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A CURRICULUM AND COURSE OF STUDY WERE DEYELOPED TG PROVIDE GRADUATE
TRAINING FOR TEACHERS OF DISADVANTACED YOUYH. AN IRTERDISCIPLINARY
COMMITTEE OF SPECIALISTS WAS ORGANIZED T3 REVELOP BACKGROUND
MATERIALS AND TO EVALUATE. AND REFINE THE WCRK OF ITS MEMBERS,

PRACTI TIONERS WERE ALSO INVITED TO PREPARE PAPERS ON VARIOUS ASPECTS
OF STUDENT-TEACHER NEEDS, SKILLS, AND CHARACTERISTICS. THE
CURRICULUM WAS DESIGNED TO PROVIDE TEACHER TRAINIHEG AT THE MASTER S
DEGREE LEVEL. IT WAS BASED ON A PROGRESSION FRCR ORIENVATION 7O
CONCEPTUALI ZATION, AND FROM EXPERIENCING T8 INTEGRATION OF
EXPERIENCES. INCLUDED WERE PRESENTATIONS ON (13 CURRICULUN, 2}
ORIENTATIGN WORKSHGP, (3) SOCIAL PSYCHOLOSY GF THE DISADVANTAGED.
{4} SEMINAR IN URBAR SOCIETY, {3) FIELD EXPERIENCE, (6) SEHINAR IN
LEARNING , DEVELOPMENT, AND MEASUREMENTs "t7) EDUCAT ICNAL PFROBLES3ES

. FOR. TEACHING THE DISADVANTAGED YOUTH, (8) EDUCATIONAL PRACTICUM FOR

TEACHING DISADVANTAGED YOUTH, (9) SEMINAR ON PROFESS IONAL ISSUES,
AND (10) INTEGRATING OPTION. RECOMMENDATIOMS WERE THAT THOSE
IMPLEMENTING THE PROGRAM BE TOGNIZANT OF THE NEZED TO DEVELGP
ADEQUATE EVALUATION PROCEDURES. {RS)
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Dr. Otto P. Legg, Research Specizlist g
Educational Resources Development Branch ‘ P
Division of Vocational and Technical Education =
U. 8. CHice of Education

Depaziraent of Health, Education, and Welfare
Washingtor, . C. 20202

Dear Dr, Legg

The following is ths final report for Contract OE-6-85-047, Project 375 b
entitled,"The Developmesnt of a Master Teacher Training Curriculum for , ®
Teachers of Occupationrl Level Training Programs. ™ =

The report cousists of two sections: (1) an edited copy of the papers _
presented at two Colloguia held December 15-16, 1965, and January 25, 1966;
and (2) the curriculum aud courses of study developed for the Master's 3C
program.

A jogical next step in this project would be the implementation and evalu-
stion of the curriculum developed under the auspices of this research .
project.

I hae been 2 plessure to have the opportunity to work with the U. S, Oifice
of Education in developing this Master's dogree teacher training curriculum
for cocupational level training programe.

Very truly yours, A :

Qb Db .

Jotn L. O'Brian ;
Principal Investigator L
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BACKGROUND
A critical probiem facing education today, and one which vocational {
‘ educatior can play a leading and prominent role in solving, deals with pro-

viding a realistic educational program for youth with special needs.

The necessity for specially designed programs for youth with
special needs has not heen obvious to educators or such programs would
have been develeped, Receatly the need hag become cbvioug and remedial -
programs such as the MDTA programs for youth, Job Corps, youth e
services of the public employment service, Neighborhood Youth Corps,
and the Community Action Program, etc., have been inaugurated. With e
this recognition has come the reslization that we must have specially P
trained personnel {0 work with these youth, Teachers, counselors, Lt
administrators, and other supporting perscnnel with middle-class values
ang lacking understanding of the youth they are trying to serve are not
able 10 operate at a maximal level of efficiency. Best intentions cannot
be successiul if personnel is not available to carry out the goals and ob-
jectives set forth for these programs. e

Remedial programs need to be replaced with preventative prograras.
This responsibility must be and is being accepted by our public schools. 7
The problem facing the educator is multiphaged. Inciuded among these
problems are finances, curriculum, and teachers. Recent Federal legis-
. lation should provide adequate stimulus and aié to overcome the finoneial _
problem. Proklems related to curriculum and teachers can be resolved .
through research. :

PURPOSE

The primary purpose of this research study was to develsp a <
curriculum with the corresponding courses of study for a Master's Y é
degree program to prepare teachers to teach youth with special needs.

In the process of developing the absve curriculum and courses
of study the foliowing purpsses were realized. These are enumerated
in the papers which are included in the Appendix of this report.

i. The characteristics of the youth with special needs
2, The educational, psychological, and sociological needs of
the youth with special needs ,
3. The skills, knowledges, and understanding needed by
~ teachers and other supporting personnel to work
g effectively with the youth with special needs
N * 4. Methods of teaching that will be effective with the youth
with special needs "
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5. Tyses of internship experiences that will he effective for teachers
of the youth with special needs

These findings are reflected in the curriculum and courses of study
déveloped by the curriculum develcpment committee.

PROCEDURE

In order to achieve the purposes of this study a multifaceted approach
was used. First, a carriculum development committee was organized. The
membars of this commitiee are listed under the Acknowledgments section of
this report. Tne function of this cominittee was to davelop the curriculum
and the corresponding courses of study. This committee was interdisciplinary
in scope meking it possible for the disciplines of sociology, social psychology,
guidance, special education, vocational trade and industrial education,
anthropology, and educational psychology to focus on the problem.

To prepare necessary background for the development of the
curriculum each commiitee member prepared a paper indicating the
contributior. his discipiine could make to the preparation of teachers for
youth with gpecial needs. Practitioners were also invited to prepare
papers focusing on: (1) a description of the program developed for their
students with special needs, (2) characteristics of the youth with special
needs that constitute thefr student body, (3) the needs of these youil that
st be met by the school, (4) personal characteristics that teachers
of these youth must possess, and (5) the skills, knowledges, and under-
standing needed by the teachers of these youth. These papers were pre-
sented at two Colloquia to which the educational community was invited.

To round out the background development of the committee, each
member visited at least one program for the youth with special needs.
Some members also visited conferences deaiing with the youth with specizal
needs. The purpose of these activities was to develop background and to
weld the committee into a team capable of working harmoniously {oward
the objectives of the study.

The commitiee then met pericdically at the Ruigsrs campus to
evaluate and refine the developmental work completed by eack member.

The resulting curriculum and courses of study reprevent a -
synthesis of the interdisciplinary thinking regarding the probiem of
preparing teachers for the youth with special needs. The resulis of
these efforts are recorded in a following section of this report.
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ASSUMPTIONS

A number of assumptions were made upon which the curriculum was

{ based. It was assumed that the candidate: (1) would hold ‘he baccalaureate
plus teaching experience, (2) would be competent in the subject matter taught,

L (3) would desire to teach the disadvantaged, (4) generally wonld come from a

middle-class culturc. In addition, it was assumed that: (1) the term "youth
with special nseds" was an all inclusive term referring to youth who are
sometimes cal'ed disadvantaged, culturally disadvantaged, socio-economically
handicapped, efc., (2) that a greatsr portion of the youth with special needs
come from the iuner city (the specific content of the courses of study reflects
this assumption. However, the underlying concepts upon which this curriculum
is based are germane to other populations. mstifutions serving populations
such as Mexican-American, the migrant worker, the American Indian, and
those who constitute the populaticn of Appalachia can utilize the curriculum

by relxzting specific applications that are pertinent to the population in auestion).

RESULTS

The curriculum deseribed in the following pages is aimed at pre-
paring teachers to work with the youth with special needs. The curricuium
evolved out of the efforts of the curriculum development ¢ miitee. Those
studying the curriculum will notice that it has a progressiun and integrity
of its own consistent with educational theory and current interdisciplinary
thinking regarding the disadvantaged. An underlying premise upon which
these efforts are based is that vocational teachers, as well as academic
' teachers, have neither the conceptual understandings of teaching the dis-
advaniaged nor co they have the background and experiences to understand
the milieu in which these youth grow up, iive, and survive. The proposed
curriculum is designed fo give the prospective trainee at the Master's
level:

1. An orientation period consisting of sensitizing experiences
with the populations that are different from those with which
the typical middle-class teacher would have direct contact.

2, An uaderstanding of the characteristics of the urban poor.

3. Basic scriological, pyschological, educational, anthropological,
and literary concepts dealing with youth who come to school
from the inner city. )

4. Direct experiences in understanding the culture of the inner city.

5. Conceptual learning consisting of basic concepts in psychology,
sociology, and anthropclogy dealing with urban scciety race
relations and general interaction between man and society.

Another facet of this conceptual phase is more directly
psychological, dealing with learning theory, psycho-social
development, and measurement.




8. An integrating experience that is composed of selected educational
processes such as teaching methodology, program development,
curriculum development, and eviluation—with special emphasis .
on teaching the disadvantaged youth.
7. A supervised teaching experience with a student population which
is both culturally disadvantaged and educationally limited. ’
8. A supervised work experience under the direction of a professional
worker. The purpose of this aspect ig to give the student an
undevstanding of agency structure and agency programs dezaling
with the poor and the disadvaniaged. r
9. A seminar type course that provides oppsriunity to integrate and : o
relate issuec that have grown out of the experiences of the o
curriculum, to the field of vocational education in general, and
to the disadvantaged in particular. \
10. An opportunity: (1) to investigate a problem related to the dis- TRy
advantaged and to report this in a Master's Paper, or (2) to 4

evaluate the total experiences received in the Master's program ,,
and to report this in an Evaluation Paper. Both of these B
activities will aid the individual to integrate the experiences LT

and knowledge gained in the program and will enable him %o
apply them to his own professional improvement. '

To recapitulaie, the curriculum is based on a progression from i
orientation to conceptualization and from experiencing to integration of -
experiences. I will be noted, as seen from the pictorial representation 3 @
of the curriculum given below, that the student is always in the field when . &=
he is in the classroom. At the time he is in the classroom he will be -
abie o relats his learning to direct experiences, and he will be able to dis-- .
cuss these experiences with professional people responsible for his learning. ‘ ¢t BB
Furthermore, he will be introduced systematically, under direct supervision,
to the culture of the disadvaniaged. As his experiences and learnings S
evolve it is hoped that he will develop the kinds of attitudes as well as the X -
kinds of skills which make him a master teacher for the youth with special ﬂ}
needs,

It should be noted that the efforts of the committee resulted in a .
curriculum which consists of cognitive courses and/or seminars and .

- in field type experiences. Each of the field experiences is designed to e
provide the student with a definite type of orientation and involvement .
with the problems of the disadvantaged. The cognitive aspects of the
curriculum are interdisciplinary in scope and require the involvement o
of an interdisciplinary team approach to their teaching. This is necessary
because of the complexity of the problems of the disadvantaged. A complete .
understarding of the disadvantaged and their problems cannot be grined by .
utilizing an approach where each discipline, as an entity, focuses on the ~';
disadvantaged and then at some distant date an attempt made to integrate and -
combine contributions available from these disciplines. This curriculum is
unique because of its great commitment to the interdisciplinary approach of
studying the disadvantaged. | . '




The currizuium, as it flually emerged, is appropriate for training
all teachers who will work with the disadvantaged youth. Iis application is
broad and extends beyond use for just the teacher cf occupational level
training programs. '

From an optimal point of view, the curriculum should be presented
in the secience and combinations shown on the schematic illustrated on the
next page. The courses of study comprising the curriculum foliow the
schematic.




MASTER'S DEGREE PROGRAM
FOR TEACHERS OF DISADVANTAGED YOUTH

THE CURRICULUM

R /

SUMMER SESSION

Orientation Workshop
(Three Credits)

FALL SEMESTER

The Social Psychology of the Disadvantaged
(Four Credits)
Seminar in Urban Society
(Four Credits)
Field Experience
(Four Credits)

a4

SPRING SEMESTER

Seminar in Learning, Development, and Measurement . ¢
(Four Credits)

Educational Processes for Teaching the Disaclvantaged
(Four Credits)

(Four Credits)

SUMMER SESSION

Professional Issues Seminar ~ S
(Three Credite) <

Integrating Optlon' |
Master's Project or Evaluative Paper \ v
(Three Credits) . (No Credit) ‘




ORIENTATION WORKSHOP
(Three Credits)

Workskop Description—The Orientation, Workshop is a combinaiion of practical
experiences conducted in the environment of the disadvantaged along with
opportunity for reading, viewing films and plays, and listening to records.
These activities are designed to sensitize the student to the culture of the
disadvantaged. Opportunity will be provided for the sindents to meet in

smaill groups, under the direction of a workshop supervisor, to discuss

their experiences, emotions, and attitudes. The model for such a workshoep

is anthropological in structure. '

Need for the Workshop—The workshop servss as an orientation course
for the curriculum. A function of this cowrse is to introduce and orient
the student to the culture of the disadvantaged and to provide a self-
exploratory experience in terms of personal reactions. The need for a
reverse acculturative process is recognized as essential to the teaching
of those frons an alien culture and has often been stated as a need by
teachers who work in disadvantaged settings, "

Objectives—The orientation experience is based on the following objectives:

To sensitize the student to an alien culture

To explore pe¢rsonal attitudes in relation to this culture

To understand and appreciate the life of the poor

To break Gown stereotypic thinking about the poosr

To develop an appreciation of the variety of life among the poor

To develop an appreciation of the resourcefulness of the poor

To understand and appreciate the cv'tural gap between the middie
class and the disadvantaged

To narrow the cultural gap between the trainee and the disadvautaged
9. Te gain a direct insight of and experience with the structure of the

life of the poor ‘
10. To provide background experience upon whicl appropriate learning
methods can be developed

-:l.mcnah.wu‘r-l
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Procedure—It is suggested that the Orientation Workshop be offered on the
time equivalency of a three-credit course for one semester, running for
nine weeks.

The workshop will be under the direct supervision of an anthropologist
and a personal counselor (who may be a clinical psychologist, counseling
psychologist, or psychiatrist). The student will live, read, and discuss the
culture of poverty.
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The workshop supervisor will bz responsible for identifying and estsb-
lishing the "living-in" experiences in which the students will become involved
as described in Unit I. The student wiii be responsible for astivities relating
to his reading, viewing films and plays, and obbaining and listening to apprepriste
records. The discusgion grouns will he orga.aized and condueted on an informai
basis by the workshop supervisor

Units II, I, and IV are concomitant experiences rather than successive ‘

murinmand Aanana
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The purpose of this procedure is to have the student develop scusi-
tivities and rapport with the culturally disenfranchised and indigenous
community life. The contact should be with indigenous persons ratker
than with professional persons so that experienzes will be differentiated
from later field and practicum experiences. :

COURSE OUTLINE

Unit I. General Qrientation

Purpose: The first week of the Orientation Workshop will be utilized vo give
the student an overview of the curriculum and the workshop.

A. The following are typical of the activities that will take place
during the General Orientation:

1. General introduction of staff and class memnbers

2, Overview of Curriculum——objectives, purposes,
evaluation, anticipsted outcomes, etc.

3. Overview of Orienfation Workshop—objectives,
purposes, evaluation, anticipated outcomes, ete.

4, Assignment of initial "living-in" experience

5. Explanation of responsibility for the Reading, Films,
Records, aid Plays Uait

6. Preparations for the ""living-in" experience

Unit II. Experience in Living; (8 weeks)

Purpose: The Experience in Living unit is intended to provide opportunity
for guided and supervised participation ard observation of the world of the
disadvantaged. This is in the nature of a full living experience, but is not
intended to throw the trainee into a world that is alien and/cr hostile. '
Rather, he will be placed in such a setting under the close supervision and
watchful guidance of the faculty.
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Suggested Experiences

Note;: The settings for the experiences enumerated below are located in
communifies where the disadvantaged predominate. Invoivement in one
experience does not preciudz involvement in the other experiences; indeed
it is hoped that the trainee will participate in as many local experiences
as possible.
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ment, or other locai dwelling

B. Volunteer work with local churches, local mission societies,
or other indigenous community improvement agencies

C. Attendance at political meetings, rallies, ete., so as to
gain knowledge of the local political structure .

D. Attendance at community meetings, railies, etc.

E. Participant-observation of informal, local activities
such as attendance at bowling alleys, iocal theaters,
taverns, boys' clubs, church meetings, grange hall
activities, etc. (informal activities will vary from
community to community)

F. Working as a clerk in retail stores, or engaging in the
diverse commercial enterprises of the community on the
indigenous level

G. Knowledge of local policz and juridicial activity through
court attendance, police hearings, probation activities

Unit III. Reading, Films, Records,. Playa

Purpose: The unit on reading, films, records, and plays has as its primary
purpose the development of a sensitivity and rappoit with the disadvantaged.

A. The readings are non-academic in nature and the emphagis will
be on fictior, personal experiences of the authors, and essays.
The films, records, and plays will bz of a similar nature.
1. A suggested bibliography of readings, films, records,
_ — " and playe is attached, and should be used as a guide,

o
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Unit IV. Discussion

Purpose: To provide opportunity for the students to discuss their feelings,
emotions, and aititudes that emerge as a result of the ""living-in" experiences
and from the readings, films, records, and plays experienced.

A, Twice a week the students in smell groups will meet their
professional supervisors—an anthropolegist and a personal
! ' counselor., =
\ 1. The supervisors magrbe supplemented in the discussions
¥ (discussions wil! be centered on student experiences,
feelings, emotions, and attitudes that emerge as a
resilt of the "living-in" experiences and the readings,
films, records, and plays experienced) by indigencus
surrogates defined as.persons residing in the community.
Thece persons should be those who hold the community's
trust and who act as guides, gate-keepers, and alter egos
to the atudents.
The nature of the discussion groups should be informal.
The function of the supervisors, who will be the group
discussion leaders, will be to act as clarifying agents of
feelings, emotions, »nd attitudes. The supervisors wiil
help the student to develop an appreciation of the cultural
dimensions of his experience as well a8 to clarify his
personal attitudes. >
\ 4, It is not intended that the student become 2 member of the
- disadvantaged group, but rather that he develop an under-
standing and acceptance of his own adjustment difficulties i
to the world of the disadvantaged.
5. Supervisors should lie available to the students for perseonal
consultation.

Ll
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1. Agee, James ané Evans, W, Let Us Now Praise Famous Men.
; Boston: Houghton-Mifflin, 1280.

2, Baldwin, James. Notes of a Native Son. Besion: Beacon
Press, 1955.

Lyl

3. . Nobody Knows My Name. New York: Dial Press, 1881,
4, . The Fire Nexi Tfme. New York: Dia! Prese, 1963,

5, . Going to Mest the Man. New York: Dial Press, 1965,

1 €. Brown, Claude. Man-Child in the Promised Land. New York:
MacMillan Company, 1965, '

7. Caldwell, Erskine, Any of Caldwell's novels dealing with poor
southern wiites, most particularly Tobaceo Road.

8. Caudill, Harry. Night Conies tothe Cumbeziand, Boston: Little, Prown, 1963.

. 9. Clark, Kenneth, Dark Ghetto, New York: Harper and Row, 1965.

19, Davis, Sammy, Jr. Yes I Can, New York: Farrar, Straus, 1965.

M.

11, Ellison, Ralph. Invisible Man. New York: Rsxdowmn House, 1952,

¥ 12. Gregory, Dick. Nigger. New York: E.P. Dution, 1954.

13. Griffin, J. Howard. Black Like Me. Boston: Houghton-Mifflin, 1961.

14, Harringbon, Michael. The Qther America. New York: MacMillan
Company, 1962.

15. Killens, John, And Then We Heard the Thunder. New York:
Alfred A. Kuopf, 1962.

*

16. L=z Farge, Oliver. Any of La Fairge's novels dealing with the
American Indian, most particularly Laughing Boy.

17. Lewis, Oscar. Five Families. MNew York: Basic Beoks, 1959.

18, . Children of Sanchez. New York: Random House, 1961,

19, Steinbzack, John. All of Steinbeck's works dealing witk the American
poor, most particularly Grapes of Wrath, Tortilla Flats,
Of Mice and Men.

“ 20. Wright, Richard. All of Wrights novels dealing with the Negro,
most particularly Native Sorn,
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1. Baidwin, James Blues for Migtar Chzrlie
3. Genst, Jean The Blacks

3. Jomeg, Le Kol The Tollet

4. Odets, Cliffuxd Walting for Lefiy

8., Rice, Eimer Sireet Scens

MNote: Many plays are avaiiahle in print, either as separate
pisys or a8 ccllections zud anthoicglesn,

G. Films
Note: Many of tbs foliowing retitrn as "illm clansies” henos fallure to
sce them when they first appear does a6t waan that they are lost forever
to tha viewer,

1, David and Liea $. Ome Potady, Two Potalo

%Z. The Forgotiea Village 10. The Pswabrokor

2. The Gragas of Wrath ii. The Pearl

4, Home of the Brave i2, The Quiet Cne
5. The Leather Boys 13.. Sallsh

6. The Mark 14, The Scutherner
1. Meinm«gs for Jimmy 15, West Side Story
8. Nothing hut a Man 1g, The Wild Ones

D. Recorls

1. Anders¢n, Marian . )
He's Got the Whole World in His Hands Victor LM-2032

2, Bibb, Leon
Oh Freedom and Other Spirltuals . .Washington 701
Tol' My Captain v Vanguavd 9058

3. Dylan, Bob | L
BobDylan = .. Columbis CL-1779
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4, Guthrie, Woody

Ballads of Sacco and Vanzetti Folkways 5485
Dust Bowl Ballads Folkways 2011
‘ Sing With Leadbelly Folkways 2453
; .
5. Holliday, Billle
- Blues Are Brewin' Decca 8701
Lady Sings the Blues - Verve 8099
6. Leadbelly »<
Last Sessions Folkways 2941-2
7. Robeson, Paul A ,
Spirituals Columbia M1-4105 L
8, White, Josh .
Chain Gang Songs : Elektra 158 o
Empty Bed Blues Elektra 211 e
Notes:
A
1. To be comprehensive such a list would include such individualsas: / ;.
Pete Sceger. John Jacob Niles, Odetta, Big Bill Broonzy, e
Brownie McGhee, Sister Rosetta Tharpe, Sonny Terry,
. and Cisco Houston. : ~
2. Folkways Records includes in their catalogue, albums of -
¥ regional folk music, and American Indian folk music, by
tribe and/er by area. S
E. 'T.V. Documentaries .
. '3
1, Many TV documentaries have chroanicled the plight of the poor. o)

The faculty should be aware of such future programrming,
Requests can be made for loans of earlier docuwmentaries from
biroadcasting sources.

13" ' ) ’:\,':




THE SOCIAL PSYCHOLOGY
OF THE DISADVANTAGED
(Four Credits)

Course Description--This course involves an analysis of the personal, educational,
and vocational characteristics of the poor. Empirical information and theories on
racial differences, prejudice, and attitude change are studied. The unique rcle of
the Negro in American history as well as the present is traced 5 2 model. Novels,

_ _ _ _ - _®_ ___ _ ___ _.- -2 Py Lo hicoenvw minern mmbdoa all wmwacenan
essays, and piays are used to present the human aspects of poverty to the student.

Need for the Course—Academic courses in the behavioral sciences usually do not
.reat the issues of poverty nor do they systematically integrate their facts and
theories with material from other social sciences. This course is an attempt to
utilize the relevant aspects of social psychology for an understanding of the
problems posed for society by the urban poor. Material from sociology, anthro-
pology, history, and literature is integrated with that of psychology.

Course Objectives—The aivu of this seminar is to prepare vocational teachers
of disadvantaged youth: to teach more effectiveily. Subsidiary objectives include:

1. To provide relevant information from social psychology and
related disciplines so that the problems posed by the poor
for society can be understood.

2. To influence the attitudes of the teacher trninees so that their
work will be marked by zeal and empathy

3. To make mezningful the problems of poverty raised in other
courses of the curriculum

4, To provide a better understanding of the contemporary
United States

Procedure—The course in the Social Psychology of the Disadvantaged should
be offered on the time equivalency of a four-credit course for one semester.

It is recommended that the course be conducted on a combined lecturs
and seminar basis with specialists from other disciplines invited to participate
as much as feasible. A socigl psychologist will be the instructor in charge of
the course. Teachers from the foliowing disciplines wil! participate in the units
designated below:

Anthronology (Units 1, 2, 3)
Sociology (Units 1,4,7)
Education (Units 1,7)

Civil Rights (Unit 7)

History (Unit 8)

Literature (Unit 9)




el

Because the Negro is a large element in most cities' poor, emphasis
has been placed on this group as a model. Where minority groups such as
Mexicans, Puerto Ricans, sr Appalachian whites constitute a significant
propsrtion of the disadvantaged to be taught, Units 7, 8, and parts of 9 can
be changed to fit the particular need.

It is suggested that the course instructors be alert to the treatment
of the problems of the poor by the mass media (TV, weeklies, and dailies)
and by the arts (movies, plays, and noveis). He then can use timely assign-
ments which will make the course rélevant for contemporary issues.

COURSE OUTLINE

-

Unit I. The Characteristics of the Urban Poor: The Problem and Its
Terminology

Purprose: This unit is designed to acquaint the swudent with the psychological,
educationzl, and vocational characteristics of disadvantaged youth.

Topics for Discussion

A. Definitions of disadvantaged youth
1. Functional failure to adapt
2. Socio-economic class
3. Family and neighborhood constellation
4. Psychological characteristics

B. Problems posed v society by large pockets of urkan poor
1, Family disruption
2. Delinguéency
3. Drug.addiction
4. "Social dynamite"

C. The role of education in dealing with disadvantaged youth
1. Historical role of acculturation
2. Contemporary approaches
3. General education for general employment

D. A critique of the concept of cultural deprivation as an explanatory
concept for educational retardation

Unit II. Racial and Ethnic Differences {General)

Purpose: To analyze the probleins posed when a "'difference" is found in the
easurement of psychological charasteristics between races.

15
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Topics for Discussion

A. The anthropological approach
1. The concept of race

B. The biological approach
1. Arguments for "racial superiority"
a. Physical axd physiological characteristics

b. Rafutatinn

AV HVVISOVARFIE

C. The cultural’ argument "=
1. Contributions to culture
2. Level of development
3. Refutation

D. The evidence from scient!fic studies of intellectual and non-
intellectual traits

’E. The role of environmental factors
Unit 1. Racial and Eithnic Differences in Measured Intelligence

ose: To deveiop the points made in Unit II as they are applied to the
specific problem of intellectual differences.

Topics for Discussion

" A. Measured differences in inteiligence (the experimental
literature related to the topic is to be surmmarized)

B. An analysis of the role of environmental factors
' Language

Education

Socio-economic class

Speed

e

C. The test instrument's role in producing difierences
D. The cffect of changed environment on measured intelligence

Unit IV. Racial Prejudice

Purpose: To make the student aware that a ceatral social issue, racial
prajudice, can be studied as a socio-psychological precess. This will
enable him to understand the phenomenon in himgelf and others in the
coxmunity.

ie
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Topics for Discussion

A. Theories of racial prejudice

1. Economic: historical emphasis
{Exploitation theory)

2. Urbanization: socio-cultural emphasis
(Mass culture and urban traits)

3. Atmosphere; situational emphasis

4. Frustration: psychodynamic emphasis
(Reactions to frustration)

5. Phenomenological emphasis
(Man's perceptions and beliefs)

6. Emphasis on earned reputation: group differences

that provoke hostility

The learning of prejudice

The functional role played by prejudice in the life of the individual

°©G e U

Stereotypes and prejudice

E. The role of the school

Unit V. Attitudes and Opinions: Their Measurement and Change

Purpose: To make the student aware of the dynamic qualities of attitudinal
systems and the conditions under which changes occur.

Topiés for Discuséion

A. The psychological structure of attitude
1. Direction .
2. Degree
3. Intensity
4, Salience

B. The development of attitude

C. Changing attitude
1, Interpersonal contact in
a. Militaxy
b. Housing
c. School desegregation

' Note: 'The students' experiences in thé program will be discussed
in terms of the above.

17




re
Unit VI. Relationship Between Attitudinal Patterns and Personality

Purpose. To show the relationship between belief systems and the percsonality
structure of the believer.

Topics for Discussion

A. The generality of prejudices
-
5. The relationship betw._cn personality factors and generalized
ethnocentricity

C. The authoritarian personslity
Unit VII. Negro Reaction io Prejudice
Purpose: To analyze the way in which contemporéry minority groups- respond to
prejudice so that the wide range of adjustment visible in the behavior of Negroes
is made understandable.

Topics for Discussion

A. Th; emergence of various viewpoints and leaders in the Negro's
movement toward equality is analyzed by reading and writing
two book reports on current issues. '

Unit VIII. The N/ ~o in the United States: The Historical Background

ose: To develop an understanding of the historical roots of current
~rgblems, the Negro's role in American history is treated in detail.

Topics for Discussion N

A. Slavery

B The Civil War

w. Reconstruction

D. The Post-Reconstruction Period

E. Cortemporary Issues |

IToxt Provided by ERI
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Unit IX, Reading in the Literature of the Poor
Parpose: To make understandable the lives of the poor in flesh and Llood
characterization.

Topics for Discussion

A. Readings from literature dealing with the poor will be assigned

LB cnnmnt ana
UL AOViIiTWw,
B. The student is to write two book reviews. Twodifferent authors .
from the Suggested Reading List given for Unit IX arc to be used. o
.
>
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SUGGESTED READING LIST
Unit I, The Characteristics of the Urban Poor: The Problem and Its Terminsiogy

1. Clark, K.B. "ulasn of Cultures in the Classrcom," Integrated Education,
1863, Vol. 1, No. 4, pages T-14,

2. Cleft, V.A. "Factors Relating to the Education of Culturally Deprives
Negro Youth," Educationsl Theory. 2584, Vol. 14, nages 78-82.

3. Deutsch, M. "Mincrity Group and Class Status as Relased 1o Socisl
and Personality Factors in Scholastic Achievement, ™ Social and
Applied Anthropclogicat Monograph. 1960, Vol. 2.

4. Havighurst, R.J. "Who Are the Socially Disadvantaged ?" Journal
of Negro Education. 1964, Vol. 33, pages 210-218,

( .

5. Landers, J. "The Responsibilities of Teachers and School Admin-
istration," Journal of Negro Education. 1964, Vol. 33, pages 318-332.

6. Lipton, A. "Cultural Deprivation,”" Journal of Educational
Sociology. 1962, Vol. 36, pages 17-19.

7. Mackler, B. and Gidding, M. G. "Cultural Deprivation; A Study
ia Mythology," Teachers College Record. 1965, Vol. 66,
pages §08-613.

8. National Education Assoeciation. Edu.ation and the Disadvantaged
‘ American. Report of the Educatlonal Policies Commission, 1962.

9. Perry,d." "The Preparation of Disadvantaged Youth for Employment
and Civic Rezponsibilities," Journal of Negro Education. 1964,
Vol. 33, pages 275-281, :

10. Reissman, ¥, "Cultural Styles of the Disadvantaged," Integrsted

Education. 1263, Vel. 1, pages 9-15.
11. Wolf, E.P. and Wolf, L. "Sociological Perspective on the Education

of the Culturally Deprived Chiidren," School Review. 1962,
Vol. 70, pages 373-387,

Supglementagx Readings
12, Clark, K.F. Dark Ghetto. New York: Harper and Row Publishers, 1965.

13. Passow, A. H, (ed.) Education in Depressed Areas. New York: Teachers
College Bureau of Publications, 1963.

14. Sexton, P. Education and Income. New York: Viking Préss, 1961.
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Unit II. Racial and Ethnic Differab.ces (General)

1. Klineberg, O. Social Psycholezy. (2rd ed.) New Work: Henry Holt,
1954, pages 291-327.

e +

Supplementary Readings

o+ ¥

2. Klineherg O, Race Differancas, New Vork:

LAaTNer &2 Kratn

e R
e |

3. Pettigrew, T.F. A Prefile of the American Negro. New York: D, Van
Nostrand Company, Inc., 1964, pages 59~159.

- > -
AP ¢

Unit . Racial and Ethnic Differences in Measuced Intelligence

1. Brown, F. "An Experimental and Crifical Study of the Intelligence
of Negro and White Kindergarten Children,'" Journal of Genetic
Psychology, 1944, Vol. 65, pages 161-175.

2. Dreger, R. M., and Miller, K.S. "Cooperative Psycnological Studies
of Negrees and Whites in the U. S, ," Psychological Bulletin,
19690, Vol. 57, pages 361-402,

3. Deutsch, M. and Brown, B. "Social Influences in Negro-White
Intelligence Differences," Journal of Social Issues, 1964,
Vol, 20, nages 24-36,

4, Eis, K., ¢t al. Intelligence and Culturai Differences. Chicago:
University of Chicago Press, 1951, pages L~57.

5. dJackson, E.R. "The Impzct of Environment on Racial Achievement,"
Journzl of Human Relations, 1958, Vol. 6, pages 47-52.

6. ZLee, E.S. "Negro Intelligence anc Selective Migration,”" American
Sociclogical Review, 1951, Vol. 16, pages 227-233.

7. MecCord, W.M. and Demerath, N.J. '"Negro vs. White htslligence:
A Continuing Controversy,' Harvard Educational Review, 1958,
Vol. 28, pages 120-135.

” 8. McQueen, R. and Churn, B. "The Intelligence and Educational
: Achievement of a Matched Sample of White and Negro Students,"
Schuol and Society, 1260, Vol. 88, pages 327-329,

21

L an ‘ L s




9. Osborn, R.T. "Racial Differences in Meatal Growth and School
Achievement: A Longitudinal Study,” Psychological Reparte,
1960, Vol. 7, mages 233-239.

10, Pasamanick, B. and Knoblock, H. "Early Lenguage Behavior in
Negro Childrer and the Testing of Intelligence," Journal of
Abnormal and Social Psychology, 1855, Vol. 50, pages 461-402.

11. Plotkin, L. "Racial Differences in Intelligence," American
Pgychologist, 1959, Vol. 49, pages 526-527,

- ' . 12, Rohrer, J.H. "The Test Intelligence of Osage Indians,"
Journal of Social Psychology, 1942, Vol. 16, psges 99-105.

13. Sherman, M. and Key, C.B. "The Intelligence of Isolated Mountain
; Children;" Child Development. 1932, Vol, 3, pages 279-290.

Supplementary Readings

14. Haggard, C.A. "Social Status and Inteliigence; An Experimeatal
Study of Certain Cuitu=al Determinants of Measured Intelligence, "
Genetic Psychology Monograph, 1954, Vol. 49, pages 141-186,

15. Hunt, W, A, "Negro-White Differences in Intelligence in World
War II—A Note of Caution,' Journal of Abnormal and Social .
Psychology, 1947, Vol. 42, pages 254-255.

16. Klineberg, O. Negro Inielligence and Selective Migration. s
New York: Columbia University Press, 1935.

17, . Characteristics of the American Negro. New York:
Harper and Brothers Publishers, 1244,

18, Machover, S. '""Cultural and Racial Variations in Patterns of
Intellect,” Teachers College Contributions to Education,

< mna

7875, 1543.

19, Tumis, M.M. (ed.). Race and Intelligence. New York: Anti-
Defamation League, 1963.
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Unit IV. Racial and Ethnic Prejudice

1. Aliport, G. The Rature of Prejudice. Cambridge, Mass,: Addison-

3,

€.

Wesley Publishers, 1954, pages 3-81, 189-205, 206-220, 243-260.

Clark,. K.B. Prejudice and Your Child. Boston: Beacon Press, 1963,
pages 17-%4,

Krech, D. and Crutchfield, R.S. Theories and Probiems of Social
Psychology. New York: MceGraw-Hili Book Co., 1948, pages 443-531.

Supplementary Readings

Deilard, . Caste and Class in a Southern Town. New Havern, Conu.:
Yale University Press, 1937,

Marrow, A.J. Changing Patterns of Prejudice. Philadelphia: Chilton
Rooks, 1962,

Montagu, A.M.F. Man's Mosti Dangerous Myth. New Yerk: Columbia
University Press, 1945.

Unit V. Attitudes and Opinions: Their Measurenient and Chauge

1. Alsop, S. and Quayle, 0. "What Northerners Really Think of Negroes,"

Saturday Evening Post, 1963, Vol. 238, pages 17-21.

Deutsch, M. and Collins, M. E. 'The Effect of Public Policy in
Housing Projects Upon Interracial Attitudes," Readings in
Social Psychoiogy, (3rd ed., edited by Maccoby, E. E.,
Newcomb, T.M., and Hartley, E. L.). New York: Henry
Holt. 1958, pages 612-623.

Hartley, E. L. '"Development of Attitude Toward Negroes,"
Readings in Social Psychology, (2nd ed., edited by Newcomb, T.M.,
and Hartley, E.L.). New York: Henry Holt, 1852, pages 491-501.

and Hartley, R. E, Fundamentals of Sccial Psychology.

New York: Alfred A. Knopf, 1955, pages $51-740.

Hyman, H.H. and Sheatsley, P.B. "Attitudes Toward Desegregation,"

Scientific American, 1956, Vol. 195, pages 3£-39.

Katz, D. and Braly, K. W. Verbal Stereotypes and Racial Prejudice
in Readings in Social Psychology. (3rd ed., edited by Maccoby, E.E.,
Newcomb, T.M., and Hartley, E.L.). New York: Henry Heit,
1968, pages 40-47.
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186.

Krech, D. and Crutchfield, R.S. Theory and Problems of Social
Psychology. New York: McGraw-Hill Book Co., 1948, pages 149-273.

MacKenzie, B. "The Importance of Contact in Determining Attitude
Toward Negroes, " Journal of Abnormal and Social Psychology,
1948, Vol. 43, pages 417-441,

"How Whites Feel About Negroes: A Painful American Diiemma, "
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Starr, S.A., Williams, R.M., and Stouffer, S.A. '"Negro Infantry
Platoons in White Companies," Readings in Social Psychology,
(8rd ed. , edited by Maccoby, E.E., Newcomb, T.M., and
Hartley, E.L.), New York: Henry Holt, 1958, pages 593-602,

Stember, C.H. Education and Attitude Change: The Yffect of
Schooling on Prejudice Against Minority Groups. New York:
Arnerican jewish Congress, Institute of Human Relations, 1961.

Supplementary Readings

Banks, W. R. '"Changing Attitudes Toward the Negro in the U.S. ,"
Journal of Negro Education, 1961, Vol. 30, pages 87-93,

Boas, F. Race and Democratic Society. Lccust Valley, N. ¥.:
J.J. Augustin Publishing Co., 1945,

Klineberg, O. Social Psychology (2nd ed.), New York: Henry
Holt, 1954,

Lindzey, G. (ed.) Handbook of Social Psychology, Vol. IL
Cambridge, Mass.: Addison-Wesley, 1954, pages 1021-1062.

Rose, A, M. Studies in Reduction ¢f Prejudice (2nd ed.). Chicago:
American Council on Race Relations, 194§.

Unit VI. Relationship Between Attitudinal Patterns and Personality

, 1. Adorno, T.W., et al. The Authoritarian Personality. New York:

2.

Harper and Brothers, 1950, pages 971-976, %

.

Bettelheim, B. and Janowitz, M. Dynamics of Prejudice. New York:
Harper and Row Publishers, 1950, pages 7~31.
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Unit VII. Negro Reaction to Prejudice

Note: The student is to write two book reviews from the following:

1.

2,

Unit VIII.

. Killens, J.0Q. Black Man's Burden. New York: Trident Press, 1965.

. Lincoln, C.E. The Black Muslims in America. Boston: Beacon

. Lomax, L.E. The Negro Revolt, New York: Harper aad Row

. Silberman, L.E. Crisis in Black and White. New York: Random

Himmelhock, J. "Tolerance and Perscnality Needs; A Study of the
Liberalizetion of Ethric Attitudes Among Minority Group College
Students," American Sociological Review, 1850, Voi. 15, pages 79-88.

Miiner, E. "Some Hypotheses Concerning the Influence of Segregation
on Negro Personality Development, " Psychiatry, 1953, Vol. 16,
pages 291~-297.

TR Y " - ’
Pratho, E.T. "Ethnocentrism and Anti-Negro Attitudes in tha Deep

South," Journal of Abnormal and Social Psychology, 1952,
Vol. 47, pages 105-108. - -

Smith, C.W. and Protho, J.W. "Ethnic Differences in Authoritarian
Personality," Social Forces, 1957, Vol. 35, pages 334-338.

Brink, W. and Harris, L The Negro Revolution in America.
New York: Simon and Schuster, 1964.

>

Burns, W. H. The Voices of Negro Protest in America, New Yorl‘:\:“

Oxford University Press, 1963.

Clark, K.B. (ed.). The Negro Protest: James Baldwin, Malcolm X
and Martin Luther King Talk with K. B. Clark. Boston: Beacon
Press, 1963.

. Dark Ghetto. New York: Harper and Row Publishers, 1965.

Press, 1961,

Publishers, 1962.

Fouse, 1964.

The Negro in the United States: The Historical T -ground of Con-
temporary Problems

A. General History

Franklin, &. H. Frvom Slavery to Freedom @nd ed). New York:
Alfred A. Knopf, 1965.
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2. Tannenbaum, F'. Siave and Citizen: The Negro in the Americas.
New York: Alfred A. Knopf, 1946,

Supplementary Readings

3. Aptheker, H. The Negro Paople in America. New York: International
Publications, 1946.

4, Frazier, E.F. The Negro in the United States. New York: The
MacMillan Company, 1857.

5. Herskovitz, M.J. The Myth of the Negro Past. Boston: Beacon
Press, 1958,

6. Myrdal, G. An American Dilemma. New York: Harper and Brothers,
1944, : .

7. Redding, J.S. They Came in Chains, New York: J.B. Lippincott
Compsany, 1950,

B. Slavery

8. Aptheker, H. American Negro Slave Revolts. New York: International
Publications, 1963.

9. Botkin, B. lay My Burdsn Down--A Folk History of Slavery. Chicago:
University of Chicago Press, 1945.

10. Davidson, B. Black Mother: The Years of tha African Slave Trade.: .
Boston: Little, Brown Publishers, 1981,

11. Elkins, S. Slavery. Chicago: University of Chicago Press, 1959,

fut
N

Stampp, K. M. The Peculiar insiitution: Slavery in the Ante-Belium
South. New York: Alfred A.-¥Xnopf, 1956.

C. Reconatruétion and Post-Reconstruction

*

13, Franklin, J. H. Reconstruction Aftor the Civil War. Chicago:
University of Chicago Press, 1961,

14, Voodward, C.V. The Sirange Career of Jim Crow. New York:
Oxford University Press, 1957.
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Supplementary Reading

15. Du Bois, W. E. B. Black Recoastruction in America, 1860-1880.
New York: Meridian Books, 1966,

16. Shenton, J.P. Tae Reconstruction: A Documenury History of the
Sauth . Noaw Vorlz:. Duinam 10492

v & Jasms RES g wwwire

-

17. Wharton, V. L. The Negro in Mississippi, 1865-1890. Chapel
Hiil, N.C.: University of North Carolina, 1947,

18, Woodward, C.V., Tom Watson, Agrarian Rebel. New York: The
MacMillan Company, 1538.

Unit IX. Readiags in Literature of the Poor

Note: ‘The student is to write two book veviews. Two different authors from the
following list are to be used,

1. Baldwin, James. Notes cf a Native Son. Bositon: Beacon Press, 1955.

2, . Nobody Knows My Name. New York: Dial Press, 1961.
3. . Another Country. New York: Dial Press, 1962.

4, . The Fire Next Time. New York: Dial Press, 1983.

S. . Blues for Mr. Charlie. New York: Dial Press, 1264.

6. Ellison, R. The Invisible Man. New York: New American Library, 1964,

7. Gold, M. Jews Without Money. New York: Liveright, 1935.

8. Gregory, R. Nigger. New York: E.P. Dutton, 1964.

9. Killens, J. O. Youngblood. New York: Dial Press, 1954.

10. . And Then We Heaxrd the Thunder. New York: Alired A.
Knopf, 1962.

11. Lewis, O. Children of Sanchez. New York: Random House, 1961.

i2. Marshall, P. Browa Qirl, Brownstones. New York: Random House, 1959.
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13. Wright, R. Native Son. Mew York: Grosset, 1940.

L)

14, . Black Boy. New York: Harper and Row Publishers, 1963.

15. » LawdToday. Chicago: Walker and Co., 1363,

e -
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SEMINAR IN URBAN SOCIETY
(Four Credits)

Seminar Description—This seminar deals with urban social organization,
stratification, and change; the organizational context of work and industry;
the culture of youth; with racism, racial conflict, and tension; with deviancy
and conformity; and with the social system of community life.

Need for ine Sewinar—The assumpiion is made that the quaiily of vocational/
technical instruction, as well as other pertinent goals, can be increased or
attained by providing teachers and other related educational personnel with
systematic knowledge and appreciation of the irrealities and realities of the
American societal system. Teachers of adolescents and young adulis, in
particular, must be made aware with all bluniness of the practices and the
system of contemporary American societal life. All of the other elements

or components of the proposed curriculum must ultimately'make sense

within this context. This crucial need applies specifically to each of the six
unit components of this course of study.

Seminar Objectives—All aims of the course have three essential dimensioas:
a deliberate and shameless disenchantment of the teacher trainee with the
myths of American society; a general input-type of cognitive and normative
acquisition of an awareness and ¢onsciousness of American society by teacher
trainees; and a delivery-type mechanism and body of relevant materials that
can be innovatively transmitted to youth taught by the transformed teachers.
Specific aims are indicated by the following questions:

i. What are the ways that the members of American society really
behave ?

2. What are the ideologies, goals, and values (actual and professed)
which members of American society hold ?

3. What are the main social structures into which members of
American society crganize themselves, and what are the natures
of the connections between such structures and their consequences ?

4. What are the principal agents, agencies, and channels of change
among the members of American society ?

5. What are the persistent and recurrent problems or failures of the
members of American society ?

6. What models or patterns of daviance and conformity do we observe
among the members of American society ?
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Procedure-—"The Seminar in Urban Sociology will be offered on a time e&uivalency

of a four -credit course for one semester. It is recommended that this seminar

be interdisciplinary in form and content. It is also strongly recommended that

the instructor in charge be a sociclogist interested in theory and/or vrban .
problems; ke should utilize representatives fiom the other behavioral sciences
(e.g. , anthropology, economics, geography, history, political science, and
gccial psychology) as well as rcpresentatives from literature, the arts, and
philosophy, Discussion, dialogue and conversation, should be the heart of

ihe dynamics of ile seminar; coupied wiih siraisgic lectures, guiied reading

and supervised small-group thinking periods, films, and field visits as con-
ducted under the Orientation Workshop. Nor can the seminar be succeesful
witbout Zenuine output by the teacher trainees into adventurous explorations

of the wealth of the suggested reading materials. Evaluation should not be of the
traditional type. It should be based upcen a terminal personal conference with
the seminar director, and possibly the submission of a written critique of the
Seminar and the Orientation Workshop as they relate to the edu: ational system,
learning, and vocational-technical programs: in contemporary American society.

<>

COURSE OUTLINE

Unit I. The Nature of Society

Purpose: The purpose of this unit is to provide the student with an analytical
tool useful for the objective and accurate understanding of the contemporary
group life of man. It will provide a set of concepts and propositions about
assuciative life, and ar introductory applicatior of them to the major processes,
structures, and dynamic conditions of contemporary American society.

Topices for Discussion

A. The Approach: Society, sociology, and social systems aralysis
B. Sopiai power, tension, and conflict: Processes and structures

C. Stratification: The legitimacy and ‘llegitimacy of inequality
' 1. Topdog and underdog

D, Ideology
1. Sources
2., Caises -
3. Functions

E. Socia! movements and social change
1. Dissent .
2. Conformity
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Unit II. Urbanism As a2 Way of Life

Purpose: The purpose of this unit is to provide the student with a "case" for the
analysis and interpretation of the social processes, structures, and consequences
of associative life in urban and nonurban community systems.

A. The urban community: structure and processes
1, Ecological and demographic correlates
2. Rural and urban social systems

“B. Urbanization and industrialization .
1. The metropolitan region ‘ ’

C. Slum and suburb communitieé

D. The eity: ‘the transformation of power
i. Problems
2. Prospects )\

A

Unit II. Racism: Tension, Conflict, and Power Relations

Purpose: The purpose of this unit is to provide the student with knowledge about,
and understanding of the tensions and conflicts, especially iz urban areas and
educational systems, arising out of intergroup contacts and relations. Attention
will be given especially to racial, religious, and ethnic group processes. The
structure, process, costs, and consequences of the American system of racism
will be emphasized. .

A. The nature of the problem: intergroup relations
1. Prejudice, discrimination, and segregation—an
American system

B. Causes of the problem ,
1. Inferiority and superiority

C. Functions of the problem
1. Superordination and subordination

D. Corsequences of the problem
. Educational

. Economi.

Political
Psychological

Moral

Social

N

T
1.
AN
o7
o~
. *




Unit IV. The World of Youth e
Purpose: The purpose of this unit is to provide the student with knowledge about . ~
and insight into the social worlds of adolescents and young adults. Emphasis -
will be placed upon both conformity and deviancy within community (urban and
norurban) scttings, educational systems, and in the world of work. L
: -
B. Social mobility and intergenerational conflict K

C. Colonialism, authorily, conformity, and dissent “
D. Sex, agression, and violence
E. Education and miseducation

F. The lebor market
1. Powerlessness of youth .

Unit V. Complex Organizations: Bureaucracv and Institutional Systems;
Social Control and Decision-Making

Purpose: The purpose of this unit is to provide thas student with knowledge R
about the organization and functions of work in our iz ‘wstrial and urkan '
gociety. The structural contexts of work, and the principles underlying
the processes of conflict within community settings will be utressed. The

i |
A. Socialization, roie and reference group theory

ramifications of varizbles of youth, minority status, and educaticn for work

| and leisure will be explored. , N
A, The world of work
1. Aauthority and discipline N
2. Myths and reclity "y
‘ B. The labor mariet and the work force
:

C. Unions and management !
D. Education and job ‘

E. Work and leisure
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Unit VI, Social Changs: Equilibrium and Disejquilibrium

Purpose: The pnurpose of this unit Is to enhance the student's insight into the
dynamics of societal alteration and transformation. The goals, agents,
vehicles, functions, snd consequences of social change will be examined, with
special attention being given to the practices and the system of education in

# .
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confemporary American society. «

A,

B
C.
D
E

The status quo X
1. Ideology and utopia

. Reform, rebellion, and revolution -

WhLo' gets what, when, and how?

Power and powerlessness: the poor *

. Deviance and pathology
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FIELD EXPERIENCE
(Four Credits)

Description-—The Field Experience provides the students with an opportunity to

observe and participate in a variety of professional settings involving disadvan-

taged populations. The student will be placed in public and private organizations
and agencies having the responsibility for employment, community service, and

welfare,

Need for the Course—The Field Experience will provide the opportunity for the
student to enlarge upon his orientation experiences and to integrate concepts
learned in theSeminarsin Urban Society and The Social Psychology of the
Disadvantaged with the real problems faced by the social agencies and their
clients. The Field Experience will enable the student to study the process

of professional intervention and its effects upon minority group problems.

Only through such an opportunity will it be possible for the student to become
directly aware of the variety and magnitude of the problems of the disadvantaged
and the effects of professional intervention.

Objectives—The Field Experience aims to provide insights and skills different
from those of the Orientation Workshop and the Educational Practicum. These
goals are enumerated below:

1, To provide the studert with a knowledge and awareness of the helving
agencies that exist, their philosophies, techniques, and their success
or lack of it

2. To provide the student with an understanding of how the disadvantaged
get jobs and the effects on them of their failure to get jobs

3. To gain an understanding of community action programs and
processes

4, To provide the student with an understanding of programs provided
and supported at different levels by Federal, state, and local
governments (as well as private institutions and volunteer groups),
and the interactions and opportunities fostered by these sources

. 5. To provide the student opportunity to apply and validate the concepts
acquired in the Seminars in Urban Society and The Social Psychology
of the Disadvantaged

6. To provide a setting in which the student will be able to learn some-
thing about himself when confronted by the problems of the disad-
vantaged, and as related to the notion of the helping hard

7. To develop knowledge of the processes used to interview and place
people into semiskilled and unskilled jobs

8. To gain insight into the needs of industry, the kinds of jobs available
for those with limited skills, the training and education needed for such
jobs, the personality traits needed by those employed in such jobs, etc.

9. To gain knowledge of the various private and public programs available
to help the disadvantaged
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Procedure—1It is suggested that the Field Experience course be offered on the
time equivalency of a four-credit course for one semester. This course will
run concurrently with the Seminars in Urban Society and The Social Psychology
“of the Disadvantaged. It will have fo be scheduled so as to enable all three
offerings tu be te.izen during the same semester. T g

. Each student will be placed in two agencies during the Field Experience
course. Every student will be placed in a personnel office of an industrial .
concern that employs large numbers of persons in semiskilled and unskilled '
jobs. The second experience will be selected from among community, social,
and welfare agencies. '

Field coordinators under the direction of 2 field experience supervisor,
will be responsible for placement and guidance of the student. Students will
meet with the field coordinators once a week to discuss common and unique
experiences and o relate these experiences to concepts learned in the seminars.

To facilitate placement procedures the class may be divided inte two L
groups—one group in an industrial setting and the other in an agency setting.
At the midpoints in the semester the groups will rotate their area of emphasis.
Thus, the order of Units giver below do not have chronological implications.

~

COURSE OUTLINE L

Unit I. The Industrial Setting .

Purpose: The personnel departmen: of an industrial setting has been particularly —
chosen and singled out because the program is uitimately aimed at producing .
teachers who will prepare disadvantaged youth for the vvorld of work. Such

preparation for the world of work will only be meaningfui if youth so prepared

can then enter the worid of work. In the majority of the cases, entrance to the

world of work will come through such personnel offices as these students will

De attached to in theiriField Experience. Thus, in the process of teaching

students, the teacher can have an awareness of the techniques by which students

obtain jobs and the nature of the work and working conditions on those jobs.

In this way their teaching can be more appropriately tailored to the situation
which will be encountered. L

Suggested Establishments

A. Manufacturing industries =

B. Service industries
1. Food and beverage preparation
2. Lodging and related services *
3. Amusemeiti and recreation
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C. Occupations in processing occupations
1. Food, tobzcco, paper, petroleum, coal, chemicals, plastics,
synthetics, rubber, paint, woed, wood products, stone, clay.
leather, and textile products

D. Transportationeccupations

TMianlen aela.
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F, Distributibn and sales

Anticipated Outcomes—Students placed in such situations will observe the process
of induction of employees into semiskilled and unskilled jobs. They will (2) meet
and interact with applicants, (b) see. use, and interpret application forms, (c)
observe people working in semiskilled and unskilled jobs and acquire knowledge

of the demands of such jobs, (d) gain knowledge of the testing programs used by
industry in the selection of employees, (e) gain knowledge of union and labor
organization grievance processes, and (f) they may see nonobjective bases

used in the selection of employees.

Unit II. Community, Social, and Welfare Agencies

Purpose: The teacher of the disadvantaged will ~lso be confronted, through the

students, by a variety of personal and family problems concerning social needs,
financial needs, and the like. To deal with this the teacher must also function
as a coordinator of community services. It is necessary that he be aware of the
communrity services that exist, the manner in which one obtains these services or
takes advantage of them, the nature of the services rendered, and the likely
outcome in order to be abie to function in a coordinating capacity. In addition,
seminars in the Social Psychology of the Disadvantaged and Urban Society

have atiempted to identify the problems that exist, their bases and their
dynamics. In order that the student be confronted with these problems first-
hand and see evidence of their dynamics, their bases, and the effects of
intervention on their outcomes, the community experience aspect of the
program is absolutely essential.

Suggested Agencies

A. Division of Employment Security—-The students will be expected
to participate in the tasks of this agency, to interview candidates,
review job applications, classify jobs, and be aware of the outcomes
of attempted placements and recommendations. This agency, in
partxcular, is utilized frequently by individuals seeking semiskilled
and unslgilled jobs.
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B. Welfare Departments—Students will be ascigned to participate in the
activities of city or state weifare departments. This would entail
consideration of applications, interviewing applicants, and following
up problems associated with failure to receive welfare.

C. Programs Funded Under the Economic Opportunity Act—This includes
Community Actior. Programs, Job Corps, VISTA and other such
sponusored programs. The student will engage in participation and
ohservation of Federaliy sponsored community programs wkzre such
are available, interact with the clienteie for whom they provide services,
2. ~bserve the effects of such services that are provided.

D. Privately Financed Volunteer Programs—Programs that are reierred
to include such programs as The Ford Foundation grant projects.
Again the student will participate and observe the management of
these programs, the clientele served, and the effects of the services
rendered. '

¥
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E. Public Health Agencies—Students will be assigned to horpitals, clinics,
emergency wards, and otler public health facilities for which re.suner-
ation is not required for services rendered. Individuals will participate
as far as possible and observe the clientele seiviced and the effects of
the services provided, both in terms of aeir adequacy and inadequacy.

F. Recreational Facilities in Slum Areas—This includes plavgrounds,
community centers, parks, and other play and athletic facilities
that have been provided for the community. ndividuais will
participate on an informal basis, c¢hserve the individuals, and
observe interactions taking place at such community centers.

Unit I, Seminar

Purpose: The purpose of the seminar aspect of the Field Experience course is
to discuss issues of common concern,

N Suggested Activities

A. Once weekly the students will meet with the field experience
supervisor and the field coordiuators to discuss problems,
critical incidents, . unusual happenings, etc., that arise out
of their field experiences. The following are given as typical
examples of topica ! at might arise out of the semirar phase
of the Field Experience:

1. Establishing rapport with clients \
2. Determining reascas why those attempting to aid the
disadvantaged are often rejected
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. 3. Factors that leac to the disadvantaged resenting and/or
attempting to exploit the helping hand
‘ 4. Methods of selling oneseif to the disadvanta jed
. 5. Inadequacies, fears, prejudices, and misconcepticas felt vy
the student whew vorking with the disadvantaged
6. The responsibility of the disadvantaged for his cwn coudition
7. The adequacy of society's attempt to fulfill its responsibility

tn tha AloadAvwanta mad
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8. Evaluation of training at the uuskilled aad semiskilled level to
provide a permanent solution for the problems of the disadvantaged
9. Industry's responsibility in sclving the problems of the disadvantaged
10. Feasibility of the poor participating in the administration of
programs aimed at helping the poor

E_2 - d

Note: The field coordinator will serve primarily as a model for those students
in his charge. Insofar as he is ex2mplary in his functioning as a field coordin-
_ator, students will learn through contact with him how such a coordinator can
function effectively. Specifically, the field coordinator must be a resource man,
a contact man, a t'eacher, and a counselor. Ag a resource man he is aware

of opportunities that exist, the agencies and the services-they provide. Asa
contact man he iz able to place the student in the agencies by having acquaintance
with the appropriate persons and having gained their confidence through prior
contacts. As a teacher the coordinator must attempt as much as possible to

. structure the learning experience of the student and familiarize him with basic

‘ principles and sources of information appropriatfe to his experience. As a coun-
selor the field coordirator must help the student work out personal problems
that may have been created from this experience,

43

o R -L I S S S T - TR , / -

L . : N d AN - ALE L :

- osmth Fi ¢ S ST EANS
L6 . PR % VIR SV AT TN L
.. s B : .o 5 -

TS -




CEMINAL IN LEARNING, DEVELOPMENT,
AND MEASUT ZMENT .
{Four C.edits)

Seminar Description—An introduction < ‘ne basic theories and concepts of
«@ie psychology of learning, hur_an development, and cducational psychological
tests., measurement, 2nd evaluation with aprlication of these basic theories
and concepts to existing learning problems prevalent among culturally di~-
aivantaged youth.

Need for the Seminar—In order to teach culturally disadvantaged youth, one
must understand their basic learning problems. Such problems stem from
learning experiences and particular aspects of developme.it which are common
in a disadvantaged environment; furthermore, these problems have definite
implications for testing ard measurement with this population. In order to 3';
understand the particular learning problems of the disadvantaged, students
have a need to know the bagic concepts of learning, develcpment, ard measure-
ment which help to understand the dynamics of a specific population. There- :
fore, the students have the following specific needs: e

1. To ke exposed to some of the concepts which have evolved from
the learning laboratory of the psychologists
2. To be exposed to some of the basic teachings in the field of human
development -
3. To be exposed to some basic concepts of human measurement
4. To be aware of the specific learning problems of the disadvantaged <
5. 'To be able to apply the concepts of learning, development, and " &
measurement to the specific learning problems of the 7
disadvantaged in order fo gain insight into these pProblems \
and be better prepared to cope with them A

Seminar Objectives—The Seminar in Learning, Developruent, and Measurement “‘0
will be directed toward the following objectives: -
1. To provide the student with knowledge of some basic corncepts 5
in the psychology of learning o
.2, To provide the student with knowledge of some basic concepts ‘ C
in human development i
- 3. To provide the student with knowledge of some basic concepts ; .
in educational measurement -
4. To make the student aware of some of the special learning =
" problems of the disadvantaged : Py
5. To help the student understand the dynamics of these learning .
problems and their causes based on learning, development, zud ' -

measurement concepts
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Prncedure—The Seminar in Learning, Development, and Measurement wili be
offered on the time equivalency of a four-credit course for one semester.

It is recommended that the seminar be conducted by three individuals—one

who has a familiarity with and a commitment t{o the priasciples of learning theory,
one who has a familiarity with human development including emotional as well

as intellestual development, and one who has a familiarity with measurement,
testing, and evzluation in an educational context,

The instructor in charge of the seminar should be a psychologiet with
an awarepess of and commiiment to ithe probiems of eGucation.

This seminar should be closely coordinated with the seminar on
Educational Processes for Teaching the Disadvantaged and the Educational
Practicum; all three will be undertaken concomitantly. Theory that will
ke generated in this seminar should be clearly tied in with practice as dis~-
cussed in the Educational Processes for Teaghing the Disadvantaged seminav,
and as carried out in the Educational Practicum. Experiences in Processes
and Practicum should be cited in the Seminar in Learning, Development, and
Measurement in order %o bring the ~~plicability of the conceptual approach
into sharper focus.

COURSE OUTLINE

Unit I, Basic Concepis of Learning

Purpose: To provide the student with a knowledge of some of the essential

concepts used to explain learning phenomena as a prerequisite to applying
these conespts to specific learning problems. Basie concepts will be
presented in such a manner that their general implications for education
will be constantly highlighted.

Tonics for Biscussion

A, Parameters of learning
1. Conditioning and associative learning
2. Extinction, generalization, discrimination
3. Reinforcement
4, TForgstting

B. Types of leatning and conditions under which they occur
Signal learning

Stimulus-response learning

Chaining

Verbal association

Multiple discrimination

Concept learning

Principle learning

Problem-solving

*
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C. Some seiccted learning theories .
1. Hull--drive, habit strength, inhibition, goal gradient,
dslay of reinforcement, secondary drive and reinforcement
2. Thoredike—Ilaws of efiect, exercise, readiness
3. Tolman—learning of meaning, latent learning
4, Skinner-—intermittent reinforcement

Unit f1. _Basie Concents of Human Develodment

Purpose: To provide the studnt with a knowledge of some of the essential
concepts used to explain development2! phenomensa as 2 prerequisite to applying
these concepts to specific davelopmental problems engendered by the environment,
Basic concepts will be presented in such a maaner that their general implications
for education will be constantly highlightes.

Tonics for Discussion

A. Develepment is not genetically presrdained {(nor intelligence fixed
by genstic factors).
1. The case for genctic predeterminism
2, The case Sgainst genetic predeterminism

B. Phases in the devalopment of the intellect
1., Ezariy motor develcpment
&. Preverial and preoperational thought :
3. Siaze of conerete operations
4. Stage of formal operation

C. The deveiopment of the ege and moral development
1. Infantile sexuality ’
2. The emergence of identity
3. The emergence of moralily

D. Career dsvelopnient
1. Adolesecence ag exploration
&. The transition from schoo!l to work
3. The trial process
4., Period of establishment
5., Maintenance stage
6." Years of decline
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Unit III. The Essentials of Measurement

Purpose: To provide the student with a knowledge ot some of the essential
concepts upon which tests and measurements on human b2ings are based, along
with a knowledge of test construction both for individual and program evaluation.
The use of these concepts and their limitations in actual situations will be dealt
with later.

Topics for Discussion

A. The parameters of meas: ‘reinent evaluation and interpretation
i, Item anclysis: technique and purpose
2. Reliability (of tests and cf human beings used as
measuring instruments)
Validity: content, concurrent, predictive, construct
(emphasis on content validity) .
4, Morms, standard scores, and standardizing population
B. The development of a test for evaluatin, gtudents or programs
Stating educational objectives
Construction of test items
Evaluation of test items
How to use the test to evaluate students' performances
. How to use the test to evaluate the effect of the program
or curricuium (the content validity approach)

o @ 0o B0

C. Standardized tests

Individual and group intelligence tests (verbal and nonverbal)
Tests of aptitudes and abilities

Tests of achievement

Other types of tests ‘

How to find and assess a standardized test

Al ol ol

Unit IV. The Learuing of the Culturally Disadvantaged: Competing Rewards
and Their immediacy -

Purpose: To preeent the view that culturally disadvantaged students are often
biologically disadvantaged as wall and thereiore wiil apply their efforts to earn
rewards that will satisfy their hiclogical needs; they will also be inciined more
toward immediate ysinforcemeni rather tha.. working toward long-term goals.
These phenomena will be treated ass learning phenomenon.

47

R il o """’"'ﬂf—-_'  A— o, -t —;.q—s.-..::«‘.,,‘.._wqm:__._.

L

\\ . L PR - 2T
M - ooy o A st




Topics for Discussion

A. Nature of the problem .
1. Being hungry affects classroom performance (Breckenridge,
Vincent, Schorr)
2. .What is being learned has ro apparent appiication in the
immediate future
3. The student would rather be out earning a living

B. Applicable learning principles
1. Huli—deiay of reinforcement, goal gradieni (Hilgard)
2, Thorndike——law of effect
3. Hull—learning based on drive reduction; notion of competing
reinforcements (Hilg..rd)
C. Supporting evidence relating to the culturally disadvantaged
1. LeShan's study
2, Mischel's study .

D. Why does the problem exist and what can be done about it
{in learning terms)?
1. Provide the student with quick feedback
2. Relate the schocl experience to real life experiences

Unit V. The Development and Measurcmeant of Intelligence in the Culturally

Disadvantaged

Purpose: To help the students understand why culturally disadvantaged youth
ofien score lower on conventional intelligence testt , to explain why a culturally
impoverished environment often leads to a lesser developed intelligence; to
emphasize the limitations in intelligenc. testing; to seck some remedies for
this situation.

Topics for Discussion

A. Lower measured intelligence among the disadvantaged as a
function of experience
1. The work of Klineberg and Pettigrew

B. Particular experiences that are lacking and their effects
1. The importance of stimulation (Ausubel, “Jloom, Hunt,
Wolf, Dautsch)
2. Developmental probileins and language learning (John, Bernstein)
3. Probiems in conceptual development (Siller)

C. The effecis are not irreversible N
1. Gerneral statemenrt (Hunt)
2. Work with the mentslly retarded (Dennis, Skeels & Dyd,
Wellman)
3. Work with the disadvantaged (Boger)
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D. The deficit i3 cumulative
1. Why (Deutsch, Krugman, Osborne)?
2. Implications

E. What can the classroom teacher do?
1. Teach at the perceptual level
2. Converse with studenis
3. Relate concepts to students' experiences

4, Field tripz: new experiznces

F. Whsat kind of program do we need?
1. Early enrichment (Headstart)
2. Educational TV (Brazziel & Terrell)
3. Remedial services (Krugman, Schreiber, Shaw)

G. The implications for intelligencé measurement
1. We need culture-free instruments.
2, Is it valid to measure inteliigence?
'3, How can we assess potential for learning? Shouild we?
4, How do IQ data bias the teacher?

»

Unit VI. Achievement Motivation and Learning Among the Culturally Disadvantaged

Purpose: To introduce the students to the concept of achievement motivation;
to discuss where it comes from; to consider why it is often low among the
disadvantaged and how their experiences may account for this; to discuss what
can be done about it.

Topics for Discussion

A. What is achievement motivation?
1. Presentation of the concept (McClelland, Atkinson)

B. Where does it come from? ~
1. -Associated with middle class (McClelland, Rosen)
2. Based on rewarding succecs and punishing failure (NIcClelland)
3. Enhanced by training (Winterbottom, Rosen and D'Andrade) -
4, Supported by parents (Kahl) ' )

C. Why is it low among the disadvantaged?
i. Different class ethic’
2. Lack of opportunity for success
3. High frequency of punishments (Bronfenhrenner)
4, Inapprs;priate models
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D. What caz be dene about it? _
1. The use of successive approximations to shape behavior
(Skinner) .
2. Frequent use of rewards for even mirniinal successes
utilizee zuccessive approximations technique (these youth
are success starved). : .
3. Avoidance of purishment: punishment does Lot lead to extinciion
of punished bekavior {Estes); it often lzads to fear of failure
(Atkinson).
4. Presentation of tasks of graded degree ox difficulty in
sequence from easy to difficult A
5. Use of tangible rewards (Zigler and DeLabry) S
6. Use of objeetive criticism (Lewin et al.)

Unit VII. The Learning of Attitudes Among the Culturally Disadvantaged

Purpose: To acquaint the student with the nature of the attitudes of culturally :
disadvantaged youth toward self, others, and society and their bases; to discuss !
ways in which such attitudes can be altered through learning intervention, g

Topics for Discussion <

A. Atiitudes of the culturally disadvantaged toward self, others, .
and socisty .

1. Negativism, fatalism, and cynicism ~

2. Psychopathic, antisocial, and delinquent behavior

3. Low aspiration and self-expectations; low seli-toncept P
B. The bases for these attitudes—-how they are learned . L,
i. Social siatus and social experiences (dieronymus) - M
2. Rejection (Ausubel and Ausubel,. Goff) ! L7

C. What can the teacher do to change attitudes?

1. The teacher as model (Witty)

2. Student participation and the development of involvement
and responsibility (Lewin; Lewin, Lippitt and White; "
Coch and French) : .

3. Role playing as a basis for learning new attitudes (King -
and Janis; Brehin)

4. The use of praise and approval: rewards as the basis
for learning new attitudes

‘5. Programmed success as the basis for elevating level of
aspiration: rewards as the basis for new learning (Sears) B

6. Approach-av idance conflict with regard to education: its i
reduction . through reducing avoidance tendencies and fear )
(Dollard and Miller; Brown) .

7. The differential treatment technique: react to individual
differences (Hunt)
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New York: John Wiley and Sons, 1954. -
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~ Random House, 1961. -
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EDUCATIONAL PROCESSES FioR TEACHING
THE DISADVANTAGED YOUTH
(Four Credits)

Course Description—This course is a composite of selected educational
processes such as teaching methodology, program development, curriculum
development, and evaluation with special eraphasis on the teaching of the
disadvantaged youth. The course is an integrating experience in teacher
education that draws upon the disciplines of psychology, sociclogy, anthro-
pology, economics, and educationil pedagogy for its content, basic educational
procedures, and organizational structure. This integration is achieved in

the processes used in the conduct of the class.

Need for the Course—The Educational Processes course is designed to provide
the educational framework in which the previous psychological, sociclogical,
and behavioral experiences are brought info the context of the school program
and the individual 1aboratory. '

The basic need for the course iz one of establishing a background for
the teachers of the disadvantaged in the ordering of and planning for educational
experiences that provide for mazimum effectiveness in teachine and program-
ming for the student. Specific nezis are as follows:

1. Such feachers will rave need for a broad range of understanding
and eapability in a numier of insiructional methods

2. Such teachers will need a broad and integrated perception of .
curriculum organization, curriculum development processes, / - .
and factors related to curriculum change N

3. Such teachers will need an understanding of the program
potentials that exist in vecational and occupaiional education

4. 3Suchk teachers will need broader and deeper capability in the

.
b

RPAY

areas of program and curriculum evaluation EY

Course Objectives-—The Educational Processes course wili be directed i N
toward the following objectives:
1. To broaden the student's understanding in the area of curriculum ! 'b";,
development [
2. To broaden the student's understanding iu the area of program -
plenning and execution =
3. To enable the teacher to use efiectively a number of different T
methods of teaching as appear appropriate for students of [
varying backgrounds and abilities .

4, To epable the feacher to use a wide range of instructional media

as appear appropriate for the teaching of the disadvantaged

5. To enable the teacher to design learning experiences as required ‘,

for a wide range of student abilities as well as social differences ? {;

1
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6. To enable the teacher to uise effectively a number of evaluation
and measurement techniques in appraising educational progress

7. To enable the teacher to use community (sociclogical and
economic) data in the establishment of direction for sducational
experiences of the disadvantaged

8. To articulate the nature, function, and processes iavolved in the -
education of the disadvantaged :

Drmpﬂnra-."l‘hn F‘ﬂnﬂnfn‘nni Drnnoncau ooursa nn“ ha foered on thc timc
.F_“
~equivalency of a four-credit course for one semester.

It is recommended that the course be conducted on 2 seminar basig
with a multidisciplinary faculty involvement. Such an approach will involve
the disciplines of psychology, sociolegy, anthropoiogy, and special education.
These disciplines will be use? as the particular fopics under discuszion
warrant their involvement,

The instructor in charge of the Educational Processes seminar will be
a vocational teacher educator with training and experience in the areas of
curriculsim and methodology. Special consultants and guest speakers who are
gractitioners in the schools for the disadvantaged would be called into the
seminars to provide a perspective in direct association with the central
problems involved with the handling of such youth.

Comneunity agencies siich 25 the employment service, neighborhood
youth clubs, welfare units, and charitable organizations would be represented
or pznels or in discussion sessions 0 establish direction to, as well as under-
sta.ndmg of, t‘he prokiem of educating the disadvantaged.

The Educationzl Processes experiences should be coordinated with the
Educational Practicum course. This would be especially appropriate in
connection with the study of methods and program devel-pment., It is recom-
mended that the students be given opportunity to discuss and/or demonstrate
certain methods or procedures they have found to be effective. Films and other
educational media should be used where appropriate,

CCURSE OUTLINE

Unit I, ' Curriculum Development

Purpose: The Curriculum Developirent unit is intended to establiish a frame-
work into which the total program of educational experiences for the disadvan-
taged may evolve.




o o T2 e

‘ Topics for Discussion

. . A. Bases for curriculum decigions

y 1. The nature of the student to be served
» 2, The 6bjectives and purposes of the school
A 3. Tke social and cultural values of the community
4, The teacher's level of participation in the various
phases of curriculum development and implementation

5. The attitudes, aspirations, and values existing in the

K community and axiong the employers of the produci of
the school. ‘

Principles of curriculum development

C. Curriculum change and innovation

5

k7

g D. Curricular patterns appropriate for the education of the

/" disadvantaged ' ‘

’ E. Curricular variations based upon the location of vocational

N education in the school ,
| 1. Separate vocational schools .
2, Vocational schools as a part of the comprehensive

S

P . high school
: 3. Area vocational centers sharing time with the regular
high school
. 4, Occupational schools

5. Vocational-technical schools
6. Post-secondary schools

Unit II. Program Development

Purpose: This unit is intended to enable the student to develop background
ana inderstanding in the nature and process of program development for the
disadvantaged.

Topics for Discussion

A. The nature and process of educational program planning
B. Community invoivement in program planning

C. Factors influencing the development of a program

59 ,
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I.

Programs of special significance to the education of the disadvantaged
Examples;

1. The Carroliton School, Baltimore, Maryland

2. The Octaviug Caito Public School, Philadelphis, Pennsylvania

Research in-the area of program planning and administration
The'Cluster Concept' program
Work~-study programs B

Coopserative p ograms

Placement and follow-up

Unit M. Methods of Teaching

ose: The Methcd of Teaching unit is decigned to acquaint the teacher with
a number of instructional procedures appropriate to a wide variety of student
ability as well as a wide range of educational objectives.

&

o]

ey
.

J.

Topies for Discussiox

Methodology and Educational Perspective

Teaching with the use of Instructional Aids

Teaching using the Unit Approach

Teaching using the Problem Approach

Teacaing using the Individual Proiect Approach

Teaching using the Group Approach
1. The Group Project
2. The Line Production

Teaching and learniug through Role Playing

Teaching using the Research and Experimentation Approach

Teaching with Prégram\med Instructional Materials

Teaching with Instruction Sheets

K. ‘The Discovery Method of teaching

L.

Team Teaching concepts and procedures

M. Seminar and Oonferénca procedures in teacking
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Unit IV. Program ard Curriculum Evaluation

Purpose: This unit is intended to increase the teacher's effectiveness in the
area of program and curricular evaluation,

Topics for Discussion

Principies and concepts of educational evaluation

Evaluation based upon achievement of shjectives or proposed

outcomes )
Evaluation based upon placement and performance on the job
Evaluation based upon immediate and long~range goals

Evaluation and the literature in the field

Research findings in vgecational and occupational program
evaluation *

Community studies related to the evaluation of vocational
education
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EDUCATIONAL PRACTICUM
FOR TEACHING DISADVANTACGED YOUTH
(Four Credits)

Course Description—The practicum is designed to bring to fruition the experi-

ancas and comnetencies daveloned in the teacher training sequence for master

teachers of disadvantaged youth, i.e., theory into practice. The objective

of the practicum is to provide a broad range of actual teacbing and administrative

experieuces as well as experiences with the anciilary services that are
asscciated with schools serving disadvantaged youth. Integrated with the
practicum is a weekly seminar designed to discuss and resolve common
as well as unique problems encountered by the teacher trainees.

Need for the Course-—The Educational Practicum is the cap-stone of the

sequence of experiences designed to train teachers of disadventaged youth.
It provides a laboratory setting to pui into action educational activilies

involving the teacher trainee's background exveriences in such disciplines
as social psychology, psychology, sociology, aanthropology, and education.

The Educational Practicum course is designed to provide: firsthand experi -

ence in a schoo! setting with disudvantaged youth; observation of teachers
and other school personnel working with and teaching disadvantaged youth;
opportunity to work with and teach disadvaniaged youth under supervision of
school personnel and university rupervisors; a sense of responsibility and
understanding of the role of the school as 2 "change agent' in our society.

Course Objectives—The Educational Practicum should be organized in a

manner desigred to achieve the following objectives:

1. Teo assist the student in understanding the "world of the
disadvantaged" in relation to the school setting

2. To provide the student with an awareness of the multi-
responsibilities of the educatior al system 25 it relates
to the disadvantaged

3. To provide the student an opportunity to observe a master
teacher in the teacher-learner process

“. 4, To make %he student aware of the problems experienced

administrators and pupil-personnel faculty face as they
involve themselves with disadvantaged - ‘h

5. To gain teaching experience under the supervision of an
experienced teacher or, if in an administrative or ancillary
area, to gain experience in the particular area under the
supervision of experienced personnel
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6. To provide compatencies in curriculum development and revision
7. To develop an awareness of the need to use a number of different

methods of teaching which appear appropriate for students of varying
backgrounds and abilities
8. To obtain experiences and competency in using a wide range of
instructional media appropriate for the teaching of the disadvantaged
9. To become aware of and acquire competencies in designing
learning experiences required for a raage of abilities and social
differences .

10. To use and become aware of 2 number of evaluation and measure-
ment techniques in appraising students' progress, as well as
self-evaluation

11. To understand the need for and experience in using community
data and resources in the establishment of direction for educa-
tional experiences for the disadvantaged

12. To become aware of the need for interacting with fellow students
and their supervisors pertaining to philosophical, pedagogical,
¢nd other areas of common concern which have evolved as a
result of the trainee's practicum experiences.

Procedure—The Educational Practicum course will be offered on the time
equivalsuncy of a four-credit course for one semester.

It is recommended that the Educational Practicura be supervised by
several members of the program staff each dealing with a small number
of students. These university supervisors should have experience and
familiarity with public school settings.

The Educational Practicum experience should be coordinated with
the Educational Processes course and the Seminar in Learning, Development,
and Measurement. The curricizlum was designed so that these thres expericences
would run concurrently enabling each to supplement the other. A suggested
over-all organizational pattern for the practicum is given below:

1. A general orientation including the responsibilities of student
teaching should be held. This orientation should be under
the direction of the university supervisor in cooperation
with the master teachers and/or school supervisors.

2, Assignment of trainees to the master teacher or supervicor
3. Observation of school areas and activities other than the
trainee's area of specialization
4. Observation of trainee's master teacher or supervisor
5. Opportunity for the trainee to teach in his own area of competence

76




6. Daily conference with master teacher during the teaching

experience phase for the purpose of:
a. Discussing specific problems which have arisen
b. Evaluating the trainee's daily plarning
¢. Self-evaluation by the trainee
7. Periodic observation of the trainee by the university supervisor

8. Weekly seminars involving one or more of the master teachers;

the university supervisor, and the professors responsible for
the Seminar in Learning, Development, and Measurement and
the Educational Processes course. The purpose of this seminar
would be to discuss common and unique problems and to devise
ways of alleviating them.

9. Final evaluation made cooperatively by the master teacher,

the university supervisor, and the teacher trainee

COURSE OT",LINE

Unit I. The Observation Phase

Purpose: The objective of this phase is to provide an opportunity for the
teacher trainee to observe a masier teacher working with the disadvantaged
youth, to become acclimated, and to get to know the students.

A. The following are typical observations and gnals the teacher

trainee should realize from this phase of the practicum:
1. The personal attributes of the cooperating teacher or
supervisor such as:

a) Effective management of time

b) Personal appearance and grooming as an
identity model .

c) Aleriness and adaptability

d) Voice quality as a cue device in rewarding or
disciplining

e) Other methods of rewarding appropriate behavior

Gradually make student contact and learn studert names—
be friendly but professiona.
Beccoming familiar with:

a) Where materials are kept

b) Available materials

c) Sources of professional aids

d) Other curricular programs and facilities within
the school

Studying the learning process as it relates to the physical
aspects of the program such as;

a) Arrangement of the classroom
b) Maps, chalk board, ete.
c) Lighting, heating, ventilation
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5. Studying the learning process as it relates to the master
teacher's izvolvement in:

a) Motivating the disadvantaged

b) Providing for individua! differences through subject
matter selection, building on previous experience
of the pupils, use of teaching aids, use of questioning
technigues, use of general classroom management and
routine, organization of teaching units, ete.
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youth regarding their:
a) Attention and participation
b) Interest
¢) Individual differences
N d) Involvement in individual apd group work
7. Analyzing the observation phase to provide opportumty
for the teacher trainee to:
: a) Identify methods and techniques which contribute
i to the effective teachiug of the disadvantaged
7 b) Interpret and analyze the laws of learning as they
apply to the disadvantaged

Unit II. The Teaching Experience Phase

, Purpose: The objective of this phase is to provide the teacher trainee with

v the opportunity to apply the techniques, methods, and knowledge gained in
the S "minar in Learning, Development, and Measurement, in the Educational
Processes course, and in the observation phase of the Educational Practicum.

j" A, During the teaching experience phase the teacher trainee should
become involved in:
1. Using various methods appropriate for teaching the
disadvantaged such as:
a) The unit approach
b) The problem approach
¢) The individual project approach
d) The discovery method
e) Team teaching
2. Using various techniques and materials appropriate for
teaching the disadvantaged such as:
a) Role playing
b) Programmed instruction
¢) Work experience activities
d} A variety of audio-and visual materials
3. Building and/or using evaluation procedures to assess the
progress of students
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Daily planning for lessors to be taught (these.should

be evaluated cooperaiively by the teacher_trainee

and the master teacher)

Using and understanding the value aad shortcomings

of cumulztive and anecdotal records as they relate

to providing information for more effective teaching

Face to face contact with parents or guardians of the pupils
Having an experience in working out the process and
procedures necessary for a work-study program for one
or myTre pupiis

Unit i, Final Evaluation

Puraose: The purpose of this evaluation is to provide a {inal lewrning experi-
ence for the teacher itrainee. Continuous evaluation will have taken place
throughcut the practicum through conferences with the master teacher and
the university supervisor.

A. The final evaluation will be made cooperatively by ihe maste::
teacher, the university supervisor, and the teacher trainee.
The evaluation should include at least the following

1. Personai qualities

a) limotional stability
b) Adaptability
c) Cooperation
d) Stamina
e) Speech
f) Appearance
Teacher-pupil relationships
a) Classroom atmosphere
b) Pupil freedom-
¢) Pupil control
Classroom ieaching
a) Effective planning and preparation
b) Effective presentation and involvement
c¢) Adequate record keeping and follow-up
d) Attention to special needs
e) Handling of routine matters
Out-of-class responsibilities
a) Individual attention to pupils who have
problems—-sachool and personal
b) Participation in school related activities
Professional relationships
a) Attitude toward total schooi program
b) Cooperation with school staff
c) Involvement with and attituces toward parents
and the community
Seminar participation
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Unit IV. Seminar Phase R

Purpose: The purpose of the seminar wouid bg to previde an opportunity to
discuss common and unigue problems arising out of the practicum experience
and to devise ways of solving these problems.

A. The seminar wiii be conducted on a weekly basis throughout
the duration of the practicum.

- B. The seminar wiil be conducted on 2 team basis with .master
K teachers, the university superviscr, and the professors of
the Seminar in Learning, Develepment, and Measurement and
the Educetional Processes course comprising the team. The
university supervisor will coordinate the seminar.

Suggested Agencies

The fellowing agencies are submiited as suggested agencies for the
\ placement of students for the practicum experiencz. The list is suggestive,
‘ no attempt has been made to provide an exhaustive list:

A. The Job Corps—-men and woraen

. Skilled Centers (MDTA)

N
arfyn

- C. Specific programs at {he high schocl level designed for the
~ disadvantaged, e.g., the Carrolton School of Baltimore

D. Multi~Occupational Programs (MDTA)

E. Special demonstration programs
S
F. Residential schools similar to those approved under
P. L. 88-210, Section 14

G. Disciplire schoolswheremajority of youth in attendance
are also disadvantaged, e.g., the Octavius Catto School
of the Philadelphia Public School System
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SEMINAR IN PROFESSIONA L ISSUES
(Three Credits)

Seminar Description—The Seminar in Professional Issues is a critical and
intensive analysis of current issues in vocaticnal education as they apply to
tie disadvantaged person,

Need for the Seminar—The purpose of the Seminar in Professional Issues
is to integrate and relate the issues that arise out of the experiences of the
curriculum directly to the fieid of vocational education.

Objectives—1It is anticipated that the following goals will be realized in this
oifering:

1.. To provide a "bridge experience" between the professional
training and the profession

2. To provide opportunity to share ideas, to discuss issues,
and to offer viewpeints concerning current issues in the field
as they relate to the disadvantaged

3. To evaluate the experiences received in the total eurriculum

Procedure—The Seminar in Professional Issues should be offered on the
time equivalency of a three-credit ecurse for one semester.

The seminir is to be conducted Ly the students under the guidance
of the seminar suparvisor (prefeably the director of the progruin). It should
be an experienc: that is not prerlanned but where the students themselves
determine the contenis and issves of the seminar. The emphasis should be
cn student cen'2red discussion and student pianned content.

C'JURSE OUTLINE

Unit I. Suggested Topics

Puipose: It should be emphasized that the seminar content should grow
cut of the experiences ard issues that have evoived from the fotality of
experiences both acadernic and practical. Thug the topics will be germane
to these experienceys .04 many will arise out of the on-going interaction of
the seminar.

A. As a guide, the following are offered as possible examples of
issues that may develop in the seminar:
1. Automation and its impact on serniskilled and
unskilled workers
2. Grouping practices and integrating the disadvantaged
youth into a total school environment
3. Hiring practices and the minority groups

81

a3
Iy




B

e

N - e

A &

N

10.

11.

Educationzl programs for the disadvasiaged

Means of dealing with peer influences

Motivation and the disadvariaged youth

Testing as a selection device

The degree to which society is adequately fulfilling
its responsibility to the disadvantaged
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for his owa condition
The advisability of the poor participating in the administration
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The advisability of training the disadventaged for semi-
skilled and unskilled jobs that may b2 eliminated by
automation

. The guaranteed annual wage
13.
14.
15,
16.
17.
18.

Werk and/or leisure

Police protection in urban communities
Sex, drugs, and life

Crime and class

Vocational versus general education
Societal rewards and their distribution
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3 INTEGRATING OPTION
g Master's Project or Ivaluative Paper
(Three Credits) {No Credit)
g - Rationale—The Integrating Option provides a dual track for the curriculum,
In some fnstitutions a Master's project is a mandated requirement for the
Master's degree; in other institutions this requirement may be waived.
i Therefore, bioth are presented in the schematic ang in the courses of study.
In those institutions electing the Master's project it is recc.mmenaed that
three (3) crediis be granted for this endeavor. For those electing the
Evaluation Paper it is recommended that no credit be granted. The committee
recommends the Evaiuation Paper irack wiierever possibie.

"wq/ v

integrating Option Description-——Master's Project——This is an individual
investigation, study, critical analysis, evaluation, or pilot project concerned
with the disadvantaged youth. Each student develops, carries out, and
reports the experience in a Master's paper.

Integrating Option Descripticn— Evaluative Paper—This is ar evaluation
by the individual of the tot2l experiences received in his Master's program.,

- The Need—This cption provides a means for the studeut to integraie the
experiences obtained through the medium of the Master's program. The
emphasis will be varied, however, depending upon the irack selected.

Objectives—The Integrating Option is aimed at achieving certain outcomes.
These are expressed as objectives such as those listed below:

Master's Project _ -~

1. To provide the candidate with an cpportunity to
gather data in an operational setting

2. To provide the candidate with the oprosinnity to use
the concepis Jearned in the classroom ard in the
field experiences to solve a practical problem
previously identified

3. To provide oppoxtunity to assess the candidates
performance and application of concepts learned

) under actual corditions as a practitioner and

problem-solver

Evaluative Paper
1. To provide the candidate with an opportunity to review
his experiences and to evaluate the worthwhileness
of these experiences
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3. To idextify the weaknesses of the eurriculum s
4. To identify aress whereby the curricuium can be
indproved and made more functional

Procedure—The gourse will be structured for each individua! ba'v.z cognizant
of hig area of interest.

E R N
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2. To id@mé the strengths of the curriculum .
q

COURSE OUTLINE e

Option I. Master's Project

A. The project will be structured to provide individual consultation 3 |

with au appointed adviser, N

_ 1. Identification of a problem area to be studied (o5
- 2, Approval of problem by candidate's committee :'f’
_ 3. Execcution of study developed to solve problem s
- 4, Presentation of problem via = Master's paper o

Option I, Evaluative Paper

A. The paper will be guided by oral and written criteria.

1. Student evaiuates entire curriculum in terms of :
what he obtained. .
2. Student evaluates entire curriculur in terms of .
how it faiied to meet his needs.

3. Student makes recommendations for improvement .
of the curriciium. ‘ S
4, BStudent anticipates ways and means the concepts .
learned could be applied to hiz home-school sitnation. )
2
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RECOMMENDATIONS

\ A raost impertant element of any curriculum or program of studies

2 is an svaluation of its effectiveness. To a minor degree this has been

‘ buwilt into the curriculum under the aegis of the Evaluative Paper. However,
there is no agsurance that this track of the Integrating Opticn will ke utiiized
by ail instituiions whick eiect to use inis curricuium. Even wihere ibe
Evaluative Paper is used, it is recognized that an evaluation of the scope
and depth necessary would not result. Therefore, it is recommended that

" those implemerting the curriculum be cognizant of the need fo develop
adequate evaluation procedures.
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FOREWORD

Youth with special needs, as defined taroughout this wublication, describes
those persons who are sometimes called potential dropouts, disinterested,
reluctant, disadvantaged, alienated, or cultiirally deprived. They may be slow
learners and som? may possess average or above average ability, but are low
achievers, However, thoy ave mot those youih formally associated with special
education, Such a definition, if we stop to think about it, encompasses a vast

‘number of youth who make up our secondary educational program. It has been

said they number at least 30 per ceni and projections have been made as high

as 60 to 7C per cent of the school population. If arrived at by means of deduc-
tion it could be assumed 30 per cent would be in the college preparatory offering,
another 30 per cent would be in the more traditional vocational programs (in-
ciuding business education), leaving the remaining 40 per cent the youth with
special needs—now usually absorbed i the nondescript offering known as the
general program.

The facts ci the matter are that educators have for too long ignored the needs
of this sizeable percentage of youth. Worthwhile programs are not available
to them and they are left to cafeteria-shop srom courses that are designed
for other purposes and to wander aimlessly through their final years of edu-
cation. Yet, at the same time, we know well that each and every one of them,
upon graduation or early severance from their formal education, will have to
assume a productive role in our society. .

Not only have we ignored the curriculum aspects of the probiem, it even
more pressing, we've neglected to prepare teachers to zope with the student .
with spzeial needs. Serious questions can ke raised as to the competency of
the traditional subject matter oriented teacher to function well with such
students. More approprizately perhaps, a new breed of teacher who is well
versed in the behavioral sciences must be developed.

Statistics found in the ensuing papers make the challenge to educavors ob-
vious. —John O'Brian and the group who have ""looked into this problera" pre~
sent the hard cold facts of the situation as well as some piausibie solutions.
Their contribution is significant.

Carl J. Schaefer
Chairman, Department
Vocaticnal-Technical Education




PREFACE

The papers presented ia this publication represent a preliminary aspect of a ey
research project entitled *The Development of a Master Teachey Training Cur- .2
riculum for Teachers of Occupational Level Training Programs." The project I
was funded under Section 4(c) of the Vocational Education Act of 1963. . s

The primary objective of the study was tp deveiop a Master's degree curricu-
lum t5 prepare teachers to teach youth with special needs. A first aspect of the
study was to assemble an interdisciplinary committee whose members had exten-
give experience with the disadvantaged youth, Each committee member then de- B
veloped and presented a paper at a Collcgquium held at Rutgers - The State Uni- e
versity. These papers are found in Part I of this publication, The central theme e
of each paper was to relate the contributions the discipline represented by the 5
author could make to the preparation of teackers who would be working with youth .
with special needs.

Part Ii of this publicatior represents the second aspect of the project. A
group of praciitioners, persons r¢spounsible for operation of programs for youth .
with special needs, or programs preparing teachers of youth with special needs, A2
presented papers representing their practiticner poiuts ¢f view, The following
points were considered: 1) a brief description of the program aad its objectives,
2) characteristics of the youth that constitute the student body, 3) the needs of the
youth that must be met by the school, 4) characteristics that teachers of the youth
with special needs should possess, and 5) the skills, knowledges, and understand-
ings needed by teachers of these youth. These papers were presented at a second
Colioquium held at the University. v g5

 The papers presented formed the basis of discussions which led to the devel-
opment of the teacher preparation curriculum for teachers of disadvantaged youth. .
Persons intereated in further information concerning the curziculum siould con- -
tact the United States Office of Education or the principul investigator. e

Numerous individuals have made significant contributions to the study. Special
recognition is due to the members of the Department of Vocaticnal-Technical Edu-
cation of Rutgers University and ¢5 Dr. Cari J. Schaefer for his many suggestions.
Mention shonld be made of Gail Lazar zad Carolyn Slater for their secretarial com-
petency and Mr, Benjamin Shapiro for his aid in relation te layout and formatfor

this publication.

John L., O'Brian
Principal Investigator
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THE SUIDARCE ROLE OF A MASTER TZACKER IN 4 VOCATIORAL
CURRICULUIA FOR YOUTH WHO COME FRCM THE “UNDERCLASS"

ARNOLD BUCHHEIMER

THE CITY UNIVERSITY CF NEW YORK

I should like to address myself to the broad question: What can guidance coentritute to the sduca-
tion of those students who would not be atiending school:

(1) if empioyment oppurtunities were available to them witaout a high achool diplcma ?
(2) and who have not achieved sufficient incentive to sze schuol aftendance as a meaningful

experiencse?

(3) and who are not assimilated and absorbed into the vork fozce by vi;tue_of racial segregation

and other barriers imposed by our caste system?

(4) if educators hud not made a commitmeat to educate ali children? (Tyler in Schneider, 1965)

When political, pschologicai, economic, and cultural factors are so overwhalmiagly arrayed
against some pupils, whet is the tagk and role of those who work in & guidance capacity in a voeational
school or, for that matter, in any schocl? How does the Following definition uf guidarce fit these

students ?

. « . guidance helps a student to find order in the complexitiez of decision making,
irelps him to enrich his experience by eamining it, and helps him to become the
conscicus artist of his own career. . . (Katz, 1933, p. 59).

Gilbert Wrena's answer to these two ques-
.ions is a cauftious, helpless, plaintive attempt
to relate the necds of these youth to the guidance
niovement that has eveived for the last fifty
years. Iwas shocked to find one of the sages of
the guidance movement so helpless uniil I read
Alan Haber's unpublished manuscript entitled
The American Underclass. The array of eco-

romic, social, political, and cultural forces
againstthepoor, as cited by Haber, are so over-
whelming that one begins to understand Wreun's
qualified view of the guidance function and the
economists' open pessimism about the worth and
value of an education as we know it for those who
belong to the undexrclass.

Yet, so far as vocational education is con-
cerned, we are in a situatior where education
and economics meet and consort with each other.
In the guidance movement there has been a long
diale:tic between manpower utilization and seli-
develop.aent— manpower utilization being an
economic concepi while self-development is
more or less a psychological and educational
concept. Thus today we are involved in a dia-
lectic between those who are concerne. with
social change and tivose wh» are concorned with
individual change. There are those who feel
that individual change, however dramatic it may
be, will neceszarily be dependeat on chang(s in
social conditions.

i
.
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Wrenn (1963) definer guidance as a point of
view which is or shogld be a part of a working
philosophy of every school. He thinks that the
8¢hool counselor should influence others to pro-
vide a more meaningful environment, both school
and non-school; should modify others! perceptions
of urbzn youth in the divection of betier ideniifi-
cation and understanding; and, should modi®y

mwn avasedil = 2L L _ _
self-perception of urbaxn youth 5o that they may

be able to relate better to cthers and also to
know how o malte more adequate use of what-
ever environmental resources are available to
them (Schneider, 1964, p. 193). Wrenn con-
ceives the environment of the counselor as well
as the youth with whom: he works as three con-
centric circles, the innermost being the social
enviroament we all iive in; the second circle is
the educational envircnment; and the third cirecle
being the psychological environment, Obviously
these circles are in constant dynamic interaction
with each other, I should like to address myself
to the guidance task in each of these environments
within a school—any school, vocational, aca-
demic, general, elementary, secondary, trade,
or technical.

Modification of the Social Environment: So
far as the underclass, Negro or white, is con-
cerned, cpporiunities are more and more lim-
ited. These limits are because of obsolescence
due to automation, limited occupational mobility
due o substaudard education and substandard
living conditions, and because of our caste and
ghetto structure. Guidance and schcol personnel
can be effective in three distinet ways: first, by
modifying their own attitudes toward the poor;
second, by becoming involved in the many com-
munity action programs that are being created
and developed at this time under the O, E. G. ;
and thivd, by modifying the opportunity structure.

Modificatior, < Personal Attitudes: In our
Protestant ethic, tue poor are considered a
public nuisance, socially disruptive, and moral-
ly incorrigible (Haber, p. 12). We value work,
thrift, and the survival of the fittest. The poor
are obviously unfit. These feelings may be
strongest among those who themselves have been
recently uplifted from this state of "sirfuluess, "
It does not ocour to us that people are poor today
because of forces over which they bave had little
control and for which we of the middle class are

MmN ST = . i e

directly responsible, and from which we benefit
directly. We need to look at our own values,
prejudices, and social attitudes and question
their validity. This may be a difficult task, and
an uncomfortable one. But it's no more uncom-
fortable or difficuit than to ask a slum youth to
give up being a junky, become socially respon-
sible, and report to school or work punctually.
Adnsrence o our vaiues, indifierence to social
plight, and the enjoyment of caste privileges
may be equally irresponsible, sinful, and moral- -
ly reprehensible ic those whom we deride as be-
ing socially misfit, Iam neither a moralist nor
a sentimentalist when I speak as I do, but a hard-
headed realist. The old song, "She's more to

be pitied than censored" in no way pertains, The
poor need neither pity nor censure; they resent
both, They do need responsibility and public
advocacy; they need allies with unlimited com-
mitment. I'd like to think that the guidance
berson in a schocel is such an ally, deeply com-
mitted against the exploitation of the poor,

deeply committed to the eradication of the caste
and color line, a person who is wary of viewing
poverty and the underclass in terms of the Pro-
testant ethic of work.

Personal Involvement in Communify Action

Programs: In acting on our commitment, I
suggest that we do some psychological moon-
lighting, The Poverty Progranis under the

0, E. O, greatly stress community action pro-
grams, For our own edification on the condi-
tions of poverty as well as an insight into the
aspiration and frustrations of the poor, I sug-
gest that we apply the principle of the tithe to
our social involvement, that we give a certain
proportion of our time and our professional
know-how to these programs. Not because there
mey be an extra dollar made—this may be vol-
untary time-—but as professionals we owe it to
ourselves to become involved at the blood,
sweat, and tears level in a great American
social enterprise. If we are indeed at war with
poverty, then, as {n any other war, we must
tighten our psychological beit. In this war the
sacrifice 1s not our lives but the abandonment

of white middle class smugness and privilegs
and the attitudes that foster these statss of mind.
In the prverty programs around the country, es-
pecially those geared to the ghetto areas, there
is an alarming tendency to involve only those who
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are themselves of the ghetto culture in the com-
munity action programs. I say that this is alarm-
ing, not because this practice often hss overtores
of nepotism and political patrcnage, but rather
because it maintains the caste structure. The
principle that "2 house divided against itself can-
not stand" was eloquently pronounced over a hun-
dred vears agn. It would he truly iroanie if now,
on a different level, under different circum-
stances, government policy, federal support,

ar’ the established institutions aided and abetted
the maintenance of the caste structure. The
moral imperative of all our civil rights and man-~
power legislation is t0 eradicate the underclass
and the ""other America.”" Yet it is understand-
able that the spokesmen for the poor and the
"outcaste" would be wary of involving the uncom-
mitted cr the outright enemy in their struggle for
ireedem. It is up to us to show our commitment,
especially since our professionalism is needed.
Our involvement in community action is essential
if we are to be modifiers of the environment;

our skills are necessary to bring us closer to

th2 democratic ideal of the Great Sociefy; our
indifference is tantamount to resistance to
change; and open resistance to change is akin

to sabotage in wartime. We have no choice

but to become involved. But if we are involved,
it must be an invoivement of humility and equality
rather than one of benevolence and paternalism.

Modifying the Opportunity Structwre: ''Op-
portunities are mediated by gate keepers. . . the

gate keeper makes ability judgments about an
applicant's risk. . ." (Haber, 1965, p. 14). A
gate keeper is one who has "direct control of
access" (Haber, Ibid). As guidance workers,
we control the access route out of the under-
class everytime we make a judgment about a
youngster, a judgment which is "reality oriented. "
Every time we do not send an able boy to explore
a job opportunity because he may not be hired
because of his race, everytime we counsel a
child cut of a chosen field because his oppor-
tunities are limited by discriminatory practice,
everytime we counsel & child in terms of our
own stereotypic notions of the work force, every-
time we participate in discussions which restrict
the opportunities of training or induction into the
labor force for any reason whatsoever, we com-
mit an act of sabotage in the War on Poverty.

We have only one role and one single purpose:

tc counsel in terms of potential regardless of
what the present reality may be. Any action
short of counseling, developing, and training
for potential is an action against the Mational
and personal interest. Employment restrictions
of today may be—will be—the real opportun-
ities of tomorrow.

The only honeat, moral. and decent attitude
we can take as professionals is to say to each
individual youth, "This is what ve think you
~an do; we will train and educavce you to do it;
and we will use all of the influence and endeavor
at ovr disposal to see to it that you have the op-~
portunity to do what you can do and what you are
trained and educated to do."

A SUGGESTED RESCLUTION

Schoois have aiways been the primary force
of social mobility and social progress in our
society. In the past, they reflected the philoso-
phy of free enterprise and personal achievement
and improvement, We are embarking on an age
of automation which necessitates social planning
on all levels of Gur sconoimy. An automated
sociatv cannot be an unplanned soci~ty. Thus,
ovr social emphasis in our schools has to ¢hift
from a free-enterprise philosophy to 2 social-
welfare philosophy. Such a shift of necessity
leads to a reevaluation of our entire competitive
emphasis. We need to reevaluate our status
and reward systems in our schools, both for the
teacher as well as for the children. Sc far as
the children are concerned, Iwould urge for the
elementary child a total abandonment of epecial
clagses and special grouping practices for all
those children whe do nou fall into e school-
inadequate category; in otaer words, hetero-
geneous greuping for all childresn whose poten-
tial is not hampered by a high degree of emo-
tional disturbance or clear intellectual retar-
dation. .

On the other end of the scale, fos: children
who ars 56 clearly superior that their potential
and full development augurs social contributions
of the magnitude of a Freud, Mozart, Weiner,
Einstein, Beethoven, Menuhin, Mendel, Da Vinci,
Mills, or Shakespeare, I advocate a completely
perconalized tutorial educational progiam with
whatever -oup and social experiences the indi-
vidual situation requires. All other children
should be grouped without regaxd to intellectuai
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assessment or intellectual achievement.

It would undoubtedly take considerable re-
training of administrative and teaching personnel
and the general public to abandon the investment
in homogeneous grouping. Every classroom in a
school should represent the entire range of dif- *
ferences of the educable childrer within a school—
sex differences, class differerces, race differ-

“n JETY Y S
onces, and intallectuasl Siffsrences.

Secondly, Iwould recommend 2 policy of
saturation for all children, especially those who
are deficient in some way. When children are
deficient in reading they should have more read-
ing, rather than less, with new and different
approaches. If five periods of English don't
seem o do the trick, seven periods might, I
seven periods don't eliminate the deficiency,
nine might. When a persor shows a dietary de-
ficiency, we den't water down the diet further;
rather, we supplement and enrich. Educational
programs need enrichment rather than watering
down. This is not to say that we do not need to
start where children are oxr that all children
shouid end up the same way, but rather that all
children need the same commitment and thai
their differences are an educational challenge
rather than an educational handicap. Our cur-
ricula and course of study need to be differ-
entiated, but our educational setting needs to
be equally accessible ard available to all.

Those who are impressed with the mystique
of grouping should be reminded that it does not
necessarily follow that organizations designed to
simplify the act of teaching through reduced
ranges will enhance children's learning”
(Buchheimer, 1965, p. 340).

In defense of those who resist the inaugura-
tion of heterogeneous grouping, it must be said
that class size needs to be reduced to a size
where individual attentfon can be given, On the
other hand, it must be emphasized that reduction
of class size does not guarantee individual 2:-
tention or differentiador of edusational approach.

The third rerommendation I would make 15
the adoption of a policy inclusion rather than ex-
clusion. Iwould eliminate the possibility of
school exclusion as a punishment. Contrary to
Paul Goodman, Iwould see such a policy as a
commitment, an act of faith, rather than as man-
datory conscription. I wonder what would happes
to the dropout rate or the truancy rate in our
schools if pupils were told that as an endorsement

of their educability, suspension from school
would ne longer be used as a disciplinary meas-
ure, This policy was adopted by the Greenburgh
#3 school system in New York. Their dropout
problem is nonexistent.

A fourth recommendation would be to adopt
a deliberate policy of color sensitivity rather
than color blindness. Let's face it; the problem

A Lt

oi teaching the disadvaniaged is intimately bound

. up with the problem of racial discrimination,

The Negro believes and knows that the color of
your gkin does make a difference,

What I mean by color sensitivity is letting
the Negro know that we can understand how he
feels and that we will do all in our power to take
these feelings into consideration,

VOCATIONAL EDUCATION VERSUS
GENERAL EDUCATION

it may appear that in advocating the creation
of a comprehensive high school I am abandoning
vocational education. Not atalll Iam extending
it. I one of the functions of vocational education
is to provide a balanced secondary educaticn,
there.is no reason why it cannot be received in
a regular comprehensive high school. This still
leaves open the question of education for a live-
lihood and the question of vocational competence.
Today these are highly variable propcsitions.

We are told by labor and industry that what is
wanted today as a critericn for employability

is a high school diploma; that vocational training
and vocational competence is a function of in-
dustry and management or post-high school train-
ing in techniczl schools, community colleges,
private trade schools, or special institutes., The
Public Education Association of New York de-
clares, "The uitimate goul, howgver, iz to have
all high schools operating under a singie system
and attaining such excellence that the specialized
scheols of today may no longer be a necessary

or a desirable part of public educaticn in New
York City” (P.E,A., 1963, p. 15).

They advocate Jostponement of vocational
skill training unti . . x high school and recog-
nize that worker.. ..th a single gkill may have in-
creasing diffict .y in adapting to the 1abor market
(lbid, p. 15). On the other hand, let's look at
the program of what is called a unit trade high
school in New York City. A unit trade school is
a school which prepares fur employment in the

¢
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trades of a single industry such as food irades,
printing, or aviation.

In some unit trade schools, in addition o
mathematics, science, English, and history, a
student s required to take courses in basic elec-
tricity, woodword, hydraulics, weights and bal-
ance, and engines before he takes the courses
specitically related to the industry. (This is al-
so true of the diversified trade vocational
schools.) The courses for the specific trades
are given primarily in the twelfth grade aud re-
quire special shops and equipment.

One can certainly make a good case for the
fact that no one's education is complete if he
does not have a working knowledge of motors,
electricity, and principles of hydraulics and
weights; if he is not sble to do basic repair work
around the house. Within a {ew ysars, as we
become more and more automated and there are
fewer semiskilled occupations, we may be forced
to do our own repair work rather than rely on
handymen to do it for us, Mechanical iliiteracy
may be as much a preblem in a few years as
reading deficiency is today.

The vocational training within 2 compre-
hensive school may be more akin to what is
called industrial arts. It is, however, absc-
lutely essential that such a program should
iavolve the entire student body, not merely a
special group, Specialized programs requiring
special equipment could be housed in special
centers. Students couid travel to these centers.

Many who question the ideas of comprehen-
sive schools in a large city are concerned about
bigness and depersonalization. They feel that
segregated patterns can easily exist within ».
scheol as well as by segregating within separste
schools. This is true! Present educational
practices of homogeneous grouping, fixed track-
ing, and the highly competitive academic empha-
sis all contribute to de facto segregation by color,
caste, and class lines within a school. Individ-
ualized programming would help. Programming
in accordance with certain educatioral aims in
mind would also help. For example, a boy who
is really gifted in mathematics should have the
opportunity to take math courses leading to ad-
vanced placement in college without being obliged
to be equally high in his history performance, or
in biology.

A standard high school diploma would help—
a dinloma without the specification of what kind
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of program it reprerented. Anyone who needs
to know can ask for the school transcript to get
Inore specific information. Arother practice
would also help: the school within a school,
provided it is organized to inclwle 2 balanced
representation of the various differences that
exist within the school population.

T've said much sbout a balanced education,
but little about either education for livelihood
or vooetional competence. Nor have I said
anything, so far, about the potent problem of
skiil deficiencies in high school. Let me speak
of the latter first.

If secondary schools are unable to deal with
skill deficiencies that have accumulated through-
out elementary and junior high school years,
then other institutions have to be found to do
the job. One such institution may be a skills
center where people of all ages may go to over-
come deficiencies. This is an educational
cafeteria whose purpose is primarily to offer
educational services on an individualized basis
for those who need to make up deficiencies in
iraining. Such a center would be staffed by
educational consultants who could assess needs
and then work cut an individualized program of
training, The object of the skill center would
be to direct the person toward either 2 formal
school program or foward employment.

Now, as to education for a livelihood.
Whatever educational epproach is used, certain
youths need to earn their livelihood at the same
time a8 they attend school. With many it is a
matter of economic need. With others it isa
matter of self-respect. With others itis a
part of the cultural patiern. A f{ifteen year old
Puerto Rican boy recently reportad to his coun-
selor that his family treated him differently.
They listened to him now. V'hen the counselor
asked why this was sc, he told her that he now
had a part-time job. Marhood is an imporiant
value. Manhood implies girl friends, a ear,
status, and cften compensation for school fail-
ure. All of these things cost money, and a job
is the way to attain them.,

Any high school program planning for the
needs of youth, especially the needs of poor
youth, must take into consideration that the need
to attain manhood or womanhood ¢ annot be posat-
poned until after graduation. It is for these
youth that work-study programs are essen-
tial.
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A Mt. Diable, California, school principal
sums up his experience with a work-study pro-
gram:

Work experience helps in the adjustment
of youngsters in an important develop-
mental stage. They learn to adjust to
real life situations. They achieve some
degree of independence in which they
must live with themselves and at ihe same
time get along with other people (Burchill,
1962, p. 41).

If this is the value of a work-study experi-
ence, why not make the experience available to
all students, not merely to those who are proh-
lems to the school? The work-study apprcach
to educztion is nct & new one. It goes back to
the continuation centers which are the fore-
runners of cur vecational schools, predating
the Smith Hughes Act.

GUIDANCE PERSONNEL AND TRAINING

Whatkinds of people should staff the schools
with which we are concerned? There is no
point in reciting the standard requirements of
vocational education training or guidance train-
ing. You all know them. They have to do, first
of all, with competerce in a particular vocational
area; secoad, with competence in the scademic
areas; third, if guldance is a pervasive point of
view—it ought to be adevelopmental point of view;
fourth, a teacher should be a person who can be
2 positive model to childrenwith whom they iden-
tify, a person who can be direct without being
aathoritarian. Most of the recent studies about
discipline confirm that discipline is not taught,
and behavior is not changed, by a reward and
punishment approach to learning, These studies
indicate instead that acceptable behavior is
learned by the models that children have and the
kinds of identification with adults they are able
to make. It is especially important that children
whe have had poor models cutside the school
have good models within the school.

Fifth, as I have already indicated, it is im-
portant that teachers who teach the disadvantaged
can identify with them as persons, and wiih thetr
problems and their condition. This is probably a
crucial dimension about which we still have a
great deal to learn, an area in which we are most

lacking. Sixth, a more specific characteristic is
the capacity to deal with hostility without re-
sponding defensively or retaliatiag in a hostile
manner. And finally, flexibility, the capacity
to meet a child where he is and o start there
and help him grow at his own rate.

These characteristics of teachers have
been said 8o often that they sound like education-
al cliches. However, the last five are more
often observed in their breach than in their ad-
herence.

A short time ago I spoke to some of the Job
Corps people whe are running urban centers.
They tell me that they don't find vocational
educatior or public school guidance people very
helpful in teaching their vocational education
programes or in conductingtheir guidanceactivi-
ties. It took me a long time to ferret out the
basis for their dissatisfaction. Aside from
the middle class orientation, so often talked
about, there are some other more specific
factors which need to be considered.

With regard to the classroom teacher,
three factors seemed to be particularly
crucial. They were: (1) preoccupation with
abstraction; @) rigidity; aad (3) lanimage of
condescension. Preoccupation with abstraction
seems to mean that there is tco much tire
spent oncerebral activity and not enough time
onthe physical, the actual concrete involvement
with the job (the taking apart of the motor, the
handling of the tools, etc.). Tke people in the
dJob Corps feei that their most successful expe-
riences involve situations where the physical has
preceded the cerebrai. This is certainly not a
new concept in education; butit is often violated.

By flexibility is meant something similar to
what the programmed instruction people are
talking about—the possibility of moving through
a sequenceof learning tasks withcut a prescribed
time period. If, forexample, a boy can build his
own trangistor radioin twoweeks, and complstes
it by September 15th, heshould nut have to wait
until October 15thwhen the next unit is scheduled
to begin. This is "customized" instruction in
its most concrete form.

w1 7he language of condescension is not my
phrase, though I think it very descriptive and
appropriate, This is what I alluded to when I
spoke of being color sensitive, The man who
ceined the phrase is, atthe pressnt time, devel-
oping a glossary of the language of condescension
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Such hrases as "you people” and "boy" might be
in this glossary, which should prove a valuakle
addition to our training. |

So far as gnidance personrel is coacerned,
the two crucial characteristizs which are neces-
sary to disadvantaged youth seemed to be: (1) a
de-emphasis on verbal communication skills and
(2) an understanding of primary and secondary
relationships. Counselors are apt to demand

"highly verbal behavior from counselees. The dis-
advantaged youth is apt not to be very expressive
in an interview situation. Thus the formal inter-
view, as we know it, is not apt to be very helpfial
What is likely to be more helpful is the frequent
short informal contact. This would require the
counselor to be highly mobile, to be present in
many places, and highly sensitive to situations
and incidents as they arise. These incidents
could then be dealt with on the spot, in the con-
text in which they arose.

The problem of primary and sccondary re-
laticnships is related to this point. The coun-
selor and guidance person dealing with children
from the underclass has to be much more like
the parent than the counselor of a middle class
child. This is a broad distinction, but the
counselor of the middle class child is probably
in the position where his role is one of counter-
acting parental influence where such influence -
has been too domingut a force; while the coun-
selor of the chilc of the nderclass is apt to be
more like the parent. What the middle class
child will discuss with his parents and never
bring to hiz counselor, the child from the ucder-
class may well bringto his counselor ifhe learns
to trust him.

These are some of the crucial factors which
we need te take into consideration when we talk
of teaching and counseling children of the under-
ciass. The basic competencies and basic train-
ing are similar for any school, and the basic
preparation is the same. Sensitivity, however,
ia a very special factor; we know very little
about how to train for it.

There has been much discussion about train-
ing teachers and counselors of the disadvantaged
Iy exposing them: to the children and ¢the conditions

under which these children live and go to school.
Exposure is necessary, but exposure ncust be
accompanied by identification. It does not help
very much to expose a perron to conditions and
situations with which he cannot identify.

Another recommendation that has becn made
is the establishment of 2aboratory schools and
demvunstration centers specifically geared to
teaching and training disadvautag>d youth., I
such schools and centers are established, 1
hope that their program contains come of the
features that I recommended earlier in this
paper.

SUMMARY

I would like to conclude row by addressing
myself briefly to each of the items on the out-
line of the proposal pertaining to the understand-
ing of the guidance role of the teacher of young
people with special needs due to their social,
economic, and cultural isolation from our cul-
ture.

Guidance s & point of view which fosters
creative self-discovery and the personal artist-
ry of coping with life's responcibilities axd
developmental tasks. It is a point of view
which pervades the entire learning atmosphere
of an institution.

The traditional concepts of intelligerce,
apiitude, and achievement need to be thought
through again. The currently used techniques
of assessing these three basic aspects of be-
havior are not a2pplicable to childrea oz the
underclass.

Motivation is as much a problem to the
institution as it is to the persons with whom
we are concerned. Much institutional behavior
and many institutional demands are irrelevant
to the needs of youth from the underclass.

Effective techniques of dealing with these
youths are predicated on the capacity of the
worker, be it teacher or cc'mseior, to identify
with such youths and for such youths to be able
to identify with the worker and to see him as
a model.
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SPECIAL CDUCATION AND iTS IMPLICATIONS FOR THE
TRAINING OF TEACHERS TO WORK WITH DISADVANTACED VOUTH

WILL.IAM R. CARRIKER

THE PENNSYLVANIA STATE UNIVERSITY

H someone were to ask me when the fuse was sget in relatfon to the awakening of the public
apathy towards ihe philosophy and absoluie need for an appropriate education for deprived
youth, Iwouid list Dr. Conant's Social Dynamite as being that stimulus (National Committee

for Children and Youth, 1961). The problems of exceptional children and disadvantaged youth
are somewhat parallel as they relate to the definition of equal educational opportunities. Both
groups have suffered as the result of apathy or a lack of understanding.

WDE INDIVIDUAL DIFFERENCES EXIST
AMONG CHILDREN IN EACH AREA
OF EXCEPTIONAL CHILDREN

Beginning with this statement, most of
my remarks will refer to special programs
designed for the mentally retarded or special
programs designed for the emotionally dis-
turbed. Although separate classes for the
retarded have been established on a natioral
basis, they are not alike. Each class of stu~
dents of educable mentally retarded chiidren
exhibit wide differences within the classroom.
They are alike in one way, i.e., on the basis
of the criteria used, they are unable fo suc-
ceed within a regular classroom situation.
From that point on they vary from one another
as much as a 80 called normal child varies
in his characteristics from another so called
normal child in & regular classroom. We
must aiso think very carefully abor the
individual differences which exist among dis-
advantageq individuals. They are alike only
in that they suffer from deprivation.

The basic needs of the disadvantaged
youth in the slums of New York City are
certainly the same as are the basic needs
of the disadvantaged youth out of the small

run~-dewn coal mining community in the back
hills of West Virginia. The basic difference

between these two, however, are how these

needs are to be met, and to assume that both
are to be et in the same way is a false
assumption.

_EARLY SCREENING, IDENTIFICATION,

—"" AND PLACEMENT IN A SPECIAL

EDUCATICON PROGRAM ARE
GENERALLY NECESSARY IF
EXCEPTIONAL CHILDREN
ARE TO MAKE OPTIMAL
PROGRESS IN SCHOL

Probably no phase of curriculum pianniag
should receive as much attention as in the first
year of schiool. The results of overlooking
rroblems at this level are very costly not only
emotionally, but economically as well. Fdeally,
children who are likely to have schocl problems
should be identified before the problems obtain.

For example, too many educable retarded
children are never placed in a clagsroom until
they have learned how to be faflures. We alse
ought to recognize, too, as it relates to emo-
tionally disturbed children, tho¢ i€ we can pro-
vide a preventstive program for them rather
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than to have to Provide a therapeutic and cor-
rective progrars for them, the chances for
success in relation to the welfare of the child
will be much greater.

This particular need, I feel, is as true for
disadvantaged youth as for these other young-
sters. Due to the fact that we can 1ccogrize
they are coming from problem areas, then
certainly we oughat to be trying to do something
about it. Obviously, this is one of the major
purpc=28 of 'Project Headstart." Even with
all of its problems and certain quest.ons
which have been raised, this program offers
real potential.

THE TEAM APPROACH TO COMPREHENSIVE
CASE STUDY INVOLVES MEDICAL, SOCIAL,
AND PSYCHOLOGICAL, AS WELL AS ED-
UCATIONAL SPECIALISTS, BUT EDUCA-
TIONAL DIAGNOSIS AND PLACEMENT

ARE CENTRAL RESPONSIBILITIES
OF THE EDUCATION AUTHORITY
IN CHARGE

This particular position is one, which,
in essence, states that we cannot as educa-
tors stand alone in relation to the total wel-
fare of an exceptional child. In an effort to
meet the needs of an exceptional child the
various diseiplines must be invoived and their
positions stated, their findings reported, and
integrated into a total educational program
designed to meet the needs of the individual
child. Th= educational program becomes
the responsibility of the education authority
in chgrge. In no way am . inferring that
other disciplines do not play an important
role in the molding 65 the educational pro-
gram; however, the discipline of education
must take the responsibility for the program
and its implementation.

It appears fo me that we have an analogy
here between the prograin planning for special
sducation and for an educational program plan-
ned for disadvzataged youth., Namely, that we
must rely upon the sociologists, the psycholo-
gicts, the anthropelogists, the political scien-
ticts, and the economists aa it relates ¢o an
effective educational curriculv.. for disadvan-
taged youth. However, the responsibility for
coordinating and implementing this educational
program rests finally upon the shoulders of

the educators.

THE SUCCESS OF A PARTICULAR TYPE
OF SPECIAL EDUCATION SERVICE
WILL DEPEND ON WELL DEVEL-~

OPED CRITERIA FOR PLACE-
MENT SO THAT PUPILS WITH
OTHER TYPES OF PROBLEMS
AND NEEDS ARE NOT
INAPPROPRIATELY
ENROLLED IN IT

I would hope that as we discuss poassible
teacher training programs for disadvantaged
youth that we wiil not place ourselves in &
position in which the discipline of epecial
education has found iiself, namely, compart-
mentalization and possibly inappropriaste
classification of children. The recent past
president of the Council for Exceptional
Children, Harry M. Selznick, suggested tha
the discipline of special education reconsider
the classification and grouping of pupils which
has been found in special education programs
over the past years. He states (1985, 357):

Although good programs of training
provide the special educator with
bavad aspects of understanding, he
is essentially an educator. The
technigiies ard skills which he
brings to the school situation are
intended to enhance the learning
opportunities for the children with
whom he works. Too oft~x, the
children are placed in a given class
because ~f a similarity in a medical
disgnostic label rather than because
of a similarity in learning needs.
We, in special education, must rec-
ognize our areas of competence and
direct our energics and attention .o
the types of groupings which will
best coniribute to the zccomplish-
ment of our responsibilities. Al-
though we are educators, we have
permitted medical diagnostic labsls
to bring about type compartmentations
which frequently bear little relation
to learning needs and abilities.
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SPECIA LIZED CURRICULUM, MATERIALS,
AND BQUIPMENT ARE NEEDED

‘This position hes been held by the disci-
piine of specizl education over the many years.
Obviously the quantity and type will vary from
area to area. For example, the specialized
needs in the area of the mentally retarded cer-
tainly differ as compared with the area of the
physicaily handicapped or with the area of the
visually handicapped. The variances in ways
of meeting the needs within a special area are
uot nearly as obvious as the variances between
areas and the tangible changes in the improve-
ment of school facilities, special equipment,
ete. For szample, if one were to look at the
changes in classroom methods that have taken
place in the teaching of retarded children over
the past few years, cne might have some dii-
ficulty in seeing any kasic differences. This
seems to be 80, even though we have some
factual evidence which is based on research
and which ought to result in some changes.

Of course what I am suggesting is a built-in
evajuation of 2 program so that we can evalu-
ate the direction and effectiveness of a pro-
gram which is in operation. We have a fine
opporfunity to build-in an evaluation of the
program we are concerned with as it is

being developed and initiated.

CLINICAL EDUCATION INSTRUCTION IS
NEEDED FOR EXCEPTICNAL CHILDREN
WHICH INVOLVES INDIVIDUALIZED
TEACHING PROGCEDURES BASED
UPCN CAREFUL APPRAISAL OF
EACH PUPIL'S ABILITIES AND
DISABILITIES

This position as it relates to individualized
teaching procedures is not new. Kirk (1953)
stated emphatically that special education
should be iesed on clinical procedures. This
type of teaching, that is clinical teaching, must
involve the identification of the specific learn-
Ing problems manifested by the child and then
apply remediation according to effective prin-
oiples of learning, I am afraid, however, that
too many special education teachers heve not
been trained in clinical teaching procedures.

1 suspect all too many who have had an oppor-

12

tunity to involve themselves with clinical teach~
ing procedures based on differential diagnosis
have dropped :he procedures by the wayside,
not because they do not wish to use this ap-
proach, but because it is almost impossible

as it relates to the type of grouping which has
taken place.

As the teacher training program for dis-
advantaged youth is developed, we might wish
to think of the following direction for grouping
which w25 suggested by Selznick (1965)., He
recommended that grouping ought to be on the
basis of communication disorders, behavioral
disorders, or special learning disorders. He
felt that various programs and services conld
be developed for children who possessed one
or a combination of the above disorders. .
Each child could receive a special service
or a combination of special services and,
in turn, clinical teaching could be provided
in each of the classrooms so that a variety
of approaches might be tried with the individ-
ual child. We may wish to consider the pos-
sibility of grouping based on certain disorders
which are commonly found within the disad-
vantaged group, namely, communication,
behavioral, and special learning disorders.

CONTINUOUS REASSESSMENT OF
CHILDREN AND REEVA LUATION
OF SCHOOL PROGRAMS ARE
ESSENTIAL TO PROGRESS

Iwould like to add one more facet to this
axiom, i.e., a reassessment and reevaluation
of special education classes and teacher train-
ing programs. In refererce to evaluation of
the effectiveneas of special ¢iass placement
versus regular class placement of retarded
indivifuals, one would have to say the whole
fisld of special education is still in a turmoil
sbout this. Present research scems to indicate
that there are no basic differences between the
two in relation to the achievement and social
competencies of the retarded child. There
have bsen some kasic methodological flaws in
research design pertaining to these kinds of
research projects; however, Sparks and
Blackman (1965, 245-246) indicate that:

. « « o proof must be forthcoming
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that there is more special about special
education than the children assigned to
these ciasses. H the null hypothesis
relating to tha differences between
regular and special classes cannct

be rejected, then the field of special
education represented primarily by
teacher trainers and administrators,
will be required to do some soui
searching.

Of course now they are talking about the
special classes for the retarded. They go on
to discuss the probiem as it relates to the
special teacher's trainirg, that is:

A survey of the literature to determine
whether the special teacher's approack
to the special child actually differs from
the regular tezcher's approach to the
normal ckild did not unearth a singie
study comparing the two {eaching
procedures on any dimension, A
review of the literature to determine
the basis of sequences of courses
leading to eertification of 2 tsacher

of sducuable mentxliy retarded chil-
dren reveals no validation study nor
any claims for izaching the mental-

ly retarded. On the basis of exist-

ing evidence, it is only possible to
conclude that the special education
teacher has superior qualifications

to teach exceptional children to the
degree that the consersus of intel-
ligence and experience of specia:
educators is accepted. Empirical
prodf of the validity of special pre-
paration does not exist.

This sounds awful and rather damming.
However, the area of special education does
not seem fo stand aione in relation to this
criticism. Cyphert (1964, 1) stated in his
summary report of a conference on research
in teacher education:

Preeminent among the problems
which teacher education today is
fraught is its apparent inability
to provide for its owm systematic

NS

improvement. Concomitontly the
extant research in teacher education
is neither extensive nor profcund.
Existing teacher education research
has had only a minimal impact upon
teacher preparation and curriculum.
Teacher education content and methed
have been generated almost exclusive-
iv on logical ground without explieit
empirical referencs to & clear defini-
tion of criterion behavior and has been
neither empirically validated nor re-
futed.

An additional contention is8 that re-
search in teacher zavcation has
beenpoorly conceived and defined |
20 as to exclude from study perhaps
the most important elements of the
edueation of teachers, Much of the
educational research which waight
hsve implications for restructuriug
teacher education is not integratad
with the literafura ¢f teacher edica-
ticn, M .y voud contend that
teacher equcstion research has
Bzen apnroacasd in the raln in an
unimaginative {aghion and with no
communicad} ? 2onceptaal frame

of referenss,

Again 1t seems to me that we have an oppor-
tunity, as we deselsp a curriculum to trein
teachers for disadvantaged youth, to integrate
with this program an evaluatior technique so
that we can check where we are going and how
tffective we are in reaching our goals.

FOLLOW=-UP OF EACH STUDENT AFTER
EE LEAVES SCHOOL AND PLACEMENT
ASSISTANCE WHERE NEEDED ARE
RESPONSIDILITIES OF THE SCHOOL

This particular axiom has come into its own,

especially within the past decade. The work
study program for educaible mentally retarded,
gecondary age youngsters is now a blooming
and successful program. I hes been known
far a namber of years that retarded individuals
could hold various types of jobs; hewever, no
concerted and systematic effort wae made
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bring the menially retarded to the job nor to
fatroduce the emypinyer (o the capabilities mani-~
fested by &z «ducable mentaliy retarded. 1
suspect that T would disagree with this axiom
2 its face salve in that placement, assistance,
and foliow-up 5 a0t the sole responsibility of
the gehool.  Effective follow-up and placement
of Individuals skould be an integral part of the
total irtev-disciplinary program planning for
seducable refarded individuals and probably can
bz one of the most important facets of program
planning for disadvantaged youth.

They need to have a point whereby they can
touch base; where, if problems develop with the
employer, they can come back to an individual
witain the school for counsel and assistance
guldance, Syden (1962, 331) summarizes by
saying:

During the past decade many gchool
systems have inaugurated programs
for the educable mentally retarded

of secondary school age,... Cur-
riculum coatent, whether organized
under tradit!onal titles or under core
units of study, is socio-occupationally
oriented. The goals of the program
are to develoy the individual's capabil-
ities and assiat him in discovering his
place in the economic society upon com-
pletion of his formal schooling. In ad-
dition to academics taught by special
education teachers and electives in class-
es for normal students, the special
education curriculum (for the educable
mentally retarded) provides for work
experience as a bridge between school
and the world of work coordinated and
correlated by special education per-
somnel,

The following axioms formulated by Dunn
(1963, 38-39) are as equally self-evident as
we consider various ways and means of devel-
oping a teacher-training program designed to
train teachers of disadvantaged youth. They
are as follows:

1y Communiiy-wide cooperaiion among
educational and non-educational services for
exceptionai children wili broaden the compre-

hensiveness and avoid gaps and dupiications.

2) Special educatior: programs are (can be)
strengthened by frequent interpretation of them
to educators, parents, legislators, and the
public,

3) The promotion of edncational research,

tescher Drﬂnﬂ"“""‘“, and inotmctisnal 5 SeIvices

in education for exceptional children are the
ioint responsihilities of national,
local agencies,

In conclusion, as we begin to delve into a
special program for teacher vraining, and as
to what methods and competencies are irapor-
tant, we might do well to reconsider wkat Dewey
(1913, 202) had to say about methods:

&, an o)
stats, and

Strictly speaking, method is thoroughly
individual. Each has his own instinctive
way of going at a thing; the attitude and
the mode of the approach and attack are
individual. To ignore this individuality
of approach, to try to substitute foz it
under the name of "general meth

a uniform scheme of proczdure, is
simply to cripple the only effective
agencies of operation and to overlay
them with the mechanical formalism
that produces only a routine conven-
tionality of mental quality.

And finally, Iwould like to vecommend
that we consider the possibility of taking a
leaf from the experiences gained by the group
at the Norfolk Division of Virginia State Collsge.
Their research dersonstration project concerned
with trzining the hard core unemgployed has pro-
vided some insights which we could well profit
from as we move into a proposed specialized
teacher education program. The bulietin is

. entitled Training the Hard Core Unemployed;

A Demoustraticn and Research Project at
Virglnla State Cellege, Norfolk Divisica. In

a brief siatement (1964, 116), Brooks dealt
upon the worthwhileness of the individual, of
the dignity of man. In his closing statements
he indicated that:

Before the project could be considered
a success, the ninety men who had
been recruited and trained had to be
employed on jobs which would allov

-
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tem aprd their families to live ut &
decent standerd. To many, this was
the proof of the project (the pre-
training workshop with industrial
and business men was helpful at

the time of employmont) yet the
project team had to overcome pat-
tarna of digsorimination in some
areas, skeptism....

The crowning point. . ..was the rising
sense of dignity and worth in the

nen....it was a thirs that gradually
cauzed hitherto shy and deprived men

to talk with pride and confidence when
people in high positions from all parts

of the Nation came and sat in their
classrocms. .. . it is the story of a work-
ing commitmant to the dignity of man,

it ia the story of the kind of deep exver-
fences that may become the heart of man-
power, poverty and other programs that
wil} help the disadvantaged and defeated
cliznb up on the main road of human dignity.
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AN AREZ OF CONSIDERATIGHN FOR A TEACMED

CURRICULUM N THE VOCATIOMNAL AND OCCURATIONAL FIELDS

DONALD MALEY

UNIVERSITY OF MARYLAND

This paper starts with the somewhat lengthy assumption that vocational and occupational teacher
education programs will be successful to the extent that they can produce the quantity and quality of
teachers who have the interest and desire to teach boys ang girls, as well as men and women, ranging
through the continuum of social and economic differences; through the coniinuum of abilify ranges;
and through the continuum of student background in the technological progress and advencements of

society.

This does not mean that any one or several
teachers would be capable of such versatility.
The essence of the requirement is that there
be a sufficient quantity of quality teackers at
each level of need in order to accomplish the
ends of education in a society where the dignity
of man, his maximum development, and his
maximum contribution are of primary concern,

It appeared to be the better part of wisdom
to devote this particular presentation to a pro-
Jection of the kind of a person the eurriculum
would hope to produce. In other words, this
paper is a discussion of the quality goal for
the proposed curriculum.

The early establishment of statements des-
cribing the product of a curriculum would pro-
vide the goals or objectives towards which the
curriculum could be designed. The statements
contained herein have been developed as a re-
sult of a broad study of the vocational and oc-
cupational fields and a number of years of
dedicated observation to the trends in occupa-
tionz and vocations., ‘The foliowing ten points
also are a result of prolonged analyses of the
requirements of those who teach in these
fields.

Each of the ten points is followed . a state-
ment or rationale that supports the teacher

quality under discussion. It is also important
to mention at this time that the writer kas no
delusions about the absolute ipclusiveness of
the cualities.

The following ten points are presented as
teacher quality goals or objectives towards
which the ultimate curriculum growing out
of this study may be directed;

1. The vozational teacher of the future
must acquire a gensitivity to the changing
ruie of man in relation to work,

This sensitivity must be developed to a
depth that will permit the teacher not only to
generalize on its consequences, bhut also to
design learning experiences which will enable
the student to assimilate the concept into his
attitudes and behavior.

Vean, in his book Man, Education, and Work,
wrote about ', . . a new relationship between
man, his equcation, and his work, iz which ed-
ucation is placed squarely between man and hiz
work," (4, p. 1) !

Essentially, this is a1 emphasis on the role
of education in the affairs of man. It not only
presents education ag the key to the door that
opens into the world of work, but it also implies
that education wil be imperative tc continue to
work,

\
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It is needless to pursue this point about the
importance of education and the pressing need
for increased education in the future.

It is important, however, to have teachers
who are capable of such aititudinul stimulation
on the part of the student. Likewise, it is
important that the teacher recognize thts same
fact in his own developmernt.

2. The tescher of the future will be re-
quired to interpret and make use cf research
findings and commurity anzlyses far beyond
the activities of his predecessor in thegse areas.

The current multidisciplinary emphasis in
vocational education is clear avidence of the
trend of thought in this area. It is an cbvious
outgrowth of inadequacies found in the past
education of vocational teachers and admin-
istrators.

Vocational education can no lorger afford
the easy route of selected students, or com-
pilations of skills to be taught based upon a
narrow interpretation of the trade. Nor can
it base the program of studies on a limited
local industries' pressusre or survey for
specific skiils.

Teachers, administrators, community
representatives, and a host of consulting
personnel will form the backbone of futu.e
curriculum development activities. This will
cequire the preparation of teachers in this
field to have a greater insight into the factors
that affect vocational education in the contem-
porary age. It will require a working knowledge
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of the tools and findings of research and scholar-

ship by which such insights are developed.

The narrowness of the traditional teacher
preparation processcs and requirements have
definitely set the vocational teacher apart from
the other professionals in education. This is
especially obvious in the areas of research,
scholarship, and cross-discipline utilizaiion.

3. The vocational teacher of the future
will place greater emphasis on people—the

development of people rather than the making

of things by his students.

The central issue here is one of putting
first business first. The only defensible prod-
uct of the American vocational school is people.

This concern for people is excellently por-
trayed in the publication Goals for Americans
as follows: (1, p.3)
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The status of the individual roust
remain our primary concern. All
our institutions—political, sccial,
and economic—must further en-
hance the dignity of the citizen,
promote the maximum development
of his capabilities, stimulate their
responsible exercise, and widen
the range and effectivencss of
opportunities Jor individuzl choice.

There has been the prevailing attitude among
too many vocational educators and administra-
tors that display-case filling, project fairs, as
well as state and national project contests are
the primery goals of instruction. What Iam
saying is—the proizssional teacher must
develop the thinking that all of the schaol's
¢juipment, librailes, laboratories, and per-
sonne! have but ore function—the maximizing
ot the performance ¢f the individual, Essen-
tially, what this means is that the teacher's
attitude and his actions will cause him to
diligently pursue the task of making Johnny
or Mary the best perscns they are capable of
becoming. This notion of teaching would cause
the vocational teacher to take greater interest
in the psychology of human behavior, learning
theory, human growth and development, and
sociology. The tools of teaching are in es-
sence the principles of psychology that aid the
teachex in his efforts to affect a change in the
student's behavior or intellectual equipment.
The tools, machines, materials, and devices
commonly found in the laboratory are merely
the assisting implements through which these
cther benavioral changing tools work.

This effort in behal® of people cannot be
accomplished in a splintered process with each
teacher cr segment of the school acting inde-
pendently. The human grows as an organism
and it is essential that the educational establish-
ment direct its attention accoxdingly. This
would call for a team concept with the total
faculty being the team members. This idea
alone is worthy of considerable emphasis in
the teacher e "cation curriculum.

4, The vocational teacher of the future will
find himself a specialist among other specialists

in the professional seiting.
Tuis is not to merely infer a specialization

i
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by such categories us agriculture, trade and
industries, business, or home ecoromics.
Furthermore, the specialization will go be-
yond the specialties of clothing or foods for
home economics; or the specialfies of machin-
ing, plumbing, carpentry or electricity for the
trades and industries person.

TLe specialty to which I refer is that of

the snecialigt among nmn'ln Y@S, tha s‘r}ecial_

ist to deal effectivey with the disadvantaged,
the specialist for working with the dropout, and
the specialists for such other groups as the
"slow," the accelerated, the highly skilled, or
the man on the job who needs new skills because
of displacement. :t has been obviously clear
that these specialties cail for different people,
and the records of teaching will amply attest

to this point.

The teacher requirements are considerably
different for those whe teach the boy or girl
from the disadvantaged socio-economic sectors
of the society than they are for the teacher who
deals with the highly skilied and advanced tech-
nical aspects of vocational education.

The implications for the teacher education
curriculum would stress the need for more
specialized courses in sociology, anthropology,
communications, and special education for
certain teachers.

Cthers may require concentrations of
work in the sciences, adult education, eco-
nomics, etc.

5. The teacher of the future will be much
more skillful in the design of learning exrer-
iences,

The true artistry in teaching and uitimate-
ly the net result of education is dependent upon
this very important facility on the part of the
teacher.

Ralph Tyler, in his book Bas’c Principles
of Curriculum and Instruction, emvhasizes
this point as follows: (3, p. 41)

. The term "learning experi-
ence' refers to the interaction
between thie learner and the exter=
nal conditions in the environment
to which he can react. Learning
takes place through the active be-
havior of the student; it is what he
does that he learns, not what the

18

teacher dees. It is possible for two
students to be in the same class and
for them to be having two different
experiences.

The concept of environment is one of the
problems of education in the traditional sense.

The isolationism of the school from the great

]ohnnofnr.t,r of er has irm(""u restiricted the

potential for iearning as well as the teacher's
design of learning experiences.

The vocational setting in the school with
the usual laboratory facilities provides an
opportunity for creative and ingenious "learning
experience design" that many of the "academic"
settings lack. The vocational setting in the
school provides the opportunity for planning,
constructing, experimenting, testing, evalu-
ating, researching, demonstrating, lecturing,
viewing and listening of all forms, as well as
many other kinds of student experiences.

6. The vocational teacher of the future
will be required to have an adequate and ever-
increasing knowledge about, as well as an in-
creasing facility with, the newer media of
ingtruction.

The vocational teacher of the future will
constantly find himself faced with a need for
the tools of teaching. These will be vastly
different from the tools of the vocational or
occupational area he teaches. These tools with
proper use are designed to affect the processes
of communication, 2xd in turn have an influence
on the behavior of humans.

Such devices as television, radio, teaching
machines, pupil-resporse mechanisms, pro-
jectors of ail kinds, tape recorders, bulletin
boards, chalk boards, models, mockups, col-
lections, specimens, charts, graphs, maps,
and many more {new and old) will constitate
the tools of the professicnal teacher.

The effective use of these items is a must
in a society experiencing an explosion of knowl-
edge, a society dedicated to the education of
all its people, and a society witnessing a popu-~
lation explosion. Furthermore, this need is
emphasgized by an increasing demand on the
intellectual and performance requirements of
the individual.

7. The future teacher of vocational educa-
tion must be more articulate about his work and

]
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his purposes than what has been the case with
past teachers in this area.

One of the serious areas of deficiency
among vocational and occupationul teachers is
that of not being capable and at times willing «o
discuss their work, their purposes, and the
values of their work.

Yet, if these teachers are to be effective
in the hroad range of their responsihilities,
and if the support and strengthening of voca-
tional and occupational education is to come
from the teaching staffs in these areas, it is
apparent that verbal articulation is essential.

The decisions in faculty meetings, Parent-
Teacher Association meetings, and board of
education meetings are deperdent upon such
articulatior. in all areas, and vocational educa-
tion needs strengthening at all levels in this
respect. )

8. The vocational and occupational teacher
of the future will pcssess new and varied di-

mensions of skill and knowledge pertinent to

igs area. of instruction.

The teacher will be required to be com-
petent at the level of the occupational scale he
teaches. This implies ¢ core of teashers
operating at different levels within a given
area of study. It also implies a differentiation
in the background and skill requirement for
the teacher at the various levels.

This principle or idea grows out of a very
obvious observation that all students in a voca-
tional machine shop are not going to be master
mechanics. There are students in the vocation-
al programs that will stretch their ability to
attain occupational compet ncy at the lowest
level and it is important that this group be
ziven full concern and the fullest assistance
in becoming what they can.

The range of skill concept as presented
above has strong implications for maximum
teaching manpower utilization in an age of
great shortages.

This same concept may also produce a
greater degree of compatibility between the
teacher and the students at the several levels.

9. The vocational teacher of the future
must assume a more positive attitude toward
his opportunities and value in the total educa-

tional picture.
His "self concept" should be one of a sig-
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nificaut contril,utor to society. His actions and
his belief in his work should demonstrate to
his colleagues, his community, and the nation
the high purpose and value of his work.

This point is brought into focus in a state-
ment made by Dr. Vernon Anderson, Dean of
the College of Education at the University of
Marylangd:

At times I hear a teacher of one of
the specialized fields v’irtually apolo-
gize for the fact that kis subject does
not appeal to the intellect, in this day
of stress on intellectual attainment.
Scholarship does not reside in a sub-
ject. The study of a subject becomes
alive, an adventure in research, and
experience in discovery, a scholariy’
pursuit, if the teacher has the insight
and understanding to make it so.

10. The vocational teacher of the future
will be required to undergo a constant process
of "self-renewal."

This process of self-renewal is not some-
thing thatautomatically happens. Furthermore,
certification and recertification requirements
are not the answer to this problem. Self-renewal,
to be effective, must stem from an attitude thatis
withinthe /mndividual, This attitude by which self-
renewal is accomplished should be the concernof
tes ~her education, and ultimately the total of

society. - -
The need for self-renewal in the individual

becomes apparent as a rapidly changing society
forces changes in the curriculum. Thus,the
teacher as well as the substance of his actions
(the curriculum) must undergo this constant
process of renewal.

The sensitivity to change in the curriculum
is stressed by Smith, Stanley, and Shores as
follows: 2, p. 12)

Since the curriculum is interwoven
with the whole cultural fabric, it
follows that as the culture undergoes
serious modifications fhe curriculum
will become an object of concern, es-
pecially among tiie more sensitive
members of the teaching profession
and of the society at large. The
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adequacy of the old curriculum for
the new cultural circumstances will
be searchingly questioned and changes
in the curriculum proposed.

Perhaps one of the major questions that
teacher educators might address themselves
to is that of self-renewal. How can the teacher

Tes A T wddl 4 n L
education process effectvely deal with the be-

havior of the future teacher in the area of
self-renewal ?

The previous ten points describing the
general requirements for occupational and
vocational teachers were an attempt to es-
tablish quality goals for 2 teacher education
curriculum, The recognition or acceptance
of such goals have numerous implications
for curriculum development:

1. Teacher education must establish with-
in the future teacher a sensitivity to the world
about him ané the impact of the social, econo-
mic, and the technological forces upon his
area of ixsivuction.

2., Teacher education will need to devote
appropriate time and effort :nto the processes
and procedures for community analysis, in-
cluding the occupational, social, economic,
and educational elements. This will entail
experience with a wide range of resear~h pro-
cedures and knowledge about the interpretation
of research findings.

3. The disciplines dealing with human
growth and development, psychology, and
learning theory will require appropriate
attention and emphasis.

4. The vocational teacher will require
specialized courses in the areas of special
education, sociology, economics, and com-

munications to prepare for teaching assign-
ments in groups with special needs. This may
involve one or more forms of community study
or work experience,

5. Practice and extended study in the
area of "learning experience design" will need
to ke iacluded in the professional sequence of
courses. This may involve various forms of
laboratoiy and/or cadet ieaching experiences
with the age groups to be taught.

6. The teacher should receive continuous
exposure to the excellent use of the newer
educational media as well as one or more
courses in this area.

7. A number of public speaking and pro-
fessional seminar experiences (courses or
informal) should be included to develop articu-
lation in the area. This also could include
courses in philosophy and foundations of
education.

8. The problem of skill development and
gkill evaluation may be accomplished through
a broad range of processes including: credit
by examination, special courses, technical
and engineering credit transfer, as well as
apprenticeship and other ir3ustrial training
programs, .

9. Professional leadership and internship
experiences appear as other requirements. .
This could include participation in various
levels of professional associations both in and
out of vocational education, as well as intern-
ship in vocational administration.

10. Emphasis throughout the course work

| as well as in all assignments should be directed

toward the self-sufficiency of the teacher in
his ability to seek out answers, make use of
resources, and develop satisfaction in the
pursuit of knowledge.
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INVENTING AN EDUCATION FOR TEAGHCRS

WIiLE IAM M, PHILLIPS, IR,

URBAN STUDIES CENTER
RUTGERS - THE STATE UNIVERSITY

My assignment is to describe the contributions the cisc.pline of sociology may n.ake to a program
for the training of teachers of stigmatized youth. I shall try, first, to say something about my con-
ception of education today. This wili include both what is vulgarly czlled "higher' and "lower" edu-
cation. 1siall try, second, to say something about ihe general educational problem of teaching. Third,
I shall attempt to connect education, teaching, sociology, and stigmatized youth into some coherent
context. Finally, I shall submit for your consideration a suggestive sub-curriculum program of
sociology designec for possible inclusion in a Masters level, teacher preparaiory curriculum directed
toward the goal of preparing teachers for educating youth— stigmatized or therwise.

Itake as & self-evident fact that all education
today in America must be concerned with the con-
stant ferment of every facet of our society. This
concern, bluntly and pointedly, imust center on
problem-solving. These problems, moreover,
cannot be compartmentalized away from the dom-
inant humanistic, inteliectual, and social forces
of our .untemporary existence. I am saying
that we cannot afford to allow any of the future
generations to escape their sense of ouviigation
and responsibility for involvement in the heart
of our entire intellectual and social life.

I cannot accept the paternalistic ideology
and approach that we as educators can indulge in
the immorality of devising pseudo-educationai
or training programs aimed at the preparing of
teachers {o train any youth for "low-level, mar-
ketable, semiskilled jobs requiring minimal
mechanical aptitudes.” The plain tact is that our
world now, and «s far as we can imagine the
shape of things to be in th- future, is not recep-
tive to youth who have prepared robot-life for
"low" or "high" level work activity. This fact
is accompanied by the companion fact ~f the mis-
education of practically all of our youth for life
in an urban, industrial, "over-developed" soci-
ety. The ultimate test of the validity of these
facts may include the clear symptoms of revolt

against much of the conventional educational sys-
tem by large segments of our youth.

This is why I use the concept of problem-
solving as the basic theme of any educational
scheme designed to be applied to our youth. Use-
ful protlem-solving in the larger sense; i.e.,
the freeing of the capacities of each individual —
teacher and/or student— foy the attainment of
new levels of awarenesy, intellect, emotion, and
involvement. I have in mind here the idea of edu-
catior as an instrument of allor ing each youth to
fully "become’ so as tc permit each to be a pos-
itive part of the mainstream of contributors to
the continued existence and development of hu-
man soziety. Social as weil as "hardware" prob-
lems do exist in our world; and the educational
process must involve teachers and students in
confronting social issues, undersianding them,
and developing whatever it takes to coafidently
see, define, and work reasonably toward their
solution or management.

My concept of the educational process, then,
is based upon an estimation of the needs of youth
in the world of human relations today and in the
future. All youth need to master the formal dis-
cipline of logic and rathematica, and the discip-
lines of experimentation, natural history, and of
esthetic form. If these are mastered, one has
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learned to learn; and commitment t~ human soci-
ety is possible.

I a1 proposing a tough-minded analysis of
American gociety as the core of o teacher-train-
ing program directed toward youth. In addition,

I propose that this problem-solving lucational
approach be messiznic and idealistic. It delibex-
ately must focus on utilizing the entire education-
al system to counteract those influences oongid-
ered adverse that are exerted by peers, pareits,
neighborhoods, and communities on youth. Moral,
or if you prefer another word, character train-
ing has to be incl uded too; teachers ought to be
encouraged and induced to stress vigorous intel-
lectual as well as physical/athletic 2ctivity. Such
a program should include also a preoccupation

by those who are taught with major societal and
humanistic ideals, values, and goals.

This leads me to the problem of teaching,
The sad truth of the matter, it seems to me, is
that teachers have lost their revolutionary zeal.
In dealing professionally with students, teachers
tend not to think so muck in terms of change and
revolution 28 of adjustmen¢ and accommodation.
Teachers have ucveloped a mass:ve array of
coping devices to prevent confronting youth with
the facts of social life. A predictable response
from youth is their loss of confidence in us.
Sometimes 1 believe that most youth intensely
dislike teachers and educators. They recognize,
painfully, that teachers are mere servants with-
out deep roots of integrity and commitment, and
that we are not intellectual and cultural leaders
and ir olved citizens. I say that teachers could
develop coping devices to make youth learn.

I have no pat proposal to ~ffer for the radi-
cal reform of teacher training. However, I fail
to see how youth can be taught how o learn and
""\o be" by their adult models unless they know
tiat such models have integrity and a decp sense
of meaningfu! attachment to the real world, and
possess as well the art, craft, and science of
their professior, The clearest concrete example
of the teacher role being performed as I have it
in mind is delightfuily described by Sylvia Ashley-
Warner in her bouk entitled Jeacher. I am saying
to you that I want to see this proposed icacher
training program defined as a part of a total re-
vitalization movement. These trainee teachers
should be invcived in a complete persoral and pro-
fessional transformation. The crux of this con-
version proc:ss should be the shaking and re-

pudiation of the old way, and a thrust made to-
wazrd shifting them to tize acceptance of a new
commitment and purpose to teaching and learning.
A word sbout the concept ""disadvantaged -
youth." Somehow, I always cead this as ""Negro
Yeuth'; merely a bit of myopia I agaure you. I
want to make two observations. I suspect that
Negro youth intensely disiike the way they have
hoen traditionally handled by ieachers and the
school systems. They don't fall for the old line
about "we are color-blind." They know only too
well that teachers and the schools have never
been color-blind, and they see little evidence of
their becoming color-biind now. They know the
old ploy, too, about their families and homes
being responsible for their not learning; these
kinds of youth have been "playing the dozens"
long before they were exposed to insult and in-
jury by teachers and schools. Teachers of such
youth, then, must be aware of the sharpness and
accuracy of their students' perception of the ed-
ucational system, and their feelings about it.
Also, teachers of such youth must know and ap-
preciate that in all truth Negroes are infamously
stigmatized by the American social system.
Most Negro youth have grown up in a predomi-
nately lower class, poverty-stricken, social
world that often hag a distinctive socio-cultural
organization. Social goals and the means for
their attainment may be uniquely defined, estab-
lished, and accepted in such a social world. And,
above all else, they have met always from the
whit> members of American society— as far as
isolation and segregation permitted— an immu-
table denigration of their worth, dignity, and
being. The results are easily evident to their
teachers; and if such youth are to learn how to
iearn, iliese problems and iheir consequences
must be coped with intelligently by their tezachers.
Negro youth do not exhaust the membership
category included within the "disadvantaged"
label. There are collectivities of other so-
calied racial, color, and ethnic groups to be
included: such as Mexican-Americans, Puerto
Rican-Americans, GOrientsl-Americans, and
"other'-Americans! In addition, we have youth
who are treated as outsiders or disadvantaged
because of such factors as their rural, Appalach-
ian, or share-cropping background; their mig-
ratory way of life; tt - poverty or "low-class"
community positions of their families; and even
those who displease aesthetically by being obese,
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too tall, too short, too thin, and even too ug:y!
All such categories may be euphemistically
thought of as left-outs, potential drop-outs, so-
cizily deprived, culturally deprived, disintere..ed,
handice® jed, reluctant and/or alienated.

regardless of how we label, identify, or
stigmauze these youth, teachers aund school sy=-
tems operating wiihin democratic treditions, and
especially as prescribed by our imperative of
equality of opportunity, must deliberately p.epare
them by developing their critical facilities, im-
proving their cee 'tive and judgmental skills, and
building up their capacity to learn. These youth
must be prepared, not for saticfactory adjustment
to the gtatug quo or for the occupancy of some in -
significant societal niche, but for awareness of
what the statug qug is and how by learning Lhey
can be a part of changing the gtatus quo.

I cannot stress too much my opinion that
American society and the present institution of
education can no longer avoid confronting the prob-
lem of the existence of an inferior and an unequal
system of education afforded such disadvantaged
youth, The situation must be made plain, and
even painfully so, to those electing to pursue a
career of teaching as a first step; only then can
p.ublem-solving in terms of its ruthless destruc-
tion and the urgent re-creation of an adequate
teaching and learning system be devised and put
into effective operation.

I have two last observations to make about
the roles of teachers and educators with those
called ""disadvantaged youth. ' I suggest that you
think for a moment of stigmatized youth as a type
of dissenter. Now I think that not oaly must we in
a democracy tolerate dissent, but we may be able
to learn from it. These dissenting youth conld
possibly teach us something; and we cannot risk
the loss of whatever it might be they are trying to
communicate. It just could be important.

The last observation is about my fear. It is
a fear of our unintentionally further stigmaiizing
disadvantaged youth by providing them with spe-
cial teachers and special educational programs.
Look at it practically. At the 10ta grade, for in-
stance, certain youth are recruited for a special
vocational /technical educational program, with
special teachers. It has to be a special track be-
cause I understand that regular vocational/tech-
nical schools reject "disadvantaged" youth, as do
the regular general high schools. What do you
think such yowh will think and feei? What do you

imagine they will do? This is a serious matter
L0 we realiy wan: mose isolation and segregation?
My fear, thcn, 18 clear and it predisposec me te
concentrate on the educational p:vvess as it in-
volves all yout».

Sociclogy, as an academic discipline, has
several functic .3 directly rel-vant to teacher
training. It is, above all else, deu cated to the
delikbzrate search for truth about or an attempt
<0 understand the worid of human reiations. ii
nas the equaily important mi._ion, in my opinior
to provide clarification of zad corrective soluticns
for the great problems and issues of zocietal lifz.
These functions can be translated coneretely to
the topic before us today.

1 submit the foilowing six (6) questicus that
ave inherently scciological. . Then I shall explore
their relevance to a teacher training program de -
signed for those who will teach stigmatized or
nonstigmatized youth. ' :

1. Whe.: are the weys that the members of
American society really behave?

2. Whzt are the ideslogies, Zcals, and
values (actual and professed) which members of
American society hold?

3. What are the main social structures or
entities into which members of American society
organize themselves, and what a~e the natures o-
the connections between such entities ané their
consequences ?

4. What are the principal agents, agencies,
and channels of change among members of Amer-
ican society ?

S. What are the unsolved, unresolved, per-
sistent, and recurrent problems or failures of
the members of American society?

6. What behavior models of deviance and
conformity do we observe among the members of
American society T

For each of these general sociological in-
quiries, subsidiary questions naturally follow:
e.g., what is the actusal fact or situation; who
is involved; why are they sc involved, i.e., who
gets and who gives; in what ways are these parties
involved; and, finally, w™at ave the rational and
irrational resualis of the situation— the ramifica-
tions of such actions and interactions?

Teachers of any vouth can be corrupted by
sociology by following this spproach to the world
of man. For one thing teachers will gain disi} -
lusioning insight into the rational and irrational
sources of sociei life. They must have this ob-
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jective ana disenchanting knowledge before they
can successfully engage youth in the transforming
aspects of the learning processes. Morecver,
teachers can be brought to understand and accept
the educational utility of divergent thinking. This
condition functions so efficiently in permitting the
identification and avoide~ce of cant, dogma, and
indoctrination. The old apiorism of "what is, is
right'" may be tested and rejectes; and the lesson
then transferred to the youth who are attempting
to learn how to learn. Pursuing *he above ques-
tions niullifi.s t* : tendency toward phonineas and
make~believe explanations or justifications of the
social world, which are so quickly recognized by
our asfute youth of today, Finally, conning teach-
er< into d=aling with such questions leads them
irreverently and inevitably to problem-solving.

I submit that the discipline of sociology has a
mission to help clarify and to point out alterna-
tive resolutions to the problems emerging out of
an ana.ysis of society in this way. By confront-
ing prospective teachers with the complexities

of human life, sociology can contribute to the
attainment not only of truth but of integrily, sig-
nificant attachment to the real world, and com-
mitment to the career of teaching youth about the
joy and the agonies of societal life,

Let us look at sociology and teacher training
from a more concrete perspective. The major
problems of American society today center
around the following issues: urbaa-industrial
life; race and racism; complex organizational
structures or sysfems; the world of youth; work
and leisure; the educational institution; interna-
tional relations, and, the nature of social change.
No teacher worth his salt can induce and conirol
the learuaing process without a competent and con-
fident acquaintance with tke character of such
basic American problems and processes, Anv
treatment of the major sociological inquiries pre-
viously listed must confront directly th_se focal

issues of our times. Sociology, then, has an in-
dispensable role in training prospective teachers
to cope with youth as they learn and acquire the
courage w live and face the future.

I conclude with two observations. While all
youth should be trained by their adult modeis in
the perpiexities axd utilizations of problem-golv-
ing, those youth identifieG as stigmatized or dis-
advantaged especially and urgently need this kpow-
ledge. This is a fact because these youth have
qualitatively and quantitatively more problems
than other youth. Finally, I seem to perceive a
commor approach by agents of American society,
including teachers, toward stigmatized youth.
This approach amounts to locating the onus of
their problems in the youth themselves. Thus,
the strategies used tend to comz under whr.t is
termed discipline, regimentation, group and indi-
vidual therapy often of a psychoana'yvtic nature,
physical and social isolation or segregation, and
often threats, coercion, force, and violence. This
approach disturbs me greatly. It assumes im-
plicitly, at least, that those who have a problem
condition caused if, and thereby, must be ex-
orcised; and that such 2 unidimensional strategy
alone is the answer ‘o the resolution of thejr prob-
lems. The approach most commonty boils down
into more of man's Inhuraanity to man.

Youth has to be led irto an objective percep-
tion of the real world, and how it works. Their
difficultive must be understood as they are within
the world as it is. Teackers and yonth muec deal
with the strategies and tactics of mobilization and
involvement ir changing how the world ie; and
youth must be led to know the results to thers and
all of soviety if they do or if they do not becom-
alive to the reality of the world of man. Sociol-
ogy is a powerfui instrument for prepering teach-
ers to engage in this way with ail youth for the
purpose of genuine education.
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THE ROLE OF SOCIAL PSYCHOLOGY IN THE DEVELCIPMENT
OF A MASTER TEACHER TRAINING CURRICULUM

FOR TEACHERS OF OCCUPATIONAL LEVEL TRAINING FROGRAMS

LAWRENCE PLOTKIN

THE CITY COLLEGE OF NEW YORK

It is not easy to answer the question of how social psychoicgy can contribute to the development of
training curriculum for vocatiornal teachers of disadvantaged youth. Except for the problem of preju-
dice and ethnic relaticnships, academic social psychology tends to be far remeved from the problems
of the classroom in depressed urban and rural centers. Applied social psychology has concerned it~
self much more with survey research than with education, Where institutions have been studied, they
tend to be industrial or governmental, Experimental sccial psychology, involving small groups, hard-
ly ever deals with the three elements of the educaticnal process: the student, the teacher, and the
materiais,

This does not mean that social psychologists have not contributed to an understanding of socially
and economically deprived people, What it does suggest, however, is that social psychologists in this
field start from society's problems rather than the formal structure of their discipline, While such
psychologists bring to these problems their particvlar training in coutent and methodology, they inter-
act much more with sociologists, educators, economists, and specialists in childhood and adolescence
than with their professional colleagues.

Poverty compels an interdisciplinary approach, been included. The purpose here is to welcome
The socio~pathological symptoms of educational overlap, in order to build a framework for the
deficit, unemployment, low-level occupational proposed curriculum from the point of view of
skills, family disruption, peisonal disorganization, a psychologist,
and high indices of asocial behavior cannot be

studied in isolation. Social psychology, like A, PREJUDICE AND ETHNIC RELATIONSHIPS
every other discipline, has its own distinctive
approack; nevertheless, when applied to the cur- The analysis of prejudice is a content area

ricular issue before us, it must necessarily over-  with which social psychology bas been concerned
iap with the content of other fields. A very thin for decades,

wedge separates the sociclogist, educator, and

psyckologist as they come to grips with the chil- l. A by-product of this concern with prejudice

dren and adolescents of the very poor. has been the development of attitudinal measur-
In the following outline, although the empha- ing techniques. It is probably necessary to re-
sie will be on the content of s\ cial psychology view or state these brisfly but not to devote too
deemed relevant and essentiel for vocational much time or energy to this aspect,
teachers in afilth year program, where neceasary,
items from other fields and subspecialties have 2. That prejudice is part of a pattern of opinion
26
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is well known. Since "disadvantaged" meanz
Negro in many contexts, it would be well to
trace the intarrelationshins between racial atti-
tudes and other attitudes ic demonstrate ethno-
centricity.

3. Particalar attention should be paid to the
studies of attitude change as a result of changed
social circumstances (housing, military, ete.).
(Laboratory etudies should also be included here,
but not stressed.)

4, Longitudinal ecvidence of attiiude change toward
the Negro should be presented. The so-called
Negro Revolution has taken place in a United

States which has undergone marked changes since
1939, In part, the civil rights movement has bene~
fited from these changes and, in part, has con-
tributed to them,

5. No discussion of prejudice can be held without
an analysis of stereotypes. Theory and evidence

on this subject can be fruitfully included. Selec-
tive perception and learning which reinforce stereo-
types can be analyzed.

6, Thke Negro reaction to prejudice by extreme
nationnlism (the Black Muslims) and exaggerated
devotion to negritude (Le Roi Jores) should also
be included.

B. THE CONCEPT OF THE DISADVANTAGEL
PERSON

Although there is gencral agreement in the
definition of the disadvantaged, care must be
taken in any traininz program to guard ageinst
oversimplified generalizations.

Examination of the iiterature yields tires
foct of definition: 1) a general inability to ad-
just to society; 2) low socio-economic status; 3)

a distinct pattern of psychological characteris-
tics.

The uncritical use of the term "disadvantaged"
lumps together under one umbrella many dis-
tinct groups. The problem of educating Negro
m!granis from the South differs from that of
migrants from the West Indies. Both differ from
the Puerto Rican. In California and Texas, Mexi-
cans pose a diffexsnt problem from any of the
above. Tae foreign-born white or poor white
farmer does not suffer the same "disadvantage"

of his colored counterpart.

Enough critics of the concept of cultural dep-
rivation have published (K. B. Clark, Mackler and
Gidding, Landers, etc.) to warrant inclusior of
safeguards against stereotyping. This is partic-
ularly important for teackers of disadvantaged
youth, who should not be offered a bailt-in
rationalization for failure to teach.

Thus, while the literature defining and iden-
tifying disadvantaged youths should be part of the
curriculum in order to delineate the problem,
simultaneously, the shortcomings of the defini-
tions should be pointed out,

C. INDIVIDUAL AND GROUP DIFFERENCES

The foregoing, prejudice and the definition
of the disadvantaged, lead directly to the v-ayz
in which people differ. Perhaps the best way
to treat this central problem of psychology is
to examine the attribute of intelligence, which
is the most widely investitat<d of all the behav-
ioral dimensions. .

1. Racial Differences — One of the greatest con-
tributions of social psychology aas been the work
of Otto Klineberg in his investigations of racial
differences., In general, he demonstrated the
operation of cultural factors in intelligence so
clearly that tke notion of an immutable, biologi-
cal intelligence never recovered. The role of
education, language, speed of work, and other
environmental determinants of intelligence pro-
vided a plausible explanation of measured racial
differences. The classic study of selective mi-
gration and Negro intelligence demonsirated that
Negroes who moved from the South increased in
1Q as a function of the number of years in Nor-
thara schocls, Similarly, Klineherg demon-
strated the superiority of acculturated Indians
over reservation Indians in intelligence.

The work of Sherman and others also in the
10305 on the "contemporary Elizabethans" in
the mountain hollows of Appalachia not only
demonstrated that intellectual stultification was
environmental in nature, but also removed the
inflammatory issue of race.

The current literature confirms and enhances
this point of view.

2, Psychometrics — The interpretation of the
meaning of psychological test scores should be
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briefly reviewed in the curriculum. Tie concepts
of variability, tast reliability, and validity, over-
lap between populations in test distribution, and
differences in test-wiseness and experience must
be stressed. Such an analysis will make clear

to the teacher both the strengths aad weaknesses
of measurement, ‘

3. Individual Differences— Treatmeni of racial

difieTences and psychomeirics isads ihe psycioi-
ogist to the analysis of differences between indi-
viduals, Although we know that each human being
is unique, that even people who come from the
same social milieu differ in abilities as well as
in personal characteristics, to demonstrate this
peychologically is difficult, The interaction be-
tweengenetic inheritance and life experiences is
80 complex as to defy either experimental or
clinicel analysis.

To accomplish the aim of describing the wide
variations between people, perhaps the assign-
ment of works of literature is preferable to a
brief review of personality theory. Thus novels
and plays which illustrate the artist's perception
of unique people interacting with each other could
be used, Negro authors {(Ellison, Baldwin,
Hughes, ete.) depict from life flesh and blood
characters hardly ever seen in case reports.

The use of novels and plays about the Negro
would have the ancillary effect of providing the
teachers in training with a concrete knowledge
of the background of some of their fuiure students.

D, CULTURAL ENRICHMENT

‘This phrase covers all the compensatory prc-

grams designed to offset poveriy. Of these, edu-
rational programs are most relevant,

1. Humgzn Studies —The change in behavior as a
result of changed circurnstances has been nc'ad

earlier. A brief summary of successful pregrams
in training the disadventaged could be useful.

2., Animal Studies— The work of Hebb and his
studenis o.. ite ciiect of enriched environmeris on
the learning of rais is also relevant,

3. The Limits of Change—- The summary by
Benjamin Bloom of stability and change in bshavsior
might provide a theoretical baso for the amount

of change possibie.

E. THE ROLE OF HISTORY

None of the foregoing makes sen3se ualess &
knowledge of American history is part of the
curriculumn. The history of the American Negro,
for example, is a record of two hundred years
of siavery and one hundred years of second-
cless citizenship, A concrete depiction of slav-
ery as an instifution, the horror of the slave
trade, tb> lawe against educating the slave .
helps in making the present comprehensible,

The failure of reconstruction and the develop-
ment of patterns of segregation in housing,
schools, and employment explain the massive
educational deficit of the disadvantaged Negro
far better than recourse to a notion of "cul-
wiral deprivation. "

Thus, although history is not the province
of social psychology, an ahistorical apprcach
by social scientists leads to errors of interpretation.
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THE TEACHER AKD THE PSYCHKOLOGY
OF THE CUITURALLY DEPRIVED

BRUCE W. TUCKMARN

RUTGERS - THE STATE UNIVERSITY

In order to treat the subject, the first question we must address ourselves to is what Joes it mean
psychologically to be culturally deprived or culturaiiy disadvantaged. A person who is culturally de-
prived is more likely to be characterized by the things that will be mentioned than is a person who is

not culturally deprived. Fowever what 2

>234 zazy wot slways apply equally to all individuals who are

sulturally deprived, but it will 5e muers Bisly loene than false

First of all, being culturally deprived very
often means being biologically deprived; that is,
being hungry, underclothed, and in need of med-
icai and dental treatment. Medical and dental
treatment are often needed for the individual both
because of his general level of povert;--teing ua-
able to afford these servicez- ~and because of ‘he
fact that the parents of ti.e cultrrally deprived
chil@ oz adolesce=t are very oiten unawzre o the
importaace of medical and dental treatment.

Being hungry can have many ramifications.
Breckerridge and Vincent (1352) have revievred
studies demonstrating thai insuificient nuirition
affects growth, behavior, and mental perform-
ance. From this work we can expect the hun-
gry individual to pay less attentiou in the class-
room than would be decired, ané tc have a re-
duced mental effectiveness. The work of Schorr
(1964) also indicates that malnutrition has an ef-
fect on attitudes and behavior. Because of this
biological deprivation we can make ihe general-~
ization that the culturally disadvantaged person
will be unable to delay gratification. Tkis ori-
entation toward immediate gratification or im-
mediate reinforcement is generally coincident
with a high state of biclogical need. The work
of Hull (i952) and his associates in the animal
laboratory has shown that as the drive state of
the animal increases, that is, as the hours since

the animal has last been fed increases, the ten- ~

dency for the animal to perform the desired

bekgvior 3 avsro iu Towy s o 1o0eTD radoned
e can expect the same pheacmens Lo apply when
dealing with a human being if he is biologically
deprived or has a history of biological depriva-
ticn, as is often the case with the culturally de-
prived individual. His behavior will be orien-

ted toward satisfying immediate biological 1.eeds
and he wili not be willing to perform educational
bkchaviors wite a promise f reward forthcoming.
LeSiaan (3232) has saov that iowe™ class training
featur<s more irmediate rewards and runishments
leaaing to an orientation trward quick sequences
of tension and relief. Mischel (1961) has shown
that delinquents have a preference for immediate
reinforcement. Thus, the first general statement
about what it means to be culfurally deprived is
that it means very often to be biologically de-

prived and, as a result of this and other training

factors, unable ‘o delay gratification.

Secondly, to be culturally deprived very often
means to have a lower score on an intelligence
test (c.f.Klineberg, 1963--for Negroes). This is
not to say that a culturally deprived individual has
a reduced intelligence; rather, a cuiturally de-
prived individual has less of his intelliger.ce po-
tential developed than does an irdividual who has
not suffered cultural deprivation. The low score
is not native but experiential (Pettigrew, 1964).

The excellent work of Hunt (1961) in bringing
together ali available relevant literature dealing
with the issue of predetermined development and
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sixed intelligence points out that cultural depri-
vation almost always produces less developed in-
telligence, Lut that remedial treatment oz im-
provement undertaken in the years of childhood,
even in early adolescence, can modify the situ-
ation substantially. Dramatic modifications have
been evidenced in the studies of Skeels and Dye
(1939) and Wellman (1940). Ip the Skeels and Dye
study, orphans were taken tc an institution for
the Zeebie-minded and ruised by the patients.
Gains up io 40 IQ points resulted. Dennis {1960)
has shown, in an orphanage in Teheran, that many
children ao not walk by four years of age. Why
should this be 80? It occurs because there is less
stimulation in the culturally deprived home in the
direction of developirg cognitive, perceptual, and
verbal skills. Cur intelligence tests and the situ-
ations that they have been developed to predict for
are situations that involve verbal, cognitive, and
perceptual skilis, This is obviously true of the
classroom. In the classroom we call upon the
students to manifest these three kinds of skills
and all standardized intelligence and aptitude
tests are weighted heavily in these three areas
(as well as a fourth, numerical),

In the culturally deprived home, as mentioned
before, the major orientation is toward the im-
mediate gratification of biological needs. Much
energy and emotional involvement by the parents
must be spent on this task. Consequently, little
energy and emotional involvement remain for the
development of inteiligence in the children. The
work of Hunt (1961, 1964), Ausubel (1963), and
Wolf (1864), among others, points up the fact
that 2 major factor contributing to intellectual
development is stimulation in the home by the
parents. Moreover, this factor is of peak im-
portance in the early years of life, according to
Bloom (1964). The parents themselves in most
culturally deprived homes have had little edu-
cation and are themselves in the situation where
their cognitive, perceptual, and verbal skills may
be reduced. They are not aware of many instru--
ments of education that are available for use in
the home, and they do not have the time and the
skill themselves to carry on conversations with
their children which are necessary to develop
verial skills. Deutsch (1963}, in his examisation
" homes in depressed areas, finds few education-
al objects and & general absence of parental stim-
ulation appropriate for cognitive, perceptual, or
verbal develcpment. The findings of John (1963)
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lead her to conclude tkat the "acquisition of more
abstract and integrative ianguage seems to be
hampered by the living conditions in the homes of
lower-class children, "' This is supported by
Bernstein (1962) who finds less language facility
among the lower class. Siller (1957) finds less
conceptual ability among low status children.
Thus, the second general statement about cul-

tural deprivation is that it produces reduced

intelligence as a function of lesser, cognitive,

perceptual, and verbal skills. However, it must
be stressed again that this situation is not per-
manent, fixed, or unchangeable. It is a situ-
ation that can be rectified as a function of the
educational situation as evidenced by the work of
Boger {1952) and others mentioned before.,

A third characteristic which is generally pro-
duced in conditions of cultural deprivation is an
absence of achievement motivation. Achieve-
ment motivation, which has been widely des-
cribed, discussed, and researched (c.f. McClel-
land et al., 1953; Atkinson, 1958) refers to the
desire on the part of the individual to achieve
either for the intrinsic satisfaction associated
with achievement, or for the rewards Society
metes out as a function of achievement behavior.
This is very strongly associated with the mid-
dle class, »s McClelland has shown in kis book
The Achieving Society (1961}. The American

society, and particularly the middie class of
American society, as shown also by the work
of Rosen (1956), is extremely high in achieve-
meant motivation.

Where does achievement motivation come
from? According to McClelland, achievement
motivation is a result of rewards being offered
for achievement behavior (i. e., approval) and
punishments for failure. Consequently, the
individual who is motivated or orieated to
maximize rewards will perform achjevement
behavicy. According to Winterbottom (1958)
and to Rosen and D'Andrade (1959), achievement
is further enhanced by identification and independ-
ence training. The parent puts much emphasis
on achievement behavior in the' middle class.

As a result of success on the part of the potential
achiever and consequent rewards, achievement
motivation may well be developed. If the parents
are themselves achievers, the development of
this motivatioa in the child will be furthered.
Excessive failure and punishment can produce in
the individual a motive other than achievement
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motivaticn, namely: fear of failure, In the cul-
turally deprived home there is little evidence
that achievement is either rewarded or lack cf
achievement punished. There is little emphasis
placed on academic achievement or cultural
achievement on the part of the child, and the
parent is not himself an achiever by virtue of his
own upbringing a.d lack of present opportunities.
The work of Bronfenbrenn=r (196l) suggests that
academic competitiveness is a function of mid-
dle-class upbringing but not lower-class up-
bringing. Again, the reason for this is insuf -
ficient time and a minimum orientavion in that
direction on the part of ihe parents themselves.
Kahl (1953) has shown that parents interested
merel; in getting by do not send their sons to
college. Consequently, we may state as ou-
third generalizaiion that cultural deprivation
asually means haying little achievemen. motiva-
tion,

The fourth and last general area in which
cultural deprivation has implications is that f
attitudes toward self, attitade toward others, and
attitudes toward the world. As a result of having
to live in general hardship conditions, very ofien
havir - reduced opportunities, being discriminated
against, ard living in a society that has the high-
est standard of living ever achieved and not being
able to partake of this abundance, the individual
may often develop a negative, cynical, fatalistic,
and simple view of the world. He may often
associate himself with anlesirable or criminal
elementis, move in the direction of juvenile delin-
quency, and fall into the general clinical category
known as psychopathic or suciopathic personality..
The underprivileged person feels that society is
doing little for ..m, guving him little opportunity,
and so he is quite right in taking matters into his
own hands, and in an asocial fashion, attempts to
mold his own situation. If he does not behave
asocially, he ma, simyly adopt a set of attiudes
which are very negatively related to society.
These wiil be expected to appear in the classroom,
since a classroom is a miniaturization of society,
and the teacher a representative authority.
Hieronymus (1951) has shown a substantial cor-
relation between socio-economic ste.us and at-
titudes toward education.

The attitude of the culturally deprived person
towaxd others will be similar to his attitude to-
ward the werld to the extent that he sees others
as being representative of, or exemplary of so-

-

ciety in general. That is, he will be negatively-
oriented toward authority figures and feel that
manipulation is a reasonable way to gain his ends.
With regard to the attitude that he has toward him-
self, we can expect that he will have a low level
of aspiration, and realistically so, since he sees
his contemporaries and his elders having little
success in life and having little opportunity to im-
prove their situation. He may come to expect
this with regard to himself (Hieronymus, 195])
and consequently manifest a low level of aspira-
tion and low self-expectations. He may, on the
other hand, feel that his inability to improve is

a function of his own inability and consequently
develop low self-esteem. Ausubel and Ausubel
(1963) and Goff (1954) have shown that social re-
jection among Negro children leads to low self-
esteem and a low level of aspiration.

In reaction to his own unsucressful situation
in society and the unsuccessiul situation of his
friends and his parents, the culturally deprived
person may either become extrapunitive or intra-
punitive, using the Rosenzweig concept. That is,
he may feel that the fault lies in himself and ~on-
sequently have low self-esteem, or else he may
react extrapunitively toward the source of his
frustration via delinquent acts. In either case,
low self-expectations and a low level of aspira-
tion can be expected.

Thus, our fourth generalization is that cul-
tural deprivation yields unfavorable attitudes
toward self, others, and society, which, in turn,
may result in delinquent behaviors.

We may say in conclusion that the implication
of cuicural deprivation for education is to prc -
duce individuals with an absence of learning to
learn capability, to borrow a phrase from Bloom,
Davis, and Hess 71965). Learning to learn for
human beings encompasses the four principles
discussed. A person who has learned to learn
must be able to delay gratification or reinforce-
ment, for the fruits of education are consider-
ably delayed after the beginning >f the effort.
Learning to learn means having the appropriate
skills on which education is based, namcly, cog-
nitive, perceptual, and verbal skills. Learning
to learn means having the appropriate values,
namely, values toward achievement. And finally,
learning to learn means having the appropriate
attitudes toward yourself and vour environment.
Having these qualities means being set to learn

Having these qualities meaus having the strategy
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for obtaining knowledge. Having these qualities
means being able to uncover general solutions
and generzl truths rather than always being re-
stricted to the gpecific.

Being culturally deprived means not having
learned to learn in many cases. What can the
educator do for such 2 person? It is to this
question that the rew.ainder ot the presentation
will address itself.

Wwhen ihe cuituraily deprived chiid goes
through school the situaticn only worsens. His
deficit, relative to his middle-class counterparts,
becomes cumulatively greater. Evidence for th-
accumulation and worsening of the deficit has
been provided by Deutsch {1964) and Krugman
(1961). Thus, schooling tends not to improve
the situation by providing the necessary skills,
attitudes, and values upon which lexrning is
based; rather, the deficit becomes greater and
greater as the years of education proceed. By
the time adoiescerce is reached the culturally
C2prived student, acccrding to data collected by
Osborne {1960), shows reduced reading skills,
relative to a nondeprived group, reduced arith-
metic skills, and a lower mental age. .

Let us now examine specifically what the
teacher can do in order to ketter teach cultur-
ally deprived students. These suggestions will
be modeled around the feur major areas of dep-
rivation as described in the beginning of the
paper. First of all, the teacher should attempt
to reduce the delay in reinforcement as much
as posgible. i a very praciicel sense this caa
be dore by quick scoring of examinations, by
providing the student with continual and imme-

diate feedback as regards his performance, and,

primarily, by constantly attempting to relate the
school experience to real life experiences. Much
effort i~ spent on education before the results of
this effort can be obtained. Many students who
drop out of school are not willing to tolerate this
delay; among these are oftzn the culturally de-
prived.

In order to moderate this deiay the practicul
significance ¢f education must constantly be
pointed out to the culturally deprived student.

In teaching the student te read, have him rvead
the kinas of materials that he reads in his every-
day experiences. I Le is an adolescent in high
school, and wiii soon be entering the world of
work, have him read work instructions, wsart
ads, and other kinds of materials that he will be

reading in the real world. In mathematics have
him work on problems such as a personal budget
or financing a car or making calcalat.ons on a
blueprint. In this way he will see the applicabil-
ity of the effort he iz expending in schovl to his
real needs in life; this will provide substantial
reductions in the delay <1 gratification or the
del~y of reinforcement. Too 0i.cn our school
si.wations represent an ivory tower with respact
to realiiy. It is necessary that this distance be
bridged. While it is not entirely possible for the
teacher to do it by himself, he can facilitate mat-
ters by always keeping in mind the fact that the
culturally deprived student msy nct be able to
delay reinforcement. He must always think oz
what he is teaching in the sense of what practi-
cal significance does this have for the student.

In the area of skill training, what is it that
the teacher can do with respect to the culturally
deprived student? The teacher should be aware
of the fact that perceptual skills underlie reading
and verbal skills, which in turn,underlie cognitive
skills. When a student is unable to perform satis-
factorily in a cognitive tagk, it may be becuuse he
is in nced of remedial help on verbal or percep-
tual levels. While the teacher may not always be
the most skilled person in providing this remedi-
al help, it is necessary that he be able to diagnose
where such help is needed and recommend the
studenis to remedial programs,waere they exist.

One useful point would be w0 attempt to_teach
at the perceptual ievel as much as is possible.
Teach by showing, by doing, use gestures, use

pictires, use diagrams, use schematics, use
the chalkiboard. Aim for the perceptual level
and attempti io avoid the verbal level as much as
possible. Give the students puzzles, lke jig-
saw puzzies, Chinese puzzles, and other kinds of
puzzles that require some degree of perceptual
discrimination iL order to imuprove their skill
at the perceptual level. Have them read as much
as possible, even in courses where reading is
not directly the subject matter io be taught.

In vocational training programs conscantly
have the student resq instructiors, read diagrame,
read sketches, and read specifications. Try to
talk to students 28 much ss possible. It has been
sugygested above that teaching be done by showing
rather than hy talking This may appear 0 be
contradictory. It 18 not! By talking is meant
conversing, as ouc converses to pass the time of
da:’, not teaching via extended and coraplex
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.vbiage. To improve the students' verbal ckills
they must hear words, but this must occur pri-
marily outside of the pressures of the formal
iearning process. Through conversation verbal
sk. 's are developed. When dealing with many
stuaznts this is very difficult, bat ingufar as it
is possible, talk, Talk to the students to pro-
vide them with the conversation and the verbal
stimulation that is absent in the home. This is

PSRN | ~ weeldta ey el
especially Tus with younger students.

In the area of values and achievement moti-
vation, the magic word is REWARD. The chilu
or adolescent should be rewsrded frequenily and
punished rarely. He should be rewarded for
performances which are lesé than perfect but
have some merit to them. The work of Skinner
(1938) in the animal laboratory has siown that
behavior can he shaped through a teckmique
called successive approximations. Using this
technique, behaviers which bear. only slight re-
semblance to the desired end behavior are re-
inforeced, and gradually this approximaie behav--
ior is shaped ia the direction of the desired be-
bavior by reinforcing behaviors that are more
and more similar to the desired end behavior.
‘fhe seme car be done with numans in the area
of achievement motivation. By reiuforcing oniy
minimally successful behavior to start with, the
likelihood of successiui behavior will increase
and it will be possible.to reward more success-
ful behavior in the future, 2nd hopefully shape
achievement-oriented behaviox.

Punishment, on the other hand, /ll lead to
fear of failure as the work of Atkinson and col-
laborators (1958) has shown. Estes (1944) bas

- shown that punishment does not cause behavior

to <isappear; it simpiy inhibits its occurrence in
the presence of the punishing agent. I failure
is punished by the teacher, then the behaviors
that lead to the failure may not appgear withineye
range of the teacker, but they will not cease to
exist in the repertoire of vhe child or the adoles-
cent. Reward, on the other hand, creates a be-
havior pattern within the individual. Therefore,
when dealing with culturally deprived students,
for whom achievement motivadon is mirimai,
failure should not be pamished. The teacher
should wait for some glimmer of successful be-
haviur or achievament~oriented behavior sns
then reward it. He should attempt, through the
generous use of reward, to develop an achieve-
r ., pattern in the student. This may be facil~

33

itated Lty posing simaple tusks or simple prob-
lems for the student where the likelihood cf
success i3 great, and then rewarding success-
ful periormance. The difficulty of the tasks

can be grajually ‘nereased as the generous use
of reward has made the possibility or prob-
abilily of succ 88 more likely. Moreover, the
rewards should be as tangible as possgible. The
rezearch of Zigier and DeLabry (1962) has shown
that targible rewarda are more suecassful than
intangible rewarde with lower-class students,
while the reverse holds trus with middie-class
students. Try to make the rewards as tangible
as possible. This of course is limited by the
opportunities availabie to the teacher. One
cannot be giving away finaneial rewards, for
instance, or candy, for every geod performance.
In many cases, the only rewards available io the
teacher are such intangibie opnes as praise, or
recognition, or approval. These are obvicus’y
important too. Make them as obvious and con-
crete as posgible.

When it is necessary to use criticism maske
this criticism objective. Criticize the work and
not the person performing the work. The Lewin
Lippitt, and White studies (1939) gave clear evi-
dence for the fact that group leaders using per-
sonal criticism were much less popular than
were leaders whose criticism was clearly ob-
jective.

Finally, tke all important area of attitudes
is an area where a teacher can make major
impressions and inroads into the problems of
the culturally deprived, The teacher is & rep-
resentative of society. He is, morecver, an
authority fizure second only to the parents s a
major source of identification. A teacher can
take advantage of this--especially when the par-
ent is not a good identification figure. Using

the parent as an identificztion figure simply per-

petnates the ethic of the deprived. To change
attitudes of the deprived student toward himceif,
others, ard society the teacher must wust be wazrn,

o R e T g

undexstending, and sympathetic, in short, , take
2 porsonal interest in the student I he is
likeable, and yet firm, and takes an interest in
the student, the student will attempt to emulate
him and use him as an identification figure
(Witty, 1947). To the extent that the teecher in-
corporates prevalent social values, theso will
be transmitfed to the culturally deprived student
through identification. If the teacher is fair,
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then the stndents' atiitudes toward society may
well be changed. S

Many of the successful remedial projects,
such as the Manhatianville Project, have shown
that a ksy to success is working with parei.s..
The teacher should attempi to invoive the parent,

and work with the narent as much as possible,
for if he can change the attitude of the parent

the possibility of changing the attitudes of the
sindeni are double-barreled, as a result of Lig
own direct influence and the influence of the par-
ent over whom he has exerted some influence.
The fact that involvement enhances the probabil-
ity of attitude change has been well documented.
Industrial studies such as those of Coch and
French (1948), and studies such ag that of Lewin
{1952), clearly illustrate that individuals who feel
that they are involved are more likely to have
their allziudes changed.

Also, get tne st.dents involved in providing
some of their own direction in the classroom.
Again, the classic Lewin, Lippitt, and White
{1939) studies demonstrated that attitudes, mot i~
vations, and satisfaction were all increased as
a result of a2 democratic group situation where
thie group exerted scme influence over its own
direction. This approach, which has often been
called the learner-centered or pupil-cenfered
approach, has been shown in some studies to be

highly successful. Culturally deprived students .

must be able to take on the rcle of authority in
order that their attitudes toward authority can
be changed.

Cutside of a group-centered or pupil~
centered approach, which enables the giroup to
have some control over its fate, the usc of role
playirg is also a way of changing a'titudes, The
study of King and Janis /1956) demonsirates that
role playing can be used effectively to change
attitzdes. Let the students play the game of
parents and children. Let some of the students
be the children and some of the students be the
parents and have them act cut 8 home situation.
Give them a feeling of what it is like to be a par-
ent. Give them a feeling of what it is like to be
an authority figure in soziety. Let them icentify
with society and attempt to defeud scciety by
playing the role of an authority. This may well
change their aftitudes towards the very society
which they often find intoclerable. Playing a role

which is dissonant with ores attitudes has been
shown to cause those attitudes to change (Brehm,

1960). ‘ :

Use praise and approval to change their seif-
esteerm and self-acceptance. Let them know that
you think they are worthwhile persons argd are
capsable of gcod performance. Provide taem with
tagks of graded difficulty leading to svecess in
order to change their lev.i of agpiration. Jackaat
{193C} has shown that a-pirations o up as a func-
tion of success, while Sears {1910) demonstrated
that success leads to the setting of realistic goals,
One must be careful of pushing students too hard
and too fast towara higher levels of aspiration
Many culturally deprived students have what
Dollard and Miller (1950 call an approach-
avoidance conflict with regard to success; they
both desire it and fear it. As they expend more
and more effort and are pushed closer and closer
to success their fear becomes stronger than
their desire (Brown, 1948). Doliard and Miller
reccmmend that efforis be made at this point to
recduce the fear, rather than incvease the desire.
The teacher, by leading the studeai toward suc-
cess through the use of graded iasks, can reduce
the fear associated with school.

Some students will need discipline and will
have to be handled in a firm authoritative way;
others will need warmth, acceptance, and under -
standing, and will have to be deali with in 2 yield-
ing way. The work of Hunt (1965 is applicable
here. Hunt has spoken of the differential diag-
nosis—differential treatment technique. What
this means is that people are different and the
teacher must become aware of the differences
and not attempt to teach or treat people in the,
same way. They must be treated in termis of the

wiams WewveAm suss [t T e e )

of aceaptance by authority and permissiveness, .
handle him in a permiasive fashion.

I the teachsr keeps some of thease points in
mind, then the cuiturally deprived student may
well be able to overcome his initial experientiai
deficit and cumulative deficit and derive a useful
sducation from his school experiences.

fashion In the case of a student who ig in need
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PRELIMINARY NOTES ©ON AN ANTHROPOLOGICAL
VIEW OF THE CULTURALLY DEPRIVED

LLEONARD ZEITZ

HOSPITAL PLANNING REVIEW BOARD
OF SOUTHERN MNEW YORK

From an anthropologica: poini of view, any program designed at aiding the "culturally deprived"
may be seen as a problem :n induced culture change. Thus, such terms ag diffusion, acculturation,
ethnocentrism, contact, !>om large in any anthropological discussion of culture change. As ihis
paper develops, these terms will be explored as meaninginily as possible.

As a starting point, certain premises about
the nature of society and the nature of cuiture
must be stated. Society then, roughly defined, is
an aggregate of individuals who, naving worked
together ard lived together over a period of time,
develop an egprit de coxps based on cooperation,
predictability, and a commonly held set of ideas,
values, and ways of doing things. Tulture, rough-
ly speaking, is the totality of these commonly

. held set of ideas, values, and ways of doing

things of a particulax society.

All cultures are subject to change, and in-
deed do change. The anthropologist disputes
any argument implying that attempts to change
situations are deomed by virtue of man's immu-
table nature. He, the anthropologist, argues not
for a change in "hurnan nature' but for a change
in "human culture," e. g., the way men do things,
the beliefs and values they hold. He bases thisbe-
lief on his certain kaowlsdge that change may
take place internally or may be induced through
contact and experimentation. Tac problem posed,
therefore, is not: Should change be attempted,
but rather, when is change necesgsary? When is
change appropriate? Whea is change feasible,
and, when the above have been answered, how
does one make the desired changes ?

The anthropologist, generally working with
small uaits of mankind, has, in the past, failed

o recognize that as a soiety grows and be-
comes more complex, then parts of that

society may develop sets of cultural yalues
which are in part related and overiapping,

and in part very different. It was not until
Warner's study of Yankee Tity, which democa~-
strated that values and behavior were direct-
ly relaied to social class, that American
anthropologists recognized and accepted the
idea of sub-cultures related to, hui different
from, the parent culture. It is sufficient at
this point to state that a significant proportion
of the American population, by virtue of his-
toric accident, has developed a way of life
sufficiently removed from the main cultural
developments in America o be seen as a sub-
culture, and further, as a svb-culture whose
values ave objectively detrimental to the welfare
of its citizens.

It is hardly likely ithat anyone will dispute
the statement that it is now necessary, appro-
priate, and feasible ihat the sub-cuiture of the
disadvantaged be changed. What remains is how
this change is to.be effected.

From the authropologist's perapective it is
perhaps beat to view the people of this sub-
culture 2s he would the people of any alien cul-
ture: similarto him by virtue of universal man-
hood, different in respect to behavioral patterns.
Seen in this light, comparisons, analogues,
paraliels with other situations known tc the an-

_ thropologistis may yield clues. Some general ob-

servations of the sub-cultura of the dieadvan-_
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taged are as follows: they suffer from a wide
variety of mental and physical illnesses and
social pathologies;l they lack political control
over their own destinies;2 their nuclea: families
are nften fragmented and disorgaaized;3 they do
noi readily accept aid from middle-class insti-
tutions;4 they attempt as often as. is practicakle,
to give aid te one anotaer rather than seeking
institutional aid;5 they ofterr‘accept the parent

" cuiture’s estimation o1 itheir "innate" inferi-

ority;6 at the same time they may react against

this evaluation of the parent culture by a
bouleversement c¢f the parent culture's values."

Reissman bas argued that the "culturally

. deprived" child wderstands the advantages of
an eduecation in our world. Whai preveants him
from fully utilizing the educational system is
the condescension and lack of cultural under-
standing of the teacher, and the child's unique
culiural perspective about the teacher and the
school,8 One may say that the disadvantaged
recognize the good things of life 25 represented
in the middle class world of T. V., radio ana
the magazines, but they do not kaow how to
take advantage of the few opporﬁmi'des pre-
sented to them,

The passage of time has allowed for the
sub~cultural roots tc take hoid and sink deep,
and change will surely not be rapid nor uni-
formly successful. As a start, the anthropolo-
gist would urge that the prospective teacher be
deeply familiar with the following:

A. The Anthropological concept of race.
Because so many of the disadvantaged are
Negroes, it would be well for the teacher
to understand the development of the con-

- cept of race as a classificatory and taxonomic
device for waderstanding human movements

in time and in space; the concept of race as

a noninvidious device for comparing popula-
tions; its present outmoded use for many anthro-
pologists.

B. Anunderstanding of the nature and
functior: of culture. To understand the me-
chanics and operations of culture is to gain
some knowledge of oneself, and by extension,
understanding of the behavior of cthers.

In the course of studying efforts at inducing
culture change, the anthropologist cffers, from
his observations of success and failure, the

following tentative guidelines: 9

i, Know the culture in which ‘the work ig o
be done. This point is so obvious, yet needs
beleboring, It is impossible to effect 2 change
in a culiure without unforeseen {and possibly
disastrous) conseguences when the institutions
of a cuiture are not understeod as a total entity,

It is expected that in the months ahead, the
sub-culiure of the impoverished will be explored
and made knowa 2., fully as possible.

2. Ag av ohvious corollary, the waorker
must know his own culture.

3. Take advantage of the pragmatic nature
of people. Years of disiliusionment have created
cynicism in the ranks of the culturally deprived.
Cynicism can only be removed by demonstrable
successes. ‘Thus, it is not enough to simply en-
courage a talented writer in an English class;
perhaps a better tactic would be to submit the
talented boy's work to a school magazine, 2
national scholastic contest, etc. :

4, Do not ask people to threaten what may
be an already very nairow margin of material
security. Exira-curricular activities may be
an important means of develcping rapport and
understarding, and feelings of pride in success,
but if a boy must work after school to help
support his family, then demands upon his free
time may be more detrimental than beneficial.

5. Use existing community leadership
whenever feasible, The success of the Cornell
University Medical Project on the Navajo Resexr-
vation is at leas’ partially due to the enlisiment
of the medicine men as respected medical
peerg, 10

6. As a ccrollary of the above, learn to
detect who the community leaders are. Asa
result of our middie-class culturzal bias we are
apt to seek out lawyers, physicians, "respect-
able" minigters, pelice officials, and politicians
as the leadership "element." The cheice of
these personnel may be at total variance with
the views of the community. In a Puerto Rican
neighborhood it may be the local herbalista who *
runs a tiny, almost insignificant botanica where
she dispenses good-luck charms, lovepotions,
and advice. In a Negro community, it inay be
a poolrocm proprietor, a tavern owner, the
beauty salon or barbershop proprietor. In all
poor communities, the itinerant preacher, the
store~-froat ministor, the fortune-teller, the
spiritualist may be of vast but undetermined
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importance in creaiing ard maintairing the
values of these communities,

7. Think iz terros of the economic and
social notential ip the wider comiunity. it
goes without saying, that giving training for
jobs which may soon be automated is merely
a stopgap effort, and is more likely to exacer-
bate the situation than to ameliorate it.

8. Select the more "progressive" students
for more intensive teaching than (as moTe
"conservative" who may need the teaching
even more, This point iz, of course, open fo
sharp debate. Our argument, however, is not
the naive "practical" one, that with time and
manpower being limited, it is wisest o con-
centrate upon those who assure sonie success.
Clearly, the above approach is one which
simply weasels out of difficult work. Our ar-~
gument for the effort toward teaching the
"'progressive" 151 13” s follows: the Cornell
Medical Project™ ~ found that its first concrete
successes came when it trained Navajos who
had been in the Armed Forees, i.e., somewhat
acculturated Navajos, to acl as medical liai-
sons between the Cornell medical practitionexrse
and the Navajo community, Their ability to
interpret to the Navajo some or all of the core-
plexities of western medical technigue helped
ease fear in Navajo breasts. Further, the
acceptance of the Navajo medical aide by the
Whites as aa invaluable addition to their medi-
cal team impressed the Navajo with the sincer-
ity and goodwill of the physicians. This ap-
proach will be utilized in the forthcoming Legal
S=rvices to the Poor Project in Newark, where
an as yet undetermined number of poor "pro-
gressives" will be trained by iawyers in their
legal rights, then encouraged to spread their
knowledge in their communities. Additionally,
these law trainees will act as liaiscns in an
effort to induce the poor to utilize the orofes-
sional legal services when necessaxy. 12

9. Require payment for services. Some
explanation for this statement must be made.
In a field situation, anthropologists have dis-
covered that free dispensation of even such
cheap patent medicines as aspirin has been met
with rebuifs and ‘evasions, There are two rea-
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sorg for failure fo accept or grudging ace ep-
tance: (1) The cffer of fres aid places the
recipient in the position of indebtedness, often
further compounding his feelings of inadequacy
and inferiority in the presence of the donor.

) An offer of ssmething for nothing is sug-
gestive +.. an infcrior product. It is almost
universally aceepied that the best things in life
are not free; rather, you get what you pay for
is pragmatically ackuswicdged. Thus, ihe
teacher, the community worker, eic., cannot
expect to be acceptad in an alien :ulture by
emphasizing thai his endeavors are a labor of
love. They may indeed be, but it is wiser to
stress the fact that he is being paid to do his
job, and he has been ckosen becaunge of his

expertizs.

10. Asa corollary, one's rpertise sheuid
give one authority, and thie authority should ke
presented as a fact to the class. There is no
suggestion here of uadisciplined exercise of
power, but 2 simple siressing of acknowledged
authority in a particular arca. It is likely that
groups will respond with respect and attention
when they feel the strength of authority, Frag-
mentary evidence at the moment suggesis that
this approach is probably most felicitous among
Puerto Ricans. .

11. As a second corollary, de not antici-
pate bsing loved. Anticipate, rather, a series
of defeats, disappointments, and hostility di-
rected to you., It is hardly likely that affer
the years of distress and pain, the culturally
derrived will accept overnight the "new"
teacher as a humane individual dedicated
{o his vocation and to the unique needs of
his pupils, It i3 much more likely that you
will be greeted with cynicism and perhaps,
contempt. Initial successes for pupils may be
greeted as long overdue (this position is clearly
justified). Some students may exploit you un-
mercifully, simply developing more refined
hustlers' techniques in your classroom (de not
be surprised at the ingenuity of your students!),
If, for whatever personzl reasons, the need to
be loved overrides gratifications such as
monetary reward and inner satisfacticns at
success, leave the field.
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BALTIMORE STHOOL SYSTEM

“

The unemployed out~of-school youth is the subject of increasing attention and concern to the poli-
tical and educaticnal leaders in large urban communities. Civic organizations, civil rights groups,
and social welfare agencies are furning their spotlights on the problems wkich face a large segment
of the youthful population of large citiex. The lack of direction, inadequate preparation for living in
our urban society, »2d apparent shrinkage in the capacity of expanding industry to absorb untrained
workers are pictured as serious threats to the sociopolitical-economy of the metropolitan urban cen-
ters which constitute the megalopolis. Baltimore is sharicg this ceacern.

AN APPROACH

The Carrollton Scheol was established in
September, 1963, with the belief that a properly
designed program with a job~oriented approacn
could redirect potertial dropouts. The occupa-
tional training experiences were thersfore se-
lected with consideration for the ability and in-
terest levels of the students who would.in all
likelihoed be attracted by this program. The
goal was employment, following training, Classg-
room work was {o be clesely related to the shop
and work experiences 2nd would be functional,
The educational leadership was ckosen in such
a way as to insure or at least promote creative
approaches to teaching.

Specific goals were identified to assgist
young people to:

1. Develop economic and vocational
competeace

2. Acquire and use ihe basic skills

3. Develov moral and ethical values

4. Be an effective citizen

5. Be an effective family member

6. Develop and meintain soiad ment..l
and physical health

PROGRAM OF S1UDIES

General Education

1.
2.
3.
4.
5.

Communication Skills
Mathematics

Social Studies
Physical Education
Mugic

Job Preparation Training

Custodial Service

Duplicatinrg Services

Famiily Sexvice Aide

Food Preparation and Service

Home Mechanics

Lawn and Gaxden Care

Painting, Decorating, aud Furniture
Refinishing

Shoe Repair

Small Appliance Repair

Valet Service

THE STUDENT BODY

There are approximately 560 boys and girls




in attendance, distributed in a proportion of two
boys to one giri. Their ages range from 15 to
20 years; the median age is 17.5 years. Mental
abilities range from 55 1.Q. {0 97 1.Q. The
average student performs at fourth grade level
in reading and arithmetic,

A1l of these students have experienced fail-
ure in school; many have repeated two grades.
‘The most rezent educational experience of the
majority of the student body was in a three-year
rrogram of Special Education in the junior high
school. )

Many of these young people come from large
families; some are from broken homes; most
have parents who are unskilled workers with a
limited education; others live in foster homes
woecause they have been negiected or completely
abandoned by their parents. Often the only
Family income is that earned by the mothers;
in other cases, the family is supported by wel-
fare funds.

THE FACULTY

The nature of flie student body, with its his-
tory of failure and .ts background of family in-
stability, makes the selection of teachers a
crucial decision. Personal qualities such as
empathy, the ability to accept students as in-
dividuals, the desire to teach, and devotion to
duty take on a greater importance than the more
readily evaluated experience and professional
background.

INTERESTING FEATURES
OF THE PROGRAM

Carrollton School operates on a basic 30-
Pperiod schedule, not including lunch periods,
from 9 a.m, t0 2:30 p.m. During the course of
a week, the studert engages in approximately
15 periods of job preparation training and 15
periods of general education subjects.

The enteri.g student follows a schedule
which provides exploratory experiences in two
job preparation areas. At the conclusion of a
nine-week period he may sslect two additional
areas for expioration, or he may choose to
specialize in one occupational field. Thk= ex-
Ploratory process continues until the student
selects an arvea of interest in wluch he will
specialize.
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The vocational education offerings at
Carrollton raflect the cluster concept of organi-
zation in which training is given for a family of

" related occupations in a single shop. Teachers

attempt to develop skills in one job within a
cluster before introducing the student to train-
ing in a related occupation. Thus, saleable
skills are developed carly in the prcgram a-
geinst the poasibility of an early withdrawal by
the student.

The use of the community as a laboratory
illustrates the creative approach to education
uséd by the faculty. The Lawn and Garden Care
classes have assumed responsibility for the
maintenance and beautification of a small neigh-
borhood park. Custodial Service classes broad-
en their experience by traveling to other com-
munity schools to practice their maintenance
skills on a variety of buildings. Students in the
Tamily Service Aide classes provide volunteer
services in a community sarsing homs.

In other shope students gain practical ex-
perience by servicing and repairing srticles
brcught iz by pupils and teachers. The school
cafeteria is operatzd by the Food Prepazration
angd Service classes under the guidance of their
teach:2.

Te-chers secr<h out work-study opportun-
ities for their students and often use their own
time to perform coordinating duties. Pupils®
scheduies are adjusted in a variety of ways to
meet the demands of their work-study assign-
ments. A coordinator is heing assigned to the
school.

JOB PREPARATION
COURSE DESCRI+.IONS

Custodial Services: The student :n the custo-
dial course receives thorough training in the
skills reguired to properly clean and muintain
office kuildings, industrial estabiishm-is,
churches, and school buildings. His uuties in-
rlude sweeping, dusting, wall cleaning, window
cleaning, floor sealing, waxing, buffing, metal
polishing, maintenance of sanitary facilities,
rire of grounds minor care of heating and
ventiiating ecuipment, and receiving supplies.

__plicating Services: The instruction in Dupli-
cating Sexvices covers a wide variety of skills

used in the business and reteil selling fields,
Students develop competence in setting up and




operating spirit duplicators and mimeograph
machines, collating, hand bin'ing, plasiic bind-
ing, stitching, packing, wrapping, labeling,
shipping, receiving, and maintenance of stock
inventory records.

Family Service Aide: This course was estab-
lished to satisfy the need for properly trained
people who can gerve as day maids and mothers'*
helpers in private homes or assist in nursing
homes, hospitals, and similar institutions. In-
struction is given in care of the elderly, child
care, meal planning and preparation, clothing
censtructior and repairs, and housekeeping,

Food Preparation and Service: The Foodscourse

provides trainiag for students who wish to work
in places where food isprepared and served in
quantity. Employmerit opportunities are avail-
able in restaurants, cafeterias, hospitals, and
nursing homes. Menu planning and using the
cash register are inclided with the instruction
in food preparation ant! service.

Home Mechanics: The parpose of the Home Me-
chanics course is to prepare students fo perform
a variety of hume repairs. These activities in-
clude glazirg, care ang maintenance of screens
and storm windows, flcor sealing and refinishing,
floor tile laying, door fitting, care and mainte-
nance of windew sash, and minor remodeling
jobsz in the home. The student completing this
course should b2 able to find e™plcyment with

a small ffrr engaged in the home remodeling
business.

Lawn and Flower Care: Instruction in the Lawn
and Fiower Care course is geared %o develop the
skills usually associated with the functions of

tae paid gardener. Training is given in iawn cut-
ting and edging, iriraming and care of shrubhery,
pruning, plant propagatios, soil testing, and care
and maintenance of equinment.

Painting. Decoratiny, and Furniture Refinishing:
Painting, Decorating, and Furniture Refinishing
students receive instruction which is designed to
prapara them for 2mpicyment witk emall con-
cerns invulved in extexior and interior decorating
or ir furniture refinishing. The ¢ourse empha-
sizes the use of various painting techniques, ap~
plication of wallpaper and other wall coverings,
and the basic skills of furniture refinishing,

Shoe Repairing Students in the Shoe Repairing ‘

course can cxpect to obtain employment in shoe
repzir shops and shoe factories. They learn to
replace heels and soles, mend uppers, dye

shoes, and make minor srthopedic adivstments.

Smsll Appliance Repaire: A good appliance re-

pairrian can obtain employment in the service
department of an appliance distributor or he
can set up his ow= business with a very small
investment. In the appliance shop students are
taught to diagnose and repair domestic eiectri-
cal appliances such as toasters, electric irons,
broilers, waffle irons, and mixers.

Valet Services: Students in the Valet Service

course prepare for employment in cleaning and
pressging establishmenis, small tailor shops,
and large hotels. They are taught io use a va-
riety of pressing machines. hand steam irons,
and spotting equipment. They also learn to
mend clothing and perform minor alierations.

GENERAL EDUCATION
COURSE DESCRIPTIONS

Communication Skills: Attentlon is focused upon
a continuaticn of the developmental reading pro-
gram, using basal texibooks. There is also an
increased use of surplemertal naterials relat-
ing to job preparation.

Oral communication: Emphasis is placed
upon developing self-expression through using
the telephone teletrainer, conductinginterviews,
role playing, and good English usage.

Written communication: The correct form
for writing business and social letters, audnotes
of various kinds is stressed. Spelling is taught
svetematically in accordance with pupils' read-
ing achievement levels and their job preparation
areas.

Mathematics: The fhnndamental processes are
reviewed -nd practiced. Situational and mean-
ingful arithmetic including units cninstallment
buying, budgeting, bavking, and insuranceare
taught. A thorough study of family finance is
algo included. :

Social Studies: Unifs on government, driver
educatica, public health services, adult educa-
tion, clemeatary economics, and legniaidare
taught. - Jitizenship and its responsibilities are
emphas s, |

Oce.we.mal information and guidance is
stressed. "A aandbock for You, the Worker"
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is used as a text. Every effort is made to cor-
relate the work in job training with the pupil's
actual job preparation area.

The Carrollton School was established fo
provide pre-employment training for youth with
special needs. The major goal of the school is
to produce responsible and vocationally compe-
tent citizens, and all efforts of the faculty and
admninistration are geared to this one purpose,
Favorable student and community response give
indications that Carrollton has been founded up-
on vaid assumptions. Incressed employment
opportunitizs for these students, made possible
by «n enlightened public, can make this experi-
ment an unqgualified success.

CHARACTERISTICS OF
DISADVANTAGED YOUTH

Environmental: Ir: characterizing the disadvan-

taged youth in 8 student body one should not
separate the children from their environment.
The literature grows daily and the story that is
painted on numerous ¢anvases, no matter who
the author is, bears 2 ‘marked resemilance.

The culturally deprived are persons who
have hz 1 few opportunities to take on urban
mores and values. High mobility resulting in
patchwork education frequently takes its toll in
the absence of motivaticn to copz with life's
problems, Thus, the resuit of this eaviron-
mental climate is the lack of desire to assume
community resporsibility. Parents of culturally
disadvantzged frequently lack the time, knowl~
edge, and understanding needed to provide the
necessary out-of-school learning experiesnces.
Families are frequently fractured by separa-
tions, physical and emctional ilis of some of its
members, economic pressures, and fuidifferenrs.
Low aspirations show wp as below averaga ’
achievemerit levels. '

The environment is furﬁler characterized
by the outward signs of deterioration of sub~
standard housing, which is usually over--
crowded, lacking in privacy, aps having the
minimum requiremenis of sanitation.

Thus, inner-city, culturally disadvantaged
children have a complets inventory of hopes -
whieh turn to disappoiniments, loves which be-
come hates, strengths which in the school en-
vironment may show up as weaknesses, heeds

which are seldom satisfied. Small wonder that
they swell the ranks of the tragic dropouts and
creata heartaches for their families and them-
selves, wiile presenting critical and difficult
problems for their communities.

Educational Characteristics and Tributaries:

These characteristics can best be de-
scribed by dividing them into three categories.
It must be understood that these elements may
or may not be precent at all ard that the degree
of intensity will vary.

Physical Characteristics

Weakness in hearing

Defects c¢f speech {may also be
psychological)

Diseased topnsils and adenoids

Decayed and neglected teeth

Dietary deficiencies

Emctional Manifestations

Fasily excited

Shy-—backing away

Oversensitive to weakness which comes
into focus

Repressive with peers, teachers, and
others

Apathetic-—lacking in drive, ambition

Unmotivated—'"1I'm here, teach me,"

Impuilsive

Suspicious of all aumhority

Trustrated by standards beyoné his
achievement

Mentzl Processes

Weak powers of attention to many school
tasks
Lew performance in dsfining, analyzing,
2nd evaiuating .
Retardation in dis‘alnguishing situations,
goalg exvd standards
 Absence ¢f, or severs shoriage in
© imaginative thought
Failure fo make tranefera
Weak in ebility to reason -
Preters to manipulate the concrete rather
than to underatand the sbstract




NEEDS OF DISADVANTAGED YOUTH

Fl.rom the observation of students ir this
category it is safe to assume some of these
needs:

Identification with one ox more teachers: He
needs o be known as an individual and recog-
nized as a person by at least one faculty mem-
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faculty—student contact need not be more than
a few minutes a day, but it must be regular and
must be initiated, at least in the beginning, by
the teacher.

Understanding of self: These students need the
assistance of competent insightful counselors
and teachers to help them assess their sirengths
and weaknesses in an environment vhich repre=
sents 70 threat.

Feeling of belonging: Since the students in this
category zre frequently seli-conscious of their
shortcomings they need tobe invited by an ex-
tended hand.

Guidance in depth: Opportunities for growth in
school and horizons beyond school need to bz
identified and connected to the abilities which
are either latent or discovered.

Ealsnce between success and failure; Nsatural
situations must be provided for recognition
and encouragement of success, while sincere
and honest evaluation techniques need to be
employed to point up shortcomings as spring-
boards to improvemert.

Motivation: Since these studenis frequently are
short in self~motivation or family motivation,
it is incumbent upon the school staff to make
masterful use of techniques which will awaken
students and spur them to reach toward ever
kigher goals.

Realistic learning gitvations: Skill in teaching
techniques will dictate the rate and inteneity
of ingtruction which must be failored to the
capacity and goals of the culturally disadvan-
taged youth,

Live with and respect for othexs: The mesning

of freedom, respect for the diemity of one's
fellow man, and an active interest in social
problems need to be cultivated,

Interest in government: Through participation
in school self-goverament and classroom activ-
ities students need to be lead to respect ruies,
laws, and their meaning, as well as the valu-
able attribute of self-control. Ar increased as-
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Development of recognizable skills: Exercises
with tools, equipment, 2nd other media should
be realistic. Students should have an oppor-
tunity to develop confidence in their abilities

to perform with a high degree of recognizabie
skill,

Family respongibility: Carefully designed ex-
periences should be provided in oxder o as-
sist students in developing an appreciation for
family and responsibility for family life.

Communication skillsg: A va,ﬁety of vuportunities
and vehicles for seli-expression should be pro-
vided,

PERSONAL CHARACTERISTICS
OF TEACHERS

Acceptance of the disadvantaged youth: A teach~
er whe rejects these children, either overtily

or by default, by whatever means he cares to
emgloy will not stimulate any warmth in his
pupil-teacher relationship, Some teachers,
who themselves have come frcm the ranks of
the disadvantaged, aru the sirongestrejctors.

Understanding This characteristic can be de-
veloped. It does pot mean 'feeling sorry" for
an ind'vidual., I meanc having irsights and
snhowiag respect fcr what children wear, say
and speak—and how they do it.

Sympathetic; it is noi snough just to know the
causes of a sivdent's discomfort or disability
in the educationsl process.

Alerimess: In order to capitalize apon the abil-
ities and interesis of students, teachers must
be attuned o the signals which aaxients tuss out
from time to {ime.




Skill in performaﬂce: A teacher must be able
demonstrate a higp skill level in anything which
ke wishes to tesnch,

Self-confidence; This trait is easily tagged by
students and colleagues alike. A teacher needs
to possess this in abundance. I must be based
upon genuine accomplishment.

Ability to shift directions: Knowing when to set
plans aside and when to bend or amend ruieg
without losing the respect of classes and individ-
uals is a fine asset.

)

Amenable to change: With technology on the
move and increased knowledge in the world,
teachers must preserve a flexibility and main-
tain an open mind.

Being imaginative: Effective teachers are coﬁ-
stantly inventing betier and more dramatic ways
of teaching.

Possession of faith: The display of faith in
young people by ieachers frequently challenges
the former fo attain goals which normally are
out of reach.

Self-discipline: Since teachers are first placed
upon a2 pedestal by parents and students, they
must be wary of being foppled off. This re~
quires considerabie control and gkill.

Comfortable attitude: Parents, fcllow staff
members, and others of all origins should be
received with genuine warmth.

Interest in people. Thir interest should be trans-

lated into a desire and willingness to see and
deal with people.

Eagerness ic leare: A teacher, above ail other
people, should recognize the need for constant
learnirg and self-improvemeat.

SKILLS, KNOWLEDGES AND
UNDERSTANDINGS OF TEACHERS

This inventory is presenied here hopefully '
and optimisticaily with the full knowledge that
we would gladly settle fur a fraction of these in

every p1ofileof tmhers who are practicingtheart

Ability to Create a Wholesome
Climate for Learning

Skill in organization of classroois so that rou-
tines are treated efficiently and with dispatch
so that a wmaximwm amount of time is used in
the insiruction process with in¢iviluzals or

groups.

A thorouch knowledge of, and the ability to apply
the psychology of motivation.

Porforming skill must be evident in demon-
strations.

A thorough undexstanding of human growth snd
development.

A knowledge of, and skill in »3ing a variety of
eifeciive teaching methods.

An interest in, and initiative in exploving the
school community,

A willingness to devote a reasonable amount of
time to school connected activities beyend the
call to duty.

Clear understanding of the fugion of method
and content.

Ability to diagnose difficulties and plap reme-
dial materials and approaches.

Skill in communication with students, cclleagues,
and others.

Understanding f our emer conditions of
life and ou: hational and humanitariar goais.

Sympathetic understanding of the emotional
stress and anxieties of children and paresis.

Ability to permit students to do s varisty of
thlngs all cen%ereci around a8 ¢a¥e of learning,

Sklll 1n moving from the praetic@ and concrete
W the generalization or abstrae%

Skiil in eneanra@g stiients to vartlcipate in

plarzizgand fnthe agsumptiorof increasing reapo=-
elhiliiy § forthe eﬁiclemgeraﬂon ofan act!v!ty
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Willingness to experimeut with new materiah,
techniques, and pmcedures.

Using initiative In keeping up-to-date on aew

industrial precesses.,

Ability to relate well with cdileaguee andto
work cooperatively on sghool-wide projects,

CONCLUSION

T T

Stadents dvop out of 801:001 because they can
foresse no immediate rewards for continued at-
tendance, Maay of them have a history of fatl-
ure throughout their school careers. Lack of
ahility, little regard for the value of education,
disinverested parents, unstable home conditions,
poverty, phyeical disability, and low level of
aspiration are but a few of the factors contrib-
uting to their lack of progress in schooi,

Most of these dropouts are confident that
they will easily obtain employment, but they

Wt £

qu!ckly become disillustoned by t:a scarecity
of jobe avaiiable to people with Mttle educaticn
and no saleable skills, Employment trends in-
dicate that they can expect a continuing de-
crease’in’ jobs which: can be filled by the un-
skilled and gndereducated applicant.

~ No, one should have asy difficulty in sup-
plying evidence which will support the conten-
tion ﬁnat it is far morawholesome and econom-
_icalis-edicate” people for their owa economic
competence and well-being than it is to distrib-
ute charity, and through this act deprive people
of thel# self-respect, ..

With the struggle against poverl;y in ftﬂl

(swing job training becomes a major weapon,

The deeds will be tecorded by the teachers who
man the clagsrooms. The tezcher training in-
stitutions share the responsibility with the
school system in motivation, training, stimu-
lation, and retraining of staff to insure the

maximura gervice to the majority of youﬂi fn
our secordary scheols,




MEETING THE MEEDS OF DISARVANTAGED YOUTH
ASSIGNED TO A DISCIPLINARY SCHOOL

MARCUS A. FOSTER

PHILADELFHIA SCHOOL SYSTEM

The O. V. Catto School is a disciplinary school in the School District of Philadelphia. Boys from
approximately one half of the geographic area of the city are sent tc the school. The District Superin-
tendent assigns a boy to Catto upon the recommendation of a Principal. Most of the boys have engaged
in disruptive behavior to the extent that it is not profitable io them nor their peers to attempi to meet
their needs in the regular classroom.

The 400 boys who comprise the student body range in age from eight to seventeen plus. Eighty-~
seven per cen:t come from the junior and senior high school, Their IQ range is from 55 to 139, the
median being 90.

There is usually a 100 per cent turnover in the pupil population during the course of the year. Some
boys return to regular school, others are sent to custodial institutions, and others enter ihe world of
WOTrkK.

SOME CHARACTERISTICS OF CATTO BOYS While the foregoing is ar accurate descrip-
tion of most of the familes served hy Catto, theare
Family Life: Fo. the most part, Catto boys come are many exceptions. Some of the boys havepar-
from broken homes, The mother, aunt, or grand-  ents who are policemen, school teachers, snd
mother is usually the dominant figure. Where the clergymen, They have brothers and sisters who
male is present (the husband or paramour) he is are college students and who are doing well in

often ineffective in guiding the boy. Sometimes school.
the usually absent male is called upon to visit
the home and admirister corporal penishment School Progrress: One of the mogt common char-
which is often barsh end excessive. The family eoteristios of Catto boys is their lack of school
is constantly plagued by chronic economie crises success, Some have been tested and labeled
and frequenily turns to the Department of Public "mentally retarded." All appear to be educaiion-
Assistance and ofhier agencies for help. ally retrxded. This stems from many factors;
The homes are usually «rowded, noisy, and not the least among thuse are their actiag outbe-
totally lacking facilitica that are conducive to bavior, anti-inteliectualism, the cummulative
good study habits, There is a dearth of reading efiect of not having mastered ti:o basic skills,
materisl and adequate study space, inability to set long range goals and perform tiue
Many of the parents mantfest symptors of necessary intormediate sieps to reach them, the
socisl and emotionai disturbauce that ave prev- irrelevance of many zchool activities o life as
elent among the boys such as the insbility to re- the boys havi come to know it, and the fafiure to
late weil with one's peers, inshbility to sccept the accept the values of the culture which they view
consecuence of one's actions, fecling of guilt, 3 zlien and hostile — thus their rejection of
hostility and inordinate amessivenen. , , them,
49
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Lack of proficiency in the communicating
skills (listening, speaking, reading, and writing)
is common. The most crippling deficiency is
scvere retardation iz reading. The median in-
structional level as deicrmined by an informal
reading inveniory is . These boys who have
failed to leara afier yeaxs of exposure in school
begin to think that ihey cannot learn. Som? of
their teachers develop this attitude about them.

Social and Emotional Development: Failure to
have their needs met by the home, school, church,
and other social instifutions has caused man; of
the boys to turn to the gang for satisfaction., Boys
who appear to be meking a good adjustment in
school succumb $o the pressure of their peexs to
participate in delinquert acts.

Their acceptance of the standards of the gang
finds exprcssion in exaggerated hair styles and
mannerisms, and their willingness t0 commit
antisocial acts rather than bz thought of as lack-
ing in courgge.

An examination of psychological records re-
vealed that about 65 per cent of the boys bad heen
recommended for psychiatric evaluation because
of emotional probiems. Many boys ars unzble to
secure this needed help because of the limited
facilities availabie to them. Furthermore, most
clinics a1e reluctant to invest their aiready over-
taxed resources in cases that are, at best, not
prowising,

The absence of paretits who are willing and
able to utilize the sexrvices of Child Study Clinics
prevents the boys from getting heip.

Most of the boys have developcd 2 negative
self-concept. Tkose who have been unable to
gain staius through legitimate mcsus turn to de~
viant behaviur to bolster their sgo. The absa:ce
of werthy models also hampers tte development
of a positive self-image.

A DESCRIPTION OF THE 9.V, CATTO
PROGRAM AND IT8 ORJECTIVES

The objective of the Catlo Schooi is to help
the boys becume socially smd emotionally ad-
justed so that they can return to regular school
or enter the world of work and, coencoxiitanily,
%0 holp thom develop as miich proficiency in the
basic skills as their shilities will permit.

For some boys, the shop progiam is a part
of their general education. They are taught the
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care and uase of tools, safety habits whren working
with machinery, ete. Foir other boys the shop
zmphasis is more vocational in nature. That is,
the teacher seeks to develop saleable skills as

a result of shup experiences. The following shop

. courses ore offered:

1. Shoe &arvice and Leather Crafts

2. Art Shop - Sign painting, silk screen process,
racchanical drawing, ete.

3. Teailoring - Power machine operating, steam
oressing, hat biocking, alterations, and gar-
mer:t making

4, Restaurant Practice - Short order cooking,
serving, menu planning, and other reiated
skilis

5. Gasoline Sfation Salesmar - Lubricaiion,
minor motor repairs, tixe work, car care,

and cleaning

6. Wood Shop - Use of power and hand tools,
furniture refinishking

The academic pregram emphagizes reme-
diation and includes social studies, mathematics,
science, language arts, health and physical edu-
cation, remedial reading and music.

The boys are grouped on the basis of chrono-
logical age and their vocational intezosts. Class-
es are small (15) and the pupils are able to re-
ceive individual atieation.

The work-~program provides the opportunity
for buys to earn moeney and to experience tha
dignity and self-esteem that flow from honest
toil. For some boys, this Is the first time that
they have learned that their services are valued.
They scon discover that the service of experi-
enced and skilled workers is more highly re-
warded. They are, therefore, encouraged to
stay in school. Some of the boys are employed
in the Federally funded programs while others
work on jobs lccated by the work-coordinators.
They are superviesd and are required to toke ths
occupaitonal nraciices course, which is designed

" to help them succeed ox ibe job. They are also

given help with money managemert in the occu-
rational practices ciass.

Prevocational cvaluation programs, which
ars finsuced by the Buremm of Vocational Re--
habilitativn, expese the boys to a variety of work
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experiences in a trade school and a nearby hos-
pital.

Special projects are initiated to supplement the
school's program, Thz Catte-Unive:sity of Penn-
eylvania Reading Project is an example. Eighteen
volunteers, after receiving tkorough training and
orientation, "contract" to tutor two boys each for
a period of eighteen weeks, The results to date
indicate that the boys are improving in their
reading; bui, more imporianily, tie ¢iose reia-
tionskip betwsen the boys, who have often experi-
enced rejeciion, and an interested college student
has contributed to a positive change in attitude on
the part of the boys.

A $20, 000 gran; from a private foundation will
engble the scheoi end the Child Study Center to
srovide psychiatric service for the boys wko have
not heretofore been able to get this help.

The recently opened O, V, Cattc Community
Evening Extension Center has enabled the school
to provide training to residents cf the community,
parents of the bys, and selecved pupils. This
project has had a salutary effect on the attitudes

of the parents and the community toward the school.

The spprovel of a proposal to operate the school
in the summer gives assurance that boys will be
able to receive the supporti of the school during
a period when many who are left on their ownget
into difficulty.

A project to improve the language facility of
problem boys through a cultural enrichment pro-
gram has been developed with the University of
Pennsylvania.

THE NEEDS OF THE DISADVANTAGED THAT
MUST BE MET 8Y THE SCHOOL
IF THE SCHOQL IS GOING
TO BE SUCCESSFUL

It has been pointed out that many of the pupils
who come to Catto have experienced lack of af-
fection and undexrstanding, major family problems,
lack of appropriate outlets for their energies,
and limited succsss in school.

Some of the boys have et with the extremes .
of inordinate harshness or calloused indifference
ae they sought to gain recogaition through a vari-
ety of means, both accepiable and unacceptabie.
In some cases, instead of sympathetic guidance,
offenders are unceremoniously dismissed from
the reguler =chool, Thus, the children who need
the help of regular school most are relected, snd

51

\

the school, which is the one agency that is in con-
tinwous countact with all children, misses an op-
pertuniiy to contribute significantly to the growth
and adjustment of the prootem child, The tend-
eacy of schoois to relieve themselves of the
inadaptive pupil is supported by these who cry
for harsker punishment and stiffer penalties for
offenders. This approach only deais with symp-
toms and may be damaging tc the underlying
causes of ihe deviani bebhavior, Thereiore
whatever program is devised to help the dis-
advantaged child must take place in a climate
that is supgovting rather than oppressing, and
accepting rather than rejecting.

" Many boys who have been sent to Catto, as
a result of their experience, have come io view
themselves 28 unworthy. Some have yielded o
the subgulture of the geng to find the esteemthat
wag denied them in schiol and in the communi.y.
Some boys have selected unworthy models and
have ideniified the symbols of success (flashy
car, fancy svits, money) as all important with-
out regard to how they have beea acquired. Other
hoys have sought comfexrt through an unrealistic
appraisal of their capabilities. Some boys have
been overwheimed by failure and cease to aspire.
They are numbed by a sense of powerlessness
and appear o be utterly unmotivated. Others
strike out at society and authority figures, which
they have come to identify as their enemies,
and thus fear, hosiility, and hate are converted
into aggressive behavier.

The Need to Develop & Positive Self-Image: The
school must deal successBhaly with the problem
of helping the boys develop a view of self that
is positive. The therapeutic climate of the
Catto School contributes to accomplishing this.
Everyone connected with the school - teachers,
counselors, custodian, cafeteria workers, sec-
retarial staff - realizes that the mamuer in which
he performs his job has a direct bearing on how
effestive the school will be in achieving its ob-
jectives. There heve been cases where the sym-~
vathetic understanding of the head dietician or
another member of the siaff has contributed most
significantly to the adjustment of 2 boy. This
climate is established through staff development
rograms in which consultants are utilized. The
case study approzach coatributes to sensitizing

staff personnel to the needs of the pupils aud
increases their ability to view children as unique




individuals.

4. scnoolwide program to give the boys as many
legitimate opportunities to gain a feeling of siatus
contributes to building a view of self that is accept~
able. This includes proper utilizg‘ion of bulletin,
beardz, assembly programs, awards convocation,
honors day, etc. Each person is urged to examile
his iateraction with the pupils, and to avoid actions
and woxrds that tend to diminish a boy's self-esteem.

The facuily pians programs {iai are designed io
halp the pupils through a process of identity change,
The boys are helped fo select the identily features
that need {o be changed. TLcse might be exagger-
ated styles and mannerisma, faulty speech patterns,
public conduct, anti-intellectialism, etc. The
voys are helped o see sense in making the change.
This may be related to job opportunities, return
to regular school, participation in special pro-
jects, ete.

The teachers and other staff perscmnel are
helped to understand the importance of their roie
a8 hero models. The boys are given opportunities
to make commitmenc to the new style of beheaving
through assembly programs. Teachers and others
lend sympathstic support as they try o gain com-
mand of the new way of conducting themseives.
Former pupils who have been successful return
10 lend their support to the program. Men from
business and industry contribute iheir support
through participation in career conferences and
workshops. Everything that takes place in the
school is measured against the criterion: Does
this contribute toward helping the boy construct
a positive self-image?

The Need to Convert Potential Intelligence into
Operational Intolligonoe:. It has been poinsed out
that the boys at Catto in many cases are pseudo
retarded. A major cortrivuting factor to this is
their lack of schooi success. Many have inter-
preted their failure to learn as an iunate irability
to learn. To combat this, teachers are encour-
aged to plan a program that wiil at least maiatain
a balance between success and faflure, This im-
plies that the practice of placing social studies
books that are writien for capable 9th grade
pupils in the hands of boys reading with difficulty
at the 3rd grade level must be eliminated. The
tescher is called upon {o prepare materials suited
to the interest and reading levels of the papils.
The teacher is assisted in discovering matorials
that have been especially pregared to fit this need.
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Another factor is the problem of m-%ing the cur-
riculum reievant to the learners. fThis does not
mean watering down tae course offerirgs cx let-
ting the hoys pass without really learning the
material. it dves mean examining the present
achievemert level of the boy and being cr.ative
in providing experiences that wiil lead him to the
next level.

All teachers r.ust recognize their responsi-
pility for Lelping W sirenglacn tic weahest Mok
in the school skills of disadvantaged children—
the language arts. Through staff development
programs, shop teachers, counselers, secre-
taries, and others must be led o see specific
ways they can help children improve their abil-
ity to listen, speak, read, and write.

Occupational classes must always retain the
flexibility for children to move back into the
regular educational stream after they have been
stimulated and motivated to aspire toward kigner
goals.

Need to Utilize Available Resources: It is rec-
ognized that the disadvantaged child comes from
multiproblem: famil’.s. Some of the problems

of Catto boys have their roots in the home, ,
community, the school, the individual, and else-
where. As in all human behavior, the causes
are multiple and complex. The school working
alone as an agent of change can seldom bs en-
tirely successful. Through counseling and the
alertness of the stafi, specific problems cof the
boys must be identified. One of the probiems

of disedvantaged families is their inability touse
appropriate agencies in the most effective man-
ner. Another aspect of this problem is the tend~
ency of some families o develop the quesiionable
skill of "conning" a living out of welfare agencies.
The school has a role in coordinating and mobi~
lizing available rescurces so that maximum ben-
efit will acerue to the children under its care.

It is recognized that the school can dissipate its
energies in reaching too far beyond its primary
responsibilities; but the school, which deals just
with the child, views its task with myopic vision
by considering only one aspect of the prodlem.

PERSONAI CHARACTERISTICS THAT
TEACHERS OF DISADVANTAGED
YOUTH SHOULD POSSESS

The tescher in the disciplinary school must
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possess certain personal characteristics if he is
to be effective in contributing to the adjustment
of problem boys. At Catto it is recognized that
inadaptive sckool behavior is only partly the re-
sult of the attitude of the pupil. Of equal imper-
tsnce ia the attitude of the teacher-toward the
pupil he is trying to help, There should be an
acceptance of the boy with no prerequisite that
he must be "good" to e accepteble. Childrensee
through this superficiality and often reject the
inclividual and the help he is offering, or they may
play the "game" by pretending to measure up
what is expected of them. i
The successful teacher at Catto *nanifesis
soms of the following personal qualities:
l. Personality that permits him to deal withnon-
conforming behavior without damaging physical
or psychological punitive measures.
In a treatment program, the boys mustlearn
the lesson of accountability. There is, bow-
ever, no place for vengeance or brutality.
The necessity to punish at times is not
questioned, nor is the need for suthority
which hgs this power challenged. The
notion that punishment by itself is a suf-
ficient approach to helping problem boys
i8 rejected. This approach must yield to
more consiructive approaches. It is well
known that coercive and repressive meas-
ures often turn the offender into more
serious deviant behavicr.

2. Disposition that permits continued support of
the boy in spite of failures and obstacles.
Although the teacher is optimistic about
the boys' potential for growth, ke should
not become discouraged if progress is
slow, or, indeed, if his most promising
prospeci becomes involved ir serious
difficulty with the police.

The thrust of the teacker's effort should

be to help the boys discover and develop
teeir strengths while diminishing those
characteristics which tend to be degrad-
ing and detrimental, In this effort the
successful teacher realizes that he is com-
peting with a host of negative influences
that are pulling the boy in a number of
directions.

When confronted with apparent failure,
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the effective teacher continues kis effort
without diminution of enthusiasm--free
of feelings of guilt or frustration.

3, Dossession of & warm stable personaiity.
Disadvantaged pupils need the reassur-
ance of a warm personality, The im-~
personai nature of large schools in the
big cities malkes this imperative. They
need teachers who can accept theix
shortcomings with equanimity. ‘They
need teachers who are capable of estab-
lishing a climate in which boys can de-
velop what is a sericus deficiency in

mcst of themn - self-esteem,

4, Possession of worth and ideals and values
that are in consonance with the objectives of the
school.
The importance of the teacher as &
model has already been pointed out.
However, it would be difficult to place
t0o much stress upon this point, Much
of what we wish to teach nsrconforming
youth is "caught” rather than "taught."
Pupils are quick to identify discrep-
ancies between practices and precepts.

SKILLS, KNOWLEDGE, AND UNDPERSTANDING
NEEDED BY TEACHERS OF
DISADVANTAGED YOUTH

The teacher of Caito boys must have a thorough
knowledge of child growth and developnient. He
should be able to assess child bebavior objec-
tively and gain some insight into the prebiems
confronting the puplls, He should be growing in
his ability to ferret out the causes of deviaat
behavior. His knewiedge of child growth and de-
velopment should help him see each child as
unique and of surpassing worth, This view
should inspire the teacher to utilize all the re-
sources at his commend to help each child reach
his full potential.

The teacher of disadvantaged boys should bave
Imowledge of the conditions under which loarning
takes place best and most abundanfly, This means
that he i8 aware of the cogaitive styles cf the
learncr, gnd is sble {o translate fn%o practicethe
dictums of the thooretician, He knows how to

cepitalize upon his pupils' ptysical style of
learning, Ris instructional procedures refect
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his awareness of the importance of beginning with
the concrete before moving to Kigher levels of
abstract thinking, His clarszoom is a richlearn-
ing laboratory pregnant with possibilities for
pupils to discover answers to their questions
through their own activities, ‘

The teacher of disadvantaged children should
understard the environmental factors that coe-
tribute to tke problems »f disadvantaged youth.
He must know that (he slum is a profound edu-
cational institution that operates iwenty-four
hours a day. The many negative influences of
the depressed community seek recruits for the
«vergrowing army of delinquents among the
school failures-~the undereducated, the poorly
trained, the alienated, and the rejected. The
succeasful teacher is able to identify the posi-
tive and negative factors in the community, anu

guides his pupils accordingly.
SUMMARY

The O, V. Catto School serves pupils who

have been assigned because of behavior problems,
The school kelps its boys to develop the inner con-

_trols that will tnable them ‘o function effectively

In the regular school or the world of woxk., This
is accowaplished through a program that includes
induetrial arts, vocational education, academic
subjects, and a variety of supplementary projects.

The boys served hy the school have evicenced
a need of help in achieving academic proficiency.
This is velated to their nead of developing a
positive self-image, :

The successful teacher of Catto boys must
bgve a sympathetic understanding of their prob-
lems, He knows how they grow and develop and
is aware of the conditions undex which they learn

By beiag a warm, stable person, the feacher
of disadvantaged youik should, atleast, givethe
child a sense of his own worth; axd yet, this may
be fiie mosi that a teacher can give.




THE PROJECT BEACON TRAINING PROGRAM OF THE FERKAUF
GRADUAT: SCHOOL OF EDUCATION, YESHIVA UNIVERSITY

JULIAN ROBERTS
DOXEY A. WILKERSON

YESHIVA UNIVERSITY

The conceras of this vonference for "The Development of a Master Teacher T raining ('urriculum
for Teachers of Occupationa! Level Training Programs" differ in many respects from those of the
Ferkauf Graduate Schooi of Education in developing a program te prepare teachers fcx depreszed-
area elementary schools; but we probably share in common many of the problems of teacher-
education which are involved in both projects. Perhaps a description of our problerss ard appreachss
will be suggestive for your work.

It should be noted at the outset that our "Project Beacon' is 2 long-range program addressed
to many aspects of the education of socially disadvantaged children. it involves a variety of
research and svaluation projects, extended training programs and short-time institutes, pre-
cervice programs ard in-service programs, in‘ormation retrieval and dissemination, annual
invitational conferences, demonstration programs in selected schools on different levels, and
others. It is a comprehensive program now in its third year of development. Some of its pro-
jects are well under way; others are just beginning; and others are still *'gieams in the eye. "

The purpose of the whole is to help advance theory and practice in the education of socially
disadvantaged children, and thereby to make some contributions to the improvement of education
for all children. It refi2cts the deep commitment of our faculty in this fieid.

The personnel-training aspects of Project Beacon are broader than the preparation of teachers.
Programs are under way to prepare school psychclogists, guidance specialisis, administratcrs,
and supervisors, as well as teachers—all for work in depressed-area scliools and other agencies.
Th. focus of this paper is on our pre-service program to prepare teachers for urban slum schools—
what we call our Project Beacon Training Program. Interpretation is made of (1) some of the under-
lying premises of this program, (2) approaches and problems with the theoretical studies required
of students, (3) spproaches and problems with the internship experiences provided for students, and
(4) approaches and problems involved in evaluating the program.

PREMISES AND GOAL here asserted—somewhat ex cathedra-—as
general propositions, without elaboration or
The very recent and now buirgeoning move- argument,

ment in our profession to impreve the education First, lower-class and minority~group

of socially disadvantaged children has articu- children in urban slums, among whom what we

lated a wide range of sometimes conflicting call the "socially disadvantaged" predominate,

perceptions and guiding principles; and it may are characterized by a wide range of individual

be advisable briefly to outline some of the differences—in self-concept, motivation, gen-

premises which define our point of view in the eral conduct and academic performance; and to

Projecct Beacon Training Program, They are _perceive them as a homogeneous group is to




think in terms of a harmiuvl stereotype.

Second, the academic retardution and de-
viant interpersonal behavior commaonly ob-
served among socially disadvantzged children
are furctions of social conditioning, not of
biclogical iuheritance. Moreover, in addition
lo the negative cultural infiuences generally
associated with poverty and discrimination in
the home and community, negati.e influences
in the school, itself, contribute substancaily
to impede normative academic performance
among socially disadvantaged children.

Third, the academic and related handicap
common among socially disadvantaged children
can be minimized, if uot fully overcome,
through appropriate curricular experiences.

Fourth, in order to develop such appro-
priate curricular experiences with disadvan-
taged children, teachers need to be equipped
with special theoretical insighis, attitudes,
and classroom skills relevant to the special
learning problems involved.

Fifth, the special professional eguipment
. required for effi ctive work with disadvantaged
children can be developed by teachers and
prospective teachers through an integrated
program of relevant thecretical studies ard
guided field experience.

Sixth, on the pre-service level, liberal
arts college graduates with good academic
records and who evidence genuine interest
in working in derressed-area s.4c.is are
gererally good prospects for participation
in a teacher education program criented
toward improved school experiences for dis-
advantaged children.

We are nnt uns.ware that most of these
propositions are yet to be firmly validated
by empirical evidence, and that some of
them are the subjects of current debates in
the profession. Suffice it here to note that we
do not perceive the Project Beacon Training
Program as one in which we provide "the
answers' to the many complex questions
involved in the education of disadvantaged
children, but rather as an effort at discovery
and trial. We describe it as "an expérimental
teacher~education program which seeks,

through problem-solving and tested laboratory

experience, to discover and develop eéffective
approackes to promoting the emoticaal and

cognitive growth of socially disadvantaged chil-
dren.”" The premises outlined above define the
major guide-lines of our cpproach to this task
of discovery and development.

The objeciives of tie program reflect the
general point of view * ere defined. They are:

1. Understarding of the biolegical, social,
and psychological forees which shape humar
development and learning in general, and of the
special influences affectl: . the development and
learning of disadvantazed children and youth.

2. Understanding ¢f community organization
and srocess in general, and as reflected in
depressed -area urban communities.

3. Understanding of modern principles of
curriculum development aad teaching methods,
and of adaptations required for the effective
guidance of learning by socially disadvantaged
children and youth.

4. Skill in cilassroom instructiorn and man-
agement in depressed-area schoolz.

5. Empathy with sccially disadvantaged
people and ability to interact with them effec-
tively for the attainment of worthy school and
comiaunity goals,

6. Readiness and ability to use technigues
of educational research in approaching problems
in the education of disadvantaged youth.

7. Abiding commitment to professional
service in depressed-area urban schools.

Let us now proceed to an analysis of the
theoretical studies and internship ex»- ‘~nces
through which we seck to implement o~
principles and realize these obj >tives.

THEORETICAL STUDIES
AT THE
UNIVERSITY

Students in the program are required to earn
36 semester-hours of credit in courses, semi-
nars, and internship over a period of one (4 weeks)
summer term and two semesters. Completion
of ize program qualifies students for the dcgree
of Magter of Science in Education, and satisfies
New York State certificstion require" ents for
the elementary grades.

" Students in the initial 1263~64 program were
required to prepare a thesis; but this require-
reent proved to Ge incompatible with the heavy
course-and-internship load studeats had to




carry, and was subsequently abandoned. The
research experience which the thesis require-
mert was designed to give is currently provided,
in part, by a series of investigative reports
required in the year-long Internship Seminar.

The theorefical studies currerntly required
of students consist of ten 3-hour courses in the
psychological and historical foundations of edu-
cation, in teaching methods, and in seminars
associated with internship. Theilr titles, along
with those of the two 3-hour internship courses,
are listed by related groups below:

Child Development and Learning
Educational Psychology
Social Psychology of Education

History of Educational Thought

Teaching Language Aris, Elementary N-6
Teaching Social Studies, Elementary -6
Teaching Mathematics, Elementary N-6
Scierce for Elementary Schools N-6

Internship (Fall)

Internship Seminar (Fall)

Student Teaching in Grades N-6 (Spring)
Internship Seminar (Spring)

Our continuing évzluation of the program
(by procedures subsequently described) has
revealed serious inadequacies in this program
of theoretical stadies.

Mos$ of the inadequacies stem from the
organization of theoretical studies around
specific course requirements for certification
by the New York State Education Department,
Some of them reflect weaknesses in our intex-
nal procedures. In any cas2, major corractives
are clearly indicated; and we have agreed upon
a reorganization, beginning in 1966-67, which
we think will greatly iraprove the theoretical
studies of the Project Beacoa Training Program.
You way find vseful 2 description of what it
involves.

We plan (1) to structure all theoretical
stadies of "Beacon™ studerts in three broac
seminars conducted exclusively for them—
in the general fields of psychciogy, sociology,
and curriculum and instruction; ) to have
wachers of the latier two feminars snpervise
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students' concurrent internship exeriences
during the fall and spring semesters, respec-
tively; and (3) to supplement the tk.eoretinal
work of the regular seminars with a series

of Special Seminars and All-Day Workehops, in
which students interact with outstanding scholars
and practitioners in the field of compensatory
education.

- — Y ——

INTERNSHIP Ii THE FIELD

If there is anything Jistinctive about our
Project Beacon Training; Program, aside from
the ideological bias previously defined, it is to
be found in the full academic year of internship
experiences required of all studerts, particular-
ly that part which involves them in interaction
with the people and institutions of a slum
neighborhood. Uaderiying this internship pro-
gram, of course, ire certain assumptions, the
validity of which is attested only by informal
evidence; and it may be helpful to define them
at the outset.

First, it is assumed that effectiveness in
classroom teaching and management in 2 slum
school is enhanced by firsthand acjuaintance
with the home ard communily env'ronment in
which disadvantaged childzen are socialized.
Information and insights gained from the liter-
ature of poverty are likely to be deepened and
made more functicnal by a variety of direct
experiences with the people, social institutions -
and organizations in a depressed neighborhood.

Second, it is assumed that pre-existing
democcratic values and wholesome attitudes
toward lowux-ciass populations tend, with such
direct experience, to develop into genuine em~
pathy. There is an important differsnce between
positive attitudes toward socially disedvantaged
peonie, and that fuller unierstanding which, on
the basis of kaowing indi riduals and families,
enables ome to project his own personality into
theirs, to share in their perceptiors and feelings
and moiives.

Thixd, it is assumed that extended and
varied student teaching in a slum school——even
whaere the quality of the educational program ic
less than superior——can serve {o extend and
integrate profegsional theory and knowledge, to
crystallize values and aititudes, and to begin
the development of instructional and management




skills which are essential for effective periorm-
ance in depressed-area schoolis.

Fourth, it is assumed that some internship
experience with depressed-area schools which
are functioning on a high level of quality—at
least through observation—is essential in or-
der to help define realizable standards of pro-
fessional competence and to place one's own
studen! teaching experiences in perspective.

¥t is perhaps unnecessary for us to add
that we do not assume that the values here
outlined will emerge automatically from in-
ternship experience in lower-class neighbor-
koods and schools. On the contrary, we know
their realization depends in large measure
upon appropriate guidance by University
personnel-—in the course of d2y-to-day super-
vision in the field, and in sfudy concurrent
and discussion in the Internship Seminar.

Let us now proceed to brief descriptions
of and evaluative comments on the internship
experiences provided this year for students
in the Project Beacon Training Program.

Internship in the Neighborhoods—Fzll
Semester: Internship experiences in a slum
neighborhood are concentrated in the fall
semester, and are condacted mainly through
agencies of Mobilization for Youth. MFY, as
you probably know, is 2 comprehensivs deraon-
stration program directed toward the control
of delinquency on Manhattan's Lower East Side.
Currently its population is approximately 33
per cent Puerto Rican and 10 per cent Negro,
the remairder consisting of varied ethnic
groups—dJews, Chinese, Ifaolians, and others,
It is an area of slum tenements and low-income
housing projects, widespread poverty, and the
whole range of social pathology usually associ-
afed with these conditions.

Throughout the fall semester "Beacon"
swudents are assigned to work in the following
MFY activities and programs in thigs area,
partly in the schools, but mainly in non-3chool
situations.

1. Lectare-discussions conducted by MFY
personnel-—on the programs of Mobilization
for Youth, the Puertc Rican Community, the
Negro Community, the Prevailing Pattern of
Poverty (based upon MFY interviews) Com-
munity Organization, Strategy for Institutional
Change, and the MFY Prograiw of Research and -

Evaluation. /

2, Neighborhood Service Certers——inter-
viewing families in their homes; kelping pro-
cess clients at the centers; accompanying social
workers in casework, involving contacts with
police, courts, housing, and welfare authorities.

3. Homework Helper Progyvam-—after-
school tutoring of elementary pupils on a one-
to--one basis; walking pupils home after the
tutoring sessions.

4, Higher Educstion Program-—futoring
disadvantaged freshman college students on u
one-to-one hasis, students admitted junior col-
lege on a trial basis despife deficiencies in
their high school records.

5. Mobilization Reading Program-—as-
sisting Mobilization Reading Teachers assigned
to local clementary schools for diagnosis ami
remedy of special reading prohlerns among
pupils.

Qther fall term internship experiencesz in-
clude: (1) observation in cne elementary school
classroom for the first six weeks of the term,
beginning the first day of school; (2) an informal
session with leaders of the Negro Action Group
(NAG), which is active in pressing for school
improvement in the area: and (3) a field trip to
visit the experimental aursery schools corducted
in depressed-area schools by the Institute of
Developmental Studies.

Internship in the Schools—Spring Semester:
As has been noted, interns are provided limited
experiences in public school programs in the
fall semester—mainly through observations
during the first six weeks of the term and

* through work with Mobilization Reading Teachers.

In the spring semester, they are assigned to
fuil-time student teaching (or guidance werk)
in schools in the MFY area. '

Although the time which "Beacon" interns
devote to student teaching~-alil day, five days a
weak for 17 weeks—exceeds by far that which
prevails among other pre-service programs,
the general pattern of the student teaching ex~
perience is fairly conventional-—except, perhaps
that it is restricted to depressed-area schools.
It involves a period of observation and limited
participation in the classroom, followed by the
occasional teaching of single lessons and raore
frequent small group instruction, and, in time,
b/yalhday responsibility for the ciass. The

“Ppace at which an intern proceeds through these
stages depends upon his own rate of develop-
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ment and the perceptions and preferences of the
cocperating teacher.

On at least vne occasion during the spring
semester, interns go together on an all-day
field trip to visit schools where ontastanding
work is being done with socially disadvantaged
ckiidren, Last spring the studenis visited
classas in Greenburgh School District #8, a.
Hartsdale, New York. The exXperience was
so valuvable that it is to be repeated this spring.

Internship Seminayr-Fall and Spring
Semesiers: As the program is currently orgza-
ized, interns meet orce a week throughout
the year in a seminar conducted by the Director.
This Internship Seminar underiskes %o serve two
interrelated purposes, with differing emphases
daring the fal! and spring semesters,

Crne general purpose is {0 develop further
the students' theoretical understanding of se-
lucted problems and issues involved in the ed-
ucation of socially disadvantzged children.
During the fall semester, emphasis is placed
on the imnact of social disadvantage upon learn-~
ing and on school~community relations in sium
areas. During the spring semester, emphasis
is placed on special problems in guiding learn-
ing and in classroom mansgement in depressed-
srea schools, and 21so on aspects of curriculuin
develovment. Procedures during both semes~
texs consist mainly of the preparation, presen-
tation, and discussion of invesiigative repoxts
by irdividual students and committees., There
are also four or five guesf, lecturers during
the academic year.

The other general purpose is to help stu-
dents interpret their concurrent internship ex-
periences in the light of relevant theory., Em-

ges vary with the content of those experi-
ences. The main procedure is informal dis-
cussion.

APPROACHES TO EVALUATION

The general purpose of the program is to
equip prospective teachers and other profes-
sional personnel for effective service in
depressed-area urbun schools. Two relevant
evaluative criteria, therefore, are (1) the ex-
tent to which graduates of the program obtain
positions in such schools, and (2) the quality
of their performances as professionals in the

schools =here they are employed. Aznocther im-
portant criterion i8 (]) the assessment of stu~
denis' performance by tkeir clagsroom teachers
and internship supervisors, especially the lat-
ters. Still another critericn, probably the most
significant of them: all, is (4) the appraisal by
"Beacon' trainees of their experiences in the
program—as perceived during the period of
training, and as perceived duriang the first year
of profesaionzl employment.

The procedures by which we now assemble
data velevant to these several criteria are the
foliowing:

i. Job-vlacement—questioznaires to grad-
uates, supplemented by direct centacts.

2. Quality of graduaiss' performance on

the job~~questionnaires to supervisors in the

schools where graduates are employed.
3a. Assessments of trainees' performance
by classroom teachers—-compilatica of grades

reported to the Registrazr; also (beginning this
year) rating scales executed by teachers, plus
supplementary comments.

3b. Assessmerts of trainces® perforigance
by internship supervisors——rating scales exe-
cuted by persens directly in chirge of the
several interrship programs, pine supplemen-
tary commenis; administered at the end of
internship in each program.

4a, Appraisals by interns of their class-
Toom and internship experiences during the
program-—questionnaires ot the end of the
fall and spring semesters.

4b. Appraisals by interns of their experi-
cuces in the prograin after graduation—ques-
tionnaires to graduates, supplemented by occa-
sional and informal direct contacts.

An additional procedure wlanned for subse~
quent evaiuations ig to bring graduates of the
program to the campus periodically during the
first year of employment; to have them record

‘on tape "critical incidents" which reveal

strengths and weaknesses in their professional
preparation; and to particivate with faculty mem-
bers in retrospective appraisal of taeir experi-
ences in the training program.

Another innovation planned for subsedquent
evaluations is to have faculty members observe
graduates of the vrogram in their classrooms,
recording sclected behaviors and judgments on
a carefully devised observation schedule.

Lfur e
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MARDOWER DEVELOPMENT TRAINING-ROCHESTER STYLE

PAUL K.W. SPRINGER

ROCHESTER SCHOOL SYSTEM

From the vantage point of middls-class society it is most difficuit to obeerve with any degree of va-
lidity the problems of cur disadvantaged, for we have not "worn their shoes." Perhaps, too, when the
vast sea presents so unruifled an appearance, we ars not sgt to see the wind puffs which here and there
stir the surface, or, we may, as with a peeky insect, fan it away hoping the irritant will disappear.

Bohirg the portrait of Rochester the Citythore
is yet another portrait distingizishable by scft winds
which now and thea stir the surface:

i, The Dropout Problem - Approximately 900 atu-~
dents (6 per cent) drop from Roches.er's schools
during = single academic year, Tbe indication is
that although the proportion of dropouss way be
dscreasing, the total number i3 rising due to popu-
lation increase. In a decade this means there are
some 9, 000 youth who have faiied to complete ira-
ditional schocl programs,

2. Influx of Southern Negro - In the decade 1550~
1869, Rochester's nonwhite popuiation rose 208.8
per cont. This was the highest ¢f any community
in New York State,

The incresse of the nonwhile population has
been largely Southern Negro. Rignificant numbers
of nonwhite population have immigrated from Puer-
to Rico and Cuba. Both the Puerto Rican and Cuban
nationals usually present a lingual problexa. The
Buresu of Municipal Resesrch identifies 84 per
cent of ouxr nonwhite population as being born out-
side the State of New York.

3. Youth Dpemploymept ~ Rochester's overall un-
employment rate has varied from i, 3-2. 0 per cent.
I, however, we separate the unemployed by age
groups, we find ihat the 17-21 year old group has

a 13 per cent unemploy:..snt rate, The unemploy-
ment rate for the nonwhite teenager is almost dou-
ble that of the white teenager. At the present time
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it is about 28 per cent,

1t i this background of unemployment aad
undereiucation wiich fed the pool of youth walk-
ing emr strcats.

In Septembor, 1963, a group cf executive
leadera in the area of Youth Service in Rochester
went to a neigkboring city, Syracuse, where they
~ould be free of business pressure, ielephones,
seereiaries and wives, to brainstorm youth's
problems, As one of the outcomes of this semi-
nar tie Rochester Umbrella Manpower Training
Projeect for Youth was born. It was to focus en
the ¢isadvantaged, the unemployed, the under-
educated youth of Greater Rochester. The aim—
to get them cff the street and into entry jobs.

In reality, there was to be a considerable
time iapse before the Youth Program cuuld be
implemented. The planning of the com:plex
project began in November, 1963. It was not
until April, 1964, that the project obtuined Fed~
eral appraval, It was not uniil June 9, 1964,
that funds in the amount of $i, 487, 847. 00 were
actually released to fund the project, In this
freme of reference it is important 0 poivt out
thot the Rochester Manpower Center began op~
eration on July 6, 1964, with minimum stuff,
equipment, and supplies because of the pressgure
of time. It is also significant to point out that
just less than three weeks later, on July 24,1964,
our racial disturbance began. Our Manpower
program was thus time-orientad to play a sig-
nificant role in a community attempting fo put
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the piecss back together again.

The Rochester Multi-occupational Manpower
Project for Touth makes provision fo: the train-
ing cf 1, 000 youth in seven broad voeational szeas
or job families. There arc thirty-two speeific
occspations which subtend these broad areas.

Youth are referred fo the Training Centey
weekly by the New York State Emplcyment serv-
ice. Immost cases the reierral is made to 2
proad ares which has been predetermined {irough
testing end interview activitics vy the New York
State Employment Service. On arrival the train-
ee is placed under the cireci conirol of & Broad
Training instructor. A significant portion of the
activities during the firsi week will, however, be
focused around ihe Manpower Counselor with
whom the trainee will relate during his siay at
the Center.

Beginning the first week and continuing for
as long &s it is necessary the traines is invelvad
in a prevocationai program. This prevocational
phase, for which the Broad Area instructer has
prime respongibility, works to develop a krowl-
edge within each trainee of what his particular
choice of job family is like, whatits possibilities
are, what its specific requirements are, The
trainee has an opportuniiy to get scme vocaticnal
expericace ir the ioh family. The irainee it thus
working to determine whether he is adajgicd to and
challenged by the opportunitics of the job family.
The instructor is at the same {ime interested in
determining the probable capability of each train-
ee. During this stage the counselor also plays 2
part. I there are preklems or doukis the trainee-
instructor-counselor rsiationskip makes it pos-
sible for the trainee to apply for a change to an-
othsr job family which seems a more realisiic
choice,

At some time before the {rainee can leave
the prevocational ptase, a decision must be rade
that the area chosen Is one in which the {rainse
has & reesonable chance for success. Obviously,
if a girl has third grade reading ability it wouldbe
rather wnwise to agree {o stenograpner traiaing,
Working as a tean:, the instructor, tle counselor,
gad,on cccasion, the psychologist must help the
trainee develop an underatanding so that be may
vegin iralning at a point commensuraie with his
ability to achieve. Aspiration must also be devel-
oped so ¢hat the trainee will accept remedial edu-
cation. By so doing the trainee gives evidence of
acceptance that lack of educational factors will

limit later succesrs,

The sianpower Center feels stroagly in the
right of the individue! to fail. While the team will
do its best to =nsure realistic choices, the deci-
sion will aiways be made in the trainees' favor.
If, in fact, the trainee does fail in his selected
vocetional goal it will be used as a nart of the vo-
cational counccling program for each trainee.
The remarkable point is ‘hat & cignificant num-
ber who have made choices above their apparent
capacity du not fail. ‘The high aspiration factor
allows them (o succced.

Since many of our trainees have educationai
lack, basic education and remedial education are
extremely important. While we are aware that
education has been an unpleasani experience for
many, we feel that basic and remedial education
must be provided to bring the irainee up to mini-
mum educational competence 80 as to fuaction
adeguately in his or her vocational area. For
this same reason High School! Equivalency is al-
so offiered. There is this difference. High
School Equivalerey is uct forced. It must come
as an cuicome of guidance and counseling. We
feel that the decision to take on this program
falls within the aspiration development function
of counseciors with their trainees.

We can summarize the program as being a
rather sophisiicated vocational experience with
supperting services. and one which als5 piaces
greai emphasis on the work of a counselingteam.

Pernaps it will be eagier to understand the
pian and its8 chjectives if we could look at a
croas section of the youth who come {o the Man-
power Center.

Without researching the two populations,
efforts ¢{o set forth a list of significanf character-
istics which would serve to distinguish Manpower
trairees from pupiis of a typical urban highschool
would be almost fruitless. Even the Zact that oux
point of emphasis is on the "disadvantaged" youth
canrot limit the strong similarity whick still e~
iste between these two groups. The term "‘dis-
advantaged, " as the counscling teawn views ii,
han reference to many conditions in which one
hes shoricomings. A person may be econcmical-
ly disadvantaged, gsographically disadvantaged,
etc. Operating from this frame of reference it
apy ears to be on sound ground thut our Manpowes
trainecs tend to be disadvantaged only in termns
of degree and not condition. I we follow thisline
of thought perhaps more Manpower trainees expe-




rience more acute finsncial difficvities. There is
a2 greater incidence of unwed mothers., There i8
a yreater number on probation from the couris.
There are more academic deficiencies. There
are more short-terin and more unrealistic goals.
‘There are many who tend to manifest attitudes
and behaviors which are unrewarded by society.

Cur experience shows that these traineesneed
acceptance. Most of them perform better in vo-
carional and reiated basic educaiion areae ihan
test scores would tend to predict. Many need to
be freed at first frem direct challenges which
would Jemand an aksoluie and correct answer,
attitude, or approach. A significant numberfeel
out cf their natural environment and are very un-
comfortable at first. Immaturity is a common
atiribute. There is a tendency toc tardiness and
absence in the initial phases. Many refuse to
accept respoasibility.

On the other side of the ledger, it may be
offered that Manpower irainees appear to have
a stronger desire to improve their occupational
and educational status and have benefited o 2
degree from {he iessons of life, which on many
occasions they have experienced during the ir-
terim between school departure and Manpower
entry.

A further description of the enroliment wouid
need to indicate that the IQ levels run the gamut
from the sixties to the one hundred and thirties.
Roughly, one quarter are high scheol graduates
or equivalency gradustes by the end of their
training period. The trainee enrollment is ap-
proximately fifty per cent male and fifty per cent
female. The trainee population is approximately
fifty per cent white and fifty per cent nenwaite—
mainly Negroes with a few Puerto Ricans. The
Negro enrollment percentage is increasing.

The identification of needs for thege frainess
is approached with the same reservation as was
felt when enumerating their distinguishing charac-
teristics. This reluctance is not to diminish the
¢fficacy and wisdom of attempting to know the
inglividual better with whom the team will work.
The concern is that we shall not foster a skewed
picture as is often envisoned of the school drop-
out. He has been analyzed, dichotomized, and
editorialized. These efforis are too cften ap-
proached from without. We feel a strong need,
which seams to bave beer met by the Manpower
Center, to listen to this youth in crder to realize
what ke is saying, what he fesls and wishes for
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himeelf. ‘This then is seeing the trainee from wit'.-
in. A popular adage is echoed by a Rochester Man-
power Administrator, "A mind convinced against
its wiit is a2 mind uncommitied still."

These young people manifost a need o have
somesne genulnely interested 1n them. As one
trainee put it, "To care en-ugh to give me hell. "

Many have 2 history of failure. Their need is
for success — actually 3o a day-by-day basis. The
desize o posipunae fewaxrds, S.g., & four-year
apprenticeship, is anathema w ma.y.

The ueced to sse the relevanc: of any instruction,
vocational or academic, or any admonition re-
garding punctuality, grooming, attitudes with
others is keen among these trainees. The styleof
the training center differs from the traditional
achool for this major reason. The entire concept
at the Manpower Center is on-the-job, not at-
school; training hours, not class hours; instruc-
tors, not ‘eachers; applied mathematics, not
Mathematics I; communication gkills, no* EnglishH.

The attributes of an "ideal teachexr" possibly
should not vary much whether the practitioner is
involved with the disadvantaged or with traditional
groups of youtk. This statement is based on the
premise that if an instructor has compeience in
his subject area, tie "ideal" will do the bestwork
in whatever environment he is placed. It must be
noted that an irstructor with less thamn ideal char-
acteristics begins to show the limitations of his
cffectiveness quite quickly wher he works with the
disadvantaged.

There are some uide lines, however, which we
feel are important in dealing witk youth at the Man-
power Center:

1. Must be able to comnmunicate at the {rainee level

2. Must understezd the environment and conditions
of deprivation and poverty

3. Must believe in the value of the Manpower pro-
gram

4. Must have a knowledge of employment and trends
in his vocational &res ’ ’

5, Must be atle tc relate all facets of his teaching
1o the world of work
a) Necessity for related mathematics, reading,
and communication skilis
b) Necessity to teach for tranefer of skills
within a family of occupations




6. Must have a knowledge of the cultural and emo-

tional framework which directa the attitudes
Of hiS t‘l’&iﬂ%ﬁ. - - ’

7. Musthe.e . vital interest in andadequate knowl-"
edgeo" his own role In the total counaeling
process.’ :

Perhaps as good a way to summerize the "ideal”

instructor to work with disedvartaged vouth ie to
say that he must possess z high degree of flexi-
bility. He must be 2 study in contrasts for he
must be loose but firm; patient but perslstent,
able to teach and be taught; a friend and a foreman,
empathetic but not sympatheﬂc. ST ,
It is not a simple process to evaluate a spe-
cial program such as a Multi-ocoupational Man-
power Project. As yet, we de not have the yard-
stick with which to measure. We do have facts
and impressiors which lead us to believe that we.
have bee¢n successful, - -
The Manpower Center worked with 1, 450 young'
people during the 1964-65 year, Ninety per cent
of these were scheol dropouts, Seventy-four per

cent of those enrclling completec the tyaining pro-
gram for which they registered. Seventy per
cent of those finishing training aetuale entered

" tha labor mazket.

" " We haye seen these young peuple anter the
Manpower Center. We have gecr: them arrive
‘nondesceript, insecure, pessimistic, dejected,
angry, undereducated, and without marketable

" gkills. We have seen vouth come to the realiza-
tion that Manpower Training is a chance for suc-
cess, perhape their last chance. We have seen
them blossom in the joy of their own success. We
have also seen them enter society as gamfully
employed workers,

As praeﬁtloners, we have learned thaithere
is excellent potential in the Multi-occupational
Manpower Project with its focus on counseling
and cmphasis on meeting the needs of youth for
employment, Youth responds positively to the
atmosphere of opportunity with its aura of sea-
sitized friendship. :

Youth can be helped to help themselves!




