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Abstract 

American government l s the study of 

democracy . It is a subject which one would like 

students to be excited about and involved in. as 

young persons, and ultimately, as adults . 

Teaching methods determine student Involvement or 

level of class participat i on. As young people 

seem to thrive on action, it is important to 

consider the nature of the child and choose 

activities which encourage their personal 

participation. Role-playing and simulation give 

students the chance to learn about the government 

by participating in an active imitation of the 

system. These methods also give students a chance 

to add their own creative responses to the 

activity . Decision-making and the clarifying of 

values are carried out in an atmosphere which is 

non-cr i tical and non- Judgmenta l . The end product, 

or right answer is not pre-determined I n 

simulat i on activities. It i nvolves more of an 

inquiry-type approach, where students play their 

role in the system, and afterwards analyze the 

outcome of their behavior. In this curriculum 
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students still participate in some of the more 

traditional activities, such as , note-taking, 

text-reading, lectures, etc., but they serve as 

the preparatory lessons containing information 

which wil 1 be used in the simulation or role-play; 

Students are able to use the information they 

learn immediately, instead of simply storing it 

away for a test at a later date. 

This curriculum attempts to balance cognitive 

and affective learning experiences for students. 

There is often too much emphasis on teaching to 

the mind, but not to the heart. Simulation and 

role-playing are excellent methods to use because 

they provide a variety of affective experiences. 

This curriculum was developed to be used with 

tenth-grade government students. It provides a 

specific set of goals and objectives, a 1 ist of 

sources for learning more about the simulation and 

role-play methods, several activities, and methods 

of evaluation. 

This approach which proposes a more active 

kind of learning experience is intended to 
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encourage more involvement on the part of students 

and hopefully more learning. 

The best way to teach about democracy l s to 

model it in one ✓ s own classroom. Teachers should 

let the students decide, debate, analyze, portray. 

examine, dramatize, create, and after their 

conclusions, synthesize, for these are the 

activities of democratic behavior. This 

curriculum aims to give students the opportunity 

to practice ski I Is which they wi II use throughout 

life in a democratic country. 

V 
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CHAPTER ONE 

INTRODUCTION 

Educators have long been concerned about the 

problem of inciting students to learn; It / s a 

problem which involves choosing methods that 

motivate students and encourage participation, but 

at the same time, contribute to valuable learning 

experiences. 

The respons ibility of the teacher is to find 

the methods, and create the classroom environment, 

which will encourage children to want to learn ; In 

choosing methods , lt ls imperative that the nature 

of the child be the fundamental consideration. In 

a natural environment, such as a neighborhood, 

children seem to be inherently curious and excited 

about learning . What ls it about formal schooling 

that sometimes kills enthusiasm? Can aspects of 

this natural environment be re-created in the 

classroom to stir up some of that inherent 

motivation? One should address the quest i on of 
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how children learn naturally, unhindered by the 

constraints of the classroom. 

When observ i ng children in many different 

situations outside the classroom, it seems they 

are most happy, carefree, and creative when they 

are playing. Closer observat i on reveals that 

there ls much more going on than what many adults 

might see as Mslmple play .w It ~s true, they are 

having fun, but many twentieth century 

psychologists and educational theorists have 

proposed that play act i vity ls essential for 

cognitive development . Piaget <1962> believed 

that play acts as the mechanism which stimulates 

the processes of assimilation and accomodation 

that lead to cognitive development . As the 

processes continue, a child proceeds through a 

sequence of stages in intellectual growth . 

George Mead ( 1934> saw play as essential to 

the development of self; While interacting with 

other children , a ch i ld is see i ng himself as 

others see him. Thus , as he ls learning to relate 

to others In the outside world , the birth of self 

conmences . 

Almy (1966) claimed that play develops 

thinking and reason i ng skills, and Johan Huizinga 

( 1955>, taking a broader perspect i ve, believed 



3 

that civilization could not survive without play, 

because it was essential for passing on culture. 

If play is fun and also intellectually valuable, 

the task, then, for teachers trying to implement a 

motivating curriculum would be to develop 

activities which are fun for students, but which 

also accomplish teacher-curricular objectives. 

John Dewey (1917) favored letting students 

enjoy a variety of experiences in the classroom, 

seemingly combining fun with realism. He stated: 

Where schools are equipped with laboratories, 
shops, and gardens, where dramatizations, 
plays, and games are freely used, 
opportunities exist for reproducing 
situations of life, and for acquiring and 
applying information and ideas in the 
carrying forward of progressive experiences. 
(p. 190) 

The more reality a teacher can bring into the 

classroom, giving students more direct experience 

with life, the more excitement about learning 

there will be in that classroom. Jerome Bruner 

(1966) perceived students as active, and not 

passive recipients of knowledge. In, or out of 

school, the enthusiasm of a child increases when 

he has the opportunity to practice skills which 

can be used in real life. 
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If the conclusions of Dewey and Bruner are 

true, then it would lead the teacher, in search of 

good methods, to choose classroom techniques which 

would provide, in addition to fun activities, as 

much realism as possible, allowing students to 

interact, make decisions, and participate very 

directly ln a life-like experience. 

Returning to the issue of the meaning of 

play, school children have really not changed in 

their needs concerning a learning environment; All 

they want is to re-create that early childhood 

stage where fun, play, and experiential learning 

were known to be inseparable. In accordance with 

all the philosophies stated above, to combine 

these three elements in a curriculum should be the 

quest of classroom teachers today. 

A technique known as simulation seems to 

possess many of the qualities that the above 

educational theorists and psychologists refer to 

when they speak of an ideal learn i ng environment. 

Simulation is a technique which requires 

students to participate. Jones (1985) liked the 

idea of giving students responsibility: 

There is an overriding philosophical concept 
implicit in treating learners as human beings 
who are ln charge of events . To grant power 
and responsibility ls itself, a philosophical 
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event. an act of politics involving 
government. It ls a transfer of power, a 
token of respect, an appeal for honor and 
consent, a gift of democracy, and a request 
for the acceptance of duties and 
responsibilities. A simulation ls not Just 
another educational technique. Cp.115) 

Students often question the curriculum for 

Its relevancy. Malcinent and Bronstein <1973) 

proposed that simulat i on can solve this problem 

because l t brings a part of the real world into 

the classroom where i t can be studied and 

experienced by the learner . 

In our world which ls so overwhelmingly 

complex, individuals have the tendency to feel 

powerless in their abl lity to affect their 

environment . Gordon <1970) claimed that 

simulat i on games do well in g l vlng students that 

sense of control over their environment . She felt 

this was essential in preventing the apathy and 

alienation which come from the feeling that 

nothing can be done, and which, in turn, act to 

reinforce that belief . 

One sure way to stifle creativity l s to 

continually look for, and ask for, one answer , and 

one answer only. It creates a very intimidating 

atmosphere in the classroom . Gordon (1970> 

believed that s imulation games create a sense of 
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drama in that there is no one correct answer or 

outcome. In fact, the outcome depends totally on 

how the players interact, and, of course, on the 

element of chance. 

An especially rewarding aspect of simulations 

ls lmnedlate feedback. <Maxon, 1973> While the 

game is going on, and decisions are being made, 

the consequences of certai n decisions can be 

quickly seen, and then, in reeponse to that 

feedback, other decisions must be made, and so the 

process continues. 

Simulation has a way of sanctioning one 

activity which ls usually forbidden by teachers: 

student-student interaction. Seidner and Dukes 

(1978> felt con:rnunicatlon skills are being 

developed as students must deal effectively with 

one another. There is less teacher-talk, but 

coornunication between teacher and student ls more 

direct and meaningful. A learning atmosphere is 

established, but it ls also fun, and it encourages 

students to be prepared for the simulation. 

Seidner and Dukes explained: 

The gaming situation itself, and the social 
interaction with peers in an atmosphere that 
suggests fun rather than classwork, appear to 
be sufficiently appealing to induce students 
to devote wll tingly increased time and energy 
to learning the requisite skills . (p.19> 
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The more real i stic learning is, the more 

students seem to want to be involved. Adams 

<1973) described simulations as models reflecting 

situations in the real world which can give us a 

fascinating outlook on life, and the reality which 

le brought into the classroom by the simulation, 

can be very mean i ngful in highlighting that aspect 

of the world. 

One of the most frequent reasons why students 

do not participate in class is fear of not having 

the right answer . Hawley (1975) supported the use 

of simulations for that reason . He stated: "There 

are no wrong answers, so the risk invo lved in 

participation le low, and the discussion ls less 

likely to be subverted by the traditional 

classroom game of ' guess what the teacher is 

th l nk i ng of ' . " < p. 24 > 

Conventional methods of teaching and learning 

such as note-taking, lectures, textbook-reading, 

question-writing, and discussing can be used to 

help students understand facts and theory, but 

they are i ncomplete in two ways. In his study of 

the role-play simulat i on method, Van ments (1983) 

claimed that the conventional methods usually do 

not help to change a student ' s behavior or 

attitude. He stated: "To read or hear about 
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something ls not the same as experiencing i t, and 

it Is often by actual experience that 

understanding and change can come about. 11 ( p .23) 

The second way ln wh i ch conventional methods 

fall our students l s that they provide very little 

opportunity to pract i ce the sk i ll of i nterpersona l 

ccxnnunication . 

In his book on design i ng simulat ions , Jones 

<1985) supported Van ments / second contention 

above; He believed that most people at age sixteen 

should be able to expla i n complex processes, argue 

a case, speak before an audience, and conduct 

themselves wel I in a variety of social situations , 

but most students have not been given the 

opportunity to practice and a t tain these s ki I Is . 

In many classrooms there ls stil I an overabundance 

of teacher-talk, a nd the range of activ iti es that 

encourage COOll'lun lcation ski l ls ls l imited . 

Unfortunately, when placed i n situat i ons i n h i gher 

education or in the working world, these young 

adults struggle to compensate for lack of these 

skll Is, or they simply fall. 

Tansey and Unwln <1969) advocated the use of 

simulation gaming for learning factual knowledge . 

They pointed out that in using traditional 

methods , facts are usually stored away and have no 
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immediate use, except for the upcomi ng test, after 

which, they are inevitably forgotten . In a 

simulation game , however, facts are needed, and 

are irmtediately cal led upon to play the game. 

They may be used ln various and creative ways, and 

because of the meanings attached to them in the 

game, they may not be so easily forgotten. 

Tansey and Unwin also noted that when using 

traditional methods, the teacher is totally 

occupied, being the center of the activity; 

Therefore, lt ✓ s easier for students to stop 

listening and begin carrying on their own private 

activities, such as writing notes to each other. 

With simulations, the students are the center of 

the activity; The game itself demands their 

attention, but Just in case someone ls distracted, 

the teacher, who has taken on a freer 

observer-type position , may help the student to 

return to his proper role ln the game. "The 

conventional curriculum often seems irrelevant, 

nonfunctional, and obselete to youth. <p.3) 

Shaftel and Shaftel (1982) cal led for changes in 

the curriculum, and made observations on wh.at was 

being done. Curriculum planners are trying to 

create more relevant, realistic, people-centered, 

issue and conflict-oriented courses for students . 



10 

Of course, thls change ln curriculum requires a 

change from traditional teaching methods to 

methods which are more open to discussion, like 

role-playing. problem-solving, and inquiry-type 

settings in the classroom. 

Boocock and Coleman <1966) had similiar 

concerns; They believed that the type of 

instruction in !Schools ls Just as important as the 

content of the lessons. Methods ln American 

schools are outdated because they are based on a 

time when only the more intellectual, upper- class 

child remained in school, and those were students 

attuned to content-oriented courses and formal 

methods. Compulsory age requirements of today 

create a more heterogeneous population in our 

schools. Our methods should be revised to meet 

the needs of these students, who will. and do 

fal I. with traditional approaches. Also , the 

traditional adult-child relationship has undergone 

some changes; Respect ls not automatic and 

obtalnlng the approval and recognition of adults 

ls no longer so important to children. Peer-group 

relations seem to be more motivating. Simulations 

are more student-centered, rather than 

teacher-centered, and therefore satisfy these 
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needs . As society changes, so must educationa l 

approaches. 

Chesler and Fox (1966> described role-play 

simulation as a technique suitable for students in 

all academic levels; The average and above-average 

student, who is satisfied with intellectua l ta l k 

about a topic or event, may have a hard time 

acting it out, and thus miss out on the dynam i cs 

of the whole situation . On the other hand, the 

lower ab i lity student, who rejects the abstract 

and verbal explanations of a topic or event, wil I 

usually enjoy the chance to act out or role-play 

the situation . The technique helps both types of 

students in the ability to understand and express 

something they are studying, in concrete terms . 

It / snot only students that need varying 

methods. (Boocock & Schild , 1968> Teachers also 

need to use different methods because Just as 

students cannot learn wel I with some teaching 

strategi es, teachers cannot always teach well 

using certain strategies . 

Traditional schooling me t hods do not teach 

" the whole child, w according to A. S . Nell 1 . ( 1960> 

If the emphasis ls on textbook and factual 

knowledge alone, important things like the human 

character, love, freedom, and se l f-determ i nation 
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are being left out. Teaching has always been 

directed to the head , el i minating the mat t ers of 

the heart. Curr l culums should have a healthy 

mixture of cogn i t ive and emotional experiences for 

students . The role- play simulation method used l n 

conj unct i on wi th tradit i onal methods provides both 

types of experience. 

This proj ect is concerned wi th us i ng 

simulation and role- play i ng techn i ques in an 

American Government curr i culum. Th i s technique i s 

especially important in a course like government , 

which is supposed to be teaching the whole concept 

of democracy; Students should not only be told to 

participate in government, vote, be i nformed, 

etc . , but the classroom should actually be a model 

of involvement , where action and partic i pat i on are 

the accepted format . 

This project includes a proposed cur r iculum 

for each of the three branches of American 

Government, which wll I provide a balance between 

cognitive and emotional e xperiences for the 

learner . Th i s curr i culum wi ll have a spec i f i c set 

of goals and objectives , as well as act i vities , 

models of role-playing and simulat ion, lists of 

various simulations, and the i r publ i shers, l i sts 

of books to learn more about the 
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simulation- role-play technique, and methods of 

evaluation . 

Students should benefit in several ways from 

this curriculum: The meaning and value of the 

democratic method will be advanced in theory and 

act i on; American Government wil I no longer be 

thought of as something abstract and remote; 

Decision-making as a sk i ll will be improved; 

Values wi ll be formed , as they are the basis for 

all decisions; The exerc i se of both right and left 

brain will lead to organization, flexibility , and 

creativity; Pract i cing respect and cooperation in 

a J oint endeavor wll I help refine social skills; 

and most of al I, learning wil I again be synonomous 

with play and fun, as it once was in childhood. 



CHAPTER TWO 

REVIEW OF LITERATURE 

History of Simulation 

A brief su111Jlation of the history of 

simulation reveals how this technique has been 

used for many years ln teaching various skll ls , in 

hypothesizing about real world events, and in 

serious training operations. 

The use of simulations in teach i ng can be 

traced back to the ancient Chinese In their use of 

a war game known as "Wei-Hal . 11 <Gl 11 iom, 1974) 

About 1500 years ago, ln India, a game simi liar to 

chess was used to simulate battle. During the 

Middle Ages, the game of chess, mainly an 

intellectual contest using strategic skills, 

became very popular. In the 1800 ' s, when the 

Prussians were defeated by Napoleon, they 

developed more serious and realistic war games at 

their Kriegsacadem le. <Tansey & Unwln, 1969) 

Military model-size troops and equipment were 
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used, and the chess board was transformed into the 

real terrain of the battlefield. < Maldment & 

Bronstein, 1973> These early war games were 

adapted quickly by other countries . After the 

British Army began using them, they were quickly 

adopted by the United States Military. Following 

World War II, the computer provided the ability to 

analyze mil i tary problems in the most precise 

manner . 

Most simulations before the twentieth century 

were war-related, but there was a Frenchman who 

fled to England during the French Revolution in 

the late 1700 ' s, named Abbe Gaultier, who invented 

many simulation-type games for children, which 

were used in teaching matters of social concern in 

the classroom . 

In the 1950s and 1960s, economists and 

business theorists began translating their 

already-formed quantitative models into 

simulations for the purpose of forecasting 

economic events, testing theor i es, and training 

employees . 

Soon political scientists, sociologists , and 

psychologists began to realize the value of 

simulations. Faced with the reality that several 

countries possessed nuclear capability, 
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international relation / s simulations were being 

used as "crisis-games." The method had its debut 

in education in an acinlnistrative performance 

workshop in 1962. The technique used was very 

slmiliar to the training seminars of the business 

world. <Tansey & Unwln . 1969) In simulating 

various problems in the school environment, 

participants were required to react to the 

situation and then decide as a group. whether or 

not their react i ons or decisions were appropriate. 

Eventually. simulations were put to use in 

the classroom. This was probably due to the 

success of the simulation method ln other fields, 

as wel I as to a growing appreciation among 

educators of a link between play and learning . 

(Carlson, 1969) The use of simulation games i n 

education demonstrated a movement away from two 

traditional beliefs: the use of the textbook as 

the central focus for thought and activity . and 

the idea of the teacher as be i ng the main source 

of knowledge on whom all students were dependent. 

Boocock and Sch i ld <1968) described three 

stages of development ln the classroom use of 

simulation games . Phase one, from 1962-1963 , 

which they label as "acceptance on faith, " was a 

time when many games were being developed and many 
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educators were embracing this new method wi th a 

kind of blind enthusiasm. Phase two, known as 

"post-honeymoon, " 1963-1965, was a period when 

some researchers tried to carry on studies which 

would lead to some definite conclusions as to 

whether or not simulation games were educationally 

sound or advantageous, compared to the more 

traditional methods. Unfortunately, the findings 

were either negati ve or inconclus i ve . Phase 

three, from 1966 to the present, has been a stage 

of "realist i c opt i mism," so named because the 

increased amount of experimentation and research 

has led to more reliable and pos i t i ve conclusions 

about simulations . 

Literature and Research 

The follow i ng pages present a synopsis of the 

literature and research pertaining to the valid i ty 

of s imulation and role-playing as effective 

methods for use ln the social studies curriculum. 

The main topics are sub- divided according to 

specific benefits or other i ssues concerning the 

methods . 
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Acti ve Leacolng 

The essence of a simu l a tion i s ac ti on, and 

the virtue of doing rather than observing ls 

surrmed up i n the o l d Chinese proverb; " I hear and 

I forget, I see and I remember, I do and I 

understand". 

J ones <1985) believed that l earners s hou l d be 

active participants in the learn i ng process . He 

stated : "Not on l y should t her e be occasions when 

learners should be act i ve, there should also be 

occasions when they are i n charge of events and 

have ful I author i ty, respons i b i l i ty , and 

fu nct i on. " <p.114) 

Adams (1973> thought that more mean i ngful 

learning takes place when the student assimilates 

Information that he has acted out , or taken part 

l n, rather than simply read , talked about, or 

l istened to . 

I n s imulat i ons, students are i n the mi dst of 

a marketplace of free- flowing ideas and op i nions. 

It ls imperati ve that they remember the fact s a nd 

concepts which are be i ng focused on to 

successfully car ry out their role and accomp l ish 

their obj ectives ln the game . For th i s reason, 
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Adams regards simulation as a powerful type of 

learning . 

Tansey (1969> agreed that there must be some 

amount of involvement by the student before 

learning can take place. Neurophysiologlcal 

explanations of learning give support to this 

belief . Hebb (1955> theorized that a "Retlcular

Activatlng System" prepares the higher centers of 

the brain to receive and act upon information from 

the environment. but there must be an optimal 

level of arousal for this to happen. When 

students are active participants in class, it is 

more likely that this level of arousal will be 

attained . 

Coleman (1968> claimed that the simu l at i on 

techn i que involves the learner in a system which 

differs from the traditional lnformatlon

processing approach. Learning by experience l s 

initiated by the student ln his thoughts and 

act ions as opposed to the passive absorption of 

information that is characteristic of other 

techniques. which may not result ln action of any 

sort . 

Action ls the main theme of role-play and 

simulations. and students are reacting in a 

variety of modes : physical . intellectual, 
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emotional, and social. Thompson <1978) thought 

thls explained why i t was such a good me t hod. The 

nature of the ch il d l s prone to action of every 

sort and variety , and lt l s ln thls type of 

environment that a child will be most motivated to 

learn. 

Hyman <1978) sul'IIJ'led up the advantage of the 

action character i stic in role-playing and 

simulation games: 

The fundamental pedagogical Justification for 
employ i ng a simulation game as a teaching 
strategy ls to allow the teacher and students 
to continue using in the classroom the very 
method they have used all their lives in 
ga i ning knowledge. People learn to act by 
acting; to live by I lving; and to do by 
doing . <p.135> 

Motivation 
The motivat i onal qual ity of simulations 

provide yet another reason to utlllze them in the 

curriculum. Taylor and Walford ( 1972> referred to 

this quality as the clearest and least disputed 

aspect of simulations. They stated: MThls one 

quality alone ls seen by many as sufficien t reason 

for continuing to pursue simulation 

experimentation and development." (p.34> 

In surrmar i zing the results of several stud i es 

conducted i n the John Hopkins Game Program, 

-
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Liv i ngston <1973) found that students from 

elementary through h i gh school preferred 

simulation games to any other classroom activity. 

Cohen (1970> gave support to this conclusion in a 

study in which she worked with disadvantaged 

seventh graders i n a target-area school . The 

experimental group played the simulation, 

"Consumer," while the control group studied 

consumer credit in a more tradi tional way with 

texts , lectures etc. The game was played for five 

class periods. Cohen found that students who 

played the game , not only had greater knowledge of 

terms, but they also showed a 17% marked decrease 

in frequency of absences during the time period in 

which the game was being played . 

Attig (1967> noted in hls report on high 

school students that simulation was the most 

enjoyable and stimulating technique compared to 

any other method which was evaluated with lt. 

Van ments (1983> claimed that the 

motivational aspect of role-playing and simulation 

is the most frequent observation of researchers 

and users. Motivating the student to learn ls 

winning half the battle . 

Several other studies have p i npointed 

motivation as one of the greatest strengths of 
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simulations. Boocock and Coleman ( 1966) concluded 

that games are powerful motivators, as d i d Garvey 

and Seller <1966 ) i n their study. Cherryholmes 

( 1966) found that, in an evaluation of six 

studies , simulations created more student 

interest and motivat i on than traditional methods 

of teach i ng. 

Van ments <1983> expla i ned that one of the 

maJ or reasons that students are so motivated ls 

that they obtain simple, d i rect . and inmediate 

feedback from the game as it is be i ng played. 

B.F. Sklnnner <1969) stressed the importance 

of the funct i on of feedback, or re i nforcement, ln 

promoting learning. He believed the learner needs 

to have inmediate knowledge of results which acts 

as a pos i tive reinforcer and then st imu lates the 

learner to proceed i n the learn i ng activity. 

Gordon <1970) sunrnar l zed t he motivat i onal 

characteristic of simulat ion and ro l e-play. He 

stated: 

If educational games did nothing more than 
motivate students, that would be suffi cient 
Justification for playing them . The f i rst 
hurdle for e very teacher l s apathy or 
resistance . . . with the development of 
educational games, teachers can harness the 
energy of play for the business of school . 
( p . 18) 
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Relevancy 

Hawley <1975) related the high student 

involvement in role-playing to the relevancy of 

the subject matter for the students, who have the 

chance to generate the issues that they are 

concerned about. Malanent and Bronstein (1973> 

had similiar insights about relevancy. They 

stated: "Simulation can bridge the relevancy gap 

by bringing a part of the real world into the 

classroom, where it can be analyzed and 

experienced by the learner." (p. 20> 

Decision-making and ProbJem-soJylna Skills 

Simulations usually give students a chance to 

practice analytical skills such as 

decision-making. Tansey and Unwin <1969> 

suggested that this was another strong point of 

the technique. The effect of a decision is seen 

almost lnmnedlately as the game progresses, and a 

student must exhibit flexibility in changing 

decisions when he sees one course of action did 

not work. 

Gordon (1979> believed that simulation games 

can help students in developing problem-solving 

ski I Is, and in understanding the whole 
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dec i sion-making process. Players are required to 

use facts, concepts, and Intuitive Judgements as 

they try to solve specific problems. 

Shaftel and Shaftel <1967) noted that 

students involved ln the game are active in 

defining problems and alternatives for action, and 

ln exploring the consequences for those 

alternatives. 

Simulations are dynamic as described by Adams 

(1973> because of the interaction between 

individuals and the resulting synthesis of ideas, 

concepts, and principles . 

The analy tical ski I I development which 

simulations provide was one of the merits of this 

method as expressed by Tansey and Unwln (1969) 

They said: uWhen values are be i ng shaped, 

decisions are being made , and situations that are 

not rule-bound are under discussion , education 

performs its true function . " <p . 94> 

student-controlled Environment 

The simulation technique is student-centered 

and allows students to determine the d i rect ion of 

the activity. Gordon (1970) described it as an 

exercise in reality because a scaled-down model of 
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t he world ls presented over which the student can 

exert control . 

If students can be shown that i t ' s poss ible 

for them to control a s imulated l i fe-like 

activity, they will surely make more of an effort 

to understand it, and their performance will 

improve. <Tansey and Unw i n , 1969) 

Sociological research shows that people who 

have feelings of control concerning social 

s i tuations will be most l i kely the ones to t ake an 

active part. If students can develop this sense 

of control in a game which accurately reflects 

real i ty, then it ' s possible that this knowledge 

could carry over into real l i fe situations. 

Cru i ckshank ( 1977) believed that simulat i ons 

prov ide potent i ally greater transfer from t he game 

to real 1 ife, as long as the two situat i ons were 

simi I iar . 

Boocock <1966 ) conducted a study with 1200 

delegates to a conference of the National 4- H 

Clubs . The students were ages 13-20 . Half of 

them were ass i gned to the experimental group wh i ch 

played "L i fe Career" and " Legi slature . " The other 

half were ass i gned to the control group wh i ch did 

not play the games. The games were played in a 

s i ngle ha lf-day sess i on and al I students f i lled 
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out quest i ona l res before and after the playing 

sessions. The variable being t ested was "students 

feelings of control." The findings demonstrated 

that students did develop more feelings of control 

and pol iti cal eff i cacy than the students i n the 

control group. Unfortunately, no long term 

studies have been completed to show lf the games 

do have an impact on participation i n real l i fe. 

Class Atmosphere 

The atmosphere in a classroom is sa i d by many 

researchers to be very important in encouraging 

learn i ng. Carl Rogers (1961> believed that 

everyone has a natural curios i ty about life, but 

the educat i onal system sometimes frustrates th i s 

natural drive. As much as possible, he thought 

educators should develop a less restrict i ve 

climate in the classroom, so children wi l 1 be able 

to cultivate their natural capacity for learning. 

Rogers stated: 

When a fac i litator creat es , e ven to a modest 
degree, a classroom cl i mate characterized by 
all that he can ach i eve of realness, pr i z i ng , 
and empathy; when he trusts the construct i ve 
tendency of the ind i viduals and the group; 
then he discovers that he has inaugurated an 
educational revolution . . . . learning becomes 
lite, and a very vital l i te at that. <p. 115> 
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creative Envlconment 

Simulation certa i nly provides a less 

restrictive and more open environment. Jones 

(1985) expressed h i s concerns about the classroom 

env i ronment, a place wh ich he thought should be 

safe, free of anxiety about making mistakes, and 

not bent on find i ng one right answer. He 

supported the use of s imu l at i ons because the 

act i vity usually i nvolves a group ef f ort, and 

there are many acceptable answers or alternat ives. 

S i mulation follows the spirit of Gestalt 

think i ng in that learning i s not the storage of a 

pre-determined answer, but it i nvolves formulating 

possible solutions or alternatives: this 

encourages real thinking. <Young, 1973> 

Students play i ng simulat i on games feel less 

intimidated because the teacher has been removed 

£ran an authoritarian pos i tion to a less dominant 

and less i ntrusi ve role, a role which allows the 

teacher to be more flex ible in accepting the many 

answers and alternatives that the students may 

discover as they are play i ng the game . 

< Walford and Taylor, 1972> 

Gordon <1970) bel i eved that young people 

become cynical when they are taught that th i ngs i n 

li fe are black and white, because as they grow 
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older, they see that it isn ✓ t so. Simulations are 

realistic in that they al low for e xper imentat i on 

and creat ivi ty, Just as li fe does. If studen t s 

are to be prepared for the real world, they need 

activities which allow them to pract i ce l ife 

ski I I 9. 

"How do children fall? " , asked John Holt. 

(1964> He responded with vehemence: 

We adults destroy most of the lntel lectual 
and creative capacity of children by the 
things we do to them, or make them do. We 
destroy this capacity above all, by making 
them afraid, afraid of not do i ng what other 
people want, of not pleasing, of making 
mistakes, of fa i ling, of be i ng wrong. ( p . 59) 

In simulat i ons, the focus i s not on having 

one right answer, but having many , and then 

perhaps, deciding wh ich one ls best. 

Many teachers fa i l to realize that a class, 

as a group of indi viduals , ls more than people who 

Just come and go when the bells ring. Each class 

ls un i que and has its own special capabilities and 

interrelationships. When individuals in a class 

develop a sense of un ity and cohesiveness , and are 

!Supportive of each other, there are really no 

1 lmlts to what they can attain . Ro l e-p l ay and 

simulation demand interaction, and they encourage 

cooperation . It ls an excel lent tool for creating 
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< Haw I ey, 1975> 

Interpersonal Skills 
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Wohlklng and Gi ll (1980 ) believed that 

simulation activit i es help students to develop 

interpersonal sk i lls. They have the opportun i ty 

to exper i ment with different k i nds of behav i or l n 

an environment wh i ch wil I not be threatening . 

Sometimes games serve to i mprove students✓ 

relat ionships . A study by DeVr i es and Edwards 

( 1973) wi th 7th graders playing '' Equatlons, 11 

showed that when studen t s were placed in team 

settings there was increased peer tutoring and 

more feel lngs of sat isfacti on and en j oyment on the 

part of students. 

Role-playing ls a natural part of life ln 

society, and practicing roles helps students to 

develop empathy toward other peop le. Chesler and 

Fox <1966) emphasized the importance of this 

function in role-play i ng activities . They stated: 

All behavior l s the ref l ect i on of a role , and 
all social i nteraction J s a continuous 
sequence of i nter act i ng roles, or ro l e
playing episodes; in these terms , all the 
world ls a s t age and al l the men and women 
are actors. Cp.5> 
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Citizenship Education 

Milroy (1982) evaluated the merits of 

role-playing for developing an awareness of social 

problems. She stated: 11 There is something 

i nherent in the structure of role-play which makes 

the method an exceedingly valuable one for the 

promotion of greater awareness of the human 

condition . 11 <p.35) 

One of the major goals of education ls t o 

teach c itizensh i p, and role-play i ng ls an 

excellent method to use. Shaftel and Shaftel 

(1967> explained: 

When properly used , role-playing permits 
the kind of discovery learning which occurs 
when individuals in groups face up to the 
ways they tend to solve their problems of 
interpersonal relations .... and if under 
sk i llful guidance, young people become 
conscious of their personal value system . 
(p.9) 

Simulat i on is a unique method because it 

allows for experimentation with a life-like 

situation that wouldn ' t be possible otherwise. It 

i s especially helpful ln the social sciences where 

experiments with people or social systems are not 

physically or morally poss i ble. <Dawson, 1962> 

Another advantage is that time can be 

control led and comp l ex situat i ons can be analyzed 
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by simplifying them, or by studying one aspect at 

a time. < Adams, 1973> 

Coleman (1967> regarded simulations as 

special inventions in which children or adults 

practiced with the components of life itself. 

Abt (1969> described the activity of games to 

be a concrete learning experience for a child. As 

he gains in understanding of the structure of the 

game, he ls gaining in understanding of the 

subject which the game ls illustrating. 

Slmpllflcatlon of Learntna Tasks 

Simulations are especially helpful when 

studyi ng complex systems. The game allows for 

enough simplification to help students understand 

something which ls otherwise confusing. 

<Gillispie, 1973> Gillispie eunmarized the 

benefits of simulations in this regard: "The 

essence of simulation ls the artificial 

simplification of the universe in order to single 

out a few variables . " (p . 3> 

Simulations are helpful to most lower ability 

students because they reduce abstract ideas to 

concrete terms, making the subject matter easier 

to understand. Farran (1968> conducted a study 
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with boys who were referred to a residentia l 

school which was espec i al Jy set up to provide 

i ntensive remed ial i nstruction and educational 

enrichment to 8th graders. The students were 

designated as hav i ng average or above intellectual 

ability, but low academ i c achievement . The policy 

was to use innovation and experimentat i on to help 

them with their learning problems . The boys came 

from vastly different areas of the state of North 

Carolina, and widely varying soc io-economic 

levels. They had different abl l ities, attitudes, 

and ach i evement levels. One hundred and 

twenty-three students were div i ded randomly into 

two groupe and then i nto four groups . The students 

used three simulat i on games during an eighteen 

week session, play i ng two days a week for two 

hours at a time. The var iable being tested was 

ucontent-learning. 11 Farran found that the game 

made s i gnificant progress i n helping the students 

to weave various ideas they had learned or heard 

of before. into a frame of reference. It was 

ev ident that the whole career education experience 

took on mean i ng for them after they played this 

game . Farran also reported high motivation and 

interest ln decis i on-mak i ng , relational thinking, 

and plann i ng . 
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Lower ability students experience difficulty 

with abstract thinking, and for thls reason 

Chesler and Fox <1966) believed that these 

students need the non-verbal, acting-out 

strategies that role- playing offers. Physical 

modes of expression and self-assertion are well 

within their range of skills. 

Cohen (1970) reported in her study with 

disadvantaged students that after playing 

"Consumer," the experimental group showed greater 

knowledge of terms than the control group. The 

students also thought the game was more 

interesting and less restrictive than other 

methods. 

Cognltlve Gains 

Many researchers have been eager to f i nd out 

if the simulation method is actually superior to 

traditional ways of teaching, with regard to the 

cognitive gains made by students. In one of the 

most conclusive studies, Baker (1968) reported 

that high-school classes using an historical 

simulation performed sign i ficantly better on a 

post-test than did classes using a standard 

approach. His study Involved 131 junior high 



34 

students randomly ass i gned to four classes in 

American History. Two classes, the experimental 

group, participated in a pre-Civil War per i od 

simulation, wh i le the other two classes, the 

control group, were taught using the textbook and 

discussion perlods followed by question 

assignments. The time period for the study was 

fifteen days, and the dependent variable was 

"increased learning." Baker aaninlstered tests of 

knowledge before, and after the unit . He also 

gave a delayed posttest after six weeks. The 

experimental group had significantly higher scores 

on each of these tests. 

Similiarly, Keach and Pierfy <1972> found 

that their 8th grade geography students retained 

more facts and strategies, but no more skll Is than 

the control classes. They concluded: "Simulations 

which are properly designed are viable ways to 

teach facts ... a key factor in the game; s design 

should be the built-in opportunities to apply the 

knowledge that the game teaches." (p.37 ) 

Just as Keach and P i er-fy emphasized the 

conditions for a successful game, so did Stembler . 

<1972) He found that a simulation game taught 

cognitive- type i nformation significantly better 

than the conventional lecture method. However, he 
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warned against open-ended simulations which do not 

require pre-determined goals or conclusions. 

In another study by Livingston <1971> wi t h 28 

high school students randomly chosen for a 

business simulation, the 14 students i n the 

experimental group outperformed the 14 students i n 

the control group on two tests designed to measure 

their knowledge of business facts and concepts, 

and the i r abil i ty to evaluate business decisions . 

Livingston used five class periods for the study 

which was aimed at measuring cognitive gains . The 

difference between the two groups was 

statistically significant only for the test of 

facts and concepts. 

Some researchers have found no signif icant 

differences in cognitive gains between simulat ions 

and traditional methods. Cherryholmes <1966> 

evaluated six studies and concluded that 

simulation produced no significant differences i n 

learning or retention, but he also said that the 

effects of simulation may not have been specified 

or measured in these studies. 

Anderson (1970) uti li zed the game, 

"Consumer," to teach facts about buying and 

credit. Two hundred and eighty students, the 

ent i re twelfth grade at one h i gh school, 
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part i c i pated in the study. Intact classes were 

ass i gned to exper i mental and control groups, and 

i ndividual teachers had both types of classes . 

The e xperimental groups p l ayed two games of 

"Consumer" for six class meetings. The control 

classes s t udi ed one curr i cu l um unit on consumer 

use of lnstal lment contracts. The dependent 

variable was "knowledge of facts and concepts . " 

Anderson reported no sign i f i cant difference 

between simulation and conventional i nstruction 

with regard to factual learning . He d i d suggest 

that the game produced behav ior changes because 

the experimental group performed better on the 

credi t -compar i son shopp i ng section of t he 

"buying-a- car" test. 

Wing <1968) conducted a computer- based 

simulat i on for economics. He wanted to determine 

if t h i s technique was superior for l earn i ng bas ic 

economi c principles. The study, which lasted for 

a period of fi ve months, had a contro l class of 25 

six th graders, who were taught convent i onally by a 

very talented and creat i ve teacher, and an 

e xperimental group of 25 students who were taugh t 

mainly by the computers. Students in both groups 

performed very slmil i ar l y on the pre-test, wh i ch 

indi cated that they were closely matched. The 
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post t est r epor t ed s i gni f icant differences between 

the groups on one game, but not on the other game 

wh i ch was played. Wing noted the results as being 

ambiguous and i nconclusive in prov i ng that 

s imulat i ons resulted ln improved learning or 

retention of mater i al. One important aspect of 

the study that should be noted ls that the 

e xperimental group performed J uet as wel l, and 

better on one game, than the c ont r ol group , but 

invested only half the class time , using the 

computers, that the control group used. 

Attitudinal Changes 

Studies of the effects of simulat i on games on 

att i tude have g i ven more def i n i te results . Dekock 

<1969) reported a change in att i tudes towar d race, 

after his students p l ayed usunshine. " High schoo l 

students were more tolerant of U.S . relat i ons wi th 

fore i gn d i ctatorsh i ps after playing the 

" Inter -Nat i on " simu lati on. <Cherryholmes, 1965> 

In a study wh i ch i nvolved student acceptance o f 

t he pract ice of Jog- rol I Ing in Congress as t he 

main dependent variable , Livingston <1 971 ) 

reported that the game s i gnif i cantly influenced 

the i r fee li ngs toward Jog- roll ing i n a posi t ive 
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direction. He involved 209 randomly-chosen Junior 

high students and formed an experimental group 

which spent two forty-five minute class periods 

playing unemocracy," and a control group which 

learned by traditional methods. Al I students 

completed questlonaires before and after the unit. 

The study was repeated again by Livingston 

and Kidder (1972> and the same effect on attitudes 

was reported. In this study, he used 218 hlgh 

school students, 15-16 years of age. 

Questionalres were used before and after the 

simulation exercise. 

Optimal Placement lo Curriculum 

Some studies suggested an optimal time to use 

simulations in the curriculum to enhance learning, 

but the suggestions were not consistent. 

Kidder and Aubertine (1972) found that the 

greatest attitude change in their study was after 

the first round of the game. They involved 63 

high school seniors in the game of "Ghetto." The 

three experimental groups and one control group 

consisted of mostly middle-class white students. 

Three rounds of the game were played, and it was 

expected that after that amount, the greatest 
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attitudinal change would take place. Based on the 

results of the study, Kidder and Aubertine 

suggested using games at the beginning of each 

unit to create more realistic attitudes toward the 

subject to be studied. 

Farran (1968) found it more beneficial to use 

games as a way to integrate all other information 

learned previously. He suggested their use at the 

end of a unit. 

Others concluded that the place for a 

simulation depends on what the teacher ' s goals and 

objectives are. 

Effect on Teacher ' s Confidence 

Some research shows that using the techniques 

of role-playing and simulation increase a 

teacher ' s confidence . Lehman <1969) reported the 

following conments made by teachers-in-training at 

the University of Texas after using techniques of 

role-playing: 

The major benefit that I feel I received was 
in learning how to read the non-verbal 
conmunication of the class. Cp . 55> 

This session led to unanticipated questions, 
problems, etc. Corrmunicatlon leads to 
understanding which leads to cooperation , 
which results in progress . .. You don ' t stub 
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your toe, i f you stand st ill. (p.55) 

I ' ve become so much aware that the teacher
student relationship ls personal that it 
involves feelings, concern, understanding 
from both sides . I think I can walk into a 
classroom confident ln being myself and 
willing for the students to be themselves. 
( p .55) 

Teachec Expectations 

Teacher expectations can be very powerful in 

determ i ning the success or fa ilure of students i n 

their classes . <Rosenthal and Jackson , 1968> 

Dukes and Se i dner (1978) believed that 

simulations disrupt negative behavior patterns 

which sometimes develop between teacher and 

student . The game usually encourages those 

students who wouldn ' t normally participate to 

become involved, and since the teacher has taken 

on a more supportive role, it creates the 

possibility for positive feelings to develop. 

SuQJQatlon of Reseaccb 

A surrmation of the research l s positive for 

those who support the method , and yet l t reveals 

several inconsistencies. Megary <1977> designated 

three main problems: 1) Game directors ' methods 

are not standardized. 2) There ls no agreed-upon 
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cr i teria for evaluation. 3) There ls no on-going 

systematic program of research on the major 

variables. 

Guetzkow (1962> warned users against games 

that did not validly model the necessary 

attributes of the real system; the results of such 

simulation would not be an accurate reflection of 

reality. This is, of course, the responsibil i ty 

of the game des i gners, but many companies refuse 

to evaluate their games. 

Oftentimes, authors of evaluation studies are 

the originators of the s i mulations which they are 

supposed to review. < Taylor and Walford, 1972> 

Heitzman (1974) considered the effects of the 

teacher, as the game manager, on the educational 

outcome of the game. If the simulation fal led, it 

is difficult to conclude whether lt was the 

simulat ion itself, or the fault of the teacher . 

Because of the complexity of human behavior, 

Malanent and Bronste i n (1973) bel i eved there wil I 

never be precision ln the research studies on 

s imulations. 

Most, but not all , of the research reported 

ln this paper involved single studies. The most 

consistent statement by researchers is that they 

suggested their particular studies should be 
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replicated in a different setting to provide more 

substantial evidence. 

Overall, the consensus of most researchers 

and users of simulation and role-play methods is 

that they are valuable tools which should be 

incorporated into the curriculum and used 

alongside of other techniques. The teacher/ s 

goals and objectives wil I determine when, where, 

and how they should be used. 

State Influence on Curricu)um 

In 1986, the State of Missouri set State 

guidelines for social studies in a publication 

entitled, "Core Competencies and Key Skills for 

Missouri Schools . " The fol lowing is their listing 

of six broad goals for American Government: 

1. Understand and apply basic principles of 
our political system. 

2. Understand basic institutions and 
processes of law-making, law-enforcement, and 
law-interpretation. 

3. Understand rights and responsibilities of 
citizens in democratic societies. 

4. Understand the processes by which citizens 
may help resolve disputes and influence 
policy-making. 

5. Analyze real and hypothetical cases ln 
relation to persistent issues of government 
in American society. 



6. Apply analytic skills to political 
messages and discussions. 
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Each goal ls fol lowed by several specific learner 

objectives. Those objectives which are tested by 

the State are specifically designated. The other 

objectives are tested locally. In addi tion there 

are other general social studies goals with 

specific learner objectives. At the beginning of 

each section it is stated that the guidelines are 

not meant to be a limitation on the teacher ; s 

normal choice of activities, but should be 

i ncluded in what is usually taught. 

In an interview with Dr. Warren Solomon, 

Director of the State Department of Elementary and 

Secondary Education, <August 11, 1988) the 

fol lowing information was obtained concerning the 

influence of the State of Missouri on local school 

curriculums. All students in the State are 

required to take the Missouri Mastery and 

Achievement Test <MMAT) which is derived from the 

Core Competency Guideline. Dr. Solomon stated 

that it would be sad if school districts would 

adopt the State guidelines as their currlculums. 

He felt the best way to create a curriculum ls for 

the teachers, and perhaps other professionals and 

interested persons, to decide what i s important 
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for students to know, and to write their own goals 

and objectives. The next step would be to look at 

the State guidel i nes and other sources and then 

add or revise. The idea is to include the State 

guidelines in what the teacher is already do i ng i n 

his/ her classroom. The State requirements for 

American Government are that each student must 

pass a locally acininistered test for that subj ect 

before he can graduate. The content of the test 

is dec i ded upon by the local districts . 

Local currlculums 

After reviewing the curr i culums of St. 

Charles, Fort Zumwalt, Pattonvllle, and Franc i s 

Howell, the fol lowing observations were made: 

1. The basic organization of the curriculums 
differed greatly . 

2. Only one of the curriculums listed methods, and 
it was a definite cognitive approach. 

3. One followed State gu idel i nes very closely, the 
others included much more. 

4. The basic content was very similiar, but 
objectives and goals were different. 

The author also found through requesting the 

curriculums that some d i stricts did not have 

complete currlculums, or they had not been revised 
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for a number of years . A few had only course 

gu l de 1 i nes. 

The American Government currlcu l ums rev i ewed 

conta i n numerous goals wh i ch wll l hopefully be 

achieved . Ul t imat el y , the task of i mplement i ng 

t hese goals rests wi t h the classroom teacher 

through the use of innovat ive I nstruct i onal 

methods. Idea ll y, the curr i culum should blend 

affect i ve and cogn i tive exper i ences . Adams ( 1973> 

be li eved there should be a more human curri culum 

coordinating the cogniti ve and affect i ve 

approaches, teach i ng to the hearts and mi nds of 

ch i I dren . 

Canponents of tbe Ideal cuccicuJum 

George I. Brown (197 1 > has co i ned the term 

11 confluent education, 11 wh i ch combines both 

cognit i ve and affect i ve learning . Cogn i t i ve 

learning refers to the act i vit y of the mind, and 

affect i ve l earn i ng refers to how the learners fee l 

about want i ng to learn, how they feel as they 

learn , and how they feel after they have learned. 

He stated: 

Confl uen t educati on descr i bes a ph il osophy 
and a process of teaching and l earn i ng i n 
wh i ch t he a ffec t ive doma i n and the cogn i t ive 
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doma i n flow together, like two streams 
merging Into one r l ver, and are thus 
integrated in i ndividual and group learning . 
(p.11) 

Affective education stresses the development 

of warm human relationships ln the classroom. Lyon 

<1970) explained the consequences of emphasizing 

the lntel lect at the expense of the emotions: 

Education traditionally has emphasized the 
development of the cognitive capacities of 
its students. The nurturing of the affective 
or emotional side of the student . .. has 
either been neglected or left to the 
individual, his family, or chance. All too 
often chance prevails and the result becomes 
a half-man, who like his teachers, has been 
educated at best, to function effectively on 
only the intellectual plane.<p . 18> 

Good currlculums provide students wi th 

intellectual. social, and emotional experiences. 

A proper balance between al I of these should be 

the goal of the schools. Paul Gooanan (1964) 

addressed the problem in quite a direct manner : 

It ' s in the schools . . . rather than at home 
or fran one ' s friends that the mass of 
citizens in all classes learn that life ls 
inevitably routine, depersonalized, venally 
graded; that It is best to toe the mark and 
shut up; that there ls no place for 
spontaneity, open sexuality, free spirit. 
Trained in the schools, they go on to the 
same quality of jobs, culture, and polit i cs. 
This ls education, miseducatlon, specializing 
to the nat i onal norms, and regimenting to the 
national needs. (p.21) 



CHAPTER THREE 

INTRODUCTION TO THE CURRICULUM 

This curriculum ls designed with the 

fol lowing sequential order in mind: Legislat ive 

Branch, Executive Branch, Judicial Branch. 

Central to one ~s comprehension of how our 

government operates ls an understanding of the 

law-making process. The American Congress is the 

great "synthesizer of ideas" creating the best of 

laws for a democratic nation. Representing the 

people and the interests of this country is the 

task which the founders of our government thought 

was most important. The Constitution, Intact, 

begins with 0 Artlcle I, The Legi slative Branch . " 

It is the longest article and the most detailed. A 

complete analysis of the operation of Congress and 

its relation to the other branches of government 

Jays the foundation for a greater understanding of 

the entire governmental system because the heart 

of the American government is Congress-at-work. 
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The study of the Legislative Branch begins 

with basic general facts involving the function 

and structure of Congress which students should 

know in the beginning of the unit. The next two 

activities deal with broad facts, and they 

function as important background knowledge in 

which students are defining the specific powers of 

Congress, and then distinguishing between the 

differences of the two houses. Simple 

role-playing exercises are given for the first 

three activities of the unit to acquaint students 

with this technique and help them to initially 

become more involved In the material and more 

active in class. As an understanding of politics 

is basic to understanding congressional action, 

the next step ls to examine the pol it l cal 

organization of Congress. Diagrams provide 

students with a simplified visual picture of a 

complex system, otherwise difficult to comprehend. 

Now inside the system, the curriculum natural Jy 

proceeds to focus on more specific, essential 

elements such as lobbyists and conmittees. As 

stated in Chapter Two, students seem to learn best 

by doing; In the next two activities, they become 

the lobbyists and the conmlttee members, and act 

out their roles ln the system. After examining 
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the components of the legislative system, students 

wll I be ready to view the bil I-to-law process as a 

whole. Once the process of law-making is 

understood, it ' s Important for students to realize 

the effects of political factors on the behavior 

of congressmen, and thus on the bill - to-law 

process itself. It ls important for students to 

be aware of the postive and negative aspects of 

the law-making system. A distinction must be made 

between the ideal system and the real system in 

order that students obtain a true picture of how 

the Legislative Branch operates. The true story 

of the uEmergency Energy Bil 111 ls used here so 

that students may examine the system as i t 

operates in reality. The final activity of this 

unit, a s imulation of Congress-in-action, requires 

that students utilize the information and sk i lls 

attained thus far, to conduct a realistic 

dramatization of Congress-at-work. This event 

acts as a synthesizer of student ' s knowledge about 

the American Legislative system. 

The first lesson of the Executive B 

begins logically wlth identifying the ln 

requirements for becoming presldent. An 

~ 
·--= 3, 

a / 
~ ..... , 

~~ 
inquiry- type approach helps students to draw 

conclusions as to the type of person who ls most 
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likely to attain this office. It ls the electoral 

process which puts a president in office, so the 

electoral simulation ls appropriately placed in 

the beginning of our study of the Executive 

Branch. Crucial to one ; s understanding of the 

Executive Branch ls their knowledge of roles the 

president plays, and the powers he has as the 

leader of the nation. Activity three ls then 

followed by a role-playing exercise wh i ch gives 

students a chance to act out the presidential 

roles and increase their understanding of exactly 

what each role entails. A brief examination of 

the role of vice-president ls appropriate at this 

poi nt. Excerpts of opinions from past pres i dents 

and vice-presidents are used to give students 

insight into this unique role. The president ls 

not alone in running this nation, and at this 

point students are ready to investigate the 

bureaucratic support system which helps the 

president carry out his office. It ls important 

to use real historical events in order to provide 

concrete examples for students. This lesson is 

then followed by a simulation of a national crisis 

ln which students will themselves act as the 

bureaucratic support system for the president. 

This activity increases student ; s comprehension by 
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providing a live dramatizat i on In which they are 

required to emulate the actions of the president ; s 

staff ln a crisis s i tuation. The students should 

now understand the overal I operation of the office 

of the presidency and the executive bureaucracy. 

Therefore, the lesson which follows examines the 

checks on a president ; s power by the other two 

branches, and by the American people. A real 

example of presidential abuse of power is given i n 

the hypothet i cal trial of Richard M. Nixon. This 

case encourages one to th i nk about what the abuse 

of power really means, and to determine in one ; s 

own mind the limitations of a leader"s power . The 

role of the president as party leader is 

exemplified in the appo i ntments he makes to many 

positions, but it ls especially shown in hls 

Supreme Court nominations . This activity, which 

examines the role of political parties in the 

Executive Branch, points out how a president can 

have his philosophy and influence carried on for 

years after he ls out of office, by his 

appointments to the Supreme Court. 

The previous lesson leads naturally to the 

th i rd branch of government, the Jud i c i ary, where 

students wil 1 begin by learning the informal 

requirements for federal judges are determined by 
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the president, as he has the power to appoint al 1 

federal J udges. In the f o l low i ng activity it is 

important t o have a pr imary understanding of t he 

structure of the courts and their Jur i sd i ct i on i n 

cases . That know ledge wil 1 be reinforced ln the 

third lesson where students wl l I themselves deci de 

ln wh ich court a case wl l 1 be heard . Students are 

now prepared for a more intr i cate examination of 

the role of the Judicial branch i n our government . 

It ls essential to understand the concept of 

Mjudi c1al rev i eww because the primary role of the 

Supreme Court is to i nterpret the law and ac t as 

the wguardians of the const i tut i on 11
• The TinKer 

case, wh ich deals wi th students' rights i s an 

excellent case to use because it ' s simple and 

students can easily relate to it. The power of 

the Judicial Branch ls underest imated by many. In 

the case of "Brown v. Board of Educat ion 11
, 

students can readil y c i te the impact this dec ision 

had on American soc iety , and the poten ti al power 

that the Court possesses. In an attempt t o 

re i nforce understanding of the special power o f 

the Court , f i ve lancinark cases deal i ng wi th f i rs t 

and fourth amencinent rights are presented to 

students who wil 1 emulate the use of the power of 

Judicial revi ew. In the nex t three acti vities 
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students wlll focus on the entire J udicial system 

and how it effects the American citizen. The 

concept of "due process 11 ls broken down into nine 

step9 so that students may plainly understand 

proper legal treatment in the sequential order ln 

which it ls supposed to happen. Once again, a 

distinction between the ideal and the real system 

should be made . Students wll I see that criminals 

do go free sometimes, and they will also evaluate 

our criminal Justice system after viewing both 

sides of the Mexcluslonary rule " issue . The Gaul t 

case ls used because it deals with Juvenile 

rights. Students will compare due process r i ghts 

of adults with those of Juveniles. The 

culmlnatlng activity for this unlt ls a simulation 

of a murder trial. Students wil I have the 

opportunity to demonstrate courtroom procedure, as 

wel l as become acqainted with legal concepts and 

terminology . The trial ls intended to be a 

synthesis of knowledge attained ln this unit 

because the American right to a fair tr i al-by- j ury 

reflects the philosophy of our Judicial system, 

"innocent until proven guilty." 

The cognitive goals and objectives for this 

curriculum are based on the object i ves and course 

outline for American Government in the Franc i s 



54 

Howell School District. St. Charles. Missour i. 

Franc i s Howe I 1 ✓ s curriculum contains only 

cognitive-based objectives which the author 

believes to be inadequate for a wel I-balanced and 

effect i ve educational plan . Therefore. the 

curriculum presented here will expand on the 

district / s curriculum and include affective goals 

and objectives. and thereby encourage affective 

learning. 

The affective goals and obj ectives for this 

curriculum are based ma i nly on three sources: 1) 

the opinions of the various experts who support 

the use of simulations and role-playing. and whose 

thoughts and research are contained in chapter 

two. 2> the opinions of educational psychologist s 

and theorists who have given us their i deas on 

educational issues. and whose thoughts are also 

contained in chapter two. 3) the author / sown 

experiences in the classroom. 

The maJor goal of this curriculum ls to use 

role-playing and simulat i on methods for the 

purpose of blending cognitive and affective 

experiences in the right proport i ons so as to 

provide the student with an optimal learning 

format. in an environment that promotes 

involvement, motivation, and experiential 
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learning, which ls, once aga i n. the environment 

reminiscent of childhood that encouraged 

creativity, self-re li ance, and unending 

inquisitiveness. 

Long Range Goals 

After completing the study of the executive, 

legislative , and Judicial branches of American 

Government, the student will : 

1. Understand the maJor philosophical and 
organizational elements of the American system of 
government. 

2. Understand and appreciate the meaning of 
democracy and lts unique American form. 

3. Develop an awareness of the strengths and 
weaknesses of the American governmental system. 

4. Develop the skills and attitudes necessary to 
be an active participant in a democratic society. 

5. Support consistently, the Amer i can democratic 
system through active political partlcipatlon. 

6. Perceive the American governmental system as 
something which is accessible to the average 
citizen. 

7. Experience feelings of confidence and control 
l n exercising the rights and responsibilit i es of 
Amer ican c i tizenship. 

8. Cultivate the use of the i ntellect and emotions 
ln experiencing knowledge, making decis i ons, and 
forming values . 

9. Understand, appreciate, and support the concept 
of law and order in our society. 
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Intermediate Ranae Ob,1ecti ves 

After completing the study of the three 

branches of government, the student wil l : 

Legislative branch 

A. Describe the basic structure and function of 
the legislative branch of government. LRG 1, 
2, 3. 

B. Cite the powers given and denied Congress 
by the U. S. Constitution. LRG 1, 2, 3. 

C. Distinguish between the unique powers of the 
House and those of the Senate. LRG 1, 2, 3. 

D. Identify the requirements, allowances, and 
privileges of members of the House and Senate. 
LRG 1 , 3 . 

E. Illustrate the political organ ization of 
Congress, and the role of political parties ln 
our democratic system . LRG 1, 2, 3 , 4, 5, 6, 
7, 8. 

F. II lustrate the procedural steps in the 
bill-to-law process . LRG 1, 2. 3, 4 , 5, 6 , 7, 
8, 9. 

G. Demonstrate the important function of 
cormnittees l n Congress. LRG 1 , 2, 3, 4, 5, 6, 
7, 8, . 

H. Dramatize the role of lobbyists in the 
American governmental process. LRG 1, 2, 3, 
5, 6 , 7. 

I. Demonstrate ways in which citizens can 
influence the pol i tical system. LRG 1, 2, 3, 
4, 5, 6, 7, 8. 

J. Examine positive and negative aspects of the 
law-making system. LRG 1, 2, 3. 

K. Explain the electoral process and how 
political factors influence the behavior of 
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congressmen. LRG 1, 2, 3, 5, 6, 7, 8. 

L. Identify the checks on congressional power. 
LRG 1, 2, 3, 9. 

Executive Branch 

A. Demonstrate the basic organizat i on and funct ion 
of the executive branch. LRG 1, 2, 3. 

B. Cite the constitutional and inherent powers 
of the pres ident . LRG 1, 2, 3. 

C. Demonstrate the different funct i onal roles the 
president performs as he carr ies out his job. 
LRG 1, 2, 3. 

D. Identify the checks on the president ' s power 
and explain h i stor i ca l e xamples of presidentia l 
abuse of power . LRG 1, 2, 3. 

E. Analyze the bureaucrat i c support system 
which helps a president to make dec i sions and 
fulfill the responsibilities of his office. 
LRG 1, 2, 3. 

F. Ident ify the i nformal requirements of the 
pres i dency. LRG 1, 2, 3. 

G. Demonstrate the electoral process for the 
presidency from primar ies to the i nauguration. 
LRG 1, 2, 3, 4, 5, 6, 7. 

H. Recogn i ze the un i que role of the 
vice-president. LRG 1, 2, 3. 

I. Examine the role of pol i tical part i es l n the 
e xecut ive branch. LRG 1, 2, 3, 4, 5 , 6 , 7. 

Judicial Branch 

A. Describe the basic organization and function 
of the J udicial branch of government. LRG 1, 
2, 3, 9. 

B. Identify the formal and i nformal requirements 
for becom i ng a J udge . LRG 1, 2, 3. 



C. Emulate the powers given to the Judicial 
branch of government . LRG 1. 2. 3, 9. 

58 

D. Describe the role of the Judiciary in the 
American governmental system. LRG 1, 2 , 3, 9. 

E. Explain the principle of Jurisdiction as it 
applies to federal, state, and local court 
cases. LRG 1, 2, 3, 9. 

F. Interpret the concept of "Judicial review" . 
LRG 1 , 2 , 3 , 9 . 

G. Cite the impact of Supreme Court decisions on 
society . LRG 1, 2, 3, 9. 

H. Demonstrate the concept of "due process of law" 
LRG 1, 2, 3, 4, 6, 7, 9. 

I . Demonstrate courtroom procedure. LRG 1. 2, 3, 
4, 6, 7, 8, 9. 

J. Recognize the role of political parties in the 
Judic i al branch. LRG 1, 2, 3. 

The fol lowing obj ectives apply to the study 

of all three branches of government. 

Aa . Develop decision-making skills essential for 
life in a democratic country. LRG 1, 2, 4, 
5, 6, 7, 8. 

Bb . Develop the capacity to respect and accept the 
opinions of others, especial Iy those that may 
express the minority viewpoint. LRG 1, 2, 3, 
4 , 5, 6, 7, 8. 

Cc . Expand the ability to COOIDunicate ideas and 
opinions effectively. LRG 4, 5, 6, 7, 8. 

Dd. Enhance interpersonal and social ski! Is. 
LRG 4, 5, 6 , 7, 8. 

Ee. Develop th i nking ski I Is which pertain to the 
active acceptance and creative man i pulat i on of 
knowledge LRG 4, 7, 8. 
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Ff. Cultivate the use of the natural inquiry-type 
learning methods associated with childhood. 
LRG 4, 5, 7, 8. 

Gg . Foster the ability to empathize. LRG 4, 8. 

Hh. Develop the capability to formulate one ' s own 
ideas, opinions, and values. LRG 4, 5, 7, 8. 

Ii. Demonstrate the art of compromise. 



CURRICULUM 



LIGISLATIVI BRAID 

~IV~ 

The student wi 11 be able 
to _,...strate thinking 
skills of flexibility and 
application to ccapoee an 
Interview which will 
Illustrate basic facts 
about the Bouse and Senate 

IRO A, D, Ee 

ACTIVITY 

After reading Cl\apter 5 
in •clean Goverwnt, 
pp. 83-100, and CCIIIPleting 
• Facts About Congress• 
worlt!heet, students wi 11 
devise a three-11inute 
Interview for a 
congresman based on 
lnforaatlon found on the 
worlt!heet. ~e student 
will play the role of 
reporter, while the other 
student will portray the 
congressaan. 

Interviews will be 
conducted before the claes. 
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IYALOMICli 

<Ala I it y of quest I ODS 

asect. 

ao, accuracy on 
student responses 
for interview 
questions based on 
general facts about 
the Bouse and Senate 



LIGISLATIYB BRAID 

OIJICfIYBS 

Students wi ll use an 
ln91iry-type learning 
approach , and In a 
cooperat ive group declslon
aatlng exercise, wi ll cite 
powers given and den ied 
the U.S. Congress. 

IRO B, Ee , Ff 

ACl'IYITY 

Using a copy of the U.S. 
Const itution Art icle I , 
Section 8, Clauses 1-18, 
students will, using an 
ln91lry-type approach, 
decide by a&Jorlty vote, 
If they have the power 
to carry out each of the 
20 specific funct ions 
wh ich the teacher wi ll 
give them In I i sted for11. 
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BYALUATI<». 

Student ' s correct 
rffP()nses to a 11 st 
of 20 powers given 
or denied Congress. 

80\ accuracy 



LIGISLATIYI BIWDf 

Olm.'TIYIS 

Students wi ll foraulate 
and express their own 
Ideas as they distl~19h 
between the unique pc:,wers 
of the House and those of 
the Senate. 

IRO C, Hh 
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ACl'IYITY IYAUJATimi 

After l isting the powers eo, accuracy on 
that belong to the Senate, student' s responses 
and the House, and to both, to quest ions about 
students will be presented apeciflc powers of 
with a 11st of the House and 
perraental tass for Senate. 
the legislat ive branch. 
Students wl 11 decide who 
has the Jurisdiction over 
these specific tass. 
Students will use Art icle I, 
Sections 1-7 of the U.S. 
Const itut ion and Qiapter 5, 
pp.83-tOO in •clean 
Goyer,-,nt. 



I.DilSIATIYI IRAll:8 

(aJD;TIYIS 

Students wi ll practice 
lnterper90llal and social 
!kl I ls In sal I groups as 
they create an 11 lustrat ion 
of the pol it lcal 
organization of Congress. 

IRO A, £, Dd, Ke 

ACl'IVffi 

Students will read ch. 6, 
pp. 1os-11e, In wclcan 
Goyerwot. take notes, 
participate In class 
discussion , and then break 
up into groups of four to 
create a poster-diagram of 
the organization of 
Congress. lac:h group w 111 
then explain their diagr• 
to the class. 
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IYALUATl(li 

Political accuracy 
of diagras which 
depict 
~ ional 
organizat ion. 

~al ity of 
student ' s 
explanations of 
their diagrams. 

At least three 
maJor pol lt lcal 
el ements shoul d be 
represented. 



LIGISLATIVI BRAID 

Students will ex•lne 
their personal values, 
construct their own 
opinions, and 9111>ath lze 
vlth the opinions of other 
students as they draaatlze 
the role of loti>ylsts lo 
the t.rlcan goverrantal 
process. 

IRO H, Hh, Gg 

ACl'IYITY 

After def ining the 
function of loti>y lsts 
ln Congress, students 
wl 11 study a bl 11 to 
create a syst• of 
social ized •diclne in 
the United States. 
Students vl 11 break up 
lnto groups represent ing 
the loti>ys involved, 
OiMCP, Gray Panthers, 
White House Looby , 
t.rican Medical Assoc .> 
and deve lop reasons for or 
against the bi ll fr<11 the ir 
loti>y' s point of view. 
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Abil ity of students 
to role-play the 
Interests and goals 
of their loti>ys. 



LIGISW'IYI BRAID 

Students wl 11 fen and 
express their opinions, 
llake decisions, evaluate 
their political s ituat ions, 
and practice the art of 
cmprmlse as they 
deaorlstrate the l111POrtant 
fu:nct ion of cm11l ttees In 
Con~ess. 

IRO G, Aa, Bb, Cc, Dd, Hh, 
11 

ACl'IVITY 

Students v i ii participate 
in the Slailatlon, 
'Ccaittee• , carrying out 
the following act ivit ies: 
reading the bill, playing 
the role of their party 
in deteralnlng their stand 
on the bill , speaking for 
or against the bill, 
part icipat ing in a public 
hearing, being a lobbyist 
and offering votes or 
calll)al~ contributions In 
exchange for s,pport of 
the ir side, persuading 
others to vote for their 
s ide , logroll ing and 
general polit lklng, and 
fina lly, deciding whether 
or not to report the bill 
to the aain floor of the 
house. 
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IVALa\Tia. 

Level and qual ity 
of participation 
and accuracy in 
role-playing 
their poli tical 
part in the 
slailation. 

Student 
quest i ona I re 
assessing the 
slailat lon. 



LIGISLATIVI IIIWD 

~IYIS 

Students will CCJlp09e 
literary i llustrations 
which express the proceotral 
steps In the bill-to-law 
process. 

IRO A, E, F, G, I, Ee 
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ACTTYITY IYALDATICli 

After studying about the 
"bill- to-law• process, 
students will be able to 
role-play a bill and 
describe the step that 
ccaes before or after the 
step described by the 
teacher. 

Students will view a 
fl lmtrip on the"Select lve 
Service Act• and take note 
of the legislative steps 
as It aoved throu~ 
Congress on 1 ts way to 
becaalng a law. 

Students wi ll write a 
narrat ive description of a 
bi ll as it proceeds throuril 
Congress. This descr ipt ion 
should include at least two 
types of act ion wh ich wou ld 
slow a bl I I doWn, and two 
wh ich would speed It up . 

Numer of correct 
answers out of 20. 

en accuracy. 

!Aiali ty and 
accuracy of 
narrative 
description in 
listing the steps 
of the bi l l-to-l aw 
process. 



LIGISLATIVI IRANC8 

~IYIS 

Students wi 11 ana I yie and 
evaluate a typical schedule 
of a U.S. CongreS!llaD, 
Identifying the pol ltlcal 
chectcs on coogressional 
power. 

IRO I, J , I, L, Be 

ACTIYlff 

Students will read pp. 
125-127, in tsclcao 
Gcwerrwent . <atypical 
day In the life of a 
senator> and I 1st the 
activities of the senator, 
deciding how he spends 
ac,et of his ti•, who he 
Is .etlng with , and how 
.,ch tiae Is actually 
spent studying proposed 
bl I ls, and the problCIIS 
our nation faces. 

Students will circle 
those act ivities of the 
Senator which ml~t act 
as a check or inf luence on 
his political behavior. 

Students will re-write 
this schedule, changing it 
in ways they feel ■l~t 
result in Improved service 
to the country and Its 
cit izens. 
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IYALOATICI 

Correct answers 
concerning the 
senator' s schedule. 

~ality of class 
discussion. 

~ ■lni- of five 
checks should be 
I lsted. 



LEISLATIVI ~ 

<&m.i'IVBS 

Students will exaaine and 
evaluate the law-tlaklng 
syst• identifying the 
positive and negative 
aspects of It. 

IRO A, E, J, Bb, Ee 

ACTIVITY 

After reading a case 
study, "The !llergency 
Energy Bill", pp. 120-
124, In fwrlcan 
Goverraent. students 
will list positive and 
negative a!l)eets of the 
systea as they read how 
the b 111 aoved throu~ 
the legislative syst•. 
Students wl 11 discuss 
their ~ lnions. 
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Correct 
Identification of 
at least three 
positive and three 
negative aspects of 
our law-mak ing 
systea. 



LIGISLATIV! IRAliCH 

SJICl'IVIS 

Students viii apply 
knowledge, analyze, and 
evaluate, as they llilke 
decisions, accept opinions 
of other students, and 
ccaunlcate ideas in a 
<i'.at lzat lon of the 
operation of the U.S. 
lav-aaklng system. 

JRO A, E, F, G, H, I, J, 
L, Aa, Bb, Cc, Dd, Ke, 
Ff, Gg, Hh, Ii 

ACTIVITY 

Students viii si.ulate 
the legislative process, 
dividing into House and 
Senate and pol itical 
part ies. Students viii 
propo9e bl I ls, deal with 
student loobyists, debate, 
vote, and repeat the 
process in each Bouse of 
Con~ess. 
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!YALUATICli 

Level of 
involveaent by all 
students. 

Accuracy In playing 
assigned role. 

Student 
quest lonalre 

The student-president may 
sl~ or veto. Two-thirds of 
both Houses may pass l t over 
the president ' s veto. 

Students will participate 
in a de-briefing activity. 



IXmrrIYI IRNl:lt 

m.JD:Tlm 

Students will use inciJctive 
thinking procesees as they 
investigate and identify 
the lnforaal requlreaents 
of the presidency. 

IRO f, Dd, ff 
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ACfIYiff IYALDATI<li 

Students will divide into 
groups of four, read a 
short bibliographical 
aaary of ten 
presidents, and answer the 
following questions. 

t> What type of social/ 
econc:aic class was this 
president a part of? 

2> Where did he receive his 
eciJcatlon? 

3> How did he get started In 
his career? 

◄ > What was his f lrst aa.Jor 
position? 

5) How did he attain this 
position? 

Identification of 
at least three 
lnforaal 
requlreaents for 
the office of U.S. 
President. 

Each group wl 11 report to the 
class, and the class wi ll try 
to identify ccaon eleaents in 
the backgrounds of these 
Presidents. 



IX!Cl1l'IVI BRMC8 

OBJICTIVIS 

Students will fora opinions, 
cc.unlcate Ideas, practice 
interper90nal and social 
sills, as they dellonstrate 
the electoral process for 
the president fraa primaries 
to inau~at ion. 

IRO G, Aa, Bb, Cc, Dd, Ee , 
Ff , Gg, Hh 
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ACTIVITY IVALUATICli 

Students wi 11 carry out 
a CClll)lete siailatlon of 
the electoral process £rm 
prlaarles to Inau~ration. 

~allty of 
student' s notes and 
observations £ran 
the siatlation 

Step t: student candidates 90% accuracy In 
will register to enter the descr ibing steps. 
race. 
Step 2 1 student-candidates 
will give speeches In the 
tlve-11lnute reserved port ion 
of each class period. 
Step 3: class wi ll divide 
into parties and wil l choose 
the final candidate. 
Step ◄: students wil l begin 
formal caapalgning. 
Step 5: students wi ll elect 
the electors 
Step 6: student-electors will 
elect the President. 
Step 7: student-president wll I 
be inau!Jlfated. 

Students will write an essay 
describing the steps of the 
electoral process. 



IXlaJTIVIBRAl«:8 

<aJ..-rIVIS 

Students will cite the 
constitutional and Inherent 
powers of the president. 

IRO A, B, C, B, I 
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ACTIVITY IYALOATim. 

Students viii read an 
account of a day In the 
l lfe of Lyncm B. John9011 
as Presl dent. 

Foe each ti• period 
students viii identify 
constitutional or inherent 
powers as90Clated vith the 
presidential taek at hand. 

Students will also Identify 
presidential roles for each 
ti• period. 

Correct 
Identification of 
at least two 
constitutional and 
t\10 inherent powers 
of the president . 

Correct 
ldent1flcation of 
seven act ivit ies 
which portray the 
seven roles of the 
President. 



IXmJ'l'IYI IRMCH 

mm:?Im 

Students wi 11 practice 
lnterper90f'lal and group 
90Clal aid I ls as they 
dlaollstrate the different 
functional roles the 
president perform in his 
position. 

IRO 8, C, Cc, Dd, Ee 

ACl'IYiff 

After studying the 9even 
aaln roles of the 
president, students will 
breatc up into groups of 
five, and COIIIP09e s i ts 
wh ich portray the 
presidential role assigned 
to thea. 

7 4 

!VALDATI«-

Accuracy of 
student ' s portrayal 
of the particular 
presidential ro le 
in the ir Skit. 



lm:ut'IYI IRMC8 

m.m:?IVIS 

Students will recognize 
and express oP In Ions on 
the unique role of the 
Vice-President. 

IRO 6, Cc, Ill 
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M.'TIYiff BYALUATIClt 

Students wi ll read several 
excerpts In the opinions 
of fcner Presidents about 
the off Ice of 
Vice-President. 

Students will read excerpts 
of opinions of fcner Vice
Presidents about the office 
of Vice-President. 

Students wi ll give their 
reactions to the above 
readings and the ir op inions 
on what they ■ight have the 
Vice-President do, If they 
were the President. 

~al lty of 
student ' s opinions 
based on readings 
about the Vice
Presidency. 



IXmJTIYI IRAIDI 

Students will analyze 
the bureaucratic s.ipport 
syst• which helps a 
president to lllke decisions 
and f u I fl II the 
responsibilities of his 
office. 

IRO A, E, Aa , Iii 

ACl'IYITY 

Students will study a 
dla..-• of the 
organizational structure 
of the Executive Branch, 
fr<11 president to support 
agencies. 

7 6 

IVALUATl(lt 

Quality of class 
discussion . 

Ability of students 
to analyze how 
presidential 
decisions are made, 

Students will view a who ls Involved In 
fi l11Strlp which depicts aaking th•, and 
two historical crisis the process that Is 
situations, the decision used in Executive 
to use the A-balb, by decision-making. 
Harry Tnaan, and the CUban 
Missie Crisis of the John 
Iennedy Acalnlstratlon. 

Students wl 11 record the 
steps of the decision-Eking 
process as they occurred In 
each crisis and pinpoint how 
a president makes decisions. 

Class wi 11 discuss 
their observations. 
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I 
I 

(&JICl'IYIS 

Students will ex•lne their 
values, aake predictions, 
engage l n f orecastl ng, and 
evaluation, as they 
dellonstrate the basic 
organization and function 
of the execut Ive branch. 

I.RO A,!, Aa, Cc, le, Ff 
tll 

ACl'IYin 

Students will sia,late 
the process of 
presidential declslon
aaklng in a National 
crisis. 

Students role-playing 
Cabinet Mllbers and 
advisors wl 11 be cal led 
upon to give pert inent 
infonaation and advice. 

The student role-playing 
President vi 11 aake a 
dec is ion after receiving 
the lnfoniation frCJD his 
staff. 

The class vi ii participate 
In a de-brief ing exercise. 
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IYALUATl~ 

Student ' s accuracy 
In role-playing 
their part in the 
crisis, and the 
working 
relationships wh ich 
exist between the 
President and his 
staff. 



BXmJTIYI 8RMC8 

mJICTI~ 

Students will interpret and 
apply the law to 
president la I act Ions, and 
will !lake Judgeaents 
concerning their 
constitutlonality as they 
ident lfy chectcs on 
president ial power. 

IRO B, D, Aa, Cc , Ee , Ff , 
ti\ 
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ACTIVITY IVALUATilli 

()le student will act as 
President, and role-play 
the carrying-out of 
various presidential 
powers and 
responsibil ities. 

Const itut ional 
accuracy of 
student ' s dec is ions 
to chectc or not 
chectc the president 

Other students who vi 11 
role-play the Supreae Court 
Justices, eon~. and the 
Aarlcan people, vi 11 voice 
their 'chectcs• on the 
President when they have the 
legal rl~t to do so, or when 
they think It Is necessary . 

'lw-thlrds majority vote ls 
required to check the 
President. 



ll<m1l'IYI IRAIC8 

~IYIS 

Students will f0['11 and 
defend their opinions, 
evaluate lnforaatlon 
presented, and llake a 
decision, as they analyze 
an exa111Ple of the 
presidential abuse of power. 

IRO 8, D, Bb, Cc, Ee, Hh 
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ACTIVITY BYALIMTIClt 

Students will exaaine the <Nality of 
aaln facts of the reasoning in 
Vatergate event. They viii student speeches 
act as the Senate In expressing their 
trying the hypothetical reasoning for or 
iapeachaent of Richard against Nixon' s 
Nixon. lapeachment. 
Kach student wl 11 CClll)09e a 
1-2 ■inute speech giving 
his/her opinion on whether or 
not Nixon should be found 
gut lty. 

A two-thirds vote is required 
to convict the President. 



IXl.Wl'IYI BRANCH 

OBJICTIVIS 

Students will eaploy the 
evaluation process in 
choosing &,preae Court 
Judges as they exaalne the 
role of political parties 
in the executive branch. 

IRO I, D, Aa, Ee, Ff 
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ACTIVITY !VALUATIClt 

Students will view a 
fil11Strlp on the process 
of appolntllent of &lpreae 
Court Justices by the 
President . 

Students will role-play 
President George Bush in 
appointing one of several 
candidates to the court. 

A candidate' s background, 
political affil iations and 
experience will be noted on 
profi le cards. 

Students wil l list the 
requ irements that George 

Practical ity of 
student' s choices 
for Just ices based 
on pol it ical 
considerat ions. 

Correctness of 
justificat ions for 
choices made based 
on pol it ical 
real ities. 

Bush wcxild probably have in 
mind; they should base their 
decis ion on how wel I the 
candidates meet those 
requ irements. 



JUDICIAL BRANCH 

~I~ 

Students will describe 
the basic organization and 
function of the Judicial 
Branch of Govern11ent. 

IRO A, E, Ee, Ff 

ACTIVITY 

After studying the basic 
organization of the court 
systea, students will 
decide whether a case 
described by the teacher 
Is crl■l nal or civil, and 
will also decide which 
court has Jurisdiction in 
the case, and how It 11i~t 
proceed throu~ the court 
system. 

81 

!VALUATICli 

80% accuracy on 
student' s answers 
for 20 court cases. 



I 

I 
I 

JUDICIAL BRANCH 

OBJ..-rl~ 

Students will identify 
foraal and lnforaal 
requlreaents for 
becmlng a Judge. 

IRO B, J , Aa, Ee , Ff , Iii 

ACl'IVITY 

Students will read 
Article Ill of the U.S 
Const i tut Ion in search 
of foraal requireaents 
for federal Judges. 

Students will write a 
Job description for a 
federal judge, and wi l l 
then decide what the 
lnforaal requ lreaents 
for bec<lllng a Judge 
■l~t be In terllS of 
ecilcat lon, pol itical 
aff iliation, and 
experience. 

8 2 

BVALUATl(lt 

~allty of 
student ' s list of 
i nfOCllil I 
requirements. 



JUDICIAL BRMC8 

OIJ!CTIVIS 

Students will foraulate 
their opinions and aake 
decisions as they interpret 
the concept of ' Judicial 
review.• 

IRO D. F, Aa, Cc, Ee, Gg, 
Ill 
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ACflVITY IVALIJATl(Jf 

Students will read and Student ' s ability 
ana I yze the case of in dee Id I ng the 
'Tinker v. Des ltolnes case by 
ca.unity School DJstrJct• . interpret ing the 
laws Involved, and 
Students should: 
1) state illPO['tant facts 
in this case. 

noting the 
Const ltut1onal 
appl I cations. 

2> state law. laws, or 
const itut ional lss,es 
Involved in this case. 
3> state whether or not 
the law or action violates 
the Constitution. 
◄> give ar~nts for both 
sides. 
5> role-play the Judge and 
state what they would dec ide 
and why. 



JUDICIAL BRANal 

OBm."TIV~ 

Students will analyze a 
f~s Supreae Court case, 
determine the effect this 
case had on society, and 
aake Inferences as to the 
lapact this court decision 
has on their lives. 

IRO C, D, F, G, Aa, Bb, Cc, 
Ee, Ff, Gg, Hh 

ACrIVIii 

Students will read and 
analyze the case of 
'Brown v. Board of 
Ecilcatlon'. 

Students will role-play 
the judges and answer the 
following questions. 

1) What are the llllP()C'tant 
facts In this case? 
2> What law, laws, or 
constitutional Issues are 
involved In this case? 
3) What are the arg.aents 

84 

!YAWATICli 

Student ' s accurate 
descriptions of the 
effects of the 
Court decision on 
society. 

for both sides in this case? 
4) What was the precedent 
set prior to this case, 
rtgardlng segregation? 
5> How did this decision 
effect society? 
6> What was the decision 
in Brown v. Board of 
F.d.lcatlon? 
7) Describe 7 ways in which 
arlcan society was changed 
as a result of this decision. 



J 

JUDICIAL IIWl:II 

Students wi 11 f OC'II and 
defend the ir opinions, make 
decisions, and explain the 
basis for their reasoning 
In a foraal, written 
stateaent as they ea.ilate 
the powers given to the 
judicial branch of 
goverraent. 

IRO A, C, D, Y, G, Aa, Bb, 
Cc, Dd, Ee, ff, Gg, !ti 
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ACl'IYITY BYALOATICli 

Students wi 11 read 
Slllarles of f ive 
lancaark &.ipreae Court 
deal Ing with our rl~ts 
and freedclls. 

Students viii break Into 
groups of five and 
role-play the jud9e! in 
these cases. They vi 11 
dl9CUss the case, fora 
their opinion and vote. 
The aa.Jor I ty wl 11 decide 
the case, and write the ir 
opinion. Other students 

fAlal i ty of group 
dl9CUsslon and 
written opinions. 

who agree with the aajority 
but for different reasons 
will write the concurring 
opinion. 'Dlose disagreeing 
will write the dissent ing 
opinion. 

Opinions will be presented 
to the class. 



JUDICIAL 8RMC8 

mJICl'IVIS 

Students vl 11 CCJIIIIP()9e skits 
ln I cooperative group 
effort , and evaluate their 
•anlng as they deaonstrate 
the concept of •caie process 
of law.• 

IRO A, D, H, Cc, Dd, le, 
ff, Iii 

86 

ACTIVITY KYALUATl(Jf 

After studying the 
specific steps which 
aast be taken ln the 
legal treat.nt of 
accused pe1'9011S, based 
on several c19e9 such as 
'Gideon', 'Miranda', and 
'bcebedo", students vi 11 
break up into groups of 
five and devise flve
■lnute skits which portray 
their lapresslons of how 
accused per90119 vi 11 be 
treated. 

lhe class viii evaluate 
each skit and decide 
whether or not •caie process• 
\las fo II owed. 

Accuracy of the 
steps of 
•caie process• shown 
in skits. 

Accuracy of 
evaluations by 
observer-students. 

!Aliz on chronology 
of •we process•. 

80% accuracy. 



JUDICIAL BRMC8 

OIJICfIVES 

Students wi ll evaluate our 
crl■l nal Justice syste■ , 

and practice a.a.tnlcatlon 
sci I ls , as they present 
the ir evaluations to the 
class and investigate the 
role of the Judiciary In 
lllerlcan governaental 
systea. 

IRO D, H, Ee, Gg, Hh 

AcrIVITY 

Students wil l view a 
progr-• entit led, 
'Do the Guilty Go Free?' 

Students wi ll write out 
their evaluations of our 
cri■lnal Just ice syste11 
after viewing Part I. 

Students will define the 
•exclusionary rule' . 

Students wil l write out 
any changes ln the ir 
evaluations after viewing 
Part II. 

Students wi l l !hare their 
opinions with the class. 
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BVALUATIClt 

Consistency of 
student ' s opinions 
and reasoning based 
on the facts . 



JUDICIAL .8RAIICI 

OIJErlY~ 

Students will investigate 
arguaents for both sides, 
!like a Judgeaent, and defend 
their decision as they 
interact wlth other student
Judges, and deaonstrate the 
concept of 'cile process• as 
It applies to Juvenile 
rl~ts. 

IRO H, E, Cc, Ee, Ff, Hh 
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ACl'IVITY BYALDATIClt 

Students will read and ~, accuracy in 
analyze the case of student' s answers. 
'Gault v. Arizona• 

Students will answer the 
following questions: ~allty of class 

discussion. 
1> State the Important 
facts in this case. 
2> State the law, laws, 
or constl tutlonal iSSJes 
Involved In this case . 
3) Give arSJ,lll!nts for both 
sides. 
4) State the violations of 
'ci.le process• In Gerald 
Gault ' s treataent as an 
accused person. 
5> Role-play the Judge, 
state your decision, and 
give your reasons. 
6> What was the decision In 
this case? 
7> What precedent was set by 
this case? 



JUDICIAL ltRMCH 

08.m.'TIYIS 

Students will ex•lne 
values, analyze infoniatlon, 
aake dec is ions, and 
Judgellents, enhance 
Interpersonal skills and 
deaorlstrate courtroca 
procecilre. 

IRO A, C, D, H, I, Cc, Be, 
Ff, Hh 
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1L'TIVITY IYALUATIC.. 

Students wi ll enact a 
airder trial, ' Missour i 
v. Nike Mean•. 

Students will role-play 
one of the fol lowing 
parts: Judge, lawyer, 
witness, bailiff , or 
Jury. 
Lawyers w 111 deve I op 
the ir cases, Inventing 
their own questioning 
strategies. Witnesses will 
answer the lawyers' 

Student ' s ability 
in portraying court 
proce<ilre 
correctly. 

questions based on their 
test iaon ies. The jury wil l 
listen to all testiaonies 
and dec ide the verdict. The 
Judge will conciJct the trial 
and decide punlshaent 1f 
the defendant ls found ~llty. 
The bailiff will swear in 
witnesses and keep order. 



APPENDICES 
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American Government 
House and Senate Fact Sheet 

Devise a three-mi nute interview for a congressman 
based on the information found in this worksheet. 

1. Where does Congress mee t? 

2. Name the two Houses that compose our Congress. 

3. How many representatives are in the House? in 
the Senate? 

4. How l s the number of representat ives tor each 
state decided for the House? for the Senate? 

5. What is the special function of the legislative 
branch? 

6. When does Congress meet ? How l ong is a 
session? What is the difference between a term and 
a sess i on? 

7 . List two prlvl leges that members of Congress 
have. 

8. How l ong is a Representative ' s term? 
a Senator ✓ s term? 

9. When are c ongressional e l ect ions held? 

10. After an election. would there be all new 
representatives in the House? What percentage 
of Senators are up for re- elect i on every 2 years? 

11. Which house ls meant to be more in touch with 
the people? Why? 

12. About how many peop l e does each representative 
represent? 

13. Why ls the number of representatives set at 
435 in t he House? 

14. What happens to the number of representatives 
when a state grows in population? 

15. What ls gerrymander ing? 
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16. How has the make-up of congress changed in the 
l ast 30 years? 

17. What are the qualifications for the office of 
Representative? for Senator? 

18. Who is the leader of the House? of the 
Senate? What do these l eaders do? 

19. Who chooses the leadership positions in the 
House and Senate? 

20. Who disclpl ines or expels members of the House 
and Senate? 

21. Why is the Senate more traditional than the 
House? 

22. What is the yearly salary of Representatives 
and Senators? 

23. How would a citizen find out what is going on 
in Congress without having to go to Wash i ngton? 

24. How would a citizen mak e their ideas known to 
our lawmakers? 

25. Who are our U. S . Representatives for our 
state? our U.S. Senators? How are they different 
from our State Representatives and Senators? 

26. What i s a Quorum? 

27. Who determ i nes the rules for proceed i ngs In 
each House of Congress? 

28. Under what conditions may a House adj ourn for 
more than three days? 
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CONGRESSIONAL POWERS 

Do you , as members of the Legislative Branch, have 
the power to carry out each of the 20 specific 
functions 1 isted below? Find out by check ing 
Article I, Sect ion 8. Clauses 1-18, of the 
Constitution. 

1. To suspend the privi lege of the writ of habeas 
corpus. 
2. To lay and collect taxes , duties, tariffs, and 
excise taxes. 
3. To declare war. 
4. To establish post offices and roads. 
5. To grant titles of nobility. 
6. To accept gifts or titles from foreign 
countries. 
7. To set up courts lower than the Supreme Court. 
8. To pass ex post facto laws. 
9. To punish counterfeiters. 
10. To regulate cormnerce and trade with foreign 
countr i es. 
11. To spend money. 
12. To borrow money . 
13. To raise and support the army and navy. 
14. To lay taxes on products exported from any 
state. 
15. To call out the State Mil i tia for executing 
the l aws of the U.S. 
16. To raise and support the Air Force , Marines, 
and Coast Guard. 
17. To decide which States shal 1 have spec ial 
treatment in matters of trade and cormnerce. 
18. To def i ne and pun i sh crimes on the seas or in 
the air. 
19. To provide copyrights and patents to authors 
and inventors . 
20. To establish laws for persons wishing to be 
U.S. citizens . 
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SPECIAL POWERS OF THE HOUSE AND SENATE 

Declde who has Jurlsdlctlon over these tasks. the 
Senate, or the House. 

1. A president has grossly violated the 
constitution. Which House has the power to 
impeach him? 

2. A president has been impeached. Which House 
tries the Impeachment? 

3 . The president submits his budget to Congress. 
Which House wil I consider it first, as it has the 
power to handle al I money matters? 

4. In the election for the presidency, none of the 
candidates have the r equ ired 270 votes. Which 
house will choose the president? 

5. In the above situation. which house will choose 
the Vice-President? 

6 . The president has signed a treaty with the 
Soviet Union. Which House must approve it before 
it wil I become a law? 

7. A Vice-Presi dent has died. The President 
chooses a new one. Which House must approve of 
the appointment? 

8. A blll ls on the floor for debate . Which house 
has unlimited debate on the bill? <filibuster) 

9. A new President has taken office . He has 
appointed several Cabinet members. Which house 
has the power to approve or reject these 
appointments? 

10. Whlch House seems to have the most power? 



101st CONGRESS 
1st Session s. 550 
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To enact a program of soc i alized medicine in the 
United States. 

IN THE SENATE OF THE UNITED STATES 

Janurary 21 , 1989 

Sponsors: 

A BILL 

1 Be it enacted by the Senate and the House of 
2 Representatives that the United States shall 
3 adopt a system of socialized medicine. This 
4 shal I i nc lude government ownership of 
5 certain hospi tals and clinics. This shal I 
6 also include government staffing of such 
7 medical facilities; doctors, nurses, 
8 technicians, and other medical personnel. 
9 Medical personnel now engaged in practice 
10 will be required to take on patients who are 
11 in need of medical services at reduced 
12 rates. These rates wil I be determined by the 
13 government. Those patients who do not 
14 qualify for the reduced rate wil I pay the 
15 regular fees. However , the government wil I 
16 institute limits on the fees that doctors 
17 and hospitals may charge patients. 



I 
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inlerioL 
..,..... ............. n..., 

COMMITTEE 
A llrnulatlon of fie CongrealoMI mmmltlM ■ptwn 
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BILL-TO-LAW PROCESS 

1. Someone has an idea for a law. 

2. A Congressman proposes it ln the first house. 

3. The bl I I ls sent to committee. 

4. The cormnlttee researches it, hol ds public 
hearings, revises it. and writes up the new 
version. 

5 . The committee cal Is for a final vote. 

6. The first whole house votes on the bill . 

7. The second house proposes it. 

8. The bil I ls sent to cormnlttee. 

9 . The committee researches it, holds public 
hearings. revises it , and writes up the new 
version. 

10. The corrmittee votes. 

11. The second whole house votes. 

12 . If the second house ✓ s version of the bl I I ls 
different from the first house ✓ s version, it ls 
sent back to the first house so that the 
differences may be agreed upon. 

13. If necessary. a conference committee made up 
of members of both houses ls cal led to work out 
the differences. 

14. The bll I ls sent back to both houses for a 
vote. 

15. The bil I Is sent to the President for his 
signature. 
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SIMULATION OF LEGISLATIVE PROCESS 

1. Divide class into House and Senate. 

2. Determine party membership. 

3. Generate Ideas for l aws . 

4 . Choose the best five. Elim i nate the rest. 

5 . Assign lobbyists. 

6 . Debate within each house. 

7. Hold hearings If necessary. 

8. Committee should make changes if desired. 

9. Committee should vote. 

10. Houses wil I exchange bil Is . 

11. Process repeats Itself. 

12 . If needed equal number of party members shou l d 
be chosen for conference committee from each 
house. 

13 . Final versions presented to each house. 

14. Final vote. 

15. President signs or vetoes . <If veto, reasons 
should be writte n for Congressional examination) 

16. If veto , vote of two-thirds of both houses 
would pass the bill over the Pres l dent ✓ s head. 
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SEVEN ROLES OF THE PRESIDENT 

After r eaching an unders tand i ng of what t hese 
ro les i nvo lve , compose a s kit on t he rol e wh i ch 
has been assi gned t o you . 

1. Chief of St ate 
Th i s ro l e requi res the Pres ident to be a s ymbol of 
the country. Wherever he is , and whatever he 
does , he is ch i ef of s t a t e. In Ameri ca, our 
Pres i dent is t he l eader of t he Government , a nd has 
true governmental power , as wel I as being a 
symbo l . I n some countries , t here a r e two leaders , 
one wh i ch has ru l ing power , and one wh i ch on l y 
serves as a symbo l . This is usually part of their 
history . A king and queen may wear thei r crowns 
and off i c i ate ln ceremon i es on special days, but 
they have very little influence I n t he government. 
So the Amer i can Pr esident does both. Many 
pres i dents have enj oyed th i s ro l e . Rona l d Reagan 
was especially talented in performing this role. 
Other presidents were more re l uctan t , and 
preferred to keep a l ow prof il e on social-type 
act i vities. 

2. Chief Executive 
The President ls the leader of t he government, and 
spec if i ca lly, the executive branch. He dec i des 
how the l aws made by Congress wl l I be enfor ced . 
He appoints h i s Cabinet, and other important 
offlcals. Together, the Pres i dent and h i s s t a f f 
run the country. He get s t he i r advi ce and makes 
i mportant decisi ons. Espec ially, In times of 
crises, Amer i cans all look t o the Pres i den t for a 
wi se decision. 

3 . Chief Di p l omat 
The Pres i dent has the most power i n t his f i e l d . 
He alone may dec i de who this coun t ry wil I 
rec ognize and carry on re l a ti ons wi t h . He does 
not need the consent of the Congress for this. He 
may also make informal agreements with other 
nations without anyone ' s c onsen t. I nvi t i ng 
ambassadors from other countries , and mak ing 
foreign pol Icy i s par t of this important role. 

Commander- i n-Chief 
The Pres i dent ls In char ge of al I milita ry f orces. 
He decides where the armed forces wi l 1 be s en t, 
and how our weapons wit I be emp loyed . He 
e va l uat e s our preparedness and makes 
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recommendations for what we need in the military 
field. He may send troops overseas to engage in 
combat for 60 days without the consen t of 
Congress. Our President does not wear a uniform, 
however, as in some coun t r i es. In America, we 
wanted the civil Ian government to be superior to 
the ml l ltary. In other countries, the mi 1 itary 
and the government are one and the same. 

5. Chief Legislator 
In this role , the President may influence the 
laws, but not make them. In the State of the Union 
Address which he g ives each January. he outlines 
his goals and programs. In this way, Congress 
knows what he feels the nation needs. The 
President also sends his White House lobbyists to 
Congress to try and get h i s programs passed. The 
Pres i dent usuall y tries to Influence key 
congressmen , members of his party, to work i n 
getting the laws passed that he wants. Even 
though this ls more of an i nd i rect role. the 
Pres i dent can use it very skil )fully to his 
benefit. 

6. Chief of Party 
Our politi ca l system has been ma i n l y organized 
around two parties throughout history. It woul d 
be very hard to get into office without the 
support and influence of these parties. So the 
Pres i dent is the official leader of his party . He 
campaigns f or other party members. It ; s 
especially important for him to have as many 
Congressmen from h i s party in Congress as i s 
possible. The Pr esident will surround himself 
with loyal party members once he is i n office. He 
wil I also appoint Supreme Court J udges and other 
j udges that are members of his party . 

7 . Chief Budget-Maker 
In this role the President strives to make a 
hea lthy economy for America so t hat al I citizens 
may enjoy a kind of prosperity . He is responsible 
for prepar i ng a budget and submitting it to 
Congress for approval. Generally, the President 
tries to control i nflati on , keep unemployment 
down, encourage bus iness profits. ma i nta i n 
reasonable tax rates, and set a reasonab l e 
i nterest rate. 
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The fol lowing description of a real crisis which 
occured several years ago is explained briefly 
below. Read this description. Several of you 
wil I be presidential advisors and will be cal led 
upon to give advice to the President. You wi 11 be 
given the opportunity to research events of 
terrorism before this crisis, and also to find out 
as much as is possible about the new leader of 
Iran, his background, and his orientation as a 
representative of the «oJd order« . You should 
bring to the presidential meeting any information 
which you feel is important to the President in 
making this decision. Also be prepared to give 
your own opinion of what should be done. 

On November 4 , 1979, several angry students broke 
into the American embassy in Teheran, Iran, and 
took sixty employees hostage. Their hands were 
tied and they were blindfolded. President Carter 
was informed of the incident. Prior to this 
event, Iran ; s former leader, the Shah, who had 
good relations with the U.S., had went into exile 
when his life was endangered after the revolution 
which overthrew him . President Carter had allowed 
him to come to New York for cancer treatment. 
Now, the new leader of Iran, the Ayatollah 
Khomeini, demanded the Shah ; s return in exchange 
for the hostages. 

1 . The student-president wi I l call a meeting of 
al I advisors. 

2. Student-advisors wil l present background 
information to the president, and give their 
opinion as to what should be done. 

3. The student-president will fol l ow the steps 
listed below in making h i s decision. 

STEPS OF DECISION-MAKING PROCESS 

1. State your goals and objectives 

2. List possible actions. 



3. For each action. list good points and bad 
points . 

102 

4. Begin e li minat i ng l ess desireab l e options. 

5. Choose fina l opt i on . 

6. Announce option. 

DE-BRIEFING QUESTIONS 

1. How did the president use his staff? 

2. How did the d ec ision-mak i ng steps aid him in 
making a decision? 

3. Did the president make the decision h i s staf f 
was in favor of? 

4. What part did the presldent ✓ s staff play in the 
whole process? 

5. Could a president functlon wlthout such a 
staff? Why or Why not? 

6. If someone from another country ask ed you how 
your president makes i mpor tant decisions, how 
would you answer them? 
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CHECKS ON PRESIDENTIAL POWER 

Below ls a I !sting of actions or responsibilities 
the president may carry out. Some of them require 
the participation of other branches of government. 
This kind of participation is called a "check" on 
the executive branch or on the p r esident. Please 
voice your checks according to the role you are 
playing. A two-th irds majority vote will be 
required of the whole group before the 
presidential action wil I be stopped. If you fee l 
a " check" ls not appropriate then say so. 

Student-president 

1. I am appointing John Paynes to the Supreme 
Court. 
2. Today , I am signing a Nuclear Arms Limitation 
Treaty with the Soviet Union. 
3. I am nominating Jan Kople for the position of 
Secretary of Defense. 
4. Next week , the leader of Communist China wil I 
be coming to the White House, by my personal 
invitation. 
5. I have Just finished preparing the United 
States Budget for the upcoming year. 
6. Because of war-like conditions, I have sent 
Amer i can troops to El Salvador to help in 
regaining control and stemming a revolution which 
is resulting in disruption of life and great 
bloodshed. 
7 . I found i t necessary to make an informal 
agreement with Haiti for emergency use of American 
ships to aid in the project of re-establishing 
their communities after Hurricane Floyd hit last 
week. 
8. My legislative program for this year is 
complete and wil l be submitted today. 
9 . It was crucial on my part to act as peacemaker 
between the nations of Israel and Egypt . 
10. During this crisis the only input I found 
absolutely necessary was from my Cabinet. It was a 
matter of nationa l security and I have my experts. 
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TYPE OF CASE AND COURT 

State the type of case and name the court it would 
be heard in. 

1 . The state of California ls suing the state of 
Nevada for failure to fulfil I an agreement made by 
the two states over interstate highway 
construction. 

2. Mike Stern sued Proctor and Gamble for 
discrimination when he was passed over for a 
promotion. Now he ls appealing his case for the 
first time . 

3 . Joseph Blunt was arrested for stealing weapons 
and ammunition from a U.S. Army warehouse in 
Sumter , South Carolina. 

4. Stephen Conley was arrested for the bizarre 
murders of twelve women . 

5. John Sirocco ls suing his neighbor for the 
faulty drain system he built which causes water to 
flood his property when it rains. 

6. Marla Tinsley has attempted to shoot the 
Vice-President at a political rally. 

7. Bil 1 Kirby received a summons to appear in 
court for twenty-eight parking tickets he recieved 
in Chicago. 

8. Susan Martin was driving in excess of 
sixty-five miles per hour In a subdivision when 
she struck and kll led a child on a bicycle . 

9. Tom Cirrus was crushed by a weight machine 
which was Improperly mounted at a Nautilus weight 
club. He ls filing charges against them. 

10. Dan and Stael Wright ' s daughter sustained 
in j uries from the neighbor ' s electric fence when 
she stooped under the fence to retrieve herbal 1. 
They are pressing charges against the neighbor. 

11. Henry Neff is appealing his case for the third 
time. He was charged with stealing money from the 
Anheiser-Busch Corporation. 
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12 . Four members of a counterfeit ring were 
convicted and sentenced to twenty years in prison. 
Two of them are appealing their case. 

13. Fred Kaiser has been accused of Grand Theft. 
He withdrew 1 . 2 million dol Jars f r om the Mark 
Twain Bank through the use of his computer modem. 

14. The American Ambassador to Turkey is filing 
charges aga inst the government of Turkey for false 
charges and impr isonmen t of his son, Philip. 

15. Jil I Stanwich was injured on a sk i lift at the 
Highland Ski Resort which malfunctioned and caused 
her to break her leg. 

16. Jim Davis robbed the Sunny Grove I iquor store. 

17. Teresa Knowles was indicted in a hi j acking 
conspiracy at John Kennedy airport in New York 
City . 

18. Tim Bivero ran a s toplight and caused a 
four-car accident . 

19. Babek Kuishu l took over a radio station and 
held several employees hostage for seventy-five 
hours in Chicago. He made demands for the release 
of PLO prisoners In Israel. 

20. Ken Ritenor sold a product which was copied 
from a company that had a legal registered U. S. 
patent. 
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THE TINKER CASE 

In 1965, there was protests aga i nst the 
Vietnam War across the United States. Many people 
wrote aga i nst the War , others refused to stand up 
when the Star- Spangled Banner was played. Three 
students by the names of Chris Eckhardt, John 
Tinker , and Mary Beth Tinker decided to wear b lack 
armbands to school to protest America ' s 
involvement in the War . School officials thought 
this would cause disruption in the school , so they 
announced that anyone wearing an armband would be 
asked to remove lt, and if they refused, they 
would be suspended unti l they would agree to come 
to school without it. 
The three students mentioned above came to school 
wearing the armbands and were suspended. The 
student ' s parents sued the school district in a 
U.S. district court. The student ' s l awyers argued 
that the school rule violated their First 
Amendment rights to freedom of e xpression, as well 
as the Fourteenth Amendment, which guarantees 
citizens of states against infringements on their 
rights of liberty without due process of law. 

The school officials argued that the armbands 
might cause disruptions in the educational 
process . It was their duty to prevent such 
i nterruptions . The d i str i ct court agreed with 
them. 

The Tinkers appealed the decision to an 
Appeals court which upheld the decision of the 
district court. 

The Tinkers then appea l ed to the U.S . Supreme 
Court. The question the Court must answer was: 
Did students in schoo l have f r ee speech rights? 
Could those rights be limited in some cases? 
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BROWN VS. THE BOARD OF EDUCATION OF TOPEKA, KANSAS 

Back in the late 1eoo ✓ s. about half t he 
states passed l aws that separated white and 
non-white people in pub) le places in the United 
States. In 1896, a black man by the name of Homer 
Plessy was arrested for refusing to move from a 
«white railroad car« to the «black railroad car«. 
The case went to court and it was decided that as 
long as the facilities were equal in quality , it 
was legal to have separate facilities. After that, 
more segregation laws were passed. This continued 
for forty years until the Court ruled that many 
facilities were not equal in qua lity and would 
have to be improved. Many states spent large sums 
of money to maintain segregation. 

By 1950, seventeen U.S. states had 
segregat i on. Many parents of black students were 
upset over this ruling as it applied to schools 
because the black schools were not, in any way , 
equal to the white schools. The first case which 
was taken was the case of Oliver Brown and his 
eight-year-old daughter, Linda. Thurgood 
Marshall, their lawyer, argued that separate 
schools could never be equal. Black students were 
effected physically and mentally by the 
separation. The attorney for the other side , John 
Davis, argued that it was a state decision, and 
the Supreme Court should not have such great power 
to change society. This should be the job of the 
state governments or the U.S. Congress. 
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FIVE LANDMARK SUPREME COURT CASES 

1 . Press Freedom: Near v. Minnesota 

In 1927, a sleazy j ournalist, named Jay Near, 
started a scandal sheet cal led the Saturday Press. 
He charged that corrupt city officials were 
working closely with local gangsters . Some of the 
things he said were true. Some were l i es. All of 
them Involved vicious attacks on Jews and blacks. 
In one issue he claimed that 90% of the crimes 
were committed by Jew gangsters. Under Minnesota 
law, the court could shut down scandalous 
newpapers. A local j udge closed the newpaper 
company. The Minnesota Supreme Court uphe l d his 
dec ision. 

Near ' s lawyers took his case to court. They 
felt the Minnesota Court action v i olated his 
Constitutional rights. 

2. Affirmative Action: University of California 
v. Bakke 

In 1971, local minority group l eaders 
protested that the University of California 
medical school was not a ll owing enough non-white 
applicants to enter. The school decided to set 
aside 16 out of 100 admissions for blacks, 
Mexican-Americans, Asian Americans , and Indians. 

Alan Bakke, an engineer, and Vietnam veteran 
wanted to become a doctor . He applied to the 
school and was denied twice, even though his test 
scores were higher than some minority group 
applicants who were accepted. He decided to take 
his case to court . 

3. Freedom of Speech: Spenc e v. Washington 

In 1970, the nation ' s colleges were 
experiencing protests against the Vietnam War. 
American f l ags were being burned. This form of 
protest had been outlawed by Congress and most of 
the states. 

One student, Harold Spence, expressed his 
opposition to the war differently . He attached a 
peace symbo l to flag with mask i ng tape, and then 
hung the flag upside down outside his wi ndow. 
Spence was a r rested and convicted . He appea l ed 
his case to the Supreme Court. 

-
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4. Right to Counsel: Gideon v. Wainwright 

In 1961 , Clarence Gideon was arrested and 
charged with breaking and entering a Florida 
poolha l I. He was too poor to hire a lawyer, so he 
defended himself. He was not versed in the law or 
in tactics whi c h lawyers use i n question i ng 
witnesses to find the truth. He was found guilty 
and sent to prison. He appealed his case to t he 
Supreme Court. They agreed to hear it. 

5 . Student Rights: New Jersey v. T . L.O . 

In Piscataway. New Jersey, a teacher caugh t 
two girls smoking cigarettes in a high school 
bathroom. Both gir l s were brought bef ore an 
assistant principal. One admitted smoking . the 
other denied lt. The school off icial searched t he 
girl ' s purse who had denied smoking. He found 
cigarettes , rolling papers , a pipe , mar ijuana, 
plastic bags, a large amount of cash, and records 
that suggested the g i r l was selling marij uana . 

The assistant principal called the girl ' s 
mother and the police . The girl then admitted to 
the police that she had actua l Jy been selling 
mari juana. She was charged wi th de! inquency in 
Juvenile court. But her lawyer argued tha t her 
purse should not be admitted as evidence. 
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THE CASE OF GERALD GAULT 

In 1964, a young man named Gera l d Gau l t , 15 
yrs. old, was reported to have made an obscene 
phone cal I to a woman I ivlng in the neighborhood. 
Gault was arrested. At that time he had been 
serving six-month probation for being with another 
boy who had stollen a wallet. A Mrs. Cook ca l l ed 
the po l ice and stated that the two boys had cal led 
her and made indecent remarks on the phone. At 
the time of the arrest, Gerald' s parents were not 
at home. The pol lee did not leave word as to 
where Gerald was. When his mother arrived home, 
she sent an older brother to look for Gerald, and 
then found out what had happened. The next day 
there was a hearing. 

The officer filed papers for the hearing, but 
they were not given to the Gaul ts . The papers did 
not say why Gerald had been arrested. They said 
he was a delinquent minor in need of help from the 
court. 

On June 9th a hearing was held. Gerald, his 
mother, his older brother, Officer Flagg, and the 
Judge were present. Mrs. Cook was not there. No 
record was kept. Later, Gerald' s mother stated 
that at this hearing Gerald never admitted to 
talking on the phone, but only dialing the number. 
The officer said Gerald had admitted to making 
some of the remarks while he was testifying at 
this hearing. 

Another hearing was held on June 15th. The 
same people were present , with the addition of 
Gerald' s father. Mrs. Cook again was not present. 

The decision of the j udge was to declare 
Gerald a juvenile delinquent and send h im t o the 
state school until his 21st birthday. Gerald' s 
parent asked the court to release Gerald. It 
refused. The Arizona Supreme Court also refused. 
Gerald' s parents appealed to the Supreme Court and 
they agreed to hear his case. 
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A MOCK TRIAL 

A almulotlon ond role 0 ployln1 experience NHd upon 
ltypotlletlcol fads cancernln1 o murder trlol. 
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A Concise Sampli ng of Publis hed Classroom Games (and Their Sources) 
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