convey 1nformat10n about phenomena, e. g.,

,"Beethoven wrote nlne symphones" or "John A MacDonald was
' ’ ‘:‘. .

| Canada's flrstprlme mlnlster..g. ;;'»“f" e

The Paradlgm of Act1v1ty

.”f Thls dlmen51on of the system focuses on the nature.
"of the authorlty relatlonshlps ex1st1ng w1th1n the class- s
'vroom Where a classroom 1s teacher centered,‘students are
seen as 1gnorant,'w1th llttle status and few rlghts.w Where
: _a elassroom.lsgroup regulated students are v1ewed as ;f |
;assoc1ates-1n learnlng w1th teachers.. The most obv1ous:c,f -
.teacher centered ventures are those whrch are 1n1t1ated ;hfeﬂf“l“
;5rsusta1ned and terminated by the teacher, and the most e |
‘ﬁdnobV1ous group-regulated ventures are those 1n1t1ated, sus-;by
';talned and termlnated by students.ﬂ However, there are |
.yexceptlons to these 1deal patterns.of actlon.‘ For ewample,.! Yoo
”iwhen a teacher 1n1t1ates a venture w1th a- questlon or an :

ffassertlon whlch permits students to react 1n a large '

"ffthey are 901ng to focus on the problem of populatlon con-zif Tw

*f@trol and subsequently permxt students to focus on those

. aspects of the problem whlch they f1nd most 1nterest1ng.¢f;:

“fgv»a member of the group, so that should he seek clarlflcatlon"NQ

It 1s 1mportant to note that when we refer to the

:throup regulated 51tuat10n we are 1nclud1ng the teacher as
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/or expan51on on a toplc from a: student he is fulfllllng
hlS role as a member of the group, and suchﬁlnstances
should not be 1nterpreted as 1nd1cat1ng a teacher;centered'
'venture. .Key 1nd1cat10ns of teacher-centered ventures -

,w1ll be those where a teadﬁer rejects a student notlon —
._out of hand w1thout attemptlng to assess w1th the group

"/whlch course of actlon should be followed -or: when he |

hlnltlates a venture w1th questlon of a closedﬁtype, or;

hfd_when‘he_cuts off a dlscszénon before the rest of the group;wgnﬁhdf

n‘appear w1111ng

NES

Codlng should be carrled out dlrectly 1n the_“;r-f5‘

'u'fclassroom by one or more obserVers., Audlo recordings

. g
%v*should be used to check cla331f1catlons, and for a551st
in: codlng partlcular dlfflcult transactlons. Ordlnarlly
ifonly those judges observ1ng a 81tuatlon 1n 81tu should

R

:dcode from recordlngs or transc rpts<of a 51tuatlon..-i7°7

“.NOTE-' The examples and 1nstances clted in these gulde-ulvk,;:
.- lines areé meant to be 111ustrat1ve ‘rather. than ‘exhaustive SN
xv:"ln a551st1ng 1nvestlgators make dec1slons concernlng the e
vﬁjldentlflcatlon and cla381f1cat10n of ventures..~,~~ i




&

Observer: " feacher:

‘Times: .

SACT 1974

fy

'Daté:_ R :  o o Claés:_ ‘ R v

o,

Topic‘ot‘Problém,ii

Major ideas, concepts . . . s
NN
B \' ‘

LA

.......

-;17}Venture summarles may be recorded on the reverse side bf
o thls form. ';;:,,_ RIRIR P o , IR
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Instructions: This questioﬁnaire'has been designed to
help you describe'hiw you feel about certain aspects of
your social -sciencet options class. Please respond as -
if you were'describing'yourself to yourself. Do not omit

“any items!v.Read;each‘statement carefully;;hen‘se;ect'the

- For example, if you strongly agreeQWith'the‘notion;ekpreSSed '
in'the:statement’placeia circle around SA; if you simply
agree'Place,a.cirqle around A, ‘etec., - . . 7

Sk

!

= Strongly Agree

o

A = Agrée

NS

- Not Sure
[ . s

o

B =
]

.“trbngly Diségree .
‘Please'try_tdibe;as hohéét*as,pbsSible;‘ YouffahsweiSJWiii,;i.

~not. be shown to your teaChérfor_to;anyone“cbnnéct¢d3With L
your school,'n R LT T e S

T

 ‘g;A1¢é£eduqo_ieéd‘ﬁsaciaifstudiesﬁf&beﬁfgpngp#iétéﬁfj:f-j.'

‘Disagree A R ST

2afe place your name and the date in the:spaCESLprOVidedl,- o



10..

11.
12.

14,

15,
16.
fl?;

‘i"lSQ

19,

,'2Qr‘:

I have to make an.effort . to cope
[w1th the materlal in, the .course.

1 frnd lt s a st1mulat1ng course.

fThe tOplCS we' study are 1nterest1ng

What we study helps me a lot. out51de
class.

. There is no p01nt in studylng most of

the problems.

The problems we deal with are trivial

I can see why 1t is 1mportant to study :

most of ‘the toplcs. o

I never think about what we study
after class. : _ -

.. I can't see the purpose 1n the tOplCS
N we study. .

,The toplcs we study are of: llttle

51gn1f1Cance to me.

It makes sense’ to study most of
’_the toplcs.. D _

a

The ' materlal we study 1s too hard

to understand

,The coufse is so dlfflcult Ilve
‘ stop ed trylng ‘

I f1nd the w0rk a challenge.

I can get through the course w1th

no effort. . - _

I don t have to try very hard to

?get through L '~._~‘“0“

1Most of the tOplCS are thought f = {':fj.:
jprovoklng.,l:é‘ o R

A

I am.not very exc1ted by the course.'f°

Lom .

e 1

It Just 1sn t a thrllllng course.“‘b'

SA

" SA

' SA
SA

SA

SA

- SA A
_SA
- sa

SA-

SA

- The materlal in the course is- too easy, .pSAi

~.SA.

"ffSAi

.'_i_A-SA

. sA

A: NS

‘A NS

A NS

A NS
A NS

A|NS.

" sm A NS

A NS

A N5

A(NS}

A':NS

A NS

‘stcSAﬁA:NSl

D
D

D

Dn

D

D

. SRANS D
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'sD

D

s

S

.SD

sD

st

SD

SD'M

sSpD. .-

D Sp
sp

ED

'f.b

D

sD. L
suf R

'SD



21.

22,

23,

-

2 3

I find"it easy to relate- to the&

problems we study.

‘I do the work in order
credits. - :
What we study just isn'
important.

to get the

t very

154

[

' SA A NS D SbD

'SA A NS D SD

SA A NS D SD

e

kS
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- INSTRUCTIONAL RESONANCE QUESTIONNAIRE: SCORING KEY

Items 1, 4, 8, 11, 14, 16, 17, 19'andf21 are pbsi%ive

items. Scoring: SA
. ' T A

NS

. D
- 'SD

- w non
N W e

&
Items 2, 3, 5, 6, 7, 9,.10, 12, 13, 15, 18;'20, 22, 23

are negative items. - Scorlng.

1
2
3

s
o o A
o . .‘ [ =0

n ll



APPENDIX c '-“:ii ‘*"'”T
DIRECTIONS PROVIDED 70" UNTRAINED OBSERVERSH
FOR USE OF THE SYSTEM FOR ANALYZING

CLASSROOM TRANSACTIONS

RN



- PARADIGM OF ACTIVITY =~ -

A T

The System for Analy21ng Classroom Transactlons
is a multi- dlmen51ona1 category system de31gned to pro-

v1de for the descrlptlon of the behav1oral 1nteract10n

of teachers and students in the classroom settlng - The :

'system .focuses upon four 1nstruct10nally relevant

varlables, namely, (1) the leVel of" 1nstructlonal 1ntent

(ii) the condltlons of "know1ng that,"'(lll)'the form-of'

| 1nqu1ry, and (1V) the paradlgm of activ1ty. It 1s theseAiht

'.varlables whlch comprise the dlmen31ons of the SACT.

/ S
As may be seen from the table, each of the dlmen~ :

:slons of . the SACT may ‘be con51dered as cen51st1ng of two

categorles. -The" level of 1nstruct10nal 1ntent may be yfﬁ

o

A The DimensionsfandiCategofies-ef'the'SACTy5

Dimensions. - . - . Categories . - .

"fKnow1ng How ‘

:INSTRUCTIONAL~1NTENT e "';,*mru”:'

-Know1n§3That

?'Strong

rcéNDiTIONSHOF_VKNowlﬁcéTHAT"h;“;'5'A ;‘7gﬁsu7,V;Q,,;:ﬁf~.

o Weak oo T

A"»fnyaIuativehﬁ

CFomwor inurRy

. Non-evaluative . ..

«'Teacher-centered

rthroup regulated
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v1e$ed as belng composed of "knowlng how“ and “know1ng

_ that » A venture (a unlt of classroom dlscourse) is,

class1f1ed as "know1ng how" 1f the 1ntent10n of the

venture is tovteach a Sklll or cognltlve process. ’It

is- cla551f1edvas "know1ng that" 1f the 1ntent10n of the

¢ EREE I
venture' is to teach 1nformatlon. o -

The conaltrons of W&now1ng that“ may be regarded

as elther strong or weak A venture is cla551f1ed as'" T

»'xstrong when the knowledge clalms 1n the venture are sub-
;stantlated, weak when they are not. (If a Venture has.ﬁf

been coded "knoWing how," the "know1ng that" cell should
y

be. left vacant )

- The. fotm of anulry may be elther evaluatlve or

4

.non-evaluatlve. Ventures are cla531f1ed as evaluatlve

when there 1s an empha81s upon value terms or prescrlptlve ;*J“A‘

statements, non—evaluatlve when assertlons are descrlptlve‘

The paradlgm of act1v1ty may be elther teacher~

”.‘cen ered or group—regulated A venture is: class1f1ed as
—7~%rf~u :

.yteacher centered when 1t is the teacher who 1s clearly
'iddlrectlng the nature of the 1nteract10n.( When the stu—.'ﬁ?ﬂff“

=fdents, or the students together wrth the teacher, areb_V:"

”'"L,dlrectlng the nature of the 1nteract10n, the venture should“tfgff_

:be classxfled as’ grg;p regulated

: Keeplng 1n mlnd the nature of the categorles as
’;dlrected above. use the observatlon schedule to cla351fy o

A,fthe ventures 1nd1cated on the typescrlpt as. you llsten to

Loy .
o .
PR
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the recording of classgoom-interaction.
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Durlng the process of data colh@ctlon,bthe observ—'
, . .-
"ers monltored classes 1n terms of content cla851f1cat10n.‘

S

Observers were required to wrlte a’ short descrlptor of
|

. each venture and to 1nd1cate whether a'venture had been

s

‘fcon31dered from a perspectlve whlch was eaSLly recognlzable?

‘.Aas reflegtlng the concerns of one of the soc1al sc1ences. r"'
"f(All observers were graduate students 1n the area of
soc1al studles educatlon ) e R -”

The records pronded by the observers ahd reported

'_here clearly 1nd1cate that the "soc1al studles“,classes

o orlglnally ldentlfled as employlng rntegrated knowledge

_hcodes, and the SOClal 501ence classes orlglnally 1den— ’~’1
tlfled as employlng collectlon knowledge codes, contlnued

- to reflect the same patterns of knowledge organlzatlon o-"'

/

“‘throughout the perlod of data collectlon.if>/;1




‘v'»Pated 1n¢both classes.a ';'ar

1162;

”CASE“STUDY'I

Case study I wasfconducted 1n Wlnfleld School in

- -¥

'the v1llage of Wlnfleld, County Wetask1w1n. The classes
"comprlslng the case were a 5001ah Studles 20 class and.a‘i
V,Psychology 20 class, taught by a male teacher who had v ;,;.
ﬁcompleted three years of study at the Unlverslty of o |
'Alberta, and who had two years teachlng experlence.'.There

| Ttwere 23 students 1n the Soc1al Studles 20 class and 16

students 1n the Psychology 20 class._ The students part1c1—’z\u

1
‘.

@ae data were collected by observer I
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. CASE STUDY I

Social Studies (Integrated Code) .

WE

Observatlon#l,(Aprllz3 12.40 p. m‘.'__’2 oo"p m.)

Venture

1.

10, -
1.

problems which it has created? ' (Perspective
“of env1ronmenta Sl

E Student-opinions of "rock“?mUSic

. Comparlson of music - of - early flftles and

S " Class has. been worklng on. a unit called "Tradltlon
 and Change " . . _

&

Teacher 1ntroduct10n Purpose : to conslder '

- the characteristics of - "progress;" ‘and

attempt to find out why it-is that progress

" -sometimes causes as many problems as 1t

_solves

v

O .

present (hav1ng llstened to examples)

J ' S
J,Relat1v1ty of . llkes and dlsllkes, across tlme,
L.across cultures (Anthropologlcal perspectlve)

‘fCan we always say that the newest 1s the best?

5_In what ways 1s our - 5001ety more advanced ..,:"

.than those of the past? 5'

et Y

ff;ﬂHow has progress been v1ewed ‘in dlfferent
' ’g~hlstor1cal perlods? (ggstorlcalgperspectlve)

‘_FThe place of sc1ence and the sclentlflc ‘
"smethod 1n progress., (Hlstorlcal perspectlve)

;;s;The results of sc1ent1f1c progress.f.(Economlc,
_Qgs001olog1cal, polltlcal perspectives) L

Ai;‘Coplng w1th change._ (Psychologlcal perspec--stfs:d

NN

fBlbllcal forecasts

:7;ﬁIncrea51ng\speed of change.‘gfif]tf

,Can sc1ent1f1c progress help solve any of the

‘sclence, economlc and




G -

' Chrlstlan rellglon 1n the Roman Emplre.‘

};tThe effects of the Edlct of Mﬁlan.  fPﬂf’”

..mlddle ages.w? o

‘fSchlsm ‘the. reformatlon and. reformers.,.ﬁf;i'gT -

a-“'(Ventures 2-7 dlsplay a hlstorlcalgper_pec-;x,;._,~
'~gt1ve ) T ‘ _“_y,,‘s-»

164
14. Spe01f1c focus on problems of productlon.
(Economlc perspectlve) :
[15; 3P0551b111t1es‘a£forded by space explorationf .
16. pifficulties in farming and"harvesting the
. sea related to international relatlons. ’
v*(POlltlcal sc1ence perspectlve)
17. Summary of recent contrlbutlons ‘afforded by
progress. :
18. Controlllng the quallty of progress.. '
19, Spirit of dlscovery in SGlentlflC exploratlon.

20. A'Summar121ng ventur1ng~—focus on need to

' .control the nature of progress

\ . . . X
vaServation #2" (April 25 12 40 -2: 00 p m. )
Topic: Tradltlon and Change in. Rellglon o
. Ventﬁre-‘
115”' .i Comparlson of ecumenlsm and sectarlanlsm.‘-
2. . Chrlstlanlty as the ethlcal bas1s of Western ‘
(SlVlllzatlon.hg.s\.‘ _ “.‘L;, o METAT R ST

VThe evolutlon of rellglous 1deas.,fjjf}T7ﬂi fﬁf.s;i

The functlon of rellglon as v1ewed 1n the

S T'v\,

. ..\' T

o fleferent 1nterpretat10ns and doubts 1n the - |

..W‘What are some of the thlngs that mlght explaln”gEf"
-~gwhy ‘there . is'a: movement away from sectarianism
and  toward . ecumenlsm? (Economlc, 3001olqg;ca1
;?andApolltlcalgperspectlves) AR

RENE - S



~10.

Ity

12,

13,

14,

15,

16.

17

<18,
19, -

20..

21

4

Bibllcal forecasts of reunlflcatlon of )
churches ‘

.What results mlght be hgqed for as a result
of the ecumenical movement? (Economic and .
eoc1ologlcal persggctlves) S

leferences between \gome major religious
groups (christian). Lo ST

Shduldfthe differences y emov‘ed9 ~f .
leferences betWeen chrlstlan and other
rellglons. : e

"In what ways mlght the ecumenlcal movement
‘direct its efforts toward 1mprov1ng interna~
‘tional relations? (Polltlcal and . economlc_

i

165 -

perspectlves) N v S ( B a

.

. If ‘there was a unlversal church what would
we want 1t to look llke° ) : . \

.In what ways can we say that Manltou and
Allah are" 31m11ar or d1fferent° o

How does people s conceptlon of god vary’ |
(Anthropologlcal perspectlve) - -

Axe there reasons why 1t mlght be 1mpos51ble |
for people to accept the ‘same rellgron?'.,'

Should prlests be cellbate°
/ - s
In what ways do 501ence and rellglon confllct°

L NN

- Would you glve up your own rellglon for

‘,ecumenlsm°-*

Comparlsoh of MormOns and Jehovah :

Why do. we need re11glon1-,(Psychologlcal per-l f;-hff

sgectlveo
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Observation #3. (April 30, 12:40-2:00 p.m.)
Unit:. Religion andLSocialehange‘A

Venture
1. "Teacher review of prev1ous class. Empha51zes
_that the task at hand concerns examining how
organized rellglon may exert an influence on
_ the process of social change. Today 5 focus— _
o R the work of religious missionaries—1In what .
‘ ways have religious missionaries 1nfluen ed
social development° j

2. 'Early m1ss1onary work in: Canada. (Hisforical"
‘ Egrspectlve) . o _ A T —
3.. - The valldlty of the wOrld Book Encyclopedla

as a source.

How. should m1351onary work be carrled out9

'y )
5.0 "'The accompllshments of m1551onar1es
6. . The cultural conflicts 1ntroduced by m1551ons."‘
' .(Anthropologlcal and soc1ologlcal_perspectlves)
7. . . 'M1551ons in modern SOCletleS (Mormdns)
8. “‘Impact of mlsSLOnarles upon Aztec culture._"
L : A(Hlstorlcal and soc1olog1cal perspectlves)
9.- ) Non rellglous aspects of m15510nar1es._’ -
10. jThe Jesults in Japan W (Hlstorlcal and soc1o-"
L -'-loglcal perspectlves) o - : :
11, - . 'MlSSlonarles as the cause’ of cultural confllct
' (Anthropologlcal perspectlve) e :
12. 'e"-The changlng nature of mlsslonary work over
'_tlmet, (Hlstorlcalgperspectlve) A
o V-lil';[ " Rapid change brought about by m1851ons—-ff'“
o -stress.- (Psychologlcal perspectlve)

-,l» POllthal m1551ons._ (Polltlcal SClence per-:"
-JsEectxve) e IR :

‘,'Polltlcal 1nvolvement of rellglous m1851on_'m:,~3iﬂ
»;arles f'vu_« v _ .




K 9;& Ta

_ Observation #4. (May 9, 12 46 2 00 “p.m. )
. Toplc. \Educatlon and?phange

vVenture

KRR f'jperspectlve)

/_"' 16

C o8

16,  Cultural relativism. (Anthropoldgical per-
' spective) - R o
17. Need to believe in supreme belng; TPsychoﬁ
‘ 'loglcal perspectlve) A
/
18. HAre there unlversal rlghts and rongs?
19. Do chrlstlans have an obllgatlon.tovspread' -
"the word"’ . \; ; ‘ :
_ ket : .
20. How mlght mlSS1onar1es spread he chrlstlan :

‘message of "love" w1thout dest oylng ex1st1ng
ways. of life?. :

<

R

‘l;' " Teacher summary and 1ntroduct;on. Class to
) ‘be a continuation of our study of -education.
.. ' Going t6 try to pay partlcul r attention to -
, - how schools may contribute t soc1ety,KV\ ‘
2. . What" should the schooy\teach A e
_3« : ',,1Other sources of educatlon (i.e., otherlthan,hy‘
' school) R o
4. .-y The credlt system and learn‘ng §
5. -yOrder and dlSClpllneﬁ (Psy hologlcal and
- 5001olog1cal perspecﬁ}ves)J PR
'6, : 'Corporal punlshment (Psy holqglcal perspec-[;
7{r - r'Compulsory attendance.. (Hlstorlcal and eaf¢;“'5:'f-
L - friﬁg_pmlc perspectlves) , S U
V8. 2 efThe role of the guldance 'ounsellor.r.ra
o ~-(Psychologlcal and econo ’c perspectlves)
-2, “:{.Other SOurces of advxce,-guldance. fﬂr :
0. - -Educatlon and 1ndoctr1n tlon.' (Polltlcal




%

'Observatlon #5. (May 14 10 30 11:50 a.m. )

T 11, Neei for fre¢ schooling in the monetary
sen (Soc1olog}calgperspect1ve)
; 12. o Languages in schooling (both off1c1al lan-
: ' guages) .
213, Rellgreue studles——ln both chrlst!an and non--
r'cchrlstlaﬂ senses. - : N
. 14. "No-need-for the sonnet" etc.
15, U Approaches to teaching in school (Techno-
- -log;cal;perspectlve) ' o
16. ' Advantages of the present structure.
- (Soclologlcal and polltlcal gerspectLVes)
17, ¢ f~Canad1an .emphases in currlcula.j (g;storlcar‘
‘ ~-and geogrqphaq perepectlves)‘»_ I
18. ASchool as. only one place to lé‘rn.. . ’,
: _' AT
19. o Freedom 1n school
éo: oL Role of machanes in educatlon.m
T2l Famlly llfe and sex educatlon courses.r-‘
g (Soc1olog1cal Qerspectlve) S B

o

, .
v |

' TOpic- Educatlon. Tradltlon and Change-"“

A

168"

, » Yo
S : ’ - Y .(l' \ Ty
Venture/ﬁ T
1. . How importanteis"tradition? ’ij‘: ‘ th?f; _ f"
“2. ' Is tradition of partlcular 1mportance in
educatlon°“ . L e
: '331V}'-_ Purpose 1s‘to look at educatlon ln.gnglandﬂ_.~
R ) and compare W1th our experience 1n Alberta'=
4. - BrltlSh educatlon ada tlng to changlng c1rcum-~e°*
' ‘stances. (Hlstorlcal and soclologlcgi per* R
sEectlves) . _ ‘
_;' 5. . - Trlpartlte Engllsh system.. §
g L ‘

s -

6. : | Student cholé:e . o :.. o . _.4:‘ L



10.

11.
12.
13.

14,

l6.

.17,

18,
19,
20,

21.

22.

23,

24,

b25a:.

26,

IUSe'of'free»t@me. S

"Selection procedures.

“The role of parents.

The’benefits derived.
.

The purposes of a “school unlform _(Historicalf
perspectlve) '

Do students learn more in that klnd of system°
The preparatory school system

. The relatlonshlp to the broader 5001a1 system.
(Soc1ologlcal perspectlve) :

Have - the sqhool tradltlons been used bene- f"
f1c1ally : :

Corporal"punishment. '(Historical perspective).

Social injustices in. the system _(SocioIQQical )

pefgp%gtlve)

Separation of the sexes. ‘(Historical‘perf

pectlve)

} Sportsnand.recreation.

Teacher S role

Lastlng effects upon students.y (PsYCholOgical*i
perspectlve) : - R o

The place ‘of clubs and soc1et1es in schools.;:'i“

The comprehens1ve school (Hlstorr_g&‘per~f
pectlve) ~’Q, e 1- ;..-,‘ A :

!

"b Would a system llke thlS be good 1n Canada’

Whlch tradltlons from England are found 1n
Canada? ‘j : T X R M‘pﬁ

. What are- the major dlfferences in teachlng

between England and Canada? o




\the:

observa

Y

C Venture :

l.4Z

S ol0.

12.

13

ﬁi4;';7%4

17,

BE DR

CASE STUDY I

(

Psychology ‘(Collectioh Code)

Y

"Throughout the perlod of observatlon, teacher and

students adhered rigidly to a textbook ("PsycholOgy
for. lerng" by Sorenson and Malm)
tion #1.- (Aprll 23, lO 30- 11 50 a.m.)

o l . . B
,; . . - - N
L . )

Try to understand feellngs and emotlons about
. Ourselves and other people. :

Factors shaplng our. concepts‘of'others;c o
'Factors shaplng/our conCept.of selfd

{The results_of poor seifJConcebt;j;
:lThe reeults of'poor concept of others.i;;;
'.Needs and self-concept | -kl' | |

Inferlorlty cOmplexes

Lack of awareness.f : f‘;.jr‘_7,f  ”!g';§fr‘;

1170

"_‘Freud s v1ews on. 1nferlor1ty u.?' N L Q

’Strategles for overcomlng 1nferlor1ty feellngs

'Relatlonshlps wlth people Wlth poor self—
_concepts tig__l S ,,} - S

- _Do attltudes remaln constant? ;
Examlnlng our own attltudes toward thlhgs.nlf
fReLatlonshlp between attltudes and behavror
-.cPIGJUdlCe——ltS OVert characterlstics.~ f“‘

fvaercomlng pIEJUdlC6.~t

"“ReV1eW1ng venture focus1ng upon dlfferen—-*” /
‘tiating amohg feelings, emotlons,_self*concepb

g:ﬂand concept of others. S ,.m,'u~ﬁ-/_,



'\17'1.

18. ' The key factor 1n personallty——self concept

'.Causes of 1nferlor1ty feellngs—-rldlcule,
: crltlclsm, embarrassment. s

'Introvert and"extrdvert,behaviOr;;

Symptoms of Lnferlorlty feelingé-gfg,,
shyness. S "\N ST

Dlstlngu1sh1ng between mlnor and major
symptoms.vv _

23. Conceptlons of rlght and - wrong
24, | A“'Feellngs of depre551on._

25, _ Summarlzlng
Obsér"af»it.oﬁ" #2. | | _("'Apr‘;"i : ‘2'5‘;,' | ,»1'0: 3051‘.1""59'. am) | ‘. B

. b]‘i; | lileferences between}suppre351on and repres-la_'h-‘

‘ sion. . R G

bThe characterlstics of regression.;_ilf ,

¢

'ng,and regre_"

f33.- f"-leferences between remlnlv

A"-'Feellngs, concepts and attltudes——are theyq";n‘j?"g.'ﬁ
“..the- same? L : : N TN N

5.0 bAfe“feellngs and emotlons the same thlng?»ﬁ__;,;.\..i
."GAAf'- iTg% characterlstlcs of emotlon-g a”‘fﬂVf'b;u'J{b;A*f’

o L 2

.eiaj..ab;_,;The;characterlstlcs of feellngs.,

'ei‘e*a,‘3;f rJWhat are our: "concepts“?,.
.,"» /‘ ;‘ ‘ N '. N N L .‘ :i L o

9 ‘j“ﬂThe relatlonshlp between our concepts and‘ e e
o ’i~ourebehaV1or.;_,A.,_ ;,\, L G.~~_“ai4,ﬁ)“?' ‘

'.r

-7-[10;ﬁ4 "-"Is communlcatlon impeded bY 1aCk Of mutuql BRI

}:7:11Lﬂlf" ,Infer1or1ty feellngs and self-ccncept, ef.;;_f;;i;gf:g

_';ig,f’@bif;Can self—concept be changed?




13,
14,

‘15,

.

Observatlon #3, {Aérii‘3o,110$30r11159fa;ﬁfl~

Venture .

' :,,Can“we‘eliminateffear?\°jNT,w;_ﬂi"'”

"iHow mlght we cope WLth anger? L

B f]Well dlrected and poorly dlrected gnger.tf}j_'w]

;:‘TEIs fear condltloned?,f'wﬁ?f‘/-{hf”*?. |

-

'"?ffcan wg control anx1ety and worry? N

N . Loy
) . N
! - - .
Lo . o . . - N \v . .

Relatlonshlps between people*

Dee

".Characterlstlcs of "fhe b1u35¢ ﬁ;

How ought you to- behave toward other people

» when you-have "the blues"? "' o

‘ ‘What-are attltudes?“"f ::f' h:v.~‘ | __;}
Attltude formatlon and change..’ |
h'Attltudes and behav1or
The nature of prejudlce. L

'The relatlonshlp betWeen prejudlce and
- feellngs of 1nfer10r1ty. R :

L <

CharacteristiCS of’anger; o

"Characterlstlcs of f@ar.l.htw

| jVI_wauld 1t be better to be totally free from

_ anger responses, or to. have them and control
them? - : S . AT

[What causes fear? '-;;%]f'e,_’”'”

[y

»'Is fear ever ‘a good emotlon to have?
' e

e'Anxlety—-deflnltlon and chanacter;stlcs,ltg?afz.g

Interruptlon——teacher leaves q&assroom.faaf_p.,x

f'Are some. P°0p1e naturally’more anxlous than:i<"’5
others? qo i . D

LA

‘ . . B .
Y "

I R R
S T N




:13;
14,
_'15." :
16,
17,
18.
19,

200

Observation

Venture -

- Is gullt a 81m11ar concept’

" W. B, Cannon s theorles on anger and fear.

;#4L:”(MaxtgiYLU:3O$il§S§danl)*”'?5:'

f..confllct w1th1n ourselves’,.g

Y are snap Judgements‘gs good as those that are
l. "thought" out? S uﬁnf; A

'f'Can you have dlvxded loyaltles?
. Klndness and cruelty from the same person.lenf

'ﬁoThe nature of personal satlsfactlon._ff~wavf {;Hfﬁt,f

;;:Ambltlon and frUStration.,~;ﬂ,ﬁh_g,A~~-~~-
;‘Lack of SklllS and frUStration';.f;f};;;;:a~;.'~
_V;jposse951ons and frUStratlon_‘_;"

,TQ‘Frustratlons felt by rural gsd 01ty inhabl_» Jfff?”
tants mov1ng to the othSr e O

"Q;Personal responsiblllty

Zflj{andaptat;on to situations. }f;?~,

173

- L

- The body s physxologlcal emergency system._

4’? e 5T

-‘Ways to av01d becpmlng angr§ﬁ§~ T }::3_A-Tn B

: Ways to. avoxd becomlng afrald ’ﬂ ,",“ ,-;"

e 4 : 6 SR

: Personal experlences whlch have resulted 1n e
fears : L D LR

' v )

Are some fears lnnate——natural?

"Ratlonal and 1rrat10na1 fears.;:"ffuqe ‘o_ﬁ'l?f*

~

\ L T R
In what ways can we set’ about resolv1ng [

.. '»' o

Lo

.,v"

-ijelatlonshlp between frustratlon and the ful—;w*iuvu.
lg]fllllng of needs.g;-,a.- ;Wv

.o

o . _— \'i ; .

1ronment.»-~

»I '




Note*

o Observatlon #5 (May 14, 10:30411:50;a.m.y

Continuation ‘of . textbook chapter dealing with
confllcts ‘and frustratlons._ B

Venture

1L

16

R S

Varlety of approaches to maklng dlfflcult o
dec151ons. _ : S

AConfllct between de51re and the need to do
. what is rlght. .'?j?, 0 ’

FWhat 1s the meanlng of "eth1cal"° jfff'"

{gWays to aV01d and resolve confllcts.vf

fGoals.,ﬂf §§ﬁf”

. What do we: mean by confllct among 1oyalt1es°‘

“"nDec151ons and. mental straln.Lfneij ff1f;if};9
"The nature of 1nternal confllct S
(Flgh goals and frustratlons.”J“ |
';Lack of ablllty and ﬁrustratlon.;?ﬂg;'

:[ ;1deaS Of rlght and wrong G

”{elCauses of psychologlcal confllct

| '3Conf11ct and mental Lmbalande. ffff;i,;v"

IffﬁRomantlc and non-romantlc love.i (Cfoesf5f} ¥
-”cultural perepectlve) L <_n”g jijf‘u?f7“""

o T

i-fﬂuman behav1or, confllct and need§

174

offMoral dec131ons (Freud s. v1ewpolnt) h.f7}ifﬂg-'7°'
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v “'JCASE STUDY.lI~

B S U S U S

_Case study 2 was conducted in Sallsbury Comp031te :

>
l‘ R

: :‘ngh School, County Strathcona. The classes comprlslng

ithe case were a Soc1al Studles 20° class and a SOClOlOgy 20

;class, taught by a male teacher who pdssessed an M Ed.

degree from the Un1vers1ty of Alberta and who had eldht
_years of teachlng experlence.< There were 22 students 1n

. the Soc1al Studles 20 class and 14 in the Soc1ology 20 B

| class., There were no students who part1c1pated 1n both ~;"

.‘. C L A

-vclasses.:

~ Data were colledted by observer II. . .




oaEET

"Observatlon #1 (April 22 9 35 11 00 a.m. ) .

_ventufe . L

“~f61l;gfﬁwahe hlstory of money (Hlstorlcalgperspec-i°
‘}lgé;oﬂ_mf °Early assoc1at10n of welght and value.'f ;Q,;f*
;,ﬁi;,;ﬁﬁ]'muDlscovery ofipenlcillln. (Per5pect1ve of

ﬂuflﬁg ;;,’ﬁ?Reactlons to the drug"
‘in§:f;;ffthhe use and abuae of drugs.

‘ jjis:fe :“11Th1rd st ent led ﬁresentatlon—QSOCLal dls

176

CASE_STUDY IT™

e Soeial Studies;(Integteted-Code)

B e Unlt of Study.‘ Tradltlon and Change
~ Topic: Man' s 1nf1uence 1n creatlng change.g

bviél fm;vmgénegemeuf.
'é§1e~”.‘fﬁaw7t6 prépereﬁrepofté{;
13¥¥1,‘J“bﬂow to make presentatlons.;l)"
:'4;? " "Teacher summary | |
-eSQL' j'ffStudent presentatlon beglns——man s lnfluencev.

" upon commercial’ transaction. through hls
'.udevelopment of the concept of money..,

CEve) T n T T e

f;;Z{IJ“ meThe 1mportance of money. (Eoohbmioélyﬁéfejf}

’;sEectlve)

.'m9r‘5;t'“"Where1n lles the value of money? }_*Lf"“}

._',ipqéﬁffmff8c1ent1f1c dﬁséoverles and changlng 30c1ety..qﬂFJf977

'“imedlcal scxence,,socxologlcal perspectlve)

'1fo1a{ﬁf}t_ffTeacher summary of the 1mportance of pen1c11-~;fﬂ;ﬁlf}

I . * lln- . :

S

“ﬁruptlon a chang catalyst




--Top;c: Tradition and Change.'~ (Reports of student ;;

" 'Venture .

7}297;fj;f1'fIntroductlon of student report . on

'“Atu8§>'“.3771mpact of plane on warfare.

i PR i"_-f§tudent report on R. c M‘P..;_ (Hlétorlcal per-

. l‘ .v-'v-\\» ' ’ ) . 177 .

16. ~ 'Résumé of ‘the work of Gandh1 (Historicar
: perspectlve) ‘ : o

17. The legltlmacy of non-V1olent protest
C (Hlstorlcal perspectlve) A _

18.. . 'Comparlson of v1olent and non-v101ent pro-f'
- test. (Soc1olog1cal perspectlve) ;

-

19.. - Teacher summary,,

Observatlon #2 (Aprll 23, 9 30 10 50 a m )
i

prO]eCtS )

,_;11v' ’fManagement._,Q[T}
2. ._7 Resume of Gandhl s work (teacher).

-r3}t,frta,lntroductlon of prOJect report ‘on the 1nflu~;;f*"”"'”
- ‘,lof telev151on.; (Hlstorlcal perspectlve)

4. ':;;Impact of T on people.. (Psychologlcal and,fg R
U .’fsoc101091cab erspectlves) . R

"fst_eft*;fDomlnatlom~ f Canadlan telev1s1on by U S.,e“;9y~ﬂ:'g€
EEPEL _n(Polltlcal SCLenceéperspectxve) \\{'“ P

3§;;.‘J,vadvertlslng and how it affects us. =(Ps"éh0¢77"hhh

L 1'-log1cal perspect1Ve) .\~:'~;- o

\ he social. L
£ eieﬂn V21mpaCt of the plane.. (Hlstorlca}.”erspective)“P?*'“““

”;9,}}g t.’Impact of plane ‘on’ communlcatlons.;

.e) P

'~:jj£ pectlve) g e T




13,
14,

15.

16.
17,
h*hJISf,

lﬁ;
20,

21
oo 22.

v 24,

¥

‘.'Tb'pi.c‘

5f VeQ@ure

= perspectlve)

,@V”Introductlon of student report on John A

LTn”development - (Hlstorlcal perspectlve)

i "Images of Canada

»pFederatlon:and_Canederation:

’f*and‘polltical sc1ence perspectlves)

The .R.C.M.P. ‘in the north. = (Sociological
.perspectlve) o - N i

The R C. M P as a unlfylng 1nfluence 1n

-"3Canada

The R.C.M. P and the natlve peoples ’ 7mh_fh
Hlstorlcal

Student report on Joseph Stalln

'Reasons for de Stallnlzatlon (Pblitical
sc1ence perspectlve) ' ‘

.Student report on blologltal and chemlﬂal
warfare _ S _

e

~Use in W, W

The threat potentlal of chem1ca1 warfare.‘f;ff‘"

*Reasons for recent use of chemlcal warfare

‘Macdonald's: 1nf1uence upon early Canadlan

Vlews on federal states._7§{¢;r~f

ER
-}

"?fjbbsérvét{bh”#3fr (Aprll 24 9 30 10 50- a’m ) _.:ﬂ-ﬂa””

-y (RS
Student reports on aspects of Tradltlon and
Change e - - e o

;Pperspectlve)

" France and her colonles.. Rac1a1 1ntegratlon;’”

”(Soc1oldglcal perspectlve)

QfAlgerla._afl‘u

W”,Student report onJd: F.-Kennedy (H;Storical

178

"Student.report on de Gaulle.,.fﬂistorioalfﬂ;};;f?i"h&«




A

-

R

s

%o

10,

12,
13. -

14,

15,

e

e .
ST
f;¥24?ﬁ

S The51s and antlthe51s v:ﬂa fﬂﬁ5jn::f"f 7'“dhgu

' Bay of Plgs.. (HlstorlcalAperspectlve)'

]

The assassination.

Assa831natlon .as a polltrcal weapon.:-

Oswald

T

179
N i

A conSpiracy? (Political science and -ecopomic

perspectives)

'/,

Student report on Llncoln.

| Federal and State s nghts. '(Politioal~

= Ba81c tenets of Marx1an theory ;_t.-h_j;.jn

Dlefenbaker and»nuclear weapons.47

... /'

sc1ence perspectlve)

Federal and Prov1nc1al rlghts in Canada.‘.

_ Llncoln s 1nfluence 1n shaplng the natlon.

NI

The slaves before and after emanc1pat10n
(Hlstorlcal perspectlve) ' o

Student report on Karl Marx. (Historical =
ers ectlve) - T

: S ~ s R
Defénltlon of communlsm., : i ﬂf P ;ﬂ’

-

Commun;sm 1n Canada.,'

'—A

”d Human nature.. (Anthropologlcal perspective)

'.3

“ Comparlson of Marxlst communlsm anaiHutte:ite*ﬁfj?ifw -
y'communés.rvﬁ-.-;;r’ R S

Varlous 1nterpretatrons of communlsm today. ,[,éli’

,t Marx s 1dea of a brotherhood of man.

.‘.

Student report on John Dlefenbaker.-'iﬂ7f7* R

Dlefenbaker s carger., (Hlstorlcal perspectlve)

soﬁende perspectxve)

i Canada Sﬁdependency upon the U S.-.gfr;wurdﬁ'n



180"

28.v' Diefenbaker and-StanfiEfc~'7a comnarieon.
_29.“ o Student report on. WlnstOn Churchlll.

>30. o Charlsma——a definltlon.

31.  Secret ofAsuccess. 
’3é¢ A Teacher snnmaFyQ‘—- o/

Observation #4.  (April 730, 9;40~L0:50~a.m.) L

- Topic: Pophlation and Prcdpction,:
'Ventnre e

C 1. ' How .can we bulld environments whlch arefﬂ
conduc1ve to creatlve act1v1ty?

v

2. Inventlon as the work of
-people., -

any years and many

o .

3. ;'-The pr@cess-of paﬁenti g.

a.4. . ‘:Inventlon as a damenyion of humanness BRI
: (Psychologlcal perspectlve) ,.:5_; : A

5. o Determlnatlon and success._'

6. Genlus-—deflnltlon. ; '~f.;‘,~w'if7,;f{'.'ﬁ“: .-

7. v"Marrlage and profe551on. ;l]'.i_'c:;f;;@{e;

8;. S HapplneSS*—lts sources and consaquences. ,7*
' T (Soc1ologlca1‘gerspectlve) : S

'129}, ic\naThe 1mportance of gcals.f;:fﬁfffy"“'
';;fﬁil};,bal”fThe value of each case study “ af:fcffﬁtfn  ;ei;?;;f.--
| aefié.jenfﬂr:The 1mportance of" cultural act1v1t1es;i  1f'7f:{nilgﬁji
e:;§léii5.f'iTDef1n1tlon of "tran51tlonal economy buefiiife;fi,iffl'

‘efilﬁj_ffﬂfffRev1ew of Brltaln s commerC1al status.f?lff:v,tv,__,
T (Hlstorlcal andgeconomlc perspectlves);ﬁp;f_;u‘

L

' njfciEQ{ﬁcGA.fConcept of "dumplng“ Of 900d8.»;~.:inli;”j{fﬁi?n~:;e“v




16.

- 17.

181

Sweden's development. (Historical perspective)

Observétlon #5 (May l, 9: 40 10 50 a.m. )

/6n1t'

/Centure

1.

,,2.

Populatlon and Productlon R S

Question: how can a- nation or a prov1nce best
" develop its own natﬁ;al resource ?

Meanlngoof s*andégd of 11V1ng.- (Econohic .»%t{'ﬁ
_gergpectlve) S S S

»Standard of 11v1nq\1n Great Brltaln.‘ - SEEN

: Agrlculture -and land}uSe 1n Brltaln.‘f(Geoe'".;

’graphlg_perspectlve)‘"' TR ,,~~f“\\at/ - dj7Q
‘ ; ./ »I. . ; . X ' \’ PR
Protectlon of Tand in Canada. (Sociologicat”~. .-

' Eerspectlve) *;“«,>~

[

vStrateglc and economlc perspectlves..g'

'}The meanlng of G N P AEconomlc gerspectlve)
I

Resources- past and preseht (Hlstorlcal
f_Perspectlve)/ S

R N
b A

‘,Coal resdurpes 1n Alberta. 3e1ij* gT;f R R I

s *'. .

',‘"Brltaln s problems ln energyﬁgroductlon.;,daf‘,.JZA S

‘Brltaln as the "WOrkshop of the world "“;'

‘Industrlal locatzéns. (Economlc and;gquraghyc
.perspectlves) LT ERERERE S

.avLabor shortages 1n.Alberta.-' i

. ‘vu‘/\.‘ IERE




“ 4

e . T e ‘ ' .

Sociology (Collection Code) . ”~

A

- Observation #1. (April 22, 12:20-1:50 p.m.)

xehture

< l .

10,
11,
12.
13.
-14.
15.
16,

17,

18.

19.

- 20.

21

'Malntenance payments.

‘h!-‘

.Going to have a look at the dlfgpzultles
) experlenced by unwed mothers. -

L4

Background on organlzatloﬁ for unwed mothers.

P

Involvement“
C1a551f1cat10n of unwed,mothers

Resbbn51b111ty for the baby.
| -
The Chlld s. future'

~, _
Alternatlves avallable to unwed mothers.

Mothers lacklng 1nrt1at1ve. S:

) v - »

_Ages of unwed mothers. L

The soc*al\status of unwed mothers

‘\

_ G1v1ng up the baby-1mpllcatlons.

)

<

Pregnanc1es as the result of rape..

-

Back to why father shouldn t have legal rlghts

‘ Prov1ng fatherhood - A-“-v S U

L

" The legal rights and obllgatlons of the father._'

Problems after blrth ' (Psyehologlcal persg;c-

tive)

-;fMarrlage prOSpects

e

51tuatlons . ) .
e N

hlld

' Vleferences between urban ‘and small town

" The respbnsibiiities of,thefgirl’s parehts.

Effects of.VarlouS/courges of actlon upon the



'.)» o : . . 183

Yo WD |
‘ 22, Social, religious and ethnic'backgrou?ds; T
23. . Adoption and minority children. \ )
« 24, Abortion as'an~altErnat1vev -
\ S : .
25, ", The importance of profe sional counselling.
L q - 26. ’ Does the "organlzatlon" encourage g1v1ng up
or keeplng the baby?
S S _ E
27.. ‘ Can men work usefully in~such‘an‘orqanizationzl/
: 28,  The consequences of abortion.
1
29. . The 1mportance of preventlng unwanted preg-
. hancy. - A '
¢ 30. - Whose responsibility? :
31. The trauma of being an unwed mother. (Psycho—;'
: - loglcal perspectlve) R -
32. ' Should adopted children be told who thelr real
.,‘w'parents are? , g K
33, " Does your organlzatlon encourage an unwed

,mother to marry the father?

Observatlon 2. &hprll 23, 12 20-1: 50 p- m.)

Toplc Contlnuatlon of dlscussxon on unwed mothers.

Venture .

’ - 1. »1 The rate of unwed motherhood{_ﬁﬁ -
/ {2._ . . The. rlghts of fathers. | ' |
=3t}_‘y‘}.Ho; serlous (51ncere) were the guest speakers? d .
: 4. ,”h yTeacher resumé of the problems of the unwed T
. .. ¢  mother, . N o
5. . .SOCLety‘s viewfof:the"unwed mothetue .
‘_'6,'~ A-Soc1ety s changlng attltudes. ': | :
:;7;' _;-_'Sexil as lt relates to youth and older

o people. , . f‘



8.
9.
10.

11.

13
13,
14.
15,
16,
17.
18.
19.
20,
21.

22.

o

-

©
| ¢
The Christian perspective

The defensxveness of the guest speaker.
Impact of soc1et§ S values upon 1nd1v1dualss

Effects of peer group

PN

. Ostrac121ng 1nd1v1duals from the group

Man as a socral anlmal,

. “
art - s

Are‘indiuiduals-really unique?

4

rStatutory rape._ (

Gullt feellngs of unwed mothers°

L4

Do many unwed mothers marry the fathers°
; Humans as complex belngs." 1 'd.“gsa'
'lTPlllng chlldrem that they are adopted.J
The 1mportance of home and famlly background
‘How does ‘a glrl 90 about gettlng an abortlon?

Teacher views on abortlon.,

¥

Observatlon +3. (Aprll 24 12 30 I 50 p . )

Toplc:

Venture

-

The. Salvatlon Army Famlly SerV1Ce and‘the

problem of su1c1de. O S V ‘f R

s e

Suic1de ‘as a 5001a1 phenomenoh

N . . _ Ve

The work of the Salvatlon Army

7T,

The hlstory of the "Army.ﬁ (Hlstorlcaf\ -
perspectlve) : o

" The. varlety of Salvatlon Army 1nterests.

a
. 4'\'

The Famlly Welfare Serv;ce,r
The su1c1de llne.

who uses the su1c1de llne?

184
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10.

11,

212

16.

17.

18.

19,

21.

13.

s

Sor

’1v»Pay@entfreQﬁlétiqhs¢‘

.A‘caSe Of potential Suicide.,‘*

The procedures for handllng a potent1a1
su1c1de . (Psychologlcal perspectlve)

The problem of yoang people who can t talk
to parents. .

E ngh rates of su1c1de amengvfemales...u
;' The 51ncer1ty of calletrs. .
quls—-traglngTSanswer;ng5
'Hendl;;g 0verdbses. o

; Handllng callers of dlfferent ages.; -

Reasons for su1cxde.

The legal aspects of su101de. s Lv‘eg,~'

'ﬁ The frnanc1ng of Salvatlon Army act1v1t1es.

Marrlage regulatlons in the "Army "

Boy glrl relatlons 1n college. .

-

The best fogm of~donat10n
Wekfare and the Salvatlon Army.

~Mlscellaneous calls.
; W R
Personallty reqUIrements.eeu,-_~-

The Rellglon of the Salvatlon Army
Pub work o - |

- uniform'regulations. = .-

[ Exploitatlon of charlty '&jAhsﬁ,;"i'if‘s"\

Y 1
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| .‘ | ' . » ) ‘ . » ' - N } . “‘ Ay ﬂ‘ . “ N “ . : N .‘Sl.
Observation #4. (April 30, 12-30-1'50 p.m.) - co
- Topic:. Soc1a1 Disorder and Dlssent . The sogial * .
1mportance of the famlly T EER R
Venture
- lf:", C1v11 dlsobedlence in the s1xt1es._ L)
C2. . In what ways are c1rcumstances dlfferent ‘
/ . . todaw’) Lo . ._ ) S
h 3. _t What- have - been the effects of these movements A |
‘ upon teachers and schools° -
4.1 - wWhat do we know about famlly structures in
T the past? o L : 3
- SR , * o
5. - The tools of archaeology;' ‘
“ 6. _f~The value of archaeology
7,h" - The: pyramlds as a source of 1nformatlon« _‘ j;355
3'8.,. ‘ What 1nformatxon does/aanadlan archltecture

. prov1de about the 1mportance we place upon ) ,M‘;; :
_ the family? _ . n |

“9AT-"5“~,Trad1tlonal attachment to the famlly. E
“?~105“ 'z..Why does the famlly retain xts 1mportance #; S
'illi_ 7r The economlc and soc1al securlty of the famlly.l,'f
12. : Omlttedf..rf.;;r",'f T . flit, '_;v ih‘3‘rt47yj§j;
-{.i§;fj, h’;Omltted ""_1ff f_d'f-ﬁg' T T |

-14;‘:_’-‘ The concept of the "Block Parent oo

15, ;ilmportance of the famlly 1n carlng for both f »
ST the young and the elderly ' S

'l6?'ft ';;Con51deratlon of soc1eta1 treatment of the ) f!iffﬁff
. f"-,ffelderly L

- P N . . - R PR H

"l7;f"->"Comparlson of present and former 1nst1tut10na1
,ffamlly goals.» (Hlstorlcal perspectlve)

A S . .
18 e e Teacher outllne of future soc1al phenomena to
AR ‘be dlscussed s e
| = RIS
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. _ - ) [ﬁﬁ
~ Observation #5. (May 1, 12:00-1:00 p.m.) "
o - . SN
© Topic: The Family:

. : o 4 ) » \ ) v .
Venture - / S ,
~)l. Family conceptE Extended/Nuclear. ’ ‘.f

2. AThe 1mportance of the family.

3. The consequences o.f’dlvorce.\\\e _ '

. 4. ‘Questions belng raised- about th nature~of .
{ famlly and marrlage. ' _ 4 2
W SN, ! BT

- 5. ¥ Contract marrlages C

6. ' Role in marrlage.

7. S loved a>woman."

8. Edmonton s’ hlgh dlvorce rate——what does 1t

' ‘ mean” ‘ Co o
- ' . . . ' * s
9. The SOClal 1mpact of- the unreallty of T V
'and mov1es. B T U
10.  Family breakdown and suicide.-
i 11, ‘The v'alue-of divorce. . '(Fd\__ R
:~_12; "uThe sources of famlly and marltal dlffICul-L‘.,:f

. ties.’ v Ll »J SoE

13. 'jThe 1mportance of taklng thlngs for granted

4. .'A551gnment. ,f o SR

r |
N e

é . i o g \ 0:

.} l _‘H: P

.

W
R
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'CASE STUDY III

- Case study III was conducted in Fort Saskatchewan'-

v -

Senlor ngh School County Strathcona The classes com-‘w
pr1s1ng the study we&e a SOClal Studles 20 class and as
.Soc1olog/ 20 class \t\gght by a male teacher who. was a
B, Ed graudate of the Unlver51ty of Alberta, and who had o

L six years*teachlng experlence._:mhere were-lS studentS‘ln

the Soc1al Studles 20 class and 17 students 1n the

Psychology 20- class.' Flve students partlclpated in both
Data were collected by observer III.

o

-
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o o "CESE"STUDY III =~ '

e

&
N

tSocial'Studies_{integrated Code)

Qbservation’#l} (April 29' 1L*15—ll:35 a.m.) .

Note: fh&s_cla ‘has been wdrklng for approx1mately
' eight weéek¥ “problems dlrectly~related to the _
"Populatlon Exp1051on." _— Ce L

L want to focus on the 1dea that birth" control

’ - should be 1mposed upon “those who 'fall below
‘a certain economic level. (Idea presented
1n magazlne article.)

A

Venture =~ 7, .

O

2. .Identlfylng major pOlntS ralsed by - art1cle.;}§
3._' T Strengths and 11m1tatlons of the artlcle. .“

4. . _Env1ronmenta1 pressure‘ created by expandlng T
- populatlons. S - o _ . SR

‘S;v"‘f,~fIssue of land versus people. ct*fﬁ e Ff(‘:

o 6. o 'Depletlng energy resources. B

7l.tv LrlPollut;on. (Economlc perspectlve)
T8 bisease. e
.f'1034 ;,i_-Areauiimitation.'ﬁ

;uil.~;',.:tSoc1a1 attitudes toward blrth control f;?f%f‘f e
R iﬂ(Soc1olog1cal perspectlve) : ST e

o L P ¢‘lr”“=~“ﬂ';:\°”n
;-12,"-=3¢ Impact of the depre331on on family: sxze.“aih\~.*
DR ~£,(Hlstor1ca1 and economlc perspectlves)

o

: 13{5 -_.”'81rth cgntrol——dellmltatlon.;* 'ei‘uf.ﬁtl;:”

e 14.L_§A“lTeacherJSummary..:f'fpfrif:f.,o:ﬂf.jf<{:7i‘f[ i
’\g«.>>J15gxf.A!rzEncouragLng large populatlons in young S
e L ﬁ*natlons.. (8001ologlcal and economlc perspec-.* v

| J._t_l_vs_el s - e

\0
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16, ' Iniusffiélizationl' S o

17. s Natural and_induced birth control?

 18.' ' -DiSease‘control;..kSociologicalbperspectivel,

19. .\ The role of education. ; | |
20. r“The pressures of urban livlng."
21. .. The rural urban spllt -

22.. - Self perpetuatlon of c1t1es. ,(Politicalﬁ;
. perspectlve) :

23. The 1mportance of the economy * (Sociological -
and economlc perspectlves) - ~ ‘

24. .f E Commun;catlons and transport._

| 25}_ . Famlly size and poverty (8001ologlcal
- perspectlve) B ) - .

26, Standard of 11v1ng i (Eeonomlc gerspectlve)

- 27, Voluntary and 1nvoluntary blrth COntrol
- \ B w . .
: 28. Famlly 'size and 1ncome tax.

oo L .

. ) ) ‘, ‘ ‘\ . ' c . ) N oo ol )

observatlon #2. (May 1;\10:15+l1;35aa.m;)v-“

: Venture ;,f% ',i G*'[Vﬂf | B

B ‘ ST S

,3._1}‘,ﬂ.‘: aon31der the value of the 1dea of Thomas{fj.g“'

) b Malthus as they relate to the opulatlon KPR
I N eXP10810n~-,;, e S \

2. . Arlthmetlc and geometrlc expan81on.-~‘
713;;= ' Resources versus people. o. 3fl$f_:vﬂ'ﬁﬁf:\Ltﬁ;::“
'f4.'”_ Slmple versus compound 1nterest.,__,;ff*"

| QgS«'ﬂ | Graphlng.« 1:n--'('u

7;651f'. Malthusxan controla 1ﬁi§toriealgperaggotive);@ﬂ' o

B A Mlsery and v1ce.'l,_'

féiaaf,g Changlng conceptlons of morallty. . (Historical '
L perspectlve) e . o T




10.
11.
12,

13,

4.

| ,Observa_tion}a;'

Venture

1.

10,

':if13f';‘?
14,

VIdea‘of‘surviVal of the fittest.

I

. U
De31red type ‘of 5001ety (Soc1olog1ca1

economlc, polltlcal perspectlves)

~ ‘Brains versus prawn.’ (Historical perspective)
S » —— —

"Lord of the'Flies}"

“The Black Death." (Histofical and SOciolog¥’
ical perspectlves) : [:- ) CUR : '

Consider immigration and populatlon problems N

Populatlon trends in Canada today.

. How mlght we best cope w1th the condltlons
which Malthus clalms are 1nev1table7v
A551gnment Y : :

\

(May 2, 10:15-11:35 a.m.)

'

Tt

Hlstorlcal examlnatlon of populatlon trends

L_(Hlstorlcalgperspectlve)
'.tChanglng technology

.,'Medlcal sclence..- o pj?"‘-é—"

491

Underdevelo?ment and technology '(Sociological'

Polltlcal 1nvolvement
The . concept of war.~ (Hlstorlcaligersgectlve)

“7The Mlddle East.

-perspective

'l'Natural control

o

,jImmlgratlon._ (Soc1ologlcal and economlc
.'.;perspectlves) R o 4

‘:cf1~*"

The Irish potato famlne. “(Hfstofiéal7and:i”
‘polltlcal gerepectives) RPN

f?*;Quotas

te:Canadlan populatlon flgures.“c';"

. VA
(Hlstorlcal perspectlve)



f.\, S , I : 192 ¢

15. Fo8d~prodﬁction.r

16, f - The Industrial Revolutldn. f(Histericalvqhd
) economlc perspectlves) T :

.

17; N Colonlallsm (Hlstorlcal perspectgve)

18.*3 Industry and agrlculture.-
. ° - $ IR
- 190 Rural exodus.,i(Soc1olog1cal perspectlve) .

20. _ Mechan;zetlon o farm. > 0 i

21. ChiheSé eommpnism.“ | -
lféz; } :Future trends 13\Q6pula£io?L
'23; | }A‘ Super- c1t1es. | .

24. ".e.?EdmontOn.

25.. . 4?_Megaié§oiis;

Observatlon #4 (May 3, 10 15 ll 35 a M. )
CLass began w1th 20 mlnute readlng perlod o ?V, a;L-
‘§Venture ' /ﬂ ' |

1. /V,v"'-v GOlng _to pay attentlon tO the pOlelatlon » * R
-/ explosxon and 1ts 1nfluence upon the ecology 'y

2./ ”ldentlfylng major v1ewp01nts 1n artlcle whlch
»students have just read. el e :

R 'Credlblllty gap ; o
4 _fAuthox sip01nt of View. =

'5;; s:;g-Influence of nature.,e

'-;69';,g.aeﬁlstor1cal v1ewp01nt. (Historlcal and “vﬂi;ef;-ﬁs
S 'gquraphlc perspectlves) ' SRR
. ‘t‘ . y A /, N

'1"85";; » .Sen1l1ty.

“(Vg?»ﬂ}f esThe potato. (Geograghlc perspective)
1V10;£Li 1}'The process of populatlon equallzatlon.-- '

&



Y
. -
-

L - o 133
1. Moralityb o | j : 3 o o
"112; Abollshlng death | 4 |
"13. o Ecology ) .
©14. ' Famine..b(H;etorical perSQective)l )
15.. | What‘do-facts.prove° i
YI6; : | Interpretatlon of populatlon graph “t‘ . - ‘.(
'17; | | Demography . ';. (/.
18. P The meanlng,ofbﬁ?e term ecologlcal .
zléae | The meaning of the term phy51ologlcal
. 20: | Man the free thlnker. B 'd-] ~1_;‘L
?i.. | | Blrth control | . x '
22.‘,.d : Barth rate and death rate ’
23. o The contept o! ;ero populatlon growth }-
24. | Abortlon;,}(Hlstorlcal perspectlve) . , |
25. 1 '» Literacy. | | R B
26..~:' The Indlan._n-: | | ‘
57.‘ ‘ ﬂi The 1mportance of educatlon.f.f:
'J?B, ;;: War and drseaee.; ,n';,fj;;;' . ff j;[ .
S 29. Measles. (Hlstorlcal perspectlve) : N :
.FQO,. ?- ' Transportatloh of dlsease.' (Hlsforlcal
AP 1f_ perspectlve) a _ . _
- ,.'obséfvéiioh‘#'s' (May 8, 10:15- 11: 35 a’m. ) 3 O
Rellglous v1ews concernlng’the populatlon exploslon..;“'ylﬂ

o Venture 'T{_adlejif'_leQ 1'fﬂ.tﬂl? f wﬂ"
-;1585_f Dlscu351on related to\problems 1n the organlza-' -
R tion of the courser_‘ _nva.z e ‘

_9$'»_¢ﬂ' How to make annotated blbllography

3

Jl\



. 10.

H,
12.

13.

- 14.

15.

16.

.
18.
19.

20.

21,

. e 22,

24,

25,

26.

27.

Taking notes.-

.Lfée after death
R 1ncarnat10n..' e S

,;Chrlstlan concept of ‘the famlly

Taboos.: (Anthropologlcal perspectlve)

23, -

N }0‘ B

Making best use of discussion.
. . o v

3\

Religidén as the opiate of the masses
(Anthrepologlcal perspectlve)

‘The functlon of rellglon (Psychoiogioal

perspectlve),

The\concept.of heaven.

Cathollc attltude toward blrth control

Nuclear "and extended famllles , (8001ologica1

N

ST

194

Qerspectlve) . L

T.V. ads——shaplng asplratlons.-‘(PsyChOIOgieal
perspectlve) S <
Cellbacy.‘ L Lo - o -

e S N
'The 1mportance of marrlage. i s
The nature of love.,J | .-‘ "
~The 1mportance*of‘emot£9n;’ ,
T R U S R e



-

Sociology.(éollection Code)
¢ ———
(.

$

Observation #1. (April 29, 2:15-3:30. p.m.)

Focus:

Vefiture

10.
11.
12.

13.

14.

15.

- »L6.

17.
18,

19.

20.

21.

~.Societal institutions.

Making & geport.,
What is antﬁropdlogy?
Nature of archaeoldgy.

Definition of a control group.

-~ I

Folk practice.

Generalizatibn—idefinition. :
R L : .
" Hypothesis—definition.
. Participant observer—definition.

et

The natute'of'a-pré;litefateféoéiet§fﬁwéJ‘
,Defiﬁitioﬁ of fandom.sample;
The'natﬁre-og‘social*iﬁteraétion._

The ﬁature of sbdial s&ienéeﬁ A

éﬁ Comparison of the soc1al 301ences and the

- ssocial studles.

"The sc;entlf;c'method;‘A
Sécidlogy4—its.néturé.¢-

Thg proc;;s oftvérlflcatlon-d 'iﬂition;,,
What are ba51c 1nst1tutlons?" o
Instltutlons? | 'ﬁf' R

vvRellglon as. an 1nst1tutlon."

. e

‘ Comparlson of eastern-and western'religions,”'

:What would be " 1mportant 1nst1tut£ons to -

, develop after a nuclear war? o
, v S . ‘

)

195

”?gb
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196

22, | Idenﬁifying ihitial tasks.

23, 'f. Building a sociefy.

24, | .Law.

25 Religion! ~
26. Government . N
: 27? ‘Lea;ership. - . " -’ f- _
Y SN S o )
Obsprvation 82, ( (May 1, -1:3}5'-"2:.50 p.m.) : o
focus: Institutions, customs and chaﬁge. .
.Venfure-  | | |
: i; : Instituinn‘defined,.
2. ‘Fulfiiiing'a réiec S _‘”  -
3, 3 The essentlal/placé of 1nst1tutlons.‘  ,
. 4. o vThe mean q\?@ the %erm "fundamental o '
5. - Gxoup qu;ort and: 1nst1tut10ns
6., | Tradltlon. (Histqucalgperspectlve)- )
1. _'Church'serQicés An&'tréditioﬁa N
8;.‘ Religion as . an 1nst1tut10n. | ;
él ‘_-HJapanese soclety
“10. 80c1al change and 1nst1tut10ns.. 'f.;/it .

11. . _Mllltary surrender in Japan.  i  @’1=
2. “-Rural versus c1ty rellglon., :‘ .
,ljf" . 30c1a1 llVlng ‘ \ ]

14. "'}'Interactlon.'a: 
-;S.f « 'Customs—wdeflnitiOn. | | f

lGiL; — Igent1fy1ng 1mportant éustoﬁs.' ; 
TR Ed:_catlo,n:_ e R ( S



18.
19.

~2o.\\"

21.

»Def fition of term "norm. "

. Customs and legal statgs.

Creatlon of laws.

Dress..

o

Observation #3.  (May 2, 2:15;3i3o p.m.)

Major'?ocus: The establldhment of 1nst1tut10ns and

" Venture
1.
_
2.
3,

4.

o
11,
12,

13

16..

17.

18,

lExpected-behavior;Oy”

;.As51gqment of respon31b111ty._f f‘:p'

?,Law and rellglon.4;

‘the- creatlon of status and role.

~Library work.
. Introduction 6§ topic.

- The nafufevqf institutions. .

- a * ->:~\ ) °
Recordlng. : :

Statlonary and unchanglng aspeq&s of

_1nst1tut10ns.

N
N\

‘Status. - .

Role.

©

.Matrlarchal and patrlarchal soc1et1esfi'
:Slmllarltles among 1nst1tutlons.

1Const1tutlona11ty

fNorms (conduct)

Loyalty of meggérs."' |

3Re11g10us educatlon 1n schools.,*“

. Instltutlon versus 1nst1tut10ns. :'

Clgarette smoklng TR

Y]
’

197



19.
20.,
21,
22ﬂ‘
23.
24.
25,
26.

27,

il

‘Observation #47 (May 8, 2:20-3:30 p.m.)

- Focus:

Venture

1.

10.

a1
S22,

13,

- Strappiné,

Vending machines.

Cultural symbols.
_Codes of behavior.

The U.S. draft.

© ‘Ideology.

 Senator McCarthy.
Nazism.

Co-operation.

. t

Teaqher-iﬁéﬁrﬁétiohs;fbr cléss,..ﬁ
Functions 6fvinétitutiohs;i>. |
éociétal obﬁééfivééfﬂ
.TransmlsSLOn of knowledge;A

The nature of 1atency _ :-2 o
- The famlly . | -

Securlty and welfare functlons of famlly

Attitudes. _1_:'u .;fi:,ﬂf t[!'f,'iffiff}'
| Raclsm., ' - | AR

T:;ﬁsférénéé: .
'-Véluéﬁ;:7.
‘Sociological surveys.:

AFactbf df;adgﬁtatidn;g e

198 -

'The‘manifest and‘lateht,fhnction'pf‘institu;idn53

. (Anthropologlcal Eerspectlve) S f!_gfﬁ?



YO

14.
" 15.
16. .
17.
;18.
19.. -
'26;
_2i;‘

22.

N

N

- 23.

~Observatlon #5. '(June>5;.2§15-3;30.p}m.)"7
3 TOplC.
Venturef"'

T

: Socletal changé., SR N

ARellglous change, : “j' : - o

Institutional examples.
'{Comparison-of studgnt\govennmeht and U.N;.’

’ -Assoc1atlons.

Educatibn as an Institutjon. - = -

ALearnlng-—deflnltlon
The.soc1etal~role of the~teacher.'V

-ﬂTrlaf and error.,/

7T}Pr1mlt1ve soc1et1es.: IR
'~I; Inqu1ry. . “’»-1f“ R
"“fFormal educatlon.

Informal educatxongf*

199

Ethnlc background "
Part—tlme ]Ob.

Drop-outs.

¥

[4

-

The Kleln famlly

- Assignment.

)

B

.

Some statistlcs. L L

Teachlng——1nst1tutlonallzed aspects._

.

: | .' .. U .
Learnlng——lnstltutlonal1zed aspects.

Instlnct in teachlnq

oy

_ 'The nat&re of schools. (Anthrgpologlcal and j¥"
.hlstor1Cal perspectlves)




- 13.

14,

15.
16.
17.

18.

- 19.

20,

21.

22,

23,

24.

25,

26.

Vf27;_'
28..
éﬁ;x

30.

. 0
Communications.

Skills.

‘Vocations.

The nature of socialization,

Size of schools.

-9

Values.

Travel.

.Narrgw conceptions of edudation, .

Jobs.

~Teachers.

1CharaCteristf¢s‘of’thie school;

S

Importance of lnformal contacts..fv

.

chhool as a reflectlon of 5001ety

‘-"Spares" (free tlme 1nsschool)

School as an artlflcal 51tuat10n., -
,Compulsory attendance.¢ ,El
Protectlve aspects of schools. Rt

'-;_SChpol‘transﬁerengeito,Job“gqle,Tf

200



.20 class, taught by a male teacher who was. a B Ed

-

.'CASE STUDY. IV

Case study IV was conducted in Sallsbury Comp051te R

ngh School Count§ Strathcona. The classes comprlslng

“the case were a Soc1al Studles 20 class and a Geography

graduate of ‘the dnlyer51ty of Alberta,:and who was in

.hls flrst year -of teachlng There were 19 students in =

_the 5001al StudleS 20 class, and 20 students 1n the<

. -

.

' Geography 20 class One student part1c1pated ln both o

'classes

t - LT
Data were colleCted by Observer 1IV. '

Sy

“ .
a »
L4 e ‘. .
e - [
e e.
IR v L
Y == L :
- L. .
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o
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o . .
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CASE. STUDY IV
. \ Social Studies- (Integrated Code)

~

.

e . "'Unitn Tradition and'Change' o o f e i:
_’observationf#l; (Apr 1 22, 8 1Q\9 35 a.m.)

Topic: Rellglons.'. '-_-_. v_.-“
Observer note ' The class was beglnnlng a research
topic on rellglons.. Students were given a choice of -

~ religions .from which' they had to select one for

Alnvestlgatlon. The class was devoted to ascertalnlng

. those aspects df the toplc Wthh mlght be usefully
1nvestlgated ' L

‘ The - major 1deas were: .
+ Values- and value - systems :
‘Changes in- rellglon" : o '
Rellglon as part of culture and 8001ety
'_what is- moralxty’ ' :
-The individual in relaélon o his enV1ronment o

" ‘:'. .‘l (socialvand.physical) - .=~ . *f.?
. '_f’The Gauses of i;glal change.»fﬁt . sf“,7ff s-zs;t.
Y _Mé£hda:of-réséaféhf”iffﬂ{sﬂ:}~j;t‘1;:7\2'
. 5.f;'  :,Ma3or problems to, consxdet.:;iiihjlz;
:glgfi :n';;Managerlal—~a351gnment of grOuPS-i;j??f:}tfff**
'Hs,blg'cﬁamethods of presentatlon.' ?‘i = 'lu", 5
“.%7':'ﬁ32‘;0ﬁe5t1°n8 Of student choxce..;éiayﬁi'-ufl'
':g.Sge_lg:{tCreatLV1ty .x;'ffff}¥iﬁtfl's;ﬁ;;}ib‘; ‘;q{;t:’}}s“'”
1ﬁ'§;tﬁ?¥f 'Roman Cathollc bellefs'?iij*ciﬁil.}f;f:ffjil:l;f'fr

flo;b;T”f lo:ganlzatlon of report&y‘/tf:,sflf'_a

B .

-f:;ilca'f‘fchlbrary resources——maklng best use of.\?:
LT [ Lo
';12;“g-:f;}Clar;flcat;cnsf—sought,byastudents;;n‘:J*>ji ’



o

16.
17{/l
s,
ST
20,
21,
22,
23.
- 241 £

Sa

5.

26.

27

a The character of morallty

Problem 'of " tomorrow's exam.

. Best use»of teitbooks }-- a

Problem of “how value systems are related to -
_religious beliefs. . (Sociological: and '

v anthropologlcal perspeCtlves)

The place of rellg}on in soc1ety  (Socio- - -
loglcalgperspectlve) 4 I .

leferences across cultures. fAnthropblqgicalvﬂ

perspectlvey ‘,7? o »- }”.' | -

'Dlstlngulshlng between culture and soc1ety.

The nature of rellglon.

Comparlson of rellglon and bellef systems.

Atheusm.

" :..."‘ )

_ The 1nd1v1dual 1n soc1ety (Psychological

203

perspectlve) 7-3; ;,f‘f‘ e "}Pvf*:~"

Dlstlngulshlng among "1nvent10n," “dlffu51on"_.
and "acculturation." (8001ologlcal/anthro—\ i
/pologl al perspectlves) i SRR

Superlor soc1etal tra1ts._fﬁ7:i'”"1

;What S on the exam?""

Problem of tethooks.a_,}

;JObservatlon #z (Aprll 24,,8 15 9 35)

Top1c~]
. Y written. yesterday. “The-. tOplC was the ”Populatlon L
,and Productlon" part of the Tradltlon and CHange o

“fiyéntgfe;_ ol B TR R PR
‘iiig5bl'
BTV

°

The class carrled out a rev w of an examlnatlon

v--. I

What are natural resources? '3_'7;,;l;;’

Dlscu531on of ccnservatlon.. (Economic per-

g .sEectlve) ﬁj.j:o,,i” ST TR T

LI

=

T S
Ly

Vet

L



.li-

12,

6.
1.

18,

Co240

:tés,oﬂ"

"Populatlon growth

';Siperspectlve)
'lngrade unlons.
rAt-Employers organlzatlons..-f

‘”,Marlne resourcesp,.-“f

‘;Relatlve product1v1ty

J

*Respon51b111ty for sharlng . (Political -

sc1ence.perspect1ve)

: Meanlng of nation.

Economic grdwth.-- A

: Natural and 1mm1grant growth (SociOlggiCaI
, perspectlve) . o R

1. v‘l.

‘-Problems of zero—populatlon growth (Soc1o-.

_loglcal and ‘economic perSpectlves)

.'Interpretatlon of a graph

':leferentlal growth (Soc1olog1ca1 and
' economlc perspectlves) -

Energy sources.

" An energy pact Wlth the U s..» (Economlc and N

;polltlcal 501encegperspect1ve)

i Total world resources.,' :
. :
;Deflnlng resources.;4' o

:JInterpretatlon of graph

;Standa d of 11v1ng. (Economlc perspectlve)

wi::Quallty of llfe 4 (SOClOIOglcal Perspectlve)bﬂu

iy .Problems of urbanlzatlon.v (Sociologlcal
';‘perspectlve) o SR B

7Transportatlon and commhnlcatlons

_(Economic

T

5‘&

Hours of work (Hlstorical perspectlve)

i
.

204
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'

26.. ,';Dignity of work.

27. f _ Problems of unemployment (Soc1ologlcal and
: Esychologlcal perspectlves) : .

'Observation'#B.e'(May"27;'8-15-9‘35l

: Observer S note:, There has been a - long perlod between S
- this and. the prev1ous observation ' 51nce students were
~engaged almost exclusrvely in 1nd1v1dual llbrary
- research.
First quarter of class 1nvolved rev1ew of exam on _
Religion and Change. Last three quarters of- the perlod .

-}was devoted to student presentatlon on abortlon
. _ e

'Venturer
1. .:The Reformatlon. A.;.Y.ff i°*7

2. The place of the Cathollc Church AT
f3t S The feudal system D - ‘
SR t‘b Change—~30c1al Polltlcal economlc,.'ai@“
. cultural.

. -.;.‘w~
(Flrst four ventures employed Hlstorlcalgperspectlve)

"-.S;'l: [queflnltion of "balance of power.ﬂ,"‘n

6. 'f_Dlstlngulsh between sacred and secular.,_fo{no{_

]

T :'?‘Class structure (Hlstorlcal perspectlve)hd‘ g

'gj‘Q‘-' »Distlngulsh emplre and natlon-state.

'"_f-éf‘e’_Vf Manager1a1-mark1ng,«answer—sheets.'”’
”.gldfifiﬁ(hfIntroductlon of . student presentatlon on the ;}’fnfﬁ,
ERESRR topic of abortlon.',ws,g;:_f-c.-“- S e

"-1lg‘ﬂ'Aid3General v1ewp01nts on abortlon

,.’

'7?,,;1251f_ﬁ j[The nature of the fetus ; (Blologlcalgperspec-"'

';:ff'l3}a:f,;'fTh relatronshlp of mother and Chlld
R . (Psychologlcal pergpectlve) . _

4 "i.i4?‘*” _The right to live/the quality of 11fe.._”3ﬂf7;jf'tffﬁ}f
R R (soc1olog;cal and rellglous perSpectlves) '




206.

15. ';' Teacher summary of argumeats raised s6 far.

16. ~: The legallty of abortlons

1 L
y . <

17. .f_l'r.he prevalen,ce;o_f.abor'tions.

18, - The rights{offthe,fetus.

19. iﬁ Which'£Ypévof Perscn has.abortions9' .
'éb. /]f“ .If:a:¢hild.ls unwanted should it be aborted°
'(Religiousjand soc1olqg;cal perspectlves) v

St
Ui -

o 21.:5[‘ ' Abortlon as a method of blrth control

22.5;{ Is abortlon a soc1al or a moral questxon’
23;q” ' The father s rlghts and respon31b111t1es
o (Legal perspectlve) L o

“‘2¢§'e _f Hypothetlcal 1nstance . L
25. - - Is the baby part of the mother or a separate .
belng?_:_ _ Dl , : .
' . . * . . ‘ R o= o - .
260 How dlfflcult is’ 19 to handle an abortlon?
',j : ' (Psxchologlcal perspectlve) e =

_27. S Under what c1rcumstances would you‘want an ff-«'”
1 5"fabortlon? ' S - T
u;Zé,:;_ﬁ The dangers of self abortlon

290 q} Promlscuous sex

. §Q};;fnf Deflnltlon of promlsculty.3§gi,{;f7-

:‘i3i§;;{*' The d0ctor s place “ffjﬂtt}a,f,fff

'"jlgz;”s;;:f Teacher summary

Observatlon #4. (May 28, 8 15 -9 35 a m. )

R

Observer s note. Class too the form of three student
presentatlons fl;* The Spac P ogram——should 1t be cut
“back? 2. Prlsons-—should th y : :
3. Inflatlon : . NERE
Venture - _?17“:
.

o T T L I
s:}; ~ :Thelspacevprogram;":(Hlstqrrcal,perspectlve)




N ad

- 10.

s,
e
17,
- 18.
‘1'9.

a0,

BRREET

11..

12.

'_iné,_ |

7U;¢2§’;”tj”

" The- pay ~off. (Economlc perspe

_The Chlnese approach tofprison;,r’:

t-ﬁChlnese approach to law—breakers

.y

Ecomomic considerations.

The space race. (Poiitical‘perspective)

The contribution of satellites.

»

LY

International relatlons ‘(Politicalgper-,

spective)

‘,Medlcal by products of" the space program

The concept of an air bed o \*A

. Possible future benefits
. wldespread crltlcmems of the program

Thlngs whlch are sacrlflced todihe program.'

1ve).

.~ Should prlsons be abollshed° (New studentv‘“
, presentatlon ), L DR

.

: The functlons of prlsons

!7 .

The' effects of prlsons (Soc1ologlcal and
vpsychologlcal perspectlves) - _

'Goals of Canadlan prlsons

Punlshment and rehabllltatlon.,_ e

s gHonesty and human nature (Psychologlcal
o p;rspectlve) A

Control of crlme

‘{Effectlveness of prlsons
"{Alternatlve approaches to deallng w1th
' cr;m1nals.~. L e ‘ : .

‘ yInééoductlon of student presentatlon on :"
"ixlnflatlon SR . L

P

207

. Costs of a space program (Sociological gf ///f) -
‘perspectlve) ' ‘ o I A ,



25,
”Es,
27.
28.
29.
'30.
31.
32.
33.

34,

Rates of inflation.

Causes of inflation.

Definition of inflation

g

Shortages, production and product1v1ty
(Economlc perspective)

The -consumergprice ‘index. .

Unemployment.and‘inflation. n

Seasonal - employment

tive)

Global"inflation

i .The partlcular problems of Japan.

Teacher summary. N

(Sooiologicalgperspec-

e
(Sl

Observation #5. .(Méyr3o‘!8-15-9#35fa'm )

Observer s'note*

There were two student led dlscu551ons.

1. should governments or individuals yield to kid-
napping demands? 2. - Problems assoc1ated w1th legal—
121ng_"drugs,"w_' : S .

Venture

1.

y -

'Current kldnapplngsv
,Motlves for kldnapplng

The FLQ CrlSlS (POlltlcal perspectlve)

”.Kldnapplng——should we y1e1d to kldnap
'demands‘> : . .

_lﬁThe legltlmacy °f the government reactlon. fa
.tg“would you yleld to kldnap demands’

_ 7The moral dllemma

=

rriThe value of a human 1lfe~, e?;;;‘,'

=‘)Terrgr1st demands 1n Israel

I

Order and dlsorder

[\

I‘.;"

O

e o

B

208

(Socxologlcalpperspectlve)

2



11.

12.
13.
14.

15.
16.
17.
18.
19.

20.

21.
22.
23.

24,

26

:.Alcoholiésbaé arug addicts.

The special position of marijdana.

»SEeCthE)

209

The relative value of members of sociéty

Introduction of new topic on the use of

drugs.

The use of drugs throughout hlstory
(Hlstorlcal perspective)

-

The relatlonsh&p of the addict: to soc1ety
(Soc1ologlcal pe;gpectlve) :

The econom;csvof-drugftrafficking.

The schools.and ahti-drué laws.
_ S BN - | o

Studenté who use drugs.

Comparlson of presehtadrug restrictions and
. 'the prohibition perip (Hlstorlcal per—

9

Stereotypes._
Publlc react&pn to "long halrs."

Prescrlptlon and non-prescrlptlon drugs.'

- Sources of drugs (Anthrqpolog;cal Eerspéb— o
tlve) : . .

"Doctors and drugs.

’

" Drugs and'behavior'éontrOI (Psyphologlcal
and soc1olog1cal perspectmves)

(9]
4
=



J—

I
e ™
'

_ Observation #1. .(April 24, 12:30-1:40 p.m.)

.Topic;

VYenture
1.

2.

!

|

3.
4.
5.
6.
7.
8.
9.
10.
11,

12.
13,
14.

| Observatidn'#2. (Aprll 25 12 +30- 1: 40 p.m. )
. Topic:
;~Ventufe“~

Glaciation

"Ibebergsv

Glac1atlon o o .‘-_,;' y..v ,

;-Glac1ers and glac1al eroslon
:'Hanglng valleys

’Abra51on ' w‘_?

e

',Geogfaphy (Collection Cede)

\

Definition of.§laCiér.
Continental and valley glac1ere
Formatlon of glac1ers
qurles,or e}rques.

Derudation.

'Depositioh..

Comparlson of V and, U-shaped valleys.

Glac1al movements
Arétes. - o TR
Nunataks.

' P ' A
Effects of climate.
Plucking.

Glaeial decay.

g'

//(, ..

Scree or talus slopes

210
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5 5. ~ Plucking. T S
6. Deposition by,glaéiers.
7. Epfatics;v ‘ "‘f'
"« - 8. | Cfag and tail. *
9. - Moraines. | ”
'lo. - Effects upbﬁ S?ils. ‘ 7/l
11. - Different glacial epochs. ‘_
12. Effectslupdn theLGreat.hakés,. |
13. Effecfé'upon:p$t§erns ofjcohmuhicatidﬁ;_
‘_Obsérvatlon#B. ‘XAprilb2§, 12£3Q%l:50’p,m,)'
bTopic:' ﬂdcation'éf placés in~Eur§pe}..
Venfufe‘ﬁ' R o
| 1. .'b | Europe s major réglons.
"k(/’/ ] 2. :. The 1mportance of mountalns as. barrlers.
| ) 3; . - R1vérs as communlcatlon rouﬁeé.liﬂi o
'4.‘ | l‘The Rhine valley |
5. T'_-The Parls Ba31n.-
f6; ' .,_The thne valley ;_ -iijl{
.7.  o Wlnds——the Mlstral | |
1',8‘.l.4-.._l ChanOkS Pr Fohn w1nds.-H.u | .
‘9.'7:“_lfIdent1fy1;g and locatlng major cxtles.i"
1lQ!Q€: ‘:~P01lt1Cal and\natural boundarles.
' . ;7? .
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Observation #4. '(May 27, 12:30-1:50 p.m.)

Topic: Weather and Climate

Venture
1. | Managerial-¥presenta€ion datés.‘
éf How to'make réport.' o B SRR .
3. " The value of maps and dlagrams |

4. .Dlstlnctlons betwéen weather and cllmate.’

.5, Weather and cllmate 1nf1uenced by ocean o -
' currents. : :

6. . The m0vement of "air, masses.

7.:' bepressions.‘
) 5. '<'vﬁi§hs.">a»
9. 1 "Readinértemperaturecfor weather'nap,
‘IO;‘ . 1Effects of the Labrador current. : j"f R

1. Cloud cover and types.

12."4 Draw a sectlon through an. a1r—mass.-'fe7.ﬁf‘

N S e
(5_13.:_ o Warm and cold fronts.'. y T e e
14, ‘coccluslons. ’."::v_"_'.u ;'.’f_i'”j‘ju | :
‘15.“, *'.Alr-mass movenent and the earth 5 rotatlon._ ‘;

P

S o SV T
observation #5. (May 30 ll 45 a. m.f12 55 p m. ) a9
rTopic}' Atmospherlc phenomena., (Student presentatlons)
1e Managerlal.
fﬂz,_"x' Deflnltlon and descrlptlon of hurrlcane.bru,
’gj3;4 DU The causes and consequences of hurrlcanes .f_; -

':;Qtr :-‘u Lo¢atlon of global hurrlcane zones..f".i*,fﬂ



" 10.
11.
12.

13,

14,

A_17?A

18,

'5. 195

20,

© 21,

22

' Climéte‘¢ont oX
Map exercise.

‘Definition of

ngrthern hemispherd

Precipitation: 0

Hurricanes é(cking up water.

—seeding.

Causes of wihd.

\ .
upon wind.

Effécts of landscape"

' Effects of the earth's rotation.
By Wind systems.
Local winds. N

VWinds~and,man's;éctivities;ﬁ. ”w'

Lt :

Definition of "Air Masses."

Source regions. .
air masses..
v e

© .cold- fronts. "

stability of air massssi . -
h T I SRR R

- Teacher summary of topic.

- 213
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R

’ 20 class: Slx students part1c1pated in. both classes.

.'cz{se s'r{ppy_v

Case study v was conducted 1n Memorlal Cdmp051te

‘ngh School Stony Plaln, County Parkland The classes

comprlslng the case were a SOClal Studles 20 class and a

‘Geography 20 class, taught by a male teacher who was a o

B. Ed graduate of the Un1vers1ty of ' Alberta, and who had

'the Soc1al Studles class and 22 students 1n the Geography

The data were' collected by observer V o

214

12 years teachlng experlence.‘ There were 19 students 1n o
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‘_CASE STUDY V

"\

Soc1al Studles (Integrated Code)

{ . Observation #l (Aprll 30, 10 30 ll 50’a:ﬁ;)
Toplc: The Problem of Overpopulatlon; - '_ T ‘;;;"' ~if
' Venture |

1. . Growth. of world populatlon, 30'A:D;42000'A;b}.‘,r
‘ B (HlStOIlCal perspect1Ve) B o L

1l2r‘;-;:r.The concept of "y bllllon

";3.f. . Net- populatlon 1ncrease

:t4,' t‘l pThe populatlon structure (ages)
:st_ap ere expectancy . 7_;;. TE

6. Reasons for great populatlon lncrease

- ‘7: "4kEffects of populatlon 1ncrease.. (Soc1oloq;cal;~tff7u:“
o : 'psychologlcal -and’ eoonomlc perspectlves) AN

8. 1,j'fDlstr1but10n of scarce food supplles.;f77

; _9;: n?f,}Econom1c aspects of underdeveloped countrles.-‘
'»ﬁj\/avur :(Economlc perspectlve) ST T

‘)

‘flo}:if .5[Problem allev1at10n w1th mechanlzatlon.‘

| '”-fll R {,Water Supplles. ,(Polltlcal perspectlve)
*lZ,hg(of?;Pollutlon problems.pjpffagff;fV TR
e 13} “:?i.ﬁDeSalln1Zat10n | L)QL[*}fi'

*f'i45,3i;uprrob1ems of educatlon re oyerpopulatlon. ,_f;tﬁ5
I *z(Anthropologlcal perspectlve) Cow i '

‘“fjislf_fpt17populatlon den51ty (Sociological perspectlve)

fpfﬂ unls,jp;pf;fUrbanxzatlon (Socloldgical perspectxve)

4

;1117:f13c:,5A1r pollutlon vf”fffﬂffﬁiJ




'f"!ﬂro T
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S19. bsuburbia'
. 20@( ;. Suggestlons-gbout how c1t1es should grow e

-21. S Malthus s progectlons re populatlon apd A E
' productlon,, o L\

22, "":Blrth control B "".‘ Q/: B
23, ,‘Restrlcttons on fanily_size.‘d;_" fi_"f] f
Observatlon #2 h (May 2, lO 30 ll 40 a m )
5Top1¢ . Can the world support 1ts grow1ng populat10n73;i*
_fvéhtuté.;_ Uf-":‘-ﬁ']_ .v:h aaTZn[7’<1{ o 'e'f:-'
“1;‘ p.;;‘Meanlng of "support . o |
.,-j;h if" Can we surv1ve w1thout clothlng or hous1%?
-3;lj.:f'_IS mere surv1va1 adequate R

:f4;jw;j;:*The world 'S dlet

?‘5.;'d-fA”The nece551ty of clothlng. (AnthropoIOgiCAI o
: "}»U:'perspectlve) e "'.f .'“.“ R

viiG;}j';’h-What standard should People 11ve at? 7€ﬁjtej_fy"
- ile‘"_d:_~clar1fy1ng the meanxng of support |

g.égaij,';_Are people who do not enjoy our standard of
I ’,u11v1ng happy'> (Hlstorlcal perspectlve)

h’:nfgﬁ”f:h?7;8hould we - flnd what 1s needed foL man’ s well-'hgfj__}_
MEBIS ._be1ng° 'f-f__y:-,va‘ ,, .;g. ”n-hﬁ;a - e

| fid}ff“n“ffWhat should we be keeplng people allve for?

'”‘*f’ll}ﬁog_rfFWhat new meanlngs is the word "suPPOrt"‘taklng”?f:
o0 oeniin. the 11ght of our: dlscuss10n? R

”fﬁi12gfff7fggInd1v1dual class reactlons.,tg=,p:v57:h: |
'j13;75j;7'?01scuss1on of the objectives of the Unlt on
2 ';}@"Populatlon and Production e T

7‘;14{ﬁ:fpﬁ"fDoes man’ have the rlght to devastate the.fﬁ<:5'
TR H.earth in ofaer to support hlmself? '




15.

16.

C17.

18.

19.
20,
»2i.y
2.

o 23, .

'”}LObServatiOn'#B. (May 6 10 30 11 50 a. .m. )

.Topic:

8 -

Venture

hei;”tw

*f}#Dlv1ne prov1dence.,;.‘fﬂ

"Destruction of the atmosphere;4

Should we in Alberta use our’ résources - A
1ndlscr1m1nately (Economlc perspectlve)

Will population growth affect our use of
resources’ «‘ .

Why dld prOJectlons of populatlon growth
‘stop at the year 20007 L .

: What is a“"concept .
' Dogs and humans..
‘.Reasonlng——lts characterlstlcs.- ¥

chtlonary deflnltlons.

0

”'Stndenttsummary._

How our v1ewp01nts are developed and 1nfluence IS
our dec151ons on. population and productlonr“[;ﬂ;v o

e (RS RRART S

'!eSourbes of v1ewp01nts. (Soc1ologlcal and AR
_,Psychologlcal perspectlves) ,.:'f '¥'= '"ihﬁh#:‘{

-7-Dllemma of overpopulatlon——solutlon based
”i:on one v1ewp01nt A S N

1tWhat w1ll the theologlan do when there 1@ no

"1;a1ternat1ve to blrth control’ ,ff'f;w

'7TComparlson of explanatlons of death qlven by

::coroner and prlest.rfjf_ SRR N

Gl o ;y=;u ;;f»-:4;
"15Assumpt10ns of v1ewp01nts.,, ;,_=h;*;z,,

N =i o
KRV

"y}Theologlcal v1ewp01nts on natural phenomena.

. AN

. \

e

217

- fiTheologlcal v1ewp01nts on blrth control and Aff.'
7]the quallty of llfee » SRIE I S

_waBlrth control and rellglon. (50c101091ca1 and L
"'stchologlcal pergpectlves) L A .
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L10.. Eoonomlsés views of the problems -of popula—
L -+ tion and product10n.» (Economlc perspectlve)

11.  What is the major dllemma assoc1ated w1th S
' the whole problem° (Soc1ologrcal Apsycholog-
ical and economlc perspectlves) .

12, Populatlon 1ncreases related to the 1ndustr1a1
’ revolution. (Hlstorlcal perspectlve) o

ﬂ'l3. S ARelatlonshlp betwee\~food productlon and
: population. (Ec mibxperspectlve)

14. f; 'Value of renewable resources

15, Why should we conserve fuel?-‘i

_16./ ' Economlc v1ewp01nts. c f. 10.. ,' R

17.. .Why don t 0il. companles allow new methods Gf
o [u01l use whlch are- less wasteful° :

-

18. f-f»Teacher summary .i~;u-j¢;.g

"jObservatioh°#4' (May 8, lO 30 ll 50 a m.)':~ z

'i‘Topio.» What arg’ values? How do they relate to k:_[;i}i{T»f

popul Cion and productlon°;iliﬁ,.># ) ';ﬁ.ng; L

e fWhat are values? P

"2;37:l~17Valuqs in. relatlon to drugs"‘HO?'aré?thgyff i
C 'V.'deve10ped9" SERD A SR

L3en 5»Exper1ence and values.~_

*f4;tﬂaﬁlv‘Personal satlsfactlon and values

o fs.*;ffidVThlnklng, values and behav1or.‘ (Psycholqglcalgi‘}lﬁwﬁ
L “'I,Elrepectlve) B R A

"hé;;;f,ff‘Parents and your values.gadf”.

rh;j*37;fﬂ%a:f7L1V1ng only for today.séa'V

“hf*3;7:3;f.75ummary of dlscu381on.-7*




7.

" 16..

18,

C 21,

oaa.

lo-/ o AN

118 ‘
D

12,

14,

15.

19,
20.

22,

23. o

250

f‘-zgg‘:/

26

e

AfRellglonS and the value ‘of human llfe.l

Satanlsm and human llfe.
i[Negatlve v;ews of llfe R

jRellglon and abortlon°
itRellglous and secnlar lawsnxeﬁdpa
'?jjBlrth control and reirgaous values;;st{@:' .
»:'i,The quallty of human 11fe, erth control and ﬂw.-gi g

H'in730é?fff?ffFreedom of. thought.- ;,AFfﬁflf'

:;‘Comparlson of ‘some Chlnesevand North Amerlcan ~7ﬁ"f3-
-“;[values f‘fg #_”\; b ST
fUniversallty of some v1ews concernlng llfe.

219 .

Planning ahead§3

Future orientations

leflculty in. reconc111ng present and futUre
-'orlentatlons - S ‘ o

'JMeanl g ‘of death.

Awareness about the world

Having fun and‘grow1ng.up. R L R

' -iFoollsh actlons

;Acceptlng other people s values
'"Ma01sm“ as a rellglon
"The nature of hell ‘f‘ L jf;'f e

iSacred nature of llfe -ﬂ;e'j‘ff:i“~'~lyfsgg"h

1~Dy1ng too soon

oo
“

N

. thfferlng attltudes toward the sanqtlty of
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Observation #5. | (May 10 lO 30-11: 50 a.m.)

/

. . fo
Topic{ Populatlon and productlon—-hlstorlcal v1ewp01nt

Venture
S ‘ ' ' ‘ ' P _
1. . ‘dTechanues of note- taklng. S

2. Relatlonshlp of populatlon and productlon-lag
B (HlStOrlC perspectlve) S : L :

3. L Orlglns of llﬁe
- ‘ 1 : 1
900 PrOJectlons for populatlon 1ncrease.4
' 5. o Why is it 1mportant ‘that populatlon has

L . increased rapidly in recent years? . (Soc1o—
~ ‘1og1cal, psychqloglcal,.economlc perspectlves)

6.'ﬁ""3_Underpopulatlon (Hlstorlc perspectlve)

7. .. Lh*Always been fOOd shortages. Y

'8. o -:Man has llmlted eﬂperlenqe w1th overpopulat;on.f,ita'

9., . fThe underp0pulatlon problems of the Unlted ,Vﬂ“"
© . . States. (Hlstorlc perspectlve) s ;

Q;Immlgratlon as a solutlon to underpopulatlon.a :);f;fj
*{Soclologlcal perspectlve) . L R

a)es Canada have a populatlon problem?
"conomlc perspectlve) e

lestorlcal perspectlves on P°Pulat10n. ET-,V, o

£

S 14 1 ffﬁUnknown llmlts of productlon.5i‘iﬂ

f.fThe role of educatlon..f“fﬁ"di

;f_gNo need to reach llmlts. (Economlc and
f,_'soclologlcal perspectlves) TR

g fCOnstant methods of production 1n many areas.f;:;}f;p :

. flg;;?_-if\thtle concern ‘shown today for how our - <
St ancestors coped w1th problems.x (Hlstorlcal.r
‘7pPer8pect1ve) R e

'.€5ﬁ719.5dppfffThe 1nadequacy of past solutlcns.'ggj,c&;;v“

Omltted ff,is1n;fjffjfajj-¥1§7=ff*fff;.ijﬁﬂzifvifw,
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- 21.

S22,

23,

24,

25,

26;

27.

' Physical .resources.

°

4
«
et |

.
r -

Factors mllltatlng agalnst change of 1deas.

/

(Soc1olqglcalAperspectlve)

&Typlcal human solutlons.

Slow to~learn-from otherstultdresl"

What is a system of product10n° (Bconomic -
persgectlve) . o ‘ R

Land as a resourCe,

 Primary resources.

- Human resources. = .

<

221



)

Geography (Qollection”Code)

Observation. #1. . (April 30, i2:40 a.m.-2:00 p.m.)

o

 T0piC:

'~ Venture:- -

10.

11.

12,

204

15,
o 16. -
.A iﬁ}e -
18, .

19

 wﬂf21{f;,we':Shar1ng of resources. f5f"

u,jWOrld Health Organlzatlon.t,

\

Man and Resources

Knowledge of land underneath the oceans.
Effects of continental drift upon man.

-Geologlcal ev1dence of contlnental drift.

»

The creatlon of dlamonds.

Location of dlamond.mlnes.L
ﬂMan and hls resources.;»

Resources defﬁ%ed.

Water as e_resource.e

Sdil es(a resouroe

'Forest lands as a resource.

Types of mlneral resources.i?'e
"Industrlal cdnsumptlon of resources.‘~o
" Types of energy e o
"Food resources.

Have~not peoples.;"

,,;Contrasts between Fich and poor . {Ecomomic. . -
o and soc1ologlcal‘perspectlves) ﬁ_. N

222

Poverty
- G e T e oL f;;e A ff»ng ‘
.FOOd Supplles 1n developed and under&Lvelopede?ﬁﬁ«,pg-V

- Tnatlons.,ue,

‘}Health problems.ﬁef B



223

o .
22. _I;dustrial COnsumptLonhbf water.
'25. o Sources of supply. |
24. Omitted; .
25. Urbaniaation'in Alberta. *
26. o Ebonomlc act1v1t1es 1n Alberta
27. :_ .Exploxtatlon of Alberta S.. resources.
‘28}; . The Tar Sands. |
29. How are:coal and'oil formed? T
30. “ >How‘arelmountains-fOrmed°.*' . o
3l;f.' ~ Effect of‘mountaln formatlon on the earth s
core. : _
3é; - ~Emergence of Qolcahoesxf;_.brnl' . - 1\¢//_"
- 33. | _" Causes‘Of earthquakee?%t - \A |

Observatlon #2. (May 2/’, 12: 40 a.m.-2: oo p m )

TOplC: Plate techtonlcs. R '
Venture :
1. ,»Importan e of maps and dlagrams.vw ;: L g
2. - (_TThe eart& s. motlon. *;\ o f/ : :',;.4,<}.Vf:
30 he earth s “plates." e
. . N 1
4. 'Why do the "plates" move? -
oo Ll . - . t
. . : A
5. ... Recent acceptance of theory of plateatech—% T
S 'tonlcs.- L c oy ¥ ‘_&‘ .__% .‘1”;
6. :‘l'; Demonstratlon of how contlnental outllnes o

may be fltted together.,*
'4‘7ﬁ _,f;_The source of the theory. ;-”

‘:‘8.' fVi,LThe actlon at the edges of the plates.:'

o i [
- 9. E - Canaﬁa as a locatlon for studylng the theory.
RO ,
100 Magnetlc propertles of rocks.@a

%



11.

12.

. 13,

14.

[ 715

16.

17.,0

18.

19.

20.° -

21.

22.

23,

24.

25,

S

26

Observatlon #3

. Topic:

. Venture

e,

€
x

[

Lf
/

o~

Methods of checklng rock samples from the

ocean floor

Spllttlng of the contlnental mass
Attempts to 1ocate anc1ent seas ’

Movement of ind1v1dual plates.

f

Formatlon of rlft valleys

Underplnnlngs of the plates
Methods of calculatlng thlckness

Ev1dence of "plume" suspected under Hawall."

Deflnltlon of "plume."

Earthquake readlngs as a method of locatlng o
- "plume." : : : -

Re

fExplanation of plate movements.

Oﬂlglns of "plumes" in doubt

-

224

Ev1dence of fuf%her "plumes" 1n Afrlca.»ik;'; '

Traces of plate meements——e.g}'VahcouvertV

plates.~-"

,;sland »
Magnetlc ﬁlelds. ‘:?';_'
: S “W

(May 6

12 50 2 10 p m )

Chalns of volcanoes as ev1dence of mov1ng

Plate techtonlcs——appllcatlon of theory to

varlous natural phenomena..

“;The llmlts of the Paclflc plate.:i;

k

“Reasonsyfor.earthquakes,.“

EEER

19
E

A

Summary of theory of contlnental drlft. -o;?”

g

fyleferences between rldge, fault and trench



10,

11.

12,

13.

14,

15.

16.

17,

19,

Venture

'flrpl

o]

18. -

'~.zo;

Toplc

D

‘Earthquakes in Alaska.

" The we

' Amerlca to spllt apart’l

i,The creatlon of synthetlc dlamonds..vi,-7'

'”57;0m1tted.~

- P I o225

Concernfof scientists‘ S

Predlctlng act1v1ty in the Ters1an Gulf and

' Medlterranean area L ‘.

What klnd of earthquake mlght affect Edmonton’

’st spots on the earth 's crust

Dlagrammlngv he acific'plate.

Outllnlng Atlantlc plate on globe.»

'AEffects of the earth's rotatlon on the plates

. -

A'The 1nfluence of the shape of ‘the earth

"}Credlblllty of theory of- contlnental drlft}ﬂ

‘ﬁfrlca and South

What would have caused

' How does contlnental drlft explaln the

creatlon of the Hlmalayas?

. Pqpular sc;ence as a source of lnformatlon;a‘p-’w -

'thow d1d parents react to the theory? o

Some recent 1nterpretatlons

Observatlon #4 : (May 8 1240 2 00 p m )

o -,.~~"

Volcanlsm L

ﬁvolcanism defined.’

. 5

‘tholcanésm and:the'age‘bf‘rockéi'l'yhf;f"

;folfferences 1n.Amer1can and European con‘-gv:j;;,s-'ﬁ~
"ceptlons of a bllllon - , , ;

com .

“W" .
. - N

’T,.Volcanlc mater1al on the earth‘s crust



SR : i‘. o 2261
| | . |
6. - The 1mportance of volcanoes for life on earth

'.'7.-__».' Volcanoes as a powerful destructlve force. |
,uéf'_'._’ The earth's process Of“COOllng.' ‘

19. : Sources of water in the 1nterlor of volcanoes.'
10. . Grav1ty and the molten mass.‘::fél )
1llrg';' The~earth as a 31ngle volcano. S
l2; _,' “The sources of the oceans ‘salt.3"

(13, /f : Parts of Greenland below sed- level
l4.i‘. 1 QPerspectlves of tlme and- space._h
‘lS;jkf.vhlleacher;summary.:'} | |

ZF)bservaﬂlon #5 : (May lO 12°40 2 00 p m )
' o

.~ Topic: '.#@ate techtonlcs, earthquakes and volcanlc o
tlon.,- _ ) R T
-Venture

1. o Probable locatlons of earthquakes and volcan;c
",_-vact1v1ty._..' PR . v

'2lfi}.: Yesterday s earthquake 1n Japan.L _,h

‘ Teacher accounts for Japanese earthquake.if.

"ﬂﬁffl";r.Probable locatlon of next earthquake., S
15.hﬁlr | Probable locatlon of new volcanoes.‘;?.i'ﬂ

w;_é.;,f;v Causes of volcanlc eruptlons. ;. A '
f?}l_‘;kl Sources of pressure w1thrnAthe volcano.v‘
lgag'7tf Reasons for v1olent volcanlc eruptlons.‘5‘%
ilb;;;qsi’\Dormant volcanoes._; =

’111;;i“;;ff'§olcan1c plpes.-i;;&q;lis;‘;l;/qii.
'%lZLff“ijnghree types of volcanoes.ifcl .

Vo e

A\

DA



13.
14,
‘5.

16.

. Pingbs;

'tThe formatlon of Vesuv1us. B
' rakatoa.f”

"Mount Pelee;

i A<j L 22T

The buttes in western desert areas of North
Amerlca.l . _ .

'Cla551f1cation.of{volcanpes.

oo

Future 1mportance of plngos..

'Underwater plngos.
Appearance of a’ plngo.'

- Reasons for the formatlon of plngos.

Locatlon and appearance ln other areas.i o

aThe comparatlve rarlty of eruptlons.. : *'ff";i;H‘A,



