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PREFACE

This voivre is tie final volure in the report of tke research grojeci. *a
Conpetency Pattern Aprrcach to Curriculsnm Constructicn in Distributive Toacker
Educaticr.” Tke first four wvolurwes merc publisted in Jure, 1968. ard ircluded
tke repori of Phase I of tke Study.

Volume V irciudes tke {inal yeport of Phases I and III of tikc stedy. In
Phase 11, educational objectives to develop the professional and technical c¢om-
petencies cdeenmed necessayy for 2 distributive educiiisn teacker—cocerdinator sore
constructed. A feaiure of Phase YIX was a Nztional Dissemination and Interpretation
Sexinar in Distributive Teacker Education hceld at Virginia Poiytechnic Inmstituts .
Bilacksburg, Virginiz, August 23-30, iS5388.

The spportunity to direci tkis rescarch project kas been a rare privileme. If
the resuits of the study prove kelpful to those responsibic for lke distributive
education program in gemeral and for distributive teacher education in parti:ular,
the author will feel deeply rewarded.

Lucy C. Crawford
Principail Investizpator
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SUILZIARY OF Pd4ASES ZX AND XIXX OF THE PROJECT

Grant No. O:-6-85-044

Title: ™A Conpetercy Pattern Approach to Curriculun Construction in Distributive
Teacher Educatien™

Project Director: Lucy C. Crazford
Institution: Virgipia Polytechnic Institute
Duratiosn: January 1, 1968-June 30, 1969

The Probilem: The problem in Phase II was to wonstruct terminal and enzbliag
objectives it develop the profisssional and technical conmpetencies identified

in Phase I of the research Study. The problen in Phase III was to preovide

an opportunity for selected distributive teacher educators to become thoroughly
familiar with the research findings iron Phases I and :I of the Study. to provide
instruction concerning the process of curriculum censtruction and te demponsirate
through individuzl and group participation, the process of carriculun develop-
zwent. The approach to this problem was through a Nztional Dissemination and
Interpretation Seminar in Distributive Teacher Education, whicih mas neld at
Virginia Polytechnic Institute, Blacksburg, Virginia. August 25-30, 1968.

Methods: After careful ccasideration of the literature aad resSecarch related fo
the construction of educational objectives with the Committece <f Consuitants the
investigators censtructed a tentative list of terminal ctjeciives together with
a group of enabling objectives to develop ihe identified preofessioral and iech-
nical competencies. These competencics haé been grouped arcund topics aithin
each of the major categories into which the competencies had previously been
organized. The degr2e of complexity of szach enabling cdjective was indicated by
a code number for the categories in the cognitive 2ncé zffective domins even
though no efiort was made to evaluate this classification. The objeciives

were evaluated im terms of appropriateness, clariiy =nd conpletensss by hine
consulfants who had participated in the evaluation of the ccmpetencies. The
sbjectives were revised on a basis of the evaluations of the comsuitants. An
intorpretation of the research f£indings was given by the investigators and these
findings were usa2d as 2 basis for participants, in task Force grcups, to design
illustrative learning experiences, 10 select sSubject matter and fo construct
illustrative test items. Senminar papers on each shase of the curriculum precess
were presented by nationally recognized authorities in curriculum= construction.
These papers provided guideliines for the develcopmentai activities in the task
force groups. Consideration was also given to the implication of the research
findings for further researcn.

Values: The prcfessional and technical objectives constructed in Phase II of
this study should serve as the basis for boih pre-service and in-service cur-
rizulums for the preparatiorn of the distributive education teacher-coordinzator.
The technical objectives should be of value to curriculum workers corcerned with
distributive education high school, pecst-secondary z2ad adalt curriculumn develop-
ment, since these objectives are based on the competencies requirec of selected
distributive workers. The papers presented in the National Dissemination and
Interpretation Seminar for Distribrtive Teacher Education, a feature of Phase II1
of this study, should serve as guidelines for each phase in the curriculum pro-
cess. The illustrative learning experiences and evaluative devices developed by
the Task Force groups should serve as a pattern for developirg curriculun guides
for specific preparation programs. Personnel in other vocational fields should
also find the prcfessional objectives and the Seminar papers useful in developing
preparation programs for otner vocational education personnel.




Reco=——endazions: Distribative Teacter Educators should assign each rrofessional
obitctive coastructed in tnis study to 2 professional course or te a stroctured
professional activity. Learning experiences. Subjfct zmaiter and evaluvative de-
vices should then be developed to accozplish the opjective 2t the level of co=-
plexity selected for s particular course or activity. an interdisciglinary ap-
approach should be used to assure the accomplishrent of the teciinical objectives.
If it is determined that certain technical objectives may not be accoxplished oy
otker depart=ents, the distriimtive educator should devise a =eans of accoz=plishing
then through the distributive teacher educaticn curriculun.

The Three-Phase Research Study: The txo phases of the research Study incizded
in {his volunme co=pieie the stady, A Cempetency Pattern Approach to Curriculunm
Construct:zon in Distrikutive Teacher Esucation,” the first phase of which uas
reported in Volumes I-IV in 1357. A suxmary of the to%tal research projeci will
be found in Chapier XXIV. page 1377.
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CHAPTER XIV

INTRODLCTICN

The Problen

The problen in Phase II of the research study, "A Conmpetercy Pattern
Approach to Curriculun Construction in Distritutive Teacher Egducation,” was to
construct educational objectives which would develop the professional and
teckanical competencies needed by the distributive education teacher-coordinator.

The Rationale

The first phase of the research study provided a competency pattern for
the job of the distributiye education teacher-coordinator which may be used as
a basis of curriculum constructicn and program procedure. The elements of the
Competency Pattern are: (1) a philosophy of distributive education; (2) the
critical tasks im the job of the distributive education teacher-coordinator;
(3) tue professional competencies needed to perform iie agreed-upor tasks; and
(4) the tecknical (subject matter) competencies needed to develop competencies
needed by distributive workers. The immediate need, then, was to censtruct
educational objectives based on the findings of the first phase of the Study.
Since the ultimate objective of the research study was to provide a mors
scientific basis for developing distributive teacher education programs. both
pre-service and in-service, it was felt that the accomplishment of the purpose
of this phase of the study would be a major step toward that goal. Specifi-
cally, the objectives of Phase II were:

" v

P QPR

1. To construct and evaluate educational objectives which develop
professional competencies needed by the distributive education
teacher-coordinator.

2. To construct and evaluate education objectives which develop

technical competencies needed by Zhe distributive education
feaciier-coordinator,

Definition of Terms

Affective Domair. That category of the Taxonory of Educational Objectives
which includes objectives that descrike changes in interest, attitudes, values,
and development oi appreciations and adequate adjustment.

Cognitive Domain. That category of the Taxonomy cf Educational Objectives
dealing with recall oz recognition of knowledge and development of intellectual
abilities and skills.

Educational Objectives. A description of the student behaviors which re-
present the irtended outcomes of the educational prccess, including the behavior
the student is to display as well as the subject matter or content to be used
in display.

The Taxonomy of Educational Objectives. A classification scheme where the
kinds of behavior we seek students to display as a result of the 527 rning pro-
cess are classified. It includes three broad classifications, the -ognitive,

1Ben;jamin S. Bloom, Taxonomy of Educational Objectives, Handbook I: Cogritive :
Domain, (New York: David McKay Co., Inc., 1956), p. 4. X

2Ybid., p. 7.

————
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the affective, and tke psyche=otor do—ains. 3

Terninal objectives. Student performance objectives in which the studeont
action is stated at tke level of a =caningful unit of perforpance.

Enabling objectives. Enabling cobjectives consist of tke eompunent actions,
knusledges._skills, cte.. the stuﬁent must lears if ke is to attain tie ternminal

objectives.?

Assunmption and Limitaticns

It was assumcd that the enabling objectives would assure the accomplishrzent
of thc terminal (general) objective, which in tarn wmould be a guide for tke
ultimate student behaviors expected.

it was assumed thal further enabling objectives would be developed as a part
of the developmental activities of the proposced National Senminar, to be conducted

as Phase III of the study.

The objectives constructed in this phase of the resecarch wore limited to
those required to Gevelop the professional and technical conpetencies identified
in Phase I of the rescarch study.

The classification of objectives was limited to the cognitive and affcctive
domains.

Sumnary

Phase iII of the res:circh study, A Competency Pattern Approach to Curriculum
Construction in Distrib:live Teacher Education,* focused attention on the problen
of constructing terminal and enabling obgect1ves tc develop the professionzal and
technical competeacies identifie@ in Phase I of the study. It was felt that the
attainment of the objective of this phase of the study would be another step to-
ward the research study’'s ultimate objective: to provide a more scientific basis
for developing distributive teacher education programs.

3pavid R. Kratnwohl. “Stating Objectives Appropriately for Program, for
Curriculam, and for Instr.actional Materials Development,” The Journal of Teacher
Education, Vol. XVI, No. J (March, 1965), p. 87. *

4Harry L. Ammerman and Wiiliam H. Melching, The Derivation, Anaiysis, and
Classification of Instructional Objectives (Alexandria, virginia: The George
Washington Uriversity, Human Resoirces Research Office, 1966, p-. 14.

S1bid. , p. 14.
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CHAPTER XV
EESIGN CF THE STUDY

\ feaiure of the goperal design of this zhase of the rescarch stedy was
LEe¢ use ol national authoritlivs in curriculen consiruclicn and in distribuatisc
teacker cducation as consultants. Teo consultants oulside tke [irld of disizrilalive
cducalivn were consulted regavding the consiruction of cducalional vbjectives.
Two distributive tecacker cducators who served as members of ke Curmmitice of
Consultants in Phasc I of the study scerved as a Cormnmitlee of Consuliants for (his
phase of Lke rescarch. Nine consultants. sclected from distribative teacker
cducators and distributive specialists who cevaluated the conpelencices in Step 5
of Phase I of tre Sludy,. composced @ purposive samplce of «xperts to evaluale the
cducaiional objectives--both professional and Lechknieal.

Rowvitcw of Related Bescarch

A nunmber of authors provided valuable gaidance in Uk formulaiion of ¢duca—
tiomal objectives, the varying degrees of specificily required and ke relationship
of inslractional objectives to learning oxpericnces and cevaluai ion.

Krathwohl (1965) said. ™A1l levels of specification of objeclives are necded
16 zuide che planning of the educational process.™ He described thiree lovels of
Specificily. depending on how the objectives are 1o be uscd. The first level
included those abstract and general objectives used in devedoping the type of course
to e taught. The second level included the behavioral objeclives which "analyze
bread goals into more specific ones which are useful as building blocks for
curyriculun construction. These behaviorally stated object ives are helpful in
specifying the goals of an instyuctional unit, a coursc, or a sequence of coursces.”
The tiaird 1cvel included the objectives needed in creation of insiructional
materials  This level includes “objectives of specific leosson plans,. tbe scquence
of goals in these plans, and tke levels of achieverent required rfor cach goal
v’ objective. ™

Tyler (1966) belicved that objectives should be siated at the highest level
of gencralization that experience will allow and that specifics should be used
as illustrations. Tyler also stated that it is uscless to try Lo formulate student
behavioral outco.es before analyzing and knowing the subjcct area involved.

The classification of objectives assists the curriculum builder to plan
learning experiences and prepare evaluation devices consisteat with the desired
outcomes. Taxcnomy oI Educational Objectives, Handbook I- Cognitive Domain
(Bloom, 19335); Taxonomy of Educational Objectives, Handbook 11: Alfcciive Domain
(Kratiwohl, 1964); and The Classification of Educational Ghjoctives: PSychomolor
Domzin (Simpson, 1966) provide a classification System which is hicrarchical in
nature. In the cognitive domain the major classifications fronm simnlest to conplex
were: (1) xnowledge, (2) comprehension, (3) application, (1) anmalysis. (5) syn-
thecis and (6) evaluation. In the affective domain the classification schema
included five major categories: (1) receiving, (2) responding, (3) valuing.

(4) organization, and (5) characterization. The nsychomotor domain coniained

five major categories: (1 perception, (2) set (3) guided response. (4) mechanisnm
and (5) complex overt response. In cach of the major categories of the throe
domains there were sub-categorics.

Gagne (1963) also suggested a hierarchy of capabilities or behaviers. The
Gagne hierarchy, arranged from complex to simple. took this form:
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Tie learsing of |

Froblea Solving ard Stratezy-Using

reguire he pre-learnicy of

Principles

which reguire tke pre-learning of
Concents
which reguire ke nreo-icarning of

Association

which require tie pre-icarning of

Identification

which reguire the pre-icaraing of

Resporses

The two frameworks described above provide tie curricuelunm worker with means
of developing curriculum at various leveldls of difficulty. Krathwohl suggested
that research is nceded to answer such questions as: “How are the two framesorks
related? %Yhat instructiom2l materials are of most value in achieving certain
categories in eather framework? %nat insiructiopnal methods most efficiently and
effectively permit achievement of thesc goalsT”

Evaluation in terms of specified objectives mas ¢f concern to curriculun
workers and measurement specialists alike. XNoll (19683) stated. “Unless objeciives
are defined, we do not know what to measure, and snless we can moasure, it is
impossibie to tell whether or not, and te what degree, objectives have been realized.”
Remmexs (1953) said, *. . . the first and last steps in educational evaluation
should be, respectively, the formulation of objectives znd the validation of the
evaluating instruments against the objectives.” Gronlund (1965) held that the
uitimate question in relating testing procedures to objectives was: “Are the
pupil behaviors called forth by the test items il¢ same as thke behaviors defined
by the specific learning outcomes?” . Nager and Beach (3967) suggested two guide-
lines for the formulation of test and cexamination items: (1) use the objectives
as guides and prepare as many items as necessary te find out how mell the student
meeis cach objective; (2) create items that call for tke same kind of behavior
specified in the objective. Mager (1962) advocates specificity in the instructional
objectives and suggests that each objective should inciud2 the conditions, the
standards, and the desired behaviors.

Ammerman and Melching (3966) were concerned about the validity of the objectives.
They hypothesized that in order to derive valid objectives, work performance
situations must be identified. They suggested that jok analysis or systems analysis
would provide tke data for identifying units of performance. They described two
types of cbjectives, which they labeled "terminal®™ aad "enabling.’ <Terminal
objectives were "Student performance objectives in which the student action is
stated at the level of =zmeaningful unit of performance.” Enabling objectives were
said to ". . . consist of the component actions, knowledges. skills and so0 forth,
the student must learn if he is to attain the terminal objectives.™

A careful study of the literature reveals that objectives may be constructed
at varying levels of specificity depending upon how they are intended to be used.
Curriculum and evaluztion specialists zgreed that objectives should be clearly stated
in terms of student hehaviors if, as Krathwohl noted, they are to be helpful in
specifying the goals of an instructional unit, a course, or a sequence of courses.
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Proccdures

Cifore formalatiry objectives, tke gprofessional and teckniczl compciencics
identiried in Prhase I of this rescarch stuedy weore grouped around rajor topics
wilthin fke fanction into which tkey bad previocusly been organized.

In heeping with Iindings in tke literature concerning tke consirecticn of
cducaticnal cbjiectives ard tke purpose Ior shich tkesce objoctives zere to ke f[or-
rulated, meabers of thke Cornittec of Consultants zere asked Lo assist in xmakipy a ]
édecision councerning tke degrece of specificity of tke objcctive. It zas agrcced that
a Lcrminal (general) odbjoctive and a group of cnabling objoctives sould be tun-
sir rclcd lo develop Lbe competencies grouped arocund a2 topic. The ralicnale for
ihis decision was that since thke <ducational objectives to be conslructed in Lhas
rhase of the study zere to serve as the basis for imstruction c¢oncerning the cur- ;
riculun pracess at tke proposed Xational Teacker Education Scmipar. they should 3
be conslructed in sSuch 2 zay thal individual teacker cducators could ase Lkem ia ]
developing more specific objectives. For the purpesce of this phase of tke resrtarch.
tken. tke lerminal objeclive wmould be considered tkhe “ujtimate™ objoctive, which
in Scxe instances, may pol be attained until a scrics of cexpericnces (botlh in
organized classes and on-the-job) were realized. The cenabling objectives mould
repreosent a partial delimcation of the teruwinal objective for a parfticular {(opic.

It was assurcd that tke proposcd National Tcacker Education Scminar sould provide
an opporlunity for ilcacker educators to devise illustrations of subject matter
and 1learning expericnces which zould accompiish the stated objeoctives. It was
further assumed that teackex cducators sculd have the opportunity to construci
illustrations of test itlezs bas?d on objectiives.

It was furthker agrced that the classification numbers used in lhe iaxononmic
System of classifyving cducational cbjectives diveloped by BRloom, ct.al., (1935)
for the cognmitive domain 2nd by Kratbuwohl, ct.al., (1964) for the affcective domain
sShould k¢ used to indicate the degree of complexity of cach objective, although
no atienpt wouid be made to cvaluate this classification.

The rationale for this decision »as that the classification would convey the
intent of the investigators regarding the level of complexity of the objectives.
Also, the classification of objectives would indicate to curriculum workers the
need for providing courses at various ievels of imstruction. The purposes of the
taxononies as given by their originators influenced the decision %o indierte a
classificatien code for =ach objective. These purposes mcre:

1. To help teachers, administrators, professional specialists, and
research workers who deal with curricular ard evaluation problems
to discuss their problems with greater precision.

2. To facilitate the exchange of information about curricuiar developments
and evaluation devices.

2. To suggest the kinds of objectives that can be inciuded in a curricalum.

4. To help teachers and others to gain a perspective on the emphasis given
to certain behaviors by a particular set of educational plans.

5. To help curriculum builders to specify objectives so that it becomes
casier to plan learning experiences and prepare evaluation devices.

6£1izabeth Jane Sinpson, The Classification of Educational Objectives.
Pyschomotor Domain (Urbana, I1linois: University of 1llinois, 1966), p- 1.
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Usirz the above decisicrs as a gaide, the investlagaturs then coastrocied
cdzcatuzal oYyc slises, 1ased on aprrorriate professicral ard teckazeal literalors.
to dovelup thke rrolessicial asd teckaical (subject malier) cimpetlonvies. A
spocaalast in edocatinsa psyckology sersed as a consaitant in the dueselurmept 7
chjeetives concernicg the teaching-learning process and boran agroath arnd doevelup-
pont . The grocedures used in constrocting and csaloating rrofessicnal and locksical
objyiectiives wore as fello.s:

Proflessional Objoclises

Tte objectavces Lo d>velop professioncl compelcencics were clustered inlo five
categorics: teachipgp. guidance, coordimation, public r¢lations. and adrinistyatlion.
Th¢ tcachinz calezory mas broken into foor sub-catcgorics: curriculom doeveioprment .
pelbuds of teachin:, (ke teaching—icarniny grocess and hixan girozlh ard Cove Jormrent .
The acrinistration calegory w25 broken inlo three sub-categorics: adninisiralion
of distributive cducation, administration of tke adult progranm, and grincipics of
voraticnal cdecaticn. The 1ist of professional cducation chjeclives merc subnitlced
in tke form of 2 questionrtaire to a purposive sample of four distribulive teacker
cducaiors sko bad participated in tke cvaleation of professional conmpricncies.

Technical Objeclives

T¢ cobjeclives 1o develop technical competencics were clusiored inlo icn
arcas: sellinz, display, advertising. conmunications. matkemaiics. puman relations,
operaiions and managexent, product and/or scexvice leochnology. merchandise. and
cconcnics and marketing. The 1ist of tecnnical objeclives zas submilled lo a
purposive Sample of five distiributive speciziists zho had cvaluated tie technical
conpeiencies needed by distributive workers.

Evaluation of Professional and Tecnnical Objectives

Fach consultant cvaluated selected categorics of Lke objectives. The
consultants were asked to cvaluate each statement in terms of clariiy. anpropriate-
ness. and completencess. They were asked to make any changes in wording dircctly
en the copy. They were instructed to place an “x* in Column 1 if ikey fclt the
objecctivc mas appropriate: and an “x™ in Coelumn 2 if they considered it inappropriate.
They were instructed to explain the reason for marking an objective inappropriate.

The consultants wmcre also asked to noie at the end of cach scction any additional
objectives needed to develop the identified coumpetoncics classificd urder the
function under consideration. (4 sample oF the questionnaire is found in the

Appendix.)

The suggestions of the consultants =mere carcfuily considered by the investiga-
tors. There werce a number of suggestions regarding changes in wording wmhish
clarified certain statements. Several additional objectives were suggested to

provide varying levels of complexity.

The revised statements of professional and technical objectives are presented
in the following chapters.
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CHAPTER XVI
PEOFESSIONAL O2JECTIVES

Introduction

Edrcational vbjcctives to develop tke rrofessional comprtencies’ identificd
in Phase I of this study are presented in this chapter. Tike professicnpal
conpetencies {(knowledge, undersiarndings, skills and attitudes) are those deexzed
recessary for .be distributive education teacker-coordipator to periorn tke
agreed-upon critical tasks.® The cbjectives are organized in five major categories,
corresponding Lo tke five job functions in tke job of tke distributive cducation
tecacher—coordinator. Thke five categories are teacbing. guidance, ccordination,
pu2lic rclations and adninistration. Tke teachisg category is sub-divided into
curriculun development, metbods of teaching, the teaching-lecarpipg process and
human growth and development. The administration category is sub-divided iato
adninistration of distributive education, administration of the aduil progran
and principles of vocational education.

The cobjectives in each category are grouped around topics that might be
included in 2 unit of instruction. A terminal (general objective) is stated
as the ultimate objective and o group of enabling objectives follows. It is
assured that if tke cnabling objectives are accomplisked, tke terminal objective
will be attaizned.

An effort was made %o include objectives to develop each of the identified
proicssional competencies. In some instances, one objective was constructed to
develop more than one competency; in oiber instances, severai objectives were
constructed to deva2lop one competency. :

At the left of each enabling objective is 2 code to indicate the degree of
conplexity of the objective. The objectives, based on knowledges, understandings
and mental skills, are coded according to the following categories of the
cognitive domain:

C 1.0 Knowledge C 4.0 Analysis
C 2.0 Conprehension C 5.0 Synthesis
C 2.0 Applicatiorn C 6.0 Evaluation

The objectives, based on attitudes, are coded into the following categories
of the affective domain:

A 1.0 Receiving A 3.0 Valuing
A 2.0 Respcnding A 4.0 Organization

Since the classification of the objectives into the broad categories of the
cognitive and affective domains provides tne curriculum worker with an indication
of the degree of complexity of each objective, this makes it possible to more easily
determine which objectives to include in instructional units at various levels of

———

instruction.

The professional objectives follow.

7Lucy C. Crawford, "A Competency Patiern Approach to Curriculum Construction in
Distributive Teacher Education," (Blacksburg, Virginia: Virginia Polytechnic
Institute, 1968), Vol. I, pp. 63-80.

81bid., pp. 39-54.
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TEACHING

Curriculun Develorzent

I. Tie Coordirator’s Bole In Curriculunm Pevelor=ent

The D.E. teacker-coordipator will bave the ability to forrulate a
cuncept concerning his role in curriculun developzeant shen he is able tu:

1. a%*3.0 Feel strongly that teachers play a major role in curriculun
preparation, develorzent., cvaluation and revision.

2. A 3.0 Have a cunviciion that cnly through continucus curricuiun
preparation, developed through trial. evaluation, and revision
can the objectives of education be most effcectively zwet.

3. A 3.0 Feel strongly that students. school personnel and the
business community should 11l play a part in curriculun

developrent .
4. A 3.0 Feel strongly that a Distributive Education Advisory
Couzittce should give advice in planning, developing.
and evaluating the iustructional progran.
5. A 3.0 Fecl that in a changing worid of distribution it is
essential that contont ia fistributlive cducation be kept -
up-to-date.
»>
II. Developing Curricuilunm Guides d
The D.E. teacher-coordinator will have the abiliiy to deveior course 3
of curriculum sStudy wzhen he is able to:
i, C 2.0 Understand that curriculum guides include goals and sub-goals.
subject matter, learning activities, instructional materials
and methods and evaluation.
2. C 1.0 Locate sources of reference texts and instructicnal materials
relevant to distributive education.
3. C 1.0 Identify and locate current trade journals and other periodicals
which provide up-to-date information on the fiecld of distiribution.
4., C 3.0 Assess the relevance and worth of teaching materials and aids
in relation to current curriculum circuastances.
5. € 1.0 Be aware of other school classes and learning activities which
may be avaiiable and helpful to the D.E. student.
6. C 3.0 Utilize other school classes and learning activities which
may be available and helpful to the D.E. student.

*When‘g_followed by a number is used this designates the level of the cognitive -
domain in which this objective is classified; when A followed by a number is used .
this designates the level of the affective domain in which fhis objective is
classified. _
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I111. Couvrdirativn of Leavning Activitics
The D.E. teackoer—coordinator will bhave tke abilitly to courdinate and
inteyrale otber sckool classes ard learning aclivilics which wmay be boerne-
ficial tu ikv D.E. stedents when ke is able to:

1. C 3.0 Participate in slate and natiunal curriculum: projects and
developrment .

2. € 5.0 Staic a personal philosophy of teaching and a rationaje
for curriculum planning.

iV. Lesson Planning
A. Preparation of Lesson Plans

The D.B. leacher—coordinator will prepare cffcclive lesson plans wion
ke is able lo:

i. C€C 1.0 BReccall varicus 1esson plan foroials.

2. C 2.0 Develop 2 lesson plan thal includes objeclives, content.
rethods, cvalualion and assignrenis designed for a specific
class.

3. C 2.0 Secleci and incorporate contenis and lezrning activities into
iessons based on studentl and cormmunialy necds.

4. C 3.0 Yake provision for individual differences in the iesson plan.

5. A 3.0 PFave a conviction that cducational objectives shoulid be the
foundation of 2ll lesson planning.

B. Educational Objectives

The D.E. teacher—cocrdinator has a conviction that educational objeclives
should be the foundation of all iesson planning when he is able to:

i. A 3.0 Feel strongly that coursc objectives are essential prior to
beginning instruction.

2. A 3.0 Feel strongly that all course objcctives should be stated in
terms of behavior that a ¢ understood by all persons affecled

in a coursec of study.

3. A 4.0 Organize all instructional materxriais in reference to> ccurse
objectives.

ATEARAAALEO L FR T T T ey

4. A 4.0 Relate all instructional techniques in reference to <ourse
objectives.

ARG TRERTSTR M R T AR A RAT IR L AW AT

V. Learning Experiences for Prospective D_E. Teacher-Coordinators
: A. Designing On-The-Job Learning Experiences

The D.E. teacher—coordinator will have thc 2bility to design on-the-job
learning experiences for cooperative students when he is able to:

1. C 2.0 1Identify examples of on-the—job learning activities.
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2. C 2.0 PRecognize thke irportance of working with tke training
sponsor in planning 2 series of on-tke-job learning
exprriences for the D.E. student.

3. C3.0 Develop a set of on—-tke—job icarning exveriences for cach 3
of ccopeilency areas (social skills, marketing, basic skills, 3
technology) .

4. A 3.0 Feel strongly that since student, employver and teacker-— ]
coordinator wiil ke involved in making on-tke-job training
bereficial. all three should work togetker in planning
on—-tke~job learning expericnces.

B. Training Plans

The D.E. teachicr—coordinator will have the ability to develop individuoal
training plans for cooperative students shen ke is able to:

i. C 1.0 Recall wmethods of developing a training plan for ecach student
to assurc icarning experiences eiiber on tke job or in
project activities.

2. C 2.0 Understand that a training piza should serve as a guide to the
enploycr, the student and the coordinator in order to provide
learning experiences which will devclop competencies needed
for tke student's success in his chosen carecer.

C. Participating Experiences, Projecis
The D.E. teachker—coordinator will design participating experiences
and/or projects for D.E. students who are not in the cooperative progran

when he is able to:

1. C 1.0 Prepare types of participation experiences that will assist
in developing identified rompetencies.

2. C 1.0 ZLocate procedures for developing participation experiences to
meet individual studeni needs.

3. C1.0 Develop a criteria of an effective individual or group project.

4. C 3.0 Plan effective individual and group projects.

5. C€C 2.0 Understand that student assignments and participation experiences
are means of providing the student an opportunity to apply
concepts taught in the classroom.

6. C 6.0 Evaluate various participating experiences which focus on

activities in distributive occupations and decision-making
situations in distribution.

T FR A HATE e RN
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TEACHING

weebliluds of Teacoiiy

I. Sclecting Approupriats: Yoetbods

Tk DE. Luchor—covrdipator 2ill bave (ko abilitly (o sclel and usc
1he pmost appropriale Lo aching zethods in orms of @érsived learning oul-
cues when e is abl- Llo:

1. C*1.0 Eccure familiar =ity a zide variciy of {caching ethods
and {cchuigues.

2. C 3.0 Deronsiratce ike ability to use =mcthods and lechniques
siressing group study.

S. € 3.0 Drmunsiraic the abilily {o uase pelhods and lechnigques
siressing individozl aciivilics.

4. C 3.0 Dcermunsirale the abilily Lo use neihods and technigues
stressing simulated, vicarious and dircecl experiences.

3. A 3.0 Have a2 convictlion concorning the value of using 2 varicely
of teaching technigues frun the standpoint of studoent
inlerests and insiruciional effeciiveness.

I1. lcearaning By Doing

The D.E. tcacher-coordinator will nave a2 commitment to the concept
that studentls learn best by doing when he is able to:

1. C 2.0 Conmprchend that studenis learning by doing., by participating
in such activitics as role playving, committee activities, and
denponsstyrations.

2. A 3.0 Belicve that exilra-class activilies often reinforce techniques
and theories discussed in ithe classyroom.

3. A 3.0 Belicve that on-ithe—job Llraining is an extension of the
classroon instructiional program.

4. A 3.0 Have a conviction that DECA gives enrichment and meaning Lo
the curriculum taught in distribuiive education classes.

5. C 2.0 Comprchend that individual and group projects in the DECA
program of activities should be planned to provide a means
of developing a variety of competencies needed in distributive
occupations.

6. € 3.0 Usc DECA contests as :1assroom learning activities.

*When C followed by a number is used this designates the level of the
cognitive domain in which this objective is classificd: when A followed by a number
is uscd this designates the level of the affective domain in which this objective
is classified.
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VI.

Varicety of Technigues

Trke D.E. teacker-coordinator will have a conviction about thke valuce
of using a variety of teaching techniques whken ke is able to:

1. A 3.0 Feel strongly that routinc rethod of instructiors (ex. drill
rote rmemory) are mnot practical for accomplishing many cduca-
tional goals.

2. A 3.0 Value rcethods of instruction which allow for student
participation.

3. A 3.0 Value student requests for individuwalized instruction.

4. A 3.0 Feel that the class should be allowed to digress frem established
class routine.

Educational Objectives

The D.E. teacher—-coordinator can formulate and communicate educational
objectives in terms of expected behavioral changes in students when he is
able to:

1. C 3.0 Preparec operational definitions.
2. C 3.0 Relate course objectives in terms of student behavior.

3. C 3.0 Relate his course objectives to students in such a manper
that behavior desired is readily understood.

4. C 3.0 FRelate his course objectives to other experts in his field
in such a manner that they can readily evaluate whether the
objectives have been attained by students.

5. € 2.0 Identify objectives which are not stated in terms of behavior.

Individual Differences

The D.E. ieacher-coordinator can make provision for individual dif-
ferences in the instructional pnlan when he is able to:

1. C 3.0 Use tests of ability to determine studeat interests.

2. C 3.0 Use interest inventories to determine student interests.

(5]

C 3.0 Use teaching techniques that are effective xith students of
high, medium or low ability.

4. C 3.9 Employ curricular materials that are appropriate for students
of high, medium or low ability.

5. C 3.0 Allow students to determine their own levels: cf aspiration.

Evaluation and Grading
A. Evaluation in Terms of Objectives

The D.E. teacher-coordinator will have the ability to evaluate student
progress in terms of stated objectives when he is zble to:
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1. C 2.0 Rerognize that the purpose of cevaluatior is to determine
whethery iere have boen changes in boebavior basced on coursco
vbjectives and gzoals.

o pa s,

2. € 3.0 Devise and cevaluate learnzirg situations in teras ol sound
pripciples of lcaraning.

3. C 2.0 Identify lechnigues for the improvereni of learning and jearning
condilions.

4. C 3.0 Coastruct measurces of learping in teros of state objeciives.

it | 3

5. A 3.0 Belicve lhal evaluation is a tool for helping studenis Lic !
inprove thenmsclves. )

S

6. C 3.0 ifritec objectives in a way that they also include conditions
of terminal bebavior and criteria or standavds for ovaluawiag.

"~

B. Philosophy of Grading

ihe D.E. teacher—-coordinatoxr will have the ability to formulaice 2
nhilosophy of grading when he is abie Lo:

1. C 1.0 Recall theories of c¢valuating student progress.

2. C 1.0 Recall procedurces for c¢valuating and recording student achicve-
ments.

3. C 2.0 Recognize the possible effects of the school’s philosonhy
of grading.

4. C 3.0 Develop procedurces for ¢valuating and recording student
achicvements.

5. C 3.0 MNake use of testing and evaluating results in rurther planning
and curriculum development. ]

ViI. The D.E. Teacher-Coordinator as a Specialist

o

The D.E. teacher—ccordinator will perceive Bis roie as a distridbutive
specialist when he is able to:

1. C 3.0 Seclect and interpret technical informaticen to answer guestions
of local merchants.

2. € 3.0 Interpret cwrrent trends of business operation thrcugh
obkservation and conferences with businessmen.

3. C 3.0 Conduct conferences with training sponsors, personncel dircctors
ang other management personnel.

PP

4. C 3.0 Plan ard conduct rescarch and deselopment srojects.
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TEACHIXNG
‘ i Teuching-Learning Process

I. The Learping: Process

The D.E. teacher—coordinator will bave knowledge of Lhe learning
- process when be i85 able io:

1. T*1.0 Define learning.

]
3 2. C 1.0 Rczall the necessary elexents for Lhe occurrence of learning.
5. C1.0 Recall examples of silualions illusirating Lhe learning process.

R b
&

4. C 1.0 Distinguish beiwcen the major schools (approaches) of léarning.

5. C 1.0 Recall jmplications for teaching thal are inherent in léarning
theorics.

o M S
L P

ii. TYorms of ixarning

| The D.E. teazher-coordinalor will have knowledge of the forms ol learning
! when he is able to:

! 1. C 1.0 Recall the major approaches Lo learping.

2. C 1.0 Pesceribe learning by association.

3. C 1.¢ Describe learning by perception.
4. C 1.0 Describe concepl formation.
5. £ 1.0 Describe insight.

{ 6. C 1.0 Dislinguish sensorimolor learning from cognilive learning.

1 ITI. Definitions Regarding Theories of Learning

A. Definition of Terms

The D.E. teacher-coordinator will bave knowledge of the definition of
terms related to learning and the learning process when he is able te:

‘ 1. C€C 1.0 Define learning as perceived by important learning theorists.

- PRI TS TINY PN A e 8

2. C 1.0 Define concepls in associationist thceosies.

. C1.0 Define concepts in cognitive theories.
4. C 1.0 Reccall various processes by wiich learning is believed to occur.

C 1.¢ Define terms which are common (generic) to all approaches of
learning.

N

*¥When C followed by a number is used this designales the level of the
{ cognitive domain in which this objective is classified; when A followed by
a number is used this designates the level of the affective domain in which
this objective is classificd.
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B. Majoir Concepts in Theories of Learning

The D.E. tcacher-coordinator will bhave knoxledze of the Lheorics of
Jearaing when he is able to:

1. C 1.0 Describe the major learning thcories.
2. C 1.0 Define the major concepts in learning theorics.

3. C1l.0 Distingaish between behavinristic theorices and cognitive
theories of learning.

4. C 2.0 Distinguish between theories which €xplain learning and Lbe
psucdo theories.

5. T 1.0 Recall the implications for teaching that are inhercént in
learning theories.

C. Applying Theories of Learning

The D.E. teacher-coordinator c¢an apply theorics of learning in the
classroom when he is able to:

1. C 3.0 Reinforce desired student behavior.

2. C3.0 Use motivational devices in the classroom.

3. C 3.0 Use techniques that maximize transfer.

4. C 3.0 Employ methods of instruczion that allow Student participation.

5. T 3.0 Use appropriate instructicnal mcthods for = specific type
of learning.

6. C 3.0 Predict student rcadiness for a given learning task.

=)

C 3.0 Use methods of organizing sSubject matter which facilitate
learning.
IV. Problem Solving
A. Concepts Concerning Problem Solving

The D.E. teacher-coordinator will have knowledge of concepis regarding
problem solving and creative thinking when he is able to:

1. C 1.0 Distinguish between problem solving and creative thinking.
2. C 1.0 Recall the essential elements in the proklem solving process.

3. C 1.9 Recall the necessity for using the prokblem solving =ethod
in the learning process.

4. C 1.0 Recall exarples of situations illustrating creative thinking
in the classroG.

5. C€C 1.0 Reccgnize impediments to crecative thinking that exist in the
classroom.
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B. Applying Principles of Problez Solving

The D.E. teacher—-coordinator can assist Students to learn how to
5; solve problems when he is able to:

1. C 3.0 Use teaching methods which enphasize problem solving, ]
insixhtral and discovery types of Jearning. ;

: 2. C 2.0 Reduce the use of teaching techniques which caphasize role
‘I wenory and drill.

5. C3.0 Employ ibhe Scientific method in the solution of his oxn
problens .

ISR T

4. C 3.0 Provid> resource information for students that will assist ;
them in Solving their problems. 3

2 i e e s % o

5. €3.0 Use cvalualion techniques which require students to use ;
problen Solving methods.
V. Application of Principles of Learning
A. Assesssent

The D.E. teacher—-coordinator can devise and evaluate learning situztions
in terms of sound principles of learning when he is able to-

1. € 3.0 Use methods to determine the needs of Students.
2. C3.0 Usc methods to assess Student readiness.

3. C3.0 Use motivaticzai techniques appropriate for his students.

4. C3.0 Use instructionzl methods that have high transfer value.

5. C3.0 Use tests that validly and reliably measure course outcomes .

B. Principles of Transfer of Learning

The D.E. teacher-coordinator will have knowledge of the principles
involved in the transfer of learning when he is able to-

1. C1.0 Define transfer of learning.

2. C 1.0 Dpistinguish between positive and negative transfer.

3. C 1.0 Recall the relevance of past expericices in transfer of learaing.
4. C 1.0 Recall misconceptions about the transfer of learning.
5. C 1.0 Recall that the amount of transfer is dependent upon teacking
techniques used by the teacher.
C. Applying Principles of Transfer of Learning

The D.E. teacher-coordinator can make practical applications of the
principles involved in transfer of learning when he is able to:

1. € 3.0 Use teaching methods (ex. probhlem solving, describing) wiiich
facilitate transfer.

1204




2 €3.0 Use instructional materials xhichare best suited for making
relationships of material Lo be learncd apparent.

3. C 3.0 Enploy mcthods which cmphasize the practical use of the learned
malerial outside of class.

4. C 2.0 Recomnize similarities between learning situations.
5. C 3.0 Employ mcLhods which provide practice in transfer.

6. C 3.0 Eliminate material which resulls in negative Lransfer.

D. MNotivation Techniquex

The D.E. teacher—coordinator will have knowledge of motivation
techniques shen he is able to:

1. C 1.0 Reccognize that molivation is a process within studenls and
not an cxternal force.

2. C 1.0 Recognize that adolescent motives are resullants of Lheir
needs.

4. C 1.0 Recall Lhe role of rcinforcement in Lhe reducitizz of necds.
4. C 1.9 Recall the major interesis of adolescant Students.
5. C 1.0 Recall teaching methods that arxe effective in motivating
Students.
E. Individualizing Instruction

The D.E. tcacher-coordinator will apply the principles of individualizing
instruction to meet indiyvidual needs when he is able tlo:

1. C 3.0 Use different instructional techniques in the classroon.
2. C 3.0 Employ a wide rangc of resource material for student usec.

3. C 2.0 Use individual conferences with students to determine their
Progr(ss.

4. C 3.0 Allow students to determine their individaal goals.

5. € 3.0 Revise his lesson plans at frequent intervals.

F. Readiness

The D.E. teacher—coordinator can apply the principle that one of the
controlling factors in the sclection and use of learning devices is the age
and sophistication of the student when he is able to:

1. C 2.0 Recognize competencies that arxe basic to proposed learning.

2. C 2.0 Explain the process of jntellectual development of indiiiduals.

3. C 2.0 Indicate cognitive abilities required by tasks.

4. C 3.0 assess the readiness of pupils.
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cC2.0

Use the practical (concrete) approach when teaching
intellectunlly slox or youns students.

G. Teszhing Techniques

Theé D.E. teacher—-coordinator can seclect and use the most appropriate
teaching lechniques 1o achieve desired learning oulcomes when he is able to:

cl.0

cCl.0
C3.0

cC3.0

C 3.0

Recall the various teaching techniques appropriate for D.E.
Leachers.

Recall the advantages of the various teaching techniques.

Use the most appropriate teaching technique in specific
Situations.

UBse Leaching technigues whicn reduce course failure rate to
a2 low percentage.

Use teaching methods which result in lower dropout rates of
Students in the D.E. program.

H. Active Participation

The D.E. tecacher-coordinator will have a commitment to the concept
that students learn bhest by doing when he is able to:

A3.0

A3.0
A3o0

A3.0

4 3.0

Prefer the student—centered classroom to the instructor-
centered classroom.

VYalue studenis’ activities in the classroom.

¥Yalue classes in which students help plan ti2 learning
expericences in which they engage.

Have a preference for the discussion method of teaching to
the lecture mirthod.

Yalue a class in wkich the interest level is mairfained at
a high pitch.

I. Extra-Class Activities

The D.E. teacher-coordinator will have a beiief that extra-class
agtivities often reinforce techniques and theories discussed in the class-
room when he is able to:

1.

A 20

A3.0

A3.0

Have a conviction that teachers are responsible for forming
and organizing extra-class activities in their fields of
competency.

Prefcr that members of his class join extra-curricular
clubs that he sponsors.

Prefer that wide range of extra-class activities be offered
by the school.

Yalue the opportunity to act as sponsor to extra-class
activities in areas of his competency.

Prefer that all students actively participate in extra-class
activities.
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6. AZ.0 Prefer thal tisme be scl aside during the school day for
RAsticipation in extra—ciass activitics.

VI. Evalualion
A. A Tool for Helping Students

The D.E. teacher—coordinator will have a belier inatl cvaluation is a
tool for helping a student Lo inmprove himsell shen be is able to:

1. A 3.0 Fecel thal a student should be siven fecedback aboul his Lest
periormance as soon as possibic.

2. A 3.0 Prefer Lhal a provision for "learaing™ (diagnostic) cxaminations
be made in the curriculum in addilion 1o examinations uscd
solcly Lo evaluate studenls.

3. A 3.0 Fecel thal major ¢mphasis on course #rade will depend upon
perfcrmance on final examinatlicns and reduced weight will be
given Lo other examinalions administlered during tke i(#rm of
instruction.

4. A 3.9 Feal strongly that Standarized Lesis should be interpreted
Lo Studenis 5o thal Lhey can make decisions about COUrsSess
of 5ludy Lo pursue.

5. A 3.0 Feel thal students should not be condenned on the basis
ol poor performance on onc or two Leszs but should be provided
with additional opportunity(s) to demonstrate competence.

B. Objective Neasurexent of Instructional Goals

The D.E. teacher-coordinator will use evaluation to determine whethey

changes in bekavior based on the program®s objectives and #oals have re-
sulted when he is able to:

1. € 2.0 Reccognize the kind$ of errors Lhal exist in teacher-made
examinations.

Z. T 3.0 Relaie tesi items o benbaviorail onjectives.
3. €3.0 Uze tests which can be objectively Scored.

4. C 3.0 Employ the pre- and post-test method to measure nunil sajn.

5. € 3.0 Use cvaluational techniques at the end of important units of
instruction.

C. Constructing Measures of Learning

The D.E. teacher-coordinator can sonstruct measures of learning in
terms of stated objectives when he is able to:

1. € 3.0 Use educational objectives that are stated in terms of desired
terminal behaviors of students.

2. C3.0 Relate test items to stated chjectives.

3. C3.0 Usc test items which measure higher mental processes.
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4. € 3.0 Usc lest items xhich measure attitudes and skills.

5. C 3.0 Enploy test ilems that c¢an be Scored objectively.

D. Evalualing Student Achicvesent

9

Tie D.E. tezacher—-coordinator can evaluate student achievementl shen
he is able Lo:

1. € 5.0 Preparc ceducational objectives thal are stated in behavioral
Lterns.

2. C 5.0 Design a table of specifications (blueprint) Lo serve as o
plan for student evaluation.

3. C 5.0 Prepare Lest ilems which purport to measure his educational
objeclives.

4. C 6.0 Determine the grades students shall receive from a dislribution
of teést scores.

5. C6.0 Asscess Lhe prozress of students [rom tesl resalls.

6. C 6.0 Evaluate test items using item analysis techniques.

E. Evaluating in Terms of Performance

The D.E. teacher-coordinater will have the ability to evaluate Studeat
prosress in terns of Statled objectives when he is able to:

'

1. C 3.0 Use obicctives that ave stated operationally.

2. C 3.0 Employ cvaluation techniques at regular strategic intervals
(ex. on the job observation).

3. C 2.0 Incorporaie informal techniques of evaluation in his measure-
ment repertoire (ex. observation. interview).

4. C 3.0 Provide for the evaluation of studenis by individuals. other
than the D E, coordinator, who are responsible for instructing
D.E. students.

- VII. Mecasures of Intelligence

The D.E. teacher-coordinator will have knowledge of the measures of
intelligence. aptitude, interests, and achievement and limitations of these
measures when he is able to:

1. C 1.0 Distinguish between intelligence, aptitudes. interests and
achicvement tests.

2. € 1.0 Recall instances in which specific tests can be used.

2. C 1.0 Recall the limitations of measurement of human personality traits.

4. C 1.0 Recall the meaning and types of validity.

5. C 1.0 Recall the meaning and types of reliability. -
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TEACHIXG

uugpn Groxtd and Devclopmenl

I. Definitions Regarding Human Growlh and Develomment

The D.E. teacher—coordinator will have knoxledge of definitions of
terms related to human growth and development when he is able to:

1. C*1.0 Define the factors shich contribute to the physical develon-
ment in the child.

2. C 1.0 Defince the factors which contribute to the emotional
development of the child.

3. C1.0 Definc the factors which contribute to the Social develop-
ment of the child.

4. C 1.0 Defince the factors which are inciuded in the concept
"personality. ™
II. Growth and Development of the Adolescent
A. Affcective Factors of Development

The D.E. teacher-coordinator will have an appreciation of the significance
of the adolescent period of development when he is able to:

1. A 3.0 Fecel that adolescents should be allowed to participate in
the plaaning of courses of study they underge.

2. A 3.0 Prefer that adolescents develop their own standards of
conduct.

3. A 3.0 Valuec adolescents taking the initiative in solving their
own problems.

4. A 2.0 TFoel that acdolszeentz should e rooponzible for thoir bohavior.
5. A 3.0 Feel that adolescence is a unique period in an individual’s

life that is laden with Special problems and difficulties
that need to be resolved if emotional and social adjustments
are to be reached in adulthood.

B. Cognitive Factors of Development
The D.E. teacher-coordinator will have knowledge of the growth and
development of the adolescent (physcial, emotional, intellectual and

moral) when he is able to:

1. C 1.0 Recall the role of the factors of heredity and environment
in the physical development of individuals.

*¥When C folloved by a number is used this designates the level of the
cognitive domain in which this objective is classified; when A followed by
a number is used this designates the level of the affect1ve domain in which
this objective is classified.
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IV.

2. C1.0 Identify the factors wshich account for healthy cmotional
developmeni.

3. C€C 1.0 Describe the major stages of intellectual development [rom
birth to adulthood.

4. € 1.0 Describe the five levels of character.

Influcnces on the Adolescent
A. Fanily peer groups and community

The D.E. teacher-coordinator will have knowledge of the influence on
the adolescent of such groups as the family, pecer groups and the community
when he is able to:

1. C 1.0 Identify agencies which play a2 major role in the development
of the adolescent.

2. C 1.0 Identify the relative influence of the agencies which affect
adolescent development..

3. C1.0 Recall familiar factors which facilitate optimal development
of the adolescent.

4. C 1.0 Recall the cffect of peer group pressures on adolescents.

5. C 1.0 Identify groups which have a favorable effect on adolescents
and groups which have a detrimental effcct.

B. Social., Psychological and Economic Forces

The D.E. tecacher-coordinator will understand that curriculum decisions
are influenced by social, psychological and cconomic forces wiaen he is able to:

1. C 2.0 Comprchend that the educational system is a reflection of
the society in which a student lives.

2. C 2.0 Explain curriculum changes that have resulted from social
Oor €¢conomic events.

3. C 2.0 Indicate ediicational innovation that will be necessary to
meet the future needs of society.

4. C 2.0 Recognize the need for feedback from pupils as a basis for
curriculum revisions.

5. C 2.0 Comprehend the importance of including persons, other educators,
on committees and boards which are concerned with educatiocnal

policy.
Impact of Socio-Cultural-Economic Environment on the Adolescent

The D.E. teacher-coordinator will have knowledge of the impact of the
socio-cultural-economic environment on the adolescent when he is able to:

1. C1.0 Recall the relationship of socio-economic status to adolescent
values.

2. C1.0 Reccall the effects of an adolescent’s environment on his
intellectual development.
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3. C1.0 Recall the effect of an adolescent’s environment on his |
social development.

4. C 1.0 Recall the cffects of an adolescent's environment on his
emotional development.

5. C 1.0 Recognize the importance of the peer—-group subculture 2as
as a dominant influence in the life of the adolescent.

6. C 1.0 PRecall the factors in the imerican culture which prolong
the adolescent age period.
V. Personality Development
A. Importance of Self-Realization
The D.E. teacher-coordinator will have an appreciation of the importance
of self-realization as an important first step in personality development

when he is able to:

1. A 3.0 Feel that provision for individual differences should be
made in the classroom.

2. A 3.0 Feel that the school (guidance counselor, teacher) should
provide students with information about their aptitudes and
abilities in terms that they can understand.

3. A 3.0 Prefer that students establish their own goal in the classroom.

4. A 3.0 Feel that it is better for students to succeed than fail in
tasks that they undertake.

5. A 3.0 VYalue a realistic orientation to life by student.

'B. Personality Improvement

The D_E. teacher-coordinator can apply techniques for improving personality
when he is able to:

1. CJ.0 1Identify sources of information about adolescents.

2. C 1.0 Recognize conditions which are frustrating to adolescents.
3. C 1.0 Recall major adjustment mechanisms used by people.

4. C 1.0 Recall types of mental illnesses.

5. C 3.0 Refer students with suspected personality problems to the
guidance counselor.

6. C 3.0 Use sociometric methods in classroom.

VI. Group Morale
A. Group Dynamics

The D.E. teacher-coordinator will understand that group variables influence
learning when he is able to:

% 1. € 1.0 Recall the cffect of group pressure on individual behavior.
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2. C1.0 Recali the advantayes and disadvantages of learning in groups. ;

3. C 2.0 Recogmize the influence of the peeir group on adolescents.

4. C 2.0 Explain the purposes for which adolescent groups are formed.

B. Techniques for Building Group Moarle

The D.E. teacher-coordinator will have knowledge of the technique
ror building group morale when he is able to:

1. C 1.0 Recall the characteristics of adolescent groups.
2. C 1.0 Recognize the purpose for which adolescents join groups.

2. C1.0 Recall factors of social climaie which z2re conductive to
satisfactory adolescent group relationship.

4. € 1.0 Identify factors which are detsrimental to the morale of
adolescent groups.

5. C 1.0 Describe the effects of methods of leadership on group morale.

VII. Interests, Aptitudes and Abilities of Students
A. Identifying Interests, Aptitudes and Abilities

The U.E. teacher-coordinator will have knowledge of the interests,
aptitudes and abilities of students whken he is able to:

1. C 1.0 Describe the interests, aptitudes and ahilities of students.
2. C 1.0 Distinguish between aptitude, ability and interest.

3. C 1.0 Distinguish between the interests, aptitudes and abilities
of boys and girls.

4. C 1.0 Recall thc effect of interests, aptitudes and abilities on
learning.

5. C 1.0 Identify methods by which the interests, aptitudes and abilities
of students can be det?rmined.

B. Individual Differences

The D.E. tcacher—-coordinatos will have the belief that a person is a
unique individual and should be treated accordingly when he is able to:

1. A 3.0 Feel strongly that school should provide several courses
of study which cover a wide range of abilities.

2. A 3.0 Value individual initiative in the classroom.

3. A 3.0 Feel strongly that school regulations should not be so rigid
that they have to be applied with equal rigor in all instances.

N

4. A 3.0 Feel strongly that certain students may not be required to
meet some standards.
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C. Emotions, Feclings and Attitudesn

The D.E. teacher—ccordinator will comprchend that the instructor-student
relationship is appropriate Lo the ¢motions, feelings and sititudes of students
vhen he is able to:

1. T 2.0 Recognize the importance of cmpathizing with students.

2 ¢ 2.0 Indicaleé the necessity of ¢xamining the studeat’s point-of-view.

3. C 2.0 Recall s¢thods for appraising the cmotions. feelings and
attitudes of students.

4. C 2.0 Comprckend what the cmotions, feelings and attitudes ol
students are.

5. C 2.0 Recognize ways of dealing with Studcats who exhibit specirlic
emotions. feelings and attitudes.

D. Adolescent Needs
The D.E. teachey-ccordinator can apply the principle that learning
takes placce most effectively when the learner is engaged in ac.ivitics whkich
he believes will help hir reach a goal he wants to reach when he is able to:
1. C 2.0 Comprchend what the goals of adolescents are.

2. C 2.0 Recognize the nceds of adolescents which can be mct by the
cducational system.

3. C 3.0 Employ student assistance in the preparation of his lesson plans.

4. C 3.0 Usc cducational techniques (mcthodologzy) which apprximate
situations as they will be encountered in the real world.

5. C 3.0 Assist the adolescents in defining individual goals and subgoals.

VvIII. Individual Difierences

The D.E. teachzr-coordinator will comprchend that individual differences
determine learning when he is able to:

1. C 2.0 Recognize the relationship between intelligence and academic
achievement.

2. € 2.0 Recognize that adolescent abiiities are best described by a
profile of abilities, as opposed to a single general trait.

3. C 3.0 Recognizec that the 1<vel of interest a student has in a
subject will affect his motivation.

4. C 2.0 Recognize th @ student attitudes affect learning.

5. C 2.0 Recognize the importance of using different instructional
techniques in the classroom.

IX. Developing a Personal Philosophy

The D.E. teacher-coordinator will have the belief that students nced <o
develop a philosophy of life and understand tkeir roles in society when he is

able to:
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1. A 3.0 Prefer that students establish €bheir oxn standards of
conduct.

j 2. A 2J.0 Feel thatl adults cannol inpose a rceady-xade value syslenm
on adolescents.

3. A 3.0 Feel thal students sShould have exposure Lo a varicty of socfial
philosophic¢s so that they can intellizently deternine which

- thexr prefer.

H 4. A 3.0 Feel strongly that certain developaental tasks need Lo be
K acconplished before Lhey can assume a position in adull Sociely.
; X. 3Yoral Development of the Adolescent

The D.E. teacher-coordinator will have the conviction that distributive
c¢ducation has a responsibility for the moral development of the Student
“y wxhen he is able to:

! 1. A 3.0 Feel that a standard of conduct s*suld be expected of students.

5 2. A 2.0 Feel that the school should be partly responsible for the
conduct of D._E. students while they arce *on the job.™

3. A 3.0 .eel that provision should be made in the D.E. curriculus
for in=truction on ethical standards.

: 4. A 5.0 Feel that distributive education should develop a professional
- code of ethics.
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GUIDAXCE ACTIVITIES

I. Disscesinating Guidance Information Regarding Distribulive Education

The D.E. teacher—coordinator will bave thz ability o appiy priaciples
involved in disseminating information Lo studentls and parents regarding
distributive education xhen be is able to:

1. C*1.0 Recall the methods and fcchniques involved in acquainting
hixh school stludenls with all aspecls ol the D.E. program.

2. A4 3.0 Feel strangiy thal ike leacher—cosrdinator has a responsi-
bilily to parenis for presenting informalion which wil?
as5isl Wen in belping their child make a realistic decision
resarding o career in distribation.

3. C3.0 Prepare promolional devices, such as brochures. bulleiin
hoards. publicity releases and radio spols.

4. C 3.0 Relale occupational opportunilics mcaninzfully (o praspeclive
studentls and parenis.

5. € 1.0 Identily job progression paticrns and their relationship 1o
cducaiion and Lraining.

1I. The D.E. Teacheyr-Cooidin:ior*s Guidance Rele

The D.E. Leachér—coordinator will have Lhe ability to formulale a
viable concept of the D.E. Leacher-coordinator’s gmidance role when e 3=
able to:

j. C 1.0 Recall specific ways in shich guidance personncl and the
D.E. teacher—coordinator <an work together.

2. C 3.0 Feel that the D_E. teacher-coordinator works. as do other
faculty members, as a member of a guidance team in Lke school.

I1I. Sclecction of Students

The D.E. teacher—coordinator will have the ability to develop policies
Lto serve as flexible guidelines in Lhe seleclion of D.E. sStudents for botlh
the ~ooperative and the project plans of the program when he is able Le:

i. C 2.¢ Identify job requirements that must be considered in sclecting
and placing cooperative students and graduates.

2. C 2.0 Explain that distributive education is a program designced Lo
mcet Lthe neceds of persons who have or are preparing to eanter
a distributive occupation or am occupation requiring abilily
in onc or more of the marketing functions.

*When C followed by a number is used this designates the level of the
cognitive domain in which this objective is classified; when A followed by 2
nunbey is used tnis designates the level of the affective domain in which
this objective is classified.
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3. A 5.0 Fecl that certain data available in student persanentl recoerds
can be of assistance in selecling distributive cascalion
sludenls.

3 4. A 3.0 Hawve a conviction ihat the D.k. program czn benefit stladents
who are intlerested in a cz2reer in distribuation.

g 3. C 1.0 Reccall technigques and procedures involved in interviewins
studenis.

6. C 4.0 Usc inlerview, observation and informatisn in detzrmining
xaich Studenls can and sincerely wish Lo profil from in-
struction in ihe distributive educalion prograwm.

A 3.0 Have a conviction thal the finai sclection of D_E. studenis
is primarily the responsibility of the D.E. lcacher—ceoordinator.

LV

IV, Counscling

The D.E. leacher-coordinator will fizve the abilily to apply sound
counseling principles in guidance activities whea he is able to:

1. C4.0 Select. inlerpre?,. and evaluate information found in student
permanent records inatl would be of use in various counscling
situations. (Test scores, zrades. facully nstations, elc.)

- C 2.0 Show studenls the numerous wavs other courses wxill assist
in the development of competencies needed in their chosen
field.

1}

3. C3.0 IdenLify career opportunities in distribution and the
mcthods of c¢ntering and advancing in these oscupations.

periodicaliy with D.E. students.

V. Placement

The D.E. Leacher-cosrdinator will have the 1bility to assist the
Student——according to his vocational interesl. aptitude and ability--in
sclecting the wost appropriate on-the—job trainimg placement for him when
he is able to:

i. C 2.0 Determine when a Student is adequately prepared to seck a

{ 4. C€C 2.0 Identify the types of guidance information to bLe revizmed
! part-Ltime job in a distributive occupation.

3 2. C 1.0 Recall step-by-step procedures involved in arranging for
: students to be interviewed by employvers.

: 3. C 1.0 Recall methods of foilowing up Student interviews.

VI. Carcer Planning

. The D.E. teacher-coordinator will have the ability to counsel students
3 concerning careers in distribution azhen he is able to:

1. A 3.0 Feel strongly that the D.E. teacher-coordinator has a responsi-

bility for informing students of the importance of obtaining
as much education as is possible.
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2. Cc1l.0

3. C1l1.0

Recall various career opportunities and job progressions
in the field of distribution.

Assist students in recognizing job opportunitics that may
not contribute to his career development.

Be conscious of probleas students may encounter when planning
their training and education beyond the sccondary school ievel.

Identify institutions offering training in distribution
beyond the secoudary school level.
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PUBLIC RELATIONS

g? I. Benefits of Public Relations

The D.E. teacher-coordinator will rcalize the important benelits to be
derived by keceping the public axare of the D.E. progras xhen he is able to:

acquainted with it.

3: 1. C*1.0 Recall tynes of "publics™ concerned with distributive

- education.

o ]

¥ 2. C 1l.1 Be conscious of types of informxalion aboutl the D.E. progranm
4 that are of interest to the public.

% 3. A 3.1 Feel that a public program will grox and serve the community
13 and school only if those who are in some way affecled are

t
1 11. Importance of Comsunications

The D.E. teacher-coordinator wiil be abic Lo demonsirate the abilily
Lo communicate both in speech and in ariting with various “publics™ wlen
he is able to:

1. C 1.0 Recall media available for use in disseminatling informaiion
about distribution and distributive c¢ducation.

2. C 1.0 Recall ihe methods of acquainting businessmen. lay peopie and
fellow teachers with the distributive education program.

3. C 2.0 Interpretl various phases of the distributive education program.

i III. Relations ¥ith Other Vocational Services

H

i The D.E. teacher-coordinator will realize that cordial workirg relation-
3 ships among personnel in the various vo~ational Services are required when

he is able tc:

: 1. C 3.0 Feel that a close, cooperative working relationship of the

3 D.E. teacher-coordinator with faculty members and School
administrators results in better falfillment of the purposes
of the D.E. program.

1% 2. C 5.0 Incorporate into his own program ideas gleaned from observing
other vocational programs.

IV. Reclations ¥With School Administration

PRI G m e
H PO AL
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The D.E. teacher-coordinator will have the ability to recogrnize his
responsibility for keeping the school administration informed when he is
able to:

T !

*¥hen C followed by a number is used this designates the level of the
cognitive domain in which this objective is classified:; when A followed by a
nunber is used this designates the level of the affective domain in which this
objective is classified.
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1. C 2.¢ Interpret 1o School administrators and interested persons
the progress of the D.E. program.

V. Ethical Standards

The D.E. tcacher—coordinator will fcel strongly that the tceacher-
coordinator as a profeéssional leader in the community should sel an exanple
by his e¢ihical standards abcn he is able io:

1. C 6.0 XNzke¢ sound judgments regarding ethical decisions.

2. C 3.0 Feel stirongly that a teacher-coordinator should setl an exaaple
of personal xork habits and character xhich D.E. studenls can
€mulate.

Vi. Professional Development

The D_E. teacher-coordinator will recognize the need for contlinuous
professional devolopment when he is able to:

1. C 1.0 Recognize the nced for enrolling in extension and sSummer
$chool classes.

2. C 1.0 Recall the names and purposes of significant professional
associations (local, state and national educational associa-
tions and other associations of interest to the D.E. teacher-
coordinator).

3. A 3.0 Feel strongly that maintaining active membership in professional
associations has inestimable value both to himsclf and to the
organizations.

VII.. Technical Advances

The D.E. teacher-coordinator will develop a strong fecling that ke has
a responsibility for keeping informed on technical advances and new mc¢Lhods
in marketing and distribution when he is able to:

1. C 1.0 Reccgnize the importance of reading trade journal and
professional publications.

2. A 3.0 Feel that he should, in so far as possible, attend trade
meetings, exhibits, demonstrations and conferences coacerncd
with distribution.

3. A 3.0 Feel that, as a key person in charge of training for the

distributive business community, he should actively participate
in the local merchants’ association and chamber of commerce.
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COORDINATION

PRy

1. Selection of Training Stations

3 The D.E. teacheér-coordinator will have the ability to select and

: maintain training stations that provide the best possible training for

= individual students depending on their needs and vocational goals when he
E -~ is able to:

1. C*1.0 Recall e criteria of an effective training station.

2. C 2.0 Be able to identify appropriate pari-time cmployment
situations for students.

3. C 2.0 Explain that a variety of procedures is necessary in order
to work clfectively with different management and organizaiional
policies.

LW RS

C 2.0 Comprchend that management policies and the organizatlional
patiern of cach training station affccts coordinatior
(attitude of the firm toward student cmployment, the amount
and type of on-the-job training a Student can expect to
receive, and training sponsor selection).

- ‘:- A
&
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5. € 3.0 Feel Strongly that in selecting Lraining stations for
distributive education students, cvery effort should be made

1l to sclect those most likely to provide occupational and

A1 cducational opportunities in keeping with the student’s

21k capacities, interests and goals.

IX. Training Sponsor

The D.E. tcacher-coordinator will realize the importance of having a
training sSponsor appointed by the employer for cach D._E. cooperative Student
when he is able to:

FRLLT)
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1. C 1.0 Recognize the vital role the training sponsor can play in
assisting the trainee toward his occupational objective.

2. € 3.0 Feel strongly that training sponsors of distributive cduca-

3 tion coope¢rative students should be oriented to their responsi-
35 bilities in providing real-lifc learning experiences for

3F sStudents on the job.

it 3. C 3.0 Feel Strongly that training must be provided to the sponsor
1 if he is to share in the education of wvoung people.

i 1I1. The Role of Coordination

The D.E. teacher-coordinator will have the ability to formulate a
concs-nt of the role of coordination in the education of a D.E. student
when he is able to:

.

*¥hen C followed by a number is used this designates the level of the
. cognitive domain in which tiis objective is classified; when A followed by a
| number is used this designates the level of the affective domain in which this
objective is classified.
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1. C 1.0 Rccull e purposes of coordination.

2. € 3.0 Demonstrate the ability to critically obscerve studenis at
their jobs.

3. C3.0 Demonstrate the ability fo o! tain a periodic cevaluvation of
the student's occupational experience.

4. A 1.0 Be sensitive to 211 sigas xhich may indicate a lack of
progress toxard the student’s goals. These clues may include
abscences. tardiness. iack of interest, wotivation, clc.

5. A 3.0 Have a conviction that, as a training specialist in distribution,
he should possess (1) adequate and up-to-date knowxledge of his
ficld; (2) the ability to locate sources of information o
questions.

IV. Philosophy of Coordination

The D.E. teacker-coordisnator will have the ability 1o analyze philosophical
concepts regarding coordination when he is able to:

1. A 3.0 Have a conviction that the teacher—coordinator should build
and maintair harmonious relationships among all groups involved
in the distributive education program.

2. A 3.0 Fecel strongly that many youth need supervisced occupational
experiences as well as correlated instruction in the skills.
knowledg¢és and attitudes of their occupations in order Lo
make more intclligent and productive participants in e¢conomic
life.

3. A 3.0 Belicve that distributive education should Serve the nceds
of both the individual Student and the business communitly.

4. A 3.0 Fecel strongly that effective coordination activities provide
an opportunity for the teacher-coordinator to help keep his
occupational knowledge up-to-date.

5. A 3.0 Fecl strongly that the distributive education program should
be sensitive to changes in distributive and marketing practices
and proccdures as they are affected by socictal. economic.
technical and educational developments, and adapt to such
changes.

6. A 3.0 Have a conviction that only through regular coordination

viSits can the program’s responsibility to the students and
the business community be most effectively discharged.

V. On-The-Job Learning Experiences

The D.E. teacher-coordinator will have the ability to design on-the—job
learning experiences for cooperative students when he is able to:

1. C 1.0 Identify types of on-the-job learning activities.

2. C 2.0 Recognize the importance of working with the training sponsor
i in planning a scries of on-the-job learning experiences for
3 the 5.E. student.

3 3. C3.0 Demonstrate the ability to develop a set of on-the-job lcarning
- experiences for cach of the nine competency arcas.

i221




4. A 3.0 Feel strongly that since the studenti, emplover and teacher-

: coordinator will be involved in making on-the-job training

13 beneficial. all three should work together in planning
on-the-job learninz experiences.

gf Y1l. Tiraining Plans

. The D.E. teacher-cocrdinator will have the abilitly to develop individual
» iraining plans for cooperative students when he is able to:

? 1. C 1.0 Reccall mcthods of developing a training plan for each student
X to assurc learning experiences cither on the job or in project
: activities.

i 2. C 2.0 Understand that a training plan should serve as a guide to

’ the employer, the student and the coordinator in order to

. provide learning expericences which will develop competencies
nceded for the students® success in his chosen career.

VII. Participation Expericnces

NN
[ e—

The D_E. teacher-coordinator will have the ability to design partici-
paLing expericnces and/or projects for D.E. students who are not in the
cooperative programwhen he is able to:

1. C 1.0 Recall types of participation experiences that #ili assist
in developing identified competencies.

2. C 1.0 Recall procedures for developing participation experiences
to meet individual student needs.

3. C 1.9 Recall the criteria of an effective individual or group project.

4. C 2.0 Understand that student assignments and participation experiences
are means of providing the student an opportunity to apply
concepts taught in the classroom.

C 3.0 Demonstrate the ability to plan effective individual and
group projects.

(3]]

6. C 6.0 Evaluate various participating experiences which focus on
i activities in distributive occupations and decision-making
: situations in distribution.

VIII. Coordination Theory and Practice

The D.E. teacher-coordinator will have the ability to formulate a
concept in regard to relating classroom instruction to actual on-the—job
Situations when he is able to:

1. C 1.0 Recognizc that classroom instruction, to be effective, should
be based on knowledge, understanding, skill and attitude
required to work effectively in distributive occupations.

2. C 1.0 Recall the numerous training materials which the student
as well as the teacher-coordinator, can obtain from training
stations for class use.

[ORMEAEE b & b ans i AR A PN
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3 3. C 2.0 Understand that through coordination visits many examples
can be secured to illustrate principles to be taught in the
classroom.
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4.

IX. Coordinator®'s Role as A Distributive Specialist

The D.E. teacher-coordinzior will be able to perceive his role as
a distributive specialisi when he is able to:

1.

c 2.0

cC 2.0

C 3.0

C 3.0

c3.0

C6.G6

Understand that classroom instruction should be closely
related to occupational performance expectations.

Hlave a cenviction that c¢lassroom insilruction can and will
help 2 student to perform more ceffcectively on the job.

Feel strongly that, to be most ¢ffective, classroom instruction
for D.E. students should be directly related to actual
on-the—-job needs and situations.

Understand that student assignmeants and participation
experiences are means of providing the student an
opportunily to apply concepts taught in the classroom.

Demonstrale the ability to select and interpret technical
information to answer questions of local merchants.

Demonstirate the akility to interpret curreni trends of
business opceralion through observation and conferences wilh
businessmen.

Demonstrate the ability to coaduct conferences with training
sponsors, persaonnel directors and other management personncl.

Evaluate various participating experiences which focus on
activities in distributive occupations and decision-making
situations in distribution.
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ADNINISTRATION

Adninisiration of Distribuiive Education

1. Distributive Education®s Place in the Total School Program
A. Distributive Education's MNission

The D.E. teacher-cocordinator will compirehend distributive education’s
missicn in relation to the total school pragram when he is able to:

i. C*Q-O Ideatify the purposes of secondary cducation.

2. C 2.0 1Identify the nurposes of vocational education.

3. C 2.0 Identify the aims and objectives of distributive education.

B. Thke Role of D.E. in the Total School Progra=

The D.E. teacher-coordinator will have the ability to formulate a
concept of the role of distributive education in the totai school program

when he can:

1. C 2.0 Interpret the aims and objectives of distributive education
in relation to the total school program.

2. C 6.0 Compare the objective

v of distributive cducation with those
Of VOCcaitionali €ducati a

S
On ania Scoondary education.

3 Ml

C. Terms Unique to the D.E. Program

The D.E. teacher-coordinator will comprehend the meaning of terms
unique to the distributive education program when he is able to:

1. C 1.0 Define terms included in "A Philosophy cf Distributive
Education.”

2. C 2.0 Interpret terms unique to the distributive education program
through the use of verbal or graphic illustrations.

I1. Organization for Administration of Distributive Education

The D.E. teacher-coordinator will comprechend the pattern for the admini-
stration of vocational education and distributive education when he is able to:

1. C 2.0 Explain state and federal organizational patterns for the
administration of vocational and distributive education.

2. C 1.0 Describe state policies and standards which affect support
of the D.E. program.

3. C 1.0 Describe the fundamental of organization and admiristration.

*When C followed by a number is used this designates the level of the
cognitive domain in which tiis objective is classified: when A followed by a
number is used this designates the level of the affective domain in which this

objective is classified.
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I1X1. Program of ¥orxk

The D.E. teacher-coordinator %ill have the ability to forsulale a
program of work based on staled zoals when he is able to:

1. C 3.0 Formulate immediate and long-term goais for ke high schoowl
program, thke adult program, and the local Distributive
Education Club.

2. C 3.0 Cosmunicate the goals of the distributive education program
to school administrators, zmerchants, parents and Studenils.

3. C 3.0 Cooperate wilh local school efficials in offering specially
designed classes for disadvantaged youth.

4. A 3.0 Feel strongly that a distributive education teacher-coordinator
should nlan a total program: the high schoosl program,
including a distributive education ¢lub; the adult program
and specialized classes for disadvantaged youth.

IV. The Importance of Planning

A. Planning a Program of ¥Work

The D.E. teacher-coordinator will plan a D.E. program lo accomplish
stated objectives when he is able to:

1. A 3.0 Feel strongly that planning is the foundation upon which a
successful and growing distribative education program must
be built.

2. C 3.0 Develop a plan for the expaansion of the program to meetl the
needs of students and distributive businesses in the arca
served by the school.

3. C 5.0 Plan weckly, monthly, and ycarly calendars of tasks to be
performed in accomplishing stated immediate and loag-range
goals of the program.

4. C 2.0 Preparc a daily, weekly. and monihly schedule to properly
use cooydination time.

B. Evaluating Program Effectiveness

The D.E. teacher-coordinator will evaluate the effectiveness of the local
D.E. program when he is able to:

1. C 3.0 Prepare an annual reciort that both summarizes and evaluates
thke year's activities.

2. C 2.0 Prepare and maintain necessary records, reports and forms
for the successful operation of the distributive education
program.

3. C 5.0 Develop an assessment procedure to determine each student’s
effectiveness in his distributive occupation.

BRI e CAR AR N
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. The Communitiy Survey

Tie D.E. teackher-cooyrdinator will be able Lo anply the piinciples ol a
cornuni iy scrvey (occrpational) s=hen be is able lo:

1. C 2. Identily i1he purposecs of a communily sServey.

2. C 1.2 Describe the lechniques of conducting a community (occupational)
sSUrvey.

3. A 3.0 Use Lhe survey inforzmalion as a usceful tenl ia buildiag an
effectiive D.E. program.

. Piractizal Rescearch

Thr 0.E. leachicr—coordinz=tor will be able to apply the prianciples of
nraciical research in conductlimg a shopping or Scrvice survey sben be can:

1. C 1.2 Describe U pelthods of conducling practicial research.

2. C 5.0 Desixn and conducl pracliczi rescarch that could provide a
basii for improving lechniques and efficiency in distribution
and markeliag.

Use Lhe survey information as a usceful ool in building an
elfective D.E. program.

&
>
i3
=]

4. C 4.0 Sclect Irom shopping (or service) survey practical examples
and case studies usable as training devices.

5. A 3.0 Feel that as a <-~2c¢ialist in distribution he has a responsi-
bilitly four dissceminating knowledge and information Lo persens
who z21¢ involved in distribuiion.

6. A 3.0 Feel that distributive education personnel have a responsi-

Tlity for cooneratling with busSiness in detlermining nex oy
aaproved Lzchniques in distyibution and markeling.

E. Follow-Up of Graduates

The D.E. Leacher-coordinator will formulate a concepl concerning th?
imporiance of follow-up studies of D.E. graduates when he is able to:

1. C4.0 Sclect thi+ lechnique (or techniques) for conducting a follow-up
study of D.E. graduates that will produce maximum benefit
from the study.

2. A 3.0 Feel that through regular follow-up Studies of graduates Lhe
local D.E. program can be continuouasly evaluated in terms of
its effectiveness in achieving established objectives.

3. € 3.0 Apply evaluative instruzments in assessing the result being
obtaired in ihe total program.
V. The Total Job of the D.E. Teacher-Coordinator

The D.E. teacher—-coordinator will formulate a concept of his total job
zhen he is able to: -

i. € 2.0 Identify his rale as a te: cher.
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2.0 Identifly bis role as a puidance counscior.
2.0 Identify bis roic¢ as a coordinator.
Identiiy bis role as a public relations perswan.

2.0 Identify his role as an adminisirator.

Ha
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2.0 Identify bis role as a c¢lub adviser.

¥Vi. The DPistribulive Education Adviscry Committee

The D.E. teacher—-coordirator will desiga a pian for working with an
advisory commitiee when he is able to:

1. C 2.0 Identifly representaiives of a cross-scéction of distribulise
businesses in the community.

2. € 1.0 Establish a workable rotatjion system for membership on the
Advisory Commitice.

3. A3.0 Properly schedule mectings of the D.E. Advisory Comaiticce Lo
maintiain interest and participztion by members.

4. C 3.0 Interpret for the Advisory Committee the problems and progress
of the D.E. program.
VII. The Distributive Education Club

THe D_E. tesacher-coordinator will demonstrate his abiliily to serve as
adviser to the cistributive education ¢lub xhen he is able to:

1. C4.0 Develop a cohesive structure in his planning to assSurce that
DECA and the distributive education program arce coordinated.

o m—— v o e ot o

2. A 1.0 Become aware that school policies regarding co-curricular
clubs must govern many decisions regarding DECA aclivilies.

e ot

3. C3.,0 York with students in planning and carrying oul a program of ‘
activities in DECA which wili accomplish Stated objectives.

4. C 6.0 Evaluate DECA activities in terms of their educational valae. '

VIII. Supervision of Student Tecachers

The D.E. teacher-coordinator will have the ability to perceive his role
in the preparation of prospeciive tea~her-coordinators when he is able to:

1. € 3.0 Supervisec stuadent teachers in teaching, coordination,
guidance, public relations, and administrative activities.

2. C€C 3.0 Select anu provide adequate learning experiences for student
teachers assigncd to a local school.
IX. The Distribut:.ve Education Budget

The D.E. teucher-~coordinator will nave the ability to formulate a
distributive education buvdget when he can:
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1. C 1.0 Become faniliar with Sources. Llypes. costs, elc.. of physical
cquipment and supplics desirable for a distributive c¢duca-
Lion ciassroox-laboratory.

v 2. C 1.0 Become familizr with sources. Lypes. costs. ctc., of teaching
- supplies pertaining to the covrses he teaches.

3. €C3.0 Preparc a departmental budgel.

: 4. C 6.0 JusLify Lhe nced for physical equipment 2nd supplics to Lhe
- proper authorities.

5. € 3.0 Sccure appropriate pooks, periodicals and Films nerlaining
to the courses ke teaches.

P
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X. Legislation Affectling Distributive Education

The D.E. teachér-coordinator will recognize the effcct of siate and
federal laws on tie D.E. program when he is able to:

AR
. N e P

1. C 1.0 Rccall major state and federal laxs that have implications
for distyributive education.

2. C 2.0 Identlify provisions of federal legislation relating Lo all
phases 2f distributive education.

3. C 2.0 Idenlify significant provisions of state and federail labor
lawxs affecting the placemenl or work of distributive
cducation students.

4. A 3.0 Feel that legisiation reflecls feli needs.

i XI. Filing
The D.E. tecacher-coordinator will prepare a plan for Securing and filing
appropria ¢ educationa] materials whken he is 2ble to:

1. C 1.0 Reccall methods of purchasing or acquiring distributive
cducation and other instructional material for teacher and
sStudent use.

2. C€C 1.6 Knor of appropriate materials available for the D.E. resouyce
filcs.

3. C2.0 Demonstrate the ability to use a practical system of [iling
which will assure efficient use c¢f materials in resource files.

AR 10 b WO
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ADHMINISIRATION

Administration of the Adult Progran

I. Adult Cerricuisss

The D.£. rezcker-coordinator will have thez ability to deveicp aduii
distributive ducation curriculums when be can:

. 1. C*1.0 Describe ibe goals of the adult program.
2. C £.0 Axnalyze the training needs of the distributive community.
3. C 2.0 Expiain specialized programs cf study in the curriculum.

4. C 2.0 Descride the adult curriculum.

I1. Planning Courses of Study

The D.E. “eacher—coordinator will bave the ability to organize courses
of study for ilhe adult distributive education program when he is able to:

1. C 1.2 Recall items which must be included in 2 semester or yecarly
rlan For a course.

2. C 2.0 IXdentify procedures to follow in preparing 2 plan for classes.
3. C 5.0 Prepare a schedule of classes for an adult program.

4. C 5.0 Prepare 2 detailed plan of procedures for each session of
an adult class.

IIXI. PFinancing the Adult Program

The D.E. teacher-coordinator will have the ability to develop a sound
financial budget for an adult distributive education program when he is able

to:
1. C :i.0 Recall items which must be included ir tne financial budget.

2. € 2.0 Identify expenditures which are reimbursable by the State
Department of Education.

3. C 3.0 Process forms reguired for securing state 2:id for inStructicnal
costs.

4. C 3.0 Set feex for classes based on financial budget requirerments
for the semester.

5. C3.0 Request state aid wher appropriate for projected instructioral
costs for the program.

6. C 4.0 Evaluate financial inefficiencies in the adult program.

*When C followed by a number is used this designates the ievei of the cognitive
domain in which this objective is classified; when A followed by a number is used
this designates the level of the affective domain il: which this objec:iive is

classified.
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Iy. Obtaining Adult Instruction

The D.E. tecacher—coordinator will kave the ability to secenre adult
instructors for the adultl cducation program shen he can:

1. C 2.0 P-oczess appropriate application forms for approval of
acult instructors.

2. C 1.0 Recall qualifications which instructors in various courses
of vhe adult program must possess.

3. C 2.0 Identify Sources for recruiting instruclers.

i
.4
’I 4. € 5.0 Preparc a2 plan for the scelecticn of instructors.

V. Training Adult Instructors

) The D_E. teacher—-coordinator will have Lheability to train adult
. instructors when be can:

1. C 2.0 Recognize training requirements for adult instructors.
2. C 2.0 Ideatify proccdures to follow in training an adalt instructor.

3. C3.0 Conduct a traininy program for adult instructors.

VI. Promotion oi the Adult Program

The D.E. teacher-coordinator will have the ability to plan and develop
an effective promotional campaign for adult distributive edusation prograss
when he can:

1. C 1.0 Utilize good promotional methods for securing enrollment
in adult classes.

2. C 5.0 Prrepare brochures for use in promoting an adult class.
3. C3.0 write 1j¢ews releases for use in promoting an adult class.

4. C 5.0 Prepare a talk for presentation to a trade association or
civic group for promotion of an adult class.

- A .

VII. Adult Program Eecord-Keeping
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Tie D.E. teacher-coordinator will have the ability to compile reguired
reports for the adult distributive education program when he is able to:

1. C 1.6 1Indicate the reports which must be submitted to the State
Department of Education for adult classes.

2. C 3.0 Process quarterly and semi-annual report forms.
3. C3.0 V¥rite reports for classes based on a projected plan.

4. C 5.0 Develop a system for simplifying procedures for the collection
of data required for reports.
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YIII. Adult Program Evaluation

The D.E. teacher-coordinator will havc the avility to evaluate the
effectiveness of various aspects of the aduit distributive education program
xhen he is able to:

1. C 4.0 Analyze a wmritten description of an existing progranm,
determining its strengths and weaknesses.

2. C 4.0 Detect ways for upgrading course ouilines for the areas
of siudy in the curriculum.

3. C 4.0 Discover ar2as in shich improvescznts are needed in the
adult program.

4. C 5.0 Incorpcrate suggested improvemeiits in theé adult prograz.

5 C 6.0 Assess the results of various methods of adult class promotiocn.

IX. Coordinator’s Respoasibilities toward the Adult Program

The D.E. teacher-coordinator will perceive his role in the adult
distributive education program when he is able to:

i. C 2.0 Identify respocsibilities of the D.E. teacher-coordinztor
in the developmen: of the adult program.

2. C 2.0 Identify specific procedures to follow at the opening and
closing sessicns of an adult class.

X. Adult Program Certificates

The D.E. teacher-coordinator will have the abiXity to interpret the
system for awarding certificates in the adult distributive education program

when he is able to:

1. C 2.0 Ildentify requirements for student certification in general
and specialized training prograas.

2. C 2.0 Explain certificate plan to zemters of an adult class.

XI. Adult Disiributive Education Frogram

The D.E. teacher-coordinator will demonstrate his ability to administer
the distributive education adult program when he is able to:

1. € 1.0 Indicate sources of adult instructors and resource people
for adult classes.

. 2. C 2.0 Show that education for occupational competency is a life-
long process.

3. C 3.0 Promote interest in continuing education through personal
contacts, promction brochures and publicity in appropriate

news media.

4. € 3.0 Provide and maintain appropriate training facilities for
adult classes for the distributive community.
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5. C 5.0 Determine the need for instruction for adults employved _
in distribution 2nd marketing.
3 6. C 4.0 Sclect, sccure and train adult instructors and resource :‘
3 pcople for adult classes. ]
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ADMINISTRATION

Principles of Yocational Education

I. XNature and MNeaning of Vocational Education

The D.E. teacher-coordinator will perceive the role of vocational c¢duca-
tion in the total school progranm when he is able to:

i. ¢cf1.0 Explain the primary function of vocational education.
2. C1.0 Define vocational education.

3. C 2.0 Differcntiate betveen vocational education and general
cducation.

4. C 4.0 Recognizc the characteristiis of vocational education which
make it 2 componenZ part of the total educational program.

5. A 1.0 Realize that vocational education is based on individual and
community nceds.

II. Need for Vocational Edacation

The D.E. teacher-coordinator will have the ability to determine the
need for vocational educaiion when he is able to:

1. C 4.0 Recognize the vocaticnal education needs of various groups
of youth and adults.

2. A 3.0 Feel strongly that vocational education is needed to assure
an adequate and efficient labor supply.

3. A 4.0 Relate increasing consumer demands to the need for vocatioral
education.

III. Guidance Services

The D.E. teacher-coordinator will have the ability to assess the importance
of vocational guidance when he is able to:

1. C 2.0 Interpret information concerning an individual which will help
encourageé nim io aitempit to find Soiudiions to nis proviems.

2. C3.0 Use information concerning an individual’'s interest, aptitudes
and abilities when assisting him vocationally.

‘ 3. C 5.0 Incorporate information about students and occupations pro-
1 vided by vccational guidance services into curriculum planning
and teaching activities.

2 4. A 3.0 Value vocational guidance as a means of provicding individuals
4 withs the information and skills needed to make wise decisions
3 concerning problems of vocational adjustment.

*K¥hen C followed by 3 number is used this designates the level of the
cognitive domain in which this objective is classified; when A followed by a
number is used this designates the level of the affective domain in which this
objective is classified.
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iV, legislation Concerning Vocational Education

The D.E. teacher-coordinator xill have the abilily lo summarize legis-
Iation affectling vocationn]l cducation zhen be i~ able to:

1. C 1.0 Rccall the federal acts shich have helped develop and cexpand
vocatlional education. k

2. € 2.0 Explain kox certain federal acts iafluence various vocalioual
cducntlion programs.

V. Financing Vocational Education

The D.E. teacher-coordinator will have the ability to di
circumstances appropriate for reimbursemesni usdosr = lzcisd wvo
zhen he is able to:

sLinguish betlueen
cational acls

1. C 1.0 Recall various acts which provide federal assistance (o
vocalional ceducation programs.

2. C 2.0 Understand the provisions of federal. state and loral acis
for vocalional education.

3. C 3.0 Usce funds as appropriated Lo secure¢ supplies and expand in-
siructional programs.

VI. Vocational Services

The D.E. teacher-coordinator will have the ability Lo value the inter-
relationship of all vocational services when he is able to:

1. C 2.0 Explain the functions and services of cach vocational service,
i.e.. agricultural cducation. business cducation. distributive
education. home economics education and industrial education.

2. C 3.0 ¥ork cooperatively with personnel in other vocational services.
3. C 5.0 Plan and develop instructional programs. incorporating the

services of other vocational areas as necded.

VII. Principles of Yocational Education

The D.E. teacher-coordinator will comprchend principles underlying
vocational education wiicn he is able to:

1. C 1.0 Identify basic principles regarding vocational education.

2. C 2.0 Illustrate cach basic principle of vocationai education in
terms of various vocational services.

Summary

The educational objectives presented in this chapter were constructed to
develop the professional competencies identified in the first phase of this research.

They were grouped around topics in the following categories and sub-catcgories:
teaching (curriculum development, methods of teaching, the teaching-learning process,
human growth and development); guidance; coordinaziion; public relations; and admini-
stration (administration of distributive education, administration of the adult
program and principles of vocational educztion).




Each topic has 2 terxinal or ultimate objective with a group of enabling
objoctives. It was assumed that if the enabling objectives were acomplished, the

terminal objective would be attained.

The degrec of complexity was jndicated for each enabling objective by a code
number for either the cognitive or affective domain.

In the foilowing chapter technical objectives to develop subject-matter
competencies are presented.
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CHAPTER XVil
TECHNICAL OBJECTIVES

Introduction

Educational objectives to develop the technical teaching conpetcncies9
identified in Phase I of this study were reported in this chapter. These com-
petencies concern the subject matter of the distributive education program and
azre based on co-pftcncies required by selected distributive workers in a two-step
carcer continuum_ 10 They include competencies concerning basic cencepts regarding
cconomics and marketing as well as competeacies directly related to job tasks of
distributive workers.

The objectives are organized around ten areas of study: selling, display,
advertising, comxunications, mathematics, human relations, operaticons and mabage—
ment, product and/or service tcchnology, merchandising,. and economics and marketing.

The plan used in grouping the objectives and in classifying them according
to their degree of complexity was the Ssame as the one used [0y the professional
objectives reported in Chapter XVI. For the convenicence of the reader, the ex-
planation concerning this plan is repeated here:

The objectives in cach category are grouped around topics thai might be in-
ciuded in a unit el instruction. A terminal (general) objective is stated as the
ultimate objective and a groiap of enabling objectives fellows. It was assumed
that if t*e cnabling objectives were accomplished, the terminal objectives would
be attained.

An cffort was made to include objectives to develop ceach of the ideriified
technicai compeicencies. In some¢ inStances, one objective was constructed to develop
mocre than one competency: in other instances, scveral objectives were constructed
to develop one competency.

At the left of cach enabling objective is a2 code to indicate the degree of
complexity of the objective. The objectives, based on knowledges, understandings,
and mental skills, are coded according to tke following categorics of the cognitive
domain:

C 1.0 Knowledge C 4.0 Analysis
C 2.0 Comprehension C 5.0 Synthesis
C 3.0 Apprlication C 6.0 Evaluation

The objectives, based on attitudes, are coded into the following categories
of the affective domain:

A 1.0 Receiving A 3.0 vVvaluing
A 2.0 Responding A 4.0 Organization
Since the classification of the objectives into the broad categories of the
cognitive and affective domains provides the curriculum worker with an indication
oi the degree of ccmplexity of each objective, this makes it possible to more
easily determine which objectives to include in instructional units at warious
levels of instruction.

The technical objectives follow.

91bid., pp. 96-171.

101pid., Volumes II, III and IV.
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SELLING AREA

I. System Training
A. Cash Register Use and Change-Making

The D.E. teacher-coordinator will have the ability to weigh the
necessity of proper cash register usage shen he is able to:

1. c*z.0 Explain the correct use of a cash register.
2. C 3.9 Use a c¢ash register correctly and efficiently.

C 3.0 Use the correct procedur? for making change and counting
it back to the customer.

(})

4. A 3.0 Fecel that careful change-making will increase customer
confidence in the salesperson and the business.

5. A 4.0 Relate the iZmportance of ringing sales correctly on the
cash register to store operation and control.

B. Sales Checks

The D.E. teacher-coordinator will have the ability to relate accurate
sales check writing to store operation and control when he is able to:

1. € 1.0 Recall the usual types of information required on sales checks.

2. € 3.0 Emplov proper methods when writing out sales checks for cash,
charge, lay-away or C.0.D. transactions.

3. C 3.0 Haadle charge plates correctly when writing out 2 charge
transaction.

I1. Sales Prccess

A. The Approach

The D.E. teacher-cocordirator will have the ability to weigh the impoi tance
ef a strong scles approach when he is able %o:

1. C3.6 Open a sale with a greeting, merchandise or service approach.

2. C 4.0 Determine the most appropriate time to approach a customer
to open a sale.

3. C 6.0 Deiermine the most suitable statement or remark to make in
opening a sales conversation.

4. A 3.0 Feel strongly that the customer should be approached promptly.

5. A 3.0 Believe that self-confidence and interest in customers strengthen
a sales approach.

*When.g foliowed by a number is used, this designates the level of the cognitive
domain in which this objective is classified; when A followed by 2 number is used,
this designates the level of the affective domain in which this objective is

classified.
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B. Delermining Custo=er's Suving Lotive

The D.E. teacher-coordinator will bave the ability to relate the importance
of determining cusiomer buyving motives 1o su~cessful sellsng xhen he is able to:-

1. C 1.0 Reczll the types of cuslomer buying molives.
2. C 4.0 Discover a customer’s buving motives.

3. € 4.0 Detecl cuslomer needs and desires through appropriate
Gutstioning.

4. C€5.¢ Deveiop a sales presen®ation around identificed buyving motlives.

5. A 3.0 Belicve that the successful closing of 2 sale usually depends
- on the appeal to a cusloxer®s dominant buying motive.

6. A 1.0 Be sensitive to customer c¢lues such as actions, conversation,
etc., that give indicatioas of reeds and desires.

-

C. Arousing Interest in Products aad Service

The D.E. teacher—coordisnator will have the ability Lo incorporate product
and service information into a sale when he is able to-

1. C 2.9 Translate product knowledge into cusStomer benefits.
2. C 4.0 Recognize selling features of products and/or services.

3. A 3.0 Believe that genuine enthusiasm for merchandise will create
interest and desire in customers.

4. A 3.0 Feel that a reasonable number of an item should be shown to
avoid confusing the custlosmer.

-

9. A 4.0 Relate product information to successful sclling .

D. Building Desire to Oxn the Product

The D.E. teacher-coordinator will have the abilitv to select the best
method for creating customer desire for a product wmken he is alile to-

1. € 3.0 Get merchandise into the customer’s hands tc creats attachment
to item.

2. C 3.0 Demonstrate merchandise as it may be used by customers.

3. C 4.0 Discover ways of showing and displaying merchandise to enkindle
interest ana desire in customers.

4. A 3.0 Feel strongiy that value is added to merchandise that is handled
with care and respect.

5. A 3.0 Feel that a customer #ill become more interested in merchandise
if he is e¢ncouraged to handle or use it.
III. Techniques in the Sales Process
A. Answering Questions and Overcoming Questions
The D.E. teacher-coordinator will have the ability to incorporate a

customer’s questions and objections into a successful sale when he is able to-
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1. C 3.0 Aapply Lhe best method for mecting cuslomner objections proesplly
as they arisc.

2. C 4.0 Recopnize customer resistance as valid abjeclions or as CXCUSCS .

3. C 3.0 Creaic a stronzer sales presentation by anticipating cusiloocr
resistance.

4. A 3.0 Feel that customer objcectioss are a normal part of a saie.

5. A 3.0 Feel strongly lhat customer objections must be handleé and
overcomsw with care and respect.

6. C 2.0 Recegnize and inlerprei customer objectives as indicalors of
conceras and tkercfore to e preferred to the sileatl cusloscer.

B. Closing the Sale (¥inning Conviction)

The D.E. teacher—coordinator will have the ability to incorporiic
various methods to help 2 customer make a buying decision xhen he is able lo:

1. C 4.0 Detect where the customer is in his thinking to assist him
through the remaining buying decisions.

2. C 4.0 Determinc when either underselling or overselling is becoxing
detrimental to a sale.

3. A 3.0 Feel that the final buying decision is not hard to obtain
shen the customer has been helped to make minor choices.

4. A 3.0 Believe that guestioning. observing, and listening are
necessary lo the successful completion of a sale.

5. A 3.0 Believe that customers must be given “real” reasoas for
buying.

C. Closing the Sale (Obtaining Action)

The D.E. teacher-coordinitor will have the ability to decide on an
appropriate closing for a sale xhen he is able to:

1. C1.0 Recall the methods whichk can be used in c:osing a sale.

2. C 4.0 Discover “buying signals™ or readiness to buy on the
customer®s part.

3. €5.0 Incorporate appropriate timing in the successful completion
of a sale.

4. C 6.0 Select the most appropriate postsale activity.

5. A 2.0 Enjoy helping a customer make a buying decision.

D. Suggestion Selling

The D.E. teacher-coordinator will have the ability to assess the importance
of suggestion selling to increased volume when he is able to:

1. C 2.0 Recognize the kinds of suggestion selling which can be used
(new products or services, sale or bargain items, holiday or
gift items, larger quantities, related items, substitute items,
better quality and higher-priced items).
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2. T 2.0 Employ ithe most appropriate method ¢f suggestion seliing
to increasc the average sale.

S. C3.u0 Sugrest merchandise from his depariment or from othoer depart-
ments in the store.

4. C 4.0 Determine when and how suggestion selling should be attespted.
5. A 3.0 Fecl ihat suggesting additional merchandise, beter quality

mcerchandise, and substitute merchandise is a service to the
customer and increases volume and profits as wmell.

Customer Serv ces — Selling Tools

A. Credit and Installment Planx

The D_E. teacher-coordinaior will have the ability o formulate a concept
regarding the role of credit in seiling waen ke i< akle to:

1. C 1.0 Recall various types of credit plans, terms, and pelicies.

2. C 2.0 Ianterpret the terms and policies of various credit and install-
ment plans. ]

3. C 3.0 Use credit as a selling tool. i

4. € 6.0 Belp select the credit plan or installxent terms which will
sServe the customer best.

5. A 3.9 Feel that credit is important as a selliag tool. -

B. Other Customer Services

The D.E. teacher-coordinator will have the ability to meigh the importance
of cusiomer services as selling tools when he is able to:

1. C 2.0 Explain deiivery schedules to customers.

2. C 3.0 Use the correct procedures for processing a customer’s
personal checks.

3. C 3.0 Use the correct procedures for filling mail and telephone orders.

4. C 6.0 Select appropriate wrapping materials for the customer’s
purchase.

5. A 2.0 VYolunteer to call a customer tc inform her of newly-arrived
or specially-priced merchandise or service.

6. A 3.0 Feel that gift-wrapping services attract trade.

Professionalizing Selling
A. Self-Analysis

The D.E. teacher-coordinator will have the ability to weight the im-
portance of projecting positive attitudes in selling situations when he is
able to:

1. A 2.0 Find pleasure in selling the merchandise or service with
which he works.
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2. A 3.G Develop 2 fecling of pride in being = salesperson.

3. A 3.0 Fcel strozuly tihni one should take advantage of sales training
opporlunitics.

4. A 4.0 Fora judgnenis as to the effect ihat ihe salespersoen’s
personzlily hzs upon successful sclling.
B. Selling Costs

The D.E. teacher-coordinator will have the ability to relate low selling
costs to successful job performance when se is able to:

1. C 2.0 Translatle sales quotas into expected performance or production.
2. C 3.0 Compute selling cosis.
3. C5.0 Coordinate sellisg skills in an effort io meel a sales gudta.
4. R 2.9 Assure responsibility for meeting sales quotas in order to
mecetl established job performance.

C. Business and Public Relations Policies
The D.E. teacher-coordinator will have the ability to form a concept

of the salesperson®s role in regards to “usSiness and public relations policies

whben he is able to:

i. C 3.0 Sell according to policies and practices set forth by manaxze-
ment.

2 A 2.0 Volunteer %o interpret a firm’s policies to customers.

3. A 4.0 Yeigh the importance of good selling to total store Success
and to the sconomy.

4. A 4.0 Y¥eigh thc importance of the salesperson’s position in regard
to his public relations funccion.
VI. Handling Complaints and Exchanges
A. Customer Ccxplaints

The D.E. teacher-coordinator will have the ability to cvaluate the need
for carefully handling customer complaints when he is able to:

1 C 2.0 Explain the principles generally used in khandling customer
complaints.

2. C 3.0 Handle customer complaints according tc store policies.
3. C 6.0 Determine how to handle a customer complaint.

4. A 3.0 Feel that customer complaints are opportunities for a store
to correct operating faults.

5. A 3.0 Value customer’s complaints as opportunities to buiid goodwill.
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3. Merchardise Exchanges, Cash Refunds and Charge Credits

The D_E. teacher—coordinator will have the ability to determine the :
best appiroach for handling situations in which merchandise is beiag returncd ?
for exchanrge, cash refund or charge credit when be is able vo: ’

Y. C 2.0 Explain procedures for bandling exchanges. cash refunds
or charge credits.

2. T 3.0 Handle ¢xchanges., c¢ash refunds or charge =redits according
to store poli<cies.

3. A 3.0 Feel that situations invelving cash refunds, exchanges. or
charge credils should Le used to build goodwill.

VII. Stock Display and Care

A. Stock Display

The D.E. teacher—coordinator will have the ability to use good
display as a scelling aid when he is able to:

1. € 3.0 Arrange Stock in a selling department by color. size. style
and price.

2. C 3.0 Utilize selling Space with volume or best selling merchandise.

3. C 3.0 Rotate coded merchandise to front display space.

4. £ 4.0 Select the best location and arrangement for stock.

5. A 2.0 Accept respensibility for heiping with the display of
merchaundise.
B. Stock Care

The D.E. teacher-coordinator will have the ability to relate stock
~are tc successful sclling when he is able to:

1. C 3.0 Perform housckeeping duties necessary for proper stock care.
2. C 4.0 Discover low-stock items so that fixtures can be refilled.

3. A 2.0 Assume responsikility for informing the buyer of items not
in stock for which customers ask.

4. A 3.0 Feel that stocks which are kept fresh and neat are a true
asset during a sale.

5. A 3.0 Feel that clean. orderly counters and fixtures are a method
of stimulating sales.
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DISPLAY AREA

I. Purmoses of Display

The D.E. teacher-coordinator will have the ability o formulate 2
concept concerning the role of display in merchandising xken he is able tc:

1. C*1.0 Recall the nurpose of disnlay.

2. A 2.0 Accept good display as a means of creating prestige. obtaining
publicity. ecducating the public, introducing nex Styles.
showing nex uses for good:s and building goodwill.

3. A 1.0 Recognize that displays tied in with local activities or sca-
sonal events will create a favorable impression in the community.

4. A 3.0 Value the role that good display has in the volume movement of
goods.

II. Planning and Preparation

The D.E. teacher-coordinator will have the ability to weigh the import-
ance of the planning and preparation necessary for effective display when he

is able to:

1. C 2.0 Szhedule and feature merchandise in displays at the same Lime
it is being advertised.

2. C 5.0 Visualize in advance, displiy arrangements for special events
such as fashion shows and store-sponsored Christmas parades.

3. C 5.0 Plan and develop major or seasonal storewide display themes.

4. C 5.0 Organize a system of filing display records and results that
can be used later as idea stimulators.

5. A 2.0 Accept that the preparation for and setting up of displays
must be in compliance with store promotional policies.

III. Rules and Principles

-

The D.E. teacher-coordinator will have the ability to incorporate certain
rules and principles into goocd display when he is able to:

1. C 4.9 Select merchandise for display that is seasonal and timely.

2. A 3.0 Feel that the more customer exposure merchandise hLas thz
more sales it should produce.

3. A 3.0 Feel that window displays should feature merchandise in which
the public has demonstrated an interest.

4. A 3.0 Value displays that reflect the character of the store.

IV. Merchandise Information

The D.E. teacher-coordinator will have the ability to relate the im-
portance of adequate merchandise information to display when he is able to:

*ihen.g followed by a2 number is used, this designates the level of the cognitive
domain in which this objective is classified; when A followed by a number is used this
designates the level of the affective domain in which this objective is classified.
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1. € 2.0 Interpret current fashion and mserchandise inforsmation necessary
for effective and timely display.

v 2. C 3.0 Apply current fashion and merchandise information to effective
* &isplay.

3. C 5.0 Develep displays that feature merchandise as it will be used.

Y. Aid to Selling

The D.E. teacher-coordinator will develop a sense cof value concerning
display as an aid to selling when he is able to:

F e TV

1. C 3.0 Harndle customer requests for merchandise on mannequins or
in display windoxs.

2. C 3.0 Use special displays to help balance overstock conditions
without mecessarily marking down merchandise.

5 G-

3. C€C5.0 Create displays that encourage customers to sclect merchandise
themselves.

4. A 3.0 Feel that effective display of self-selection merchandise
can reserve the salesperson’s time for merchandise which
i requires selling aid.

5. A 3.0 Feel that good display of merchandise helps develop a customer’s
interest.

YI. Techaical Aspects

The D.E. teacher-coordinator will have the ability to integrate
y techaical elements into effective display when he is able to:

H 1. C 4.0 Select the best arrangment of merchandise in window or
' interior displays.

2. C 3.0 Design displays with proper color, harsony., rhythm, balance
and proportion.

3. C 5.0 Prepare dispiays with backgrounds that will enhance, not
detract from, the merchandise being displayed.

i 4. C 5.0 Incorporate display-lighting techniques into effective
display.

VII. Space ard Location

The D.E. teacher-coordinator wiil have the ability to appraise the
importance of space and location to effective display when he is able to:

detatyly

1. C 3.0 Use related item or logical grouping dispiay to make it
easier for the customer to shop.

2. C 6.0 Decide on locations outside of selling departments to display
merchandise for additional exposure to customers.

o § b
B R T e VCR
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3. C 6.0 Decide which are the best selling locations within a store
or department to place displays.

bt &

4. A 3.9 Feel that merchandise should be alloted dispiay spacc bhased
on its sales volume.

b L
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YIII. Display Fixtures

The D.E. teacher-coordinator will have the ability to judge the
importance of various fixtures to display when he is able to:

1. C 2.0 Identify the uses which can be made of various display fixiures.

2. C 3.0 Usc manafacturers® display aids with discretion.
3. C3.0 Dress mannequins for displays.

4. C 4.0 Select the display fixture best suited to the merchandise
being displayed.

5. A 3.0 Feel strongly that display supplies and fixtures must be
representative of the store’s image.
IX. Point-of-Sale Signs
A. Lower Level

The D.E. teachex-coordinator will have the ability %o use noint-of-sale
signs as sales stiamulators when he is able to:

1. C€C 1.0 Describe the uses of show cards as "siient salesmen.™
2. C 2.0 Recognize good point-of-sale sign copy.
3. C 2.0 Indicate the procedures for having point-of-sale signs printed.

4. C 3.0 Use price cards to show the price of merchandise being shown.

B. Higher Level

The D_E. teacher-coordinator will have the ability to develop display
signs when he is able to:

1. C 3.0 Letter a simple sign.

2. C 5.0 Develop display signs for self-sclection fixtures with key
features and selling price of the merchandise.

3. C 5.0 Design a simple sign.

4. C 5.0 Develop copy for point-of-sale signs.

X. Housekeeping Duties

The D.E. teacher-coordinator will have the ability to relate certain
housekeeping duties to effective display when he is able to:

1. C 3.0 Use those housekeeping procedures necessary for proper upkcep
of department displays.

2. C 3.0 Dismantle displays to avoid damaging either merchandise or
fixtures.

3. C 5.0 Rearrange interior displays of merchandise from which
merchandise has been sold.
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4. A 3.0 Feel that clean display windows e¢nhance the merchandisc :
being shown. §

3]

A 4.0 Relate the negligence of returning display merchandise to
seclling departments with increasing inventory shortages.

FPORTIEPL TP
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ADVERTISING AREA

I. Purposes of Advertising

The D.F.. teacher-coordinatosr will undersiand the uses and the purposes
of advertising when he is able to:

1. C*1.0 Recall the marketing view of advertising.

2. C 1.0 Recall the uses of promotional and institutional advertising.
3. C1.0 Identify the purposes of advertising.

4. A 1.0 Appreciate advertisiag in its role as mass seller.

5. A 1.C Recognize that advertising helps build customer loyalty
and increases sales volume for a business.

IX. Ad Planning and Buidgeting

The D.E. teacher-coordinator will weigh the significance of the planning
expense involved in advertising prepzration when he is able to:

1. C 4.0 Select merchandise for advertising that is seasonal and timecly.

2. C <.0 Analyze past advertisements for their effectiveness and for
guidance in planning future ads.

3. C 5.0 Preparc 2an advertising budget and schedule that will apportion
ad meoney for its most effective use.

4. C 5.0 Organize an advertising program that will best serve the
needs of all divisions of the business.

5. C 6.0 Evaluate the effectiveness of advertising in terms of sales
and costs.

6. A 3.0 Believe that advertising plans and schedules should be based
on factual information and sound judgment.

III. Jedia

The D.E. teacher-coordinator will have the ability to assess the
importance of various media to effective advertising when he is able to:

1. C 2.0 Distinguish the types of media available for advertising.

2. C4.0 Analyze the relative cost of advertising in various media.

3. A 4.0 Select advertising media best suited to the product, merchandisec
or service being advertised.

4. C 6.0 Evalurte the effectiveness of various advertising media for
merchandise being advertised.

SIS TR TR R PR SR £ T <A eTE

IV. Ad Layout

The D.E. teacher-coordinator will have the ability to incorporate the
elements of written advertising into an advertising layout when he is able to:

*When C followed by a number is used, this designates the level of the cognitive
domain in which this objective is classified; when A_followed by a number is used, this
designates the level of the affective domain in which this objective is classified.
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1. C 1.0 Recall how the parts of written advertising function.

2. C 2.0 Seclect 2n appropriate ad illustration.
3. C3.0 ©W¥rite advertising copy.
4. C 4.0 Select type which compliments the merchandise being advertised.

5. C5.0 Create an attention-getcing advertising headline. ]

V. Brand Mames, Slogaus, Private Brands, Trademarks

The D.E. teacher-coordinator will have the ability to appraise the
significance of brand names and slcgans when he i< able to:

1. C 2.0 Associate products, services, and businesses with certain )
brand names, privatc brands. trademarks or slogans. ]

2. C3.0 Use brand names and private brands to create interest and
desire in customers.

3. C5.0 Creatca trademark or slogan that customers will associate
with one business, service or product.

4. C 6.0 Judge the importance oi brand names and slogans in creating
customer preference and establishing a company or product
in the public mind.

5. A 3.0 Feel strongly that trademarks and slogans can create a
desirable image for 2 business.

¥I. Coordination of Advertising and Selling

The D.E. teacher-coordinatcy will have the ability to relate the
importance of advertising informatizn to effective selling when he is zble
to:

1. C 5.0 Incorporate information from an advertisement during a sale.

2. A 2.0 Assume that a knowledge of competitor’s advertised merchandise
is ben2ficial in selling one’'s own merchandise.

3. A 2.0 Accept the responsibility for obtaining facts about advertised
merchandise in order to sell it.

4. A 2.0 Accept advertising as a2 form of preselling.
5. A 3.0 Feel that although the ultimate goal of advestising is t.
sell goods, the salesperson usually must complete the sale.
VII. Coordination of Advertising and Other Sales Promotion Activities
The D.E. teacher-coordinator will have the ability to weigh the
importance of coordinating other sales promotion activities with advertisinge
when he i<s ahle to:

1. C 2.0 Interpret sales promotion activities to involved personnel.

2. C 5.0 Coordinate the activities of advertising and display departiments
to develop efifective promotions.
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3. C 5.0 Coordinate national or chain advertising with in-the-business
Sales promotion activities.

4. C 6.0 Sclect appropriate special events for attracting customers
into the business.

5. A 3.0 Fcel that advertising should be supplemented by attraclive
displays and an efficient sales force.

VIII. Publicity Media and Devices

The D.E. teacher-coordinator will develop a sense of valus concerning
the role publicity plays in a business’s image when he is able to:

1. C 2.0 Interpret information with news interest to the press,
taking advantage of publicity stories.

2. C 3.0 Adopt those merchandising aids and sales improvers such as
money games and premiums to a business.

3. A 1.0 Recognize that product demonstrations or free merchandise
samples are valuable forams of promotion.

4. A 2.0 Respond to the idea that some of the best promotion for a
business comes from publicity stories.

5. A 3.0 Yalue the results of effective “word-of-mouth” advertising
conveyed by satisfied customers.

IX. Empioyee’s Responsibility Regarding Advertising

The D.E. teacher-coordinator will have the ability to assess the
employee’s responsibility toward advertising when he is able to:

1. C 3.0 Handle mail and telephone orders in response to ads.

2. C 3.0 Inform customers of the location of advertised merchandise
withir a store.

3. C 4.0 Check advertising proofs for corrections, omissions and
additions.

4. A 3.0 Believe that newspaper advertising must be read to keep
informed of the advertising dcne by one's own stors and its

competitors.
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COXUNICATIONS AREA

3 I. %¥ritten Communications

The D.E. teacher—coordinator will perceive Liac necessity for clearly
written communications when he is able to:

. 1. Cc*2.0 Interpret written commuizications in forms and reporis.

! 2. C 3.0 ¥rite purchase orders leginly so thal crrors in quantilies.
Shipping and pricing inforxzation can be climinated.

4

4

i 3. C3.0 ¥rite saleschecks legikly so thal errors in deiivery,

{ quantities sent and amounts charged for can be eliminated.

& 4. C 3.0 W¥ritc informative and effective business letters.

5. C5.0 Composc grammatically correct, attention-getting advertising
! copy.
IXI. Communications Fegarding Policies

The D_E. teacher-ccordinator will have the ability to asscss the need for
clear communications regarding policies and procedures when hc is able to:

1. C 2.0 Interpret management’s policies Lo employer and employeces”
problens to management.

¥ 2. A 2.0 Assume responsibilily for intermreting company policies to
nexw customers. new employees and new vendors.

3. A 3.0 Feel that gricvances within the organization can be controlled
by giving employees timely information.
] III. Training Communications

The D.E. teacher-cooxdinator will have the ability to relate ih role
of training to successful communications when he is able to:

i. € 3.0 Conduct effective department employece meetings.
2. C 3.0 Aassist with training or teaching others.
3. A 1.0 Rcalize that department or Store-wide mcetings are a good way

to keep others informed of rromotions, changing methods and
operating picture.

IV. Technical Vocabulary

The D_E. teacher-coordinator will have the ability to assess the value
of an adequate technical vocabulary when he is able to:

*¥hen C followed by a number is used, this designates the level of the cognitive
domain in which this objective is classified; when A followed by a number is used,
this designates the level of the affective domain in which this objective is
classified.
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1. C 2.0 Translatc technical words concerning an itcm of mserchandisc
into the customer®s language.

2. C 3.0 Use ithe Lerninology of distribution.

3. C 5.0 Develop descriptive phrases to be used in selling merchandise.

4. C 6.0 Seclect descriptive words suitable to the merchandisc or
service being sold.

5. C 6.0 Determine the situations in xhich to use a technical language
or commonly understood language.

VY. Speech and Vocabulary

The D_E. teacher-coordinator will have the ability to formulate a
concept concerning the cffective use of speech and vocabulary in business
when he is able to:

1. C 3.0 Specak clearly and effectively.

2. A 3.0 Fecl that simplicity and clarity are desirable traits in a
business vocabulary.

3. A 3.0 Belicve that poor or askaidid grasmar lowers store personnél,
Store image and merchandisc value in the estimation of the
cusStomor.

4. A 3.0 Feel that the ability to communicate skillfully in good
English is essential to a person’s business advancement.

VI. Communications with Customers

The D_E. teacher-coordinator will perceive the need for clear communications
with customers when he is able to:

1. C 2.0 Interpret monthly billing statements to customers.
2. C 2.0 Interpret store policies to customers.
3. C 3.0 Offer information to satisfy customer inquiries.

4. C 3.0 Listcen attentively to customers’ names and addresses when
filling out written forms.

5. A 2.0 Respond to customers in a business-iike manner.

6. C 2.0 Translate techmical information into customer-benefit language.

VII. Telephone Communicationrs

The D.E. teacher-coordinator will develop a sense of value concerning
the use Of the telephons for successful business when he is able to:

1. C1.0 Identify the factors involved in proper telephone etiquectte.
2. C 3.0 Use the telephone correctly and effectively.

3. A 1.0 Recognize the differences that exist in communications used
in telephone selling as compare to face-to-face selling.

4. A 3.0 Feel that successful telephone usage in business depends on
the “art of listening.”
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VIII. Spohen Compvunisatlions
A. Jmsportant Tool in Distridutive Cccupalions
The D.E. teacher-coordinator will develop a Lelicef that the “spoken word™
is an important tool of the frade in distributive occupations when he is able
to:

1. C 3.C Usc ucstures to reinforce productl or scrvice information
provided.

2. C 3.0 Coavey spirit and enthusiasn in one’s speech.

3. A 3.0 Fcel what the tone of voice can express sincere weleeme,
cazeraess o be of service and echance the value of serchandise
described.

4. A 3.0 Value corraect cnunciation and pronunciation in speaking.
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5. A 3.0 Believe that the voice is an important medium through which
selling is accomplished.
B. The Need For Clarity in Spoken Communications

The D_E. teacher—coordinator wxill develop a Sense of value concerning
clarity in spoken coamunications when he is able to:

1. € 3.0 Speak so that correct interpretation ¢an be made by individual
listeners.

2. A 1.0 Realize that certain thoughtlessly used tems or words can
be misinterpreted by the listener.

3. A 1.0 Realize that interpretations of Spoken communications vary
with different people.

-

IX. 3Mangement - Employce Communication

The D.E. teacher-coordinator will formulate a <oncept concerning communica-
tion as a two-way process between managenent and employees when he is able to:

1. C 2.0 Interpret to management the progress of a certain department,
system or function within the store.

2. C 3.0 Suggest changes to managcacnt.

3. C 3.0 Convey directions and instructions clearly to employces.

4. A 3.0 Believe that communications betxeen the various departments
and divisions within a business will result in a more efficient

operation with mutual benefits to all.

5. A 3.0 Belicve that an irportant phase of mznagement's responsibility
in an organization is communication.

X. Communications Between Businesses

The D.E. teacher-coordinator will develop a sense of value concerning
good reclationships among competing businesses when he is able to:

1. A4 2.0 Participate in trade associations in order to learn of trends
and advanced methods in business operations.
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2. A 3.9 Feel that active memberszip and participation in the
activities of trade associations provides excellent
opportunities for learning of trends and advanced methods
in business operations.

3. A 3.0 Believe that business organizations siould cooperate io
improve the imagc of the industry in the minds of teachers,
students, legislators and the general pubiic.

XI. Communications in Assigning ¥ork

The D.E. teacher-coordinator will have the ability to foraulate a
beliaf that communications in assigning work means a constant striving
for clarity when he is able to:

1. C 1.0 Recall the ways to assign duties and delegatce authority.

2. C 3.0 Communicate wita others in order to motivate them tO
work willingly.

3. C 4.0 Determine the best method for assigning duties and delegatifng
authority so that everything is completely clear.

4. A 1.0 Realize that even in the most skillfully constructed
communications misinterpretitions will develop.

XII. Communications Through Business Publications and Trade Journals

[ —

The D.E. teacher-coordinator will have the ability to appraise the
value in keeping abreast of certain business publications and trade journals

when he is able to:

1. A 2.0 Engage in reading trade and business journais and publications
to keep abreast of fashion information, product kuowledge and
business trends.

2 A 3.0 Believe that an intra-store news medium is an excellent
way to keep employees informed of changing policies.

3. C 5.0 Assemble data on a particular retailing or distributive
topic, using authorities in the field.

4. C 6.0 Evaluate the effective in-store and advertising techniques

of competitors to improve the store’s promotional effective-
ness.

XIII. Communicating Business Image

The D.E. teacher-coordinator will have the ability to evaiuate the
necessity for making the public aware of the business image when he is

able to:

1. C 1.0 Describe the benefits derived from keeping the public aware
of business’s image.

2. C 5.0 Formulate means of keeping the public aware of a business’'s
image.

3. A 1.0 Realize tnat first impressions are important to the business
and last impressions are longest remembered.
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4. A 3.0 Believe that wothing is quite SO important or contagious as
enthusiasm--for the store, for the merchandisc and for

customers.
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JNATHERATICS

J. Basic Mathematical Skills

The D.E. teacher-ccordinator xill develop a feeling concerning tLhe
need for developing basic mathematical skills wxhen he is able to:

1. C*2.0 Translate percentages with accuracy.
2. € 3.0 Add columns of figures accurately.
3. C3.0 Multiply and extend figures with accuracy.
4. C 3.0 Usec percentages with accuracy.
5. C3.0 Usec mathematical skills up to and including first degree
algebrajic expressions.
II. In the Selling Process
The D.E. teacher-coordinator will have the ability to relate accuracy
ig_nathe-atical procedures to an efficient %eiling process wxhen he is able

1. C 4.0 Compute such items as delivery charges. taxes. and disccunts
when writing out and totaling szleschecks.

2. C 4.0 Determine the price cf merchandise being purchased in a lesser
quantity than that originally multiple-priced.

3. C5.0 Calculate accurately the exact amount of a customer's purchase.

4. A 3.9 Feel that accurate change-making is necessary to efficient
selling.

5. A 3.0 Feel that the accurate totaling of a customer’s purchase
prevents inventory shortages and promotes customer confidence.

IIXI. Cash Register and Change-Making

The D.E. teacher-coordinator will have the ability to assess the importance
of careful and efficient cash register usage and money handling when he is able
to:

1. C 3.0 Correct cash register errors on proper forms.
2. C 3.0 Balance cash drawers against cash register readings.
3. C 3.0 Use a cash register ccrrectly.

4. C 5.0 Prepare cash drawers for check-out registers allowing
quantities for change and bills needed for various traffic
periods.

5. A 3.0 Feel that careful use of cash register will rcduce inventory
and money shertages.

*when C followed by a number is used this designates the level of the cognitive
domain in which this objective is classified; when A followed by a nuaber is used,
this designates the level of the affective domain in which this objective is
classified.
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I*. *Z -kup and Price Liues

The D.E. teacher-coordinator wxill perceive the role of markup in
rrofritabie merchandising shen he is able to:

1. €C32.0 L mrices on goods and services ihal will cover the cost
of op¢ration and vield a profit.

2. C 3.0 Figure retail prices for items of merchandise shen quoted
cosil prices.

3. C4.0 Computc markuap percent.

4. C 6.0 Decide irnto which retail price line az item of merchandise
should go when quoted its cost price.

5. A 2.0 Feel that retail prices must be carefully placed on goods
and services 50 as to cover the cost of operation ang yiceld
a profit.
V. Open-to-Buy
The D.E. teacher-coordinator will develop the feeling that open-1o-buy
is a useful guideline for merchandising a department profitably xhen %e¢ is
able to:

1. C 4.0 Compute open-to-buy.

2. C4.0 Analyze an "open-to-buy” to lcarrn of over-bought conditions
or money available for buying.

3. A 2.9 Comply with the department or storc open-to-tuy.

VI. Tuaraover and Stcocck-to-Sales Ratio

Th2 D.E teacher-coordinator will have the ability to relate tuinover
and stock-to-sales ratio to profitable merchandising when he is able to:

1. C 4.0 Compute stock-to-sales ratios.
2. C 4.0 Compute turnover.

3. C€C 5.0 Maintain a2 store's stocks in close relationship to sales
by using stock-to-sales ratios.

4. C 5.0 Visualize the cifects of various turnover rates on op- i «ng
profits.

5. C 6.0 Determine the effect of turnover on operating profits.

VYII. Merchandise Buying Plans

The D.E. teacher-coordinator will have the ability to relate the use of
exact mathematics to efficient merchandise buying plans when he is able to:

1. C 3.0 Use the mathematical factors neccessary in setting up
merchandise buying plans.

2. A 3.0 Feel that merchandise buying plans serve as guidelinces for
profitable operations.
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VIII. Inveices — Terms and Dating

Trke D.E. teacher-coordinator will have the ability to relate certain
terns and dating to profitable merchandising when he is able to:

1. C 2.0 Interpret trade and quantity discounts offered by manufacturers.

2. C 4.0 Dectermine billed costs of merchandise by computing trade
and quantity discounts.

3. C6.0 Determine the most beneficial discounts arnd dating xhen
buying and sriting orders.

4. A 2.9 Appreciate the effect of trade and quantity discount amounts
on ultimate retail prices.

5. A 2.0 Accept responsibility in selecting the most beneficial dis-
counts and dating when buying and writing orders.

IX. Stock Controi Records
The D_E. teacher-coordinator will have the abiiity torelate the im-
portance of accurate stock control records to efficient merchandising when
he is able to:
1. C 3.0 Maintain mathematically correct stock control records.

2. C 3.0 Post such items as prices, styles, codes, sales, markdowns,
and merchandise returns correctly into = lock control records.

3. C3.0 Adjust pricing errors ~n merchandise price tickets.
4. C 3.0 Record pricing error adjustments into price change records.
5. C 4.0 Summarize information from stock control xecords.

6. C 4.0 Recognize pricing errors on merchandise price tickets.

X. Retail or Cost Method of Inventory

The D_E. teacher-coordinator will have the ability to appraise the
usefulness of retail and/or methods of inventory when he is able to:

1. C1.0 Define gross margin.
2. C 2.0 Distinguish between gross sales and net sales.

3. C 4.0 Analyze the factors involved in the retail and/or cost method
of inventory.

4. C 4.0 Compute the dollar figures or percentages for various factors
in the retail and/or cost method of inventory.

5. A 1.0 Be aware that gross margin should cover operating expenses
and provide a percentage of profit.

XI. Profit and Loss Statements

Tne D.E. teacher-coordinator will have the ability to judge the value of
profit and loss statements for guidance in improving operating performance
whken he is able to:
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1. C 1.0 Describe a Store*s operating expenses.

2. C 2.0 Interpret a pre”it and loss statement for a distributive
business.

3. C 2.0 Estimate the break-even point for a department.

4. C 4.0 Analyze the effect of various operating expenses on profitablc
operation.

5. C 4.0 Analyze the statistics provided in a profit and loss stalcment.

XIXI. MNathematical Aids
The D.E. teacher-coordinator will have the ability to determine the
usefulness of certain mathematical aids to distributive workers when he is
able to:

1. C 2.0 Interpret seif computing scales that speed up mathematical
procedures such as tax computation charts.

2. C 2.0 Interpret the data in charts and graphs.
3. C 4.0 Analyze pertinent factors from a statistical or written report.

4. A 1.0 Realize the value of Self compiting scales that speed up
mathexatical procedures.
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HUMAN RELATIONS AREA

I. ¥orking Conditions - Fuman Relations

The D.E. teacher-coordinator will have the ability to weigh the implica-
tions of working conditions on good human relations zhen he is able to:

1. C%.0 Cosrect grievances among employces.

2. C 4.0 Detect gricvances among cmployees.

3. € 5.0 Maintain adequate personnel records.

4. A 3.0 Feel that a supervisor must help new employees adjust to their
jobs, seeing that they are trained for the job and that they

become acquainted with fellow cemployces.

5. A 3.0 Feel strongly that properly kept personnel records can create
good cmployee rclations and increase morale.

6. A 2.0 Recognize that periodic reviews of e¢xperiences with cmploycees

can stimulate needed improvement and create a feeling of well-
being in those who arc¢ performing satisfactorily.

II. Business Policies - Human Relations

The D.E. teacher-coordinator will develop a Strong feeling concerning
the relationship of business policies and human relations when he is able to:

1. A 2.0 Accept and practice the plarned policies and procedures of
management.

2. A 3.0 Feel that the store’s personnel policies are established
for the benefit of the emplovee as well 2s the store.

3. A 3.0 Feel that employees will comply more readily with policies
they understand.

4. A 3.0 Feel that personnel understand and comply more readily with
1i¢ies and procedures which they have heiped develop.

IITI. JMorale

The D.E. teacher-coordinator will have the ability to relate good
morale to high standards of work performance when he is able to:

1. C 2.0 Identify the factors which appear to affect employee morale.

2. C 4.0 Detect evidences of poor morale such as high personnel turn-
over, numerous grievances, incrcased absentecism and tardiness

and restriction of output.

*Wwhen C followed by a number is used, this designates the level of the cognitive
domain in which this objective is classified; when A followed by a number is used,
this designates the level of the affective domain in which this objective is classified.
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3. C5.0 Build morale in employees.

4. A 3.0 Feel that employee morale is a primary responsibility of
managenent .

5. A 3.0 Fcel strongly that employee morale is influenced by the
supervisor's attitude.

6. C 3.0 Kcep the employce apprised of his performance anmd arcas of

IV. Self-Analysis

improvement.

N

A. Relationships with Others

The D.E. teacher—-coordinator will have the ability to relate personality
factors and adjustment of personalities to human reclations when he is able to:

1. C 2.0 Understand one’s seif.

2. C 3.0 Usc helpful (constructive) criticism as a character-building
clement.

3. C 5.0 Develop personality traits necessary for successful job
performance.

4. A 1.0 Be aware that understanding others and one’'s self is basic
to working harmoniously together.

5. A 4.0 Reclate the practice of self-analysis to working harmoniously
with others.
B. Good Grooming and Good Health

The D.E. teacher-coordinator will have the ability to relate good
grooming and good health to productive job performance when he is able to:

C.

1. C 3.0 Dress appropriately for the job.

2. C 5.0 Maintain a well-groouwed appearance.

3. C 5.0 JNaintain good health for effective job performance.

4. A 3.0 Believe that employee poise, courtesy, attractiveness and .
competence give itke customer a feeling of security. ;

5. A 3.0 Feel that good personal appearance helps create effective

;

customer impressions.

Personality Traits

The D.E. teacher-coordinator will have the ability to incorporate
certain personality traits desirable in business when he is able to:

1. C 3.0 Demonstrate initiative and creativity.
2. C 3.0 Generate enthusiase toward people.
3. C 3.0 Adjust tu change.

"
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4. C 4.0 HMaintain self-control during trying situations. |

5. A 3.0 Believe that a positive attitude is reflecled in one's xork.

V. Interdependence of Groups

The D_E. tezcher-coordinator will develop a belief Zhat human relations
involves a2 balanced interdependence among business associates when he is
able to:

1. C 2.0 Rccognize the accomplishmenis of others.
2. C 3.C Show an interest in others.

3. C 5.0 )Xaintain harmonious rclationships with fellow employecs,
sSupervisors and managesent.

4. A 3.2 Feel that next to job performance, human relations is zn
employea”s greatest responsibility.

5. A 3.0 Belicve that the worker’s satisfactory job performance
includes nct only what ae does, but also how he influences
other people.

VI. Management®'s Role in Human Relations

The D.E. teacher-coordinator will bave the ability to relate effective-
ness as a leader in obtaining results through other peopie when he is able to:

1. C 2.C¢ Explain instructions clearly to somcone sclected to do a job.
2. C 4.0 Select the right person o do a job.

3. C 5.0 Formulate beneficial objectives toward which supervisors
can encourage cmployees to w»ork.

4. A 3.0 Believe that a supervisor should sct an example of personal
work habits and character rhich employ2es can emulate.

5. A 3.0 Feel that supervisors or managers accomplish results by
encouraging employees to work toward mutually beneficial

objectives.

6. C 3.0 Seek to place or promote employces to jobs requiring their
maximum ability.

YII. Customer Relations

The D._E. teacher-coordinator will have the ability to relate the values
of good customer relaticns to successful business when he is able to:

1. C 2.0 Describe ways to handle difficult customers.

2. C 3.0 Adapt to the personality and needs of customers.

3. C 4.0 Detect the thin line between “friendliness™ and "familiarity”
which must not be overstepped when serving customers.

4. A 3.0 Believe tkat it is the feeling of being a valued patron that
converts occasional customers into regular guests.
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5. A 3.C Feel tkat difficult customers sust be handled tactfully.

3171, Results of Effcclive Human Relations

The D_E. teacher—-coordinator xill have the abilily o relate the values
»i ood customer relations Lo successful business when he is able to:

s

ol i

L. C 3.0 Apply effective human relations 1o obltain results Lhrouxi
other people.

2. A 1.0 Recognize that good human relalions helps increase production
by stimulating interest and creativeness in cmployecs.
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3. A 2.0 Accepl tae responsibiliiy of gelling resultls througi people
by practicing effective human relations.

4. A 3.0 Feel sirongly that good human relations improve employcece
morale by ercouraging cooperztion, gcenerating happiness
and creating harmsony.

IX. Pablic Relations

The D.E. teacher-coordinator will develop a sense of value concerning
public relations shen he is able to:

1. C 2.0 Avoid misrepresentations of people, products, and policics.

2. C 3.0 Represen! the business favorably to customers and outside
business associates.

3. A 3.0 Belicve that the store’s participation in local community
events usually creates goodwill toward the sStore from Lhe
public.

4. A 4.0 Relate good human relations within a company to good public
relations.

5. A 1.0 Recognize that running an efficient storec with good assort-

ments of merchandisce at prices customers want to pay is good ]
public relations. %

X. ¥Working Environment

4 a1y

The D.E. teacher-coordinator will have the ability to ¢valuate the
importance of a pleasani working environment when he is able to:

1. C 2.0 Indicate the factors which stimulate a pleasant working
environment.
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2. C 5.0 Develop and maintain a pleasant working environment.
3. C 5.0 Build sound working relationships in “forced” associations.
4. C 5.0 Maintain an objective point of view in problem situations. ]

5. C 3.0 Use supervisory techniques which avoid creating tension in
the employee-cemployer relationships.
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XI. Principles of Motivation

The D._E. teacher-coordinator will have the¢ ability to apply the
principles of motivation when he is able to:

1. C 1.0 Define motivation.

2. C 3.9 Motivate others for top performance.

3. A1.0 Realize that human dignity is closcly connected wiih
motivation.

4. A 3.0 Belicve that motivation is closely connected with comsunication

XII. Employces’ Business Contributions

The D_E. teachor-coordinator will develiop a sense of value conceraning
omployees” contributions to business when he is able to:

1. C 5.0 Capitalize on the maximum talents and attributes of employces
both to their benefit and that of the business™s._

2. C6.0 Evaluate the abilities, interéest and performance of cmployees
in relation to possible advancement.

3. A 2.0 Assume responsibility for evaluating the abilities, interest
and performance of employees in relation to possible
advancement.

4. A 3.0 Believe that employees’ ideas often prove beneficial when
incorporated into business operations.

5. C 5.0 Stimulate the development of employees by counseling on
areas of effort which can be improved.
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OPERATIOXS AND MANAGEXENT AREA

1. Rersonal Organization

The D.E. teacher-cooréinator will have the ability Lo appraise tine zorib
of personncl organization whea be is able to:

1. c%1.0
2. C2.0

3. C€C2.0

4. <T3.0

5. A3.0

6. C2.0

Define personnel orgamization.
Explain ULhe purposces of a personncl orzanizalion.

Identi.¥ types of typical personn:] organizalions uscd by
differeni size business operalions.

Follow lines of authority set forth by a personncl organizaiien.

Fecl that a personnel organization chart, by showing lincs of
Authority, czn be am aid in maintaining zood morale.

Understand the izportance of personnel organization in pswducing
profit.

1IX Store Arrangcsent

The D.E. teacher—cocrdinator will have the ability to plan departmenis
and store merchandise arrangements in relation to floor space expense. potential
sales and profits when he is able to:

1. c1l.0

2. C2.0

3. CZ.0

4. CS5.0

Recall the factors which influence Store arrangement and lay-—
out.

Describe why impulse and convenience goods are located on
lower floors or near the entrance while staple or shopping
goods are located to the back or on upper floors.

Indicate the ways to develop department or store merchandise
arrangements in rclation to floor space expense, potential
sales and profits.

Perceive the influence of store arrangement on efficicent
and profitable operation.

Recognize operations that have utilized good principles of
store merchandise arrangements.

III. Department Layout and Stock Arrangement

The D.E. teacher-cooodinator will have the ability to organize stock
and fixtures within a department to facilitate customer service, increasec
mcrchandise protection, climinate eaployee and customer hazards and permit
case of restocking.

*shen C followed by a number is used, this designates the level of the comnitive
domain in which this objective is classified: when A followed by 2 number is used.
this designates the level of the affective domain in which this objective is

classified.
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1. € 1.0 EKecall the factors that influence department arrangemeni.

2. C 5.0 Integrate quantities of items Stocked, [loor locations,
and size of display sSpace in order to maximize net profit. |

3. A 3.0 Feel that profit contributions of producis should be a
determining factor in featuring and allocating prime display
space and locations.

4. A 3.0 Fecl that consumer buying motivations are helpful in planning
department display space allocation.

5. A 4.0 Relate department layout and stock arrangement to increascd
oroductivity.
IV. Store Policies

The D.E. teacher-coordinator will have the ability to judge the eifect
cf gplicies on operations and persornel when he is able to:

1. C 2.0 Interpret store policies and procedures to employees.

2. C 5.0 Propose those store policies that w»ill be most beneficial
to the profitable operation of the¢ business and to Store
personnel.

3. A 3.0 Feel that management, supervisors and employees require a
framework of policies and procedures within which to operate.

4. A 3.0 Believe tkat management should be fair with the formulation
of every policy and practice.

Y. Personnel Management
A. Evaluating Employees

The D_E. teacher—-coordinator will perceive that emplovee evaluation is
necessary for increased job performance when he is able to:

1. C 2.0 1Identify evaluative criteria.

2. C 2.0 Describe the use of personnel records in analyzing and
supervising employees’ work.

3. C 3.0 Evaluate employees according to store policies.

4. C 5.0 Establish standards of performance for various jobs.

¥ A 4

5. A 3.0 Feel that standards of performance must be established if
- employee efficiency is to be evaluated. ﬂ

B. Scheduling Employees

g i

The D.E. teacher-coordinator will have the ability to relate employee
morale and payroll savings to careful employee scheduling when he is abie to: 3

1. C 3.0 Effectively schedule employee working hours, lunch hours, and
reliefs.

2. C 5.0 Maintain high employee morale and work performance by care-
fully scheduling workloads.
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A4.0
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A 2.0

A 3.0

C. %work Conditiouns

The D.E. teacher-coordinator will have the ability to cvaluate salis-

13 faclory working conditions xhen he is able vwo:
) 1. C 1.0 Describe clements in a working environment that provide =
reasonably worry-Lree atmospherc.

: 2. C 2.0 Explain [actors that help enploveces develop o Sense of pride

' and sorthxhilencess in their owxn work.

H

i{ 3. €C35.0 Crcalc a working atmosphere wiicre an cuployee can develop

i a fecling of pride in Lis comp=ay and worthwhileness of o
; his work.
3 4. A 3.0 Believe that cemployees should have a part ip planning aclivities

}= which affect their working cenditions.

: 5. A 3.0 Believe that each employee should be made to fecl his cLforts

are recally appreciated.

D. Wage Payment

The D.E. teacher-coordinator will have the ability to design wage
Schedules and job classifications best suited to a business when he is able to:

Feel that wage schedules and job classifications are necessary
to a progressive business.

Feel that adequate wage schedules and job classifications
are necessary for adherence to union contracts.

Believe that salaries, commissions, bonuses and quotas have
a direct influcence on customer lreatment and interpersonal
relations of personnel.

kelate carefuly study of wage schedules and job classifications
to good personnel management.

VI. Eaployment Function

A. Employment Policies

The D.E. tecacher-coordinator will have the ability to cvaluate the nced
for policies regarding cmployment when he is able to:

Understand the qualifications stores set up for recruiting
and hiring new employces.

Determine when additional or fewer employees are needed to
accomplish desired business objectives.

Be alert to promotional and transfer possibilities among
store personnel in successfuly filling job vacancies.

Comply with state and local laws regulating the hiring of
minors, the use of women for certain jobs, wages and hours,
and health examinations.

Feel that a program for recruitment and devclopment of fulaxe
managerial personnel should be a part of evexry business.
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6. C 5.0 Create quzlifications for recruiting and employing new
employees.
B. Interviewing Procedures

The D.E. teacher-coordinator will perceive that job applicants should
be hired who will best carry out business objectives when he is able to:

1. C 2.0 Explain information to job applicant concerning the
business--its operation and policies.

2. C 3.0 Apply the qualifications stores set up for hiring new
employees.

3. C 4.0 Analyze information obtained from a job applicant.

4. C 6.0 Select those persons who are physically, mentally and
emotionally qualified for employment.

Training
A. Orientation

The D.E. teacher-coordinator will have the ability to relate adequate
employee orientation to increased work production when he is able to:

1. C 2.0 1dentify ways to sfficiently orient new employees.
2. C 3.0 Orient new employees.

3. C 5.0 Create job orientation for new employees that is friendly,
skillful and adequate.

4. C 6.0 Determire whether new employees should be retrained, trans-
ferred or released.

B. Management Training

The D.E. teacher-coordinator will have the ability to weigh the import-
ance of manag=ment training when he is able to:

1. A 2.0 Assume responsibility for training assistant managers.

2. A 3.0 Believe that time spent training assistant managers is worth-
while to the future of the business.

3. A 3.0 Feel that in preparation for management responsibilities
trainees must be willing to work and train in various
capacities within a store operation.

C. Types of Training

The D.E. teacher-coordinator will have the ability to select the most
effective method of trsining for various situations when he is able to:

1. C 3.0 Conduct effective employee training meetings.

2. C 3.0 Identify various methods of training.
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3. C 5.0 Promote group effort and spirit by condicting periodic
Store or division cmployee mectings.

4. A 2.0 Assume responsibility for the individual or group training
of salespeople.

S. 4 3.0 Feel that training courses offered by suppliers and manu-
facturers are an excellent way to train and update the
knowledge and abilities of cmployces.

D. Management's Responsibility Toward Training

The D.E. teacher-coordinator will develop the belief that efficient
workers and a smoothly functioning organization are outcomes of training
when he is able to:

-

1. € 3.0 Provide employees with adequate training.
2. C 4.0 Follox up on the effectiveness of employee training.

3. A 2.0 Accept responsibility for providing job knowledge and
incentive through training.

4. A 3.0 Believe that it is management’s responsibility for
providing job knowledge and incentive through training.

5. A 3.0 Believe that a good supervisor must also be an effective
teacher or trainer.

VIII. Store ¥aintenance

The D.E. teacher-coordinator will develop a feeling that a well-kept
store is a primary means of attracting and holding business when he is able to:

1. C 2.0 Explain the functions of store maintenance. i

2. C 3.0 Properly handle and care for store equipment and facilities. :

3. A 3.0 Feel that proper care of store equipment can help prevent -
2ccidents. :

IX. Stcrage %

The D.E., teacher-coordinator will have the ability to distinguish among
the various kinds of storage when he is able to:

1. C 1.0 Define the term storage.

. C 2.0 Describe the various kinds of storage.

2

3. C 2.0 Explain the reasons for storage.

4. C 2.0 Identify the duties of a reserve stock division.
5

. €C6.0 Select the kind of storage best suited for a particular kind
of merchandise or department.
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X. Y¥rapping and Packing

The D_E. teacher-coordinator will have the ability to re¢late wrapping
and packing to efficient operation and satisfied customers when he is adle to:

1. C 2.0 Describe the importance of properly locating wrapping and
packing units, selecting special equipment and Supplies.

2. C 2.0 Describe the purposes of Prepackaging.
3. C2.0 Explain the methods used to wrap or pack me¢érchandise purchased.

4. C 6.0 Select the best location, equipment, and supplies for
wrapping and packing.

5. A 3.0 Feel that personnel must be properly trained for adequate
wrapping and packing.

XI. Customer Services and Facilities

The D.E. teacher-coordinator will have the ability to incorporate certain
innovations into improving customer services and facilities.

1. C 1.0 Identify the kinds of customer services and facilities stores
offar.

2. C 6.0 Determine whether customer services offered are profit-
producing.

3. A 3.0 Feel that customer services and facilities build customer
goodwill and help increase sales.

4. A 3.0 Feel that customer services and facilities must be analyzed
in terms of profit.

XII. Delivery ;

The D.E. teacher-coordinator will have the ability to weigh the
influence of delivery on increased business and customer satisfaction when

he is able to:

1. C 1.0 Indicate the types of delivery systems such as independently ;
owned, central delivery, parcel post and express used by stores. ‘

2. C 6.0 Select the type delivery system best suited for a particular
retail operation.

3. A 3.0 Feel that efficient delivery service depends on accurate
recording of transactions and careful promising of delivery

dates. ]

4. A 3.0 Believe that deliery services help in promoting good public
relations for a store.

XI1II. Store Location

The D.E. teacher-courdinator will have the ability to weigh the
importance of location to the success of a business when he is able to:
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-

1. C€C 2.0 Identify the factors which influence the area and site
lccation of retail stores.

3 2. A 1.0 Realize that location of a business influences the mer—

3 chandise and/or services cffered.

. XIV. Factors Influencing Business Operations

+

; The D.E. teacher-coordinator will perceive developments and trends

; which will affect present and future business operations when he is able io:

1 1. € 2.0 Predict how local and national cconomic factors may influence
' a2 business.

: 2. C 3.0 Appnly state, federal and local laws concerning Store operations.

| 3. C 4.0 Analyze the possible customer reactions to changes in the
L store's operatiorns.

4. A 3.0 Feel that business hours should be adjusted to meet customer
buying habits.

5. A 4.0 VWeigh the necessity of certain business »isks to improve
operations and increase business.

§ XV. Store Protection
; A. Protection of Merchandise, Property and Funds

The D.E. teacher-coordinator will have the ability to incorporate
store protection measures when he is able to:

1. C 2.0 Describe policies and procedures for dealing with shoplifting.
2. C 4.0 Detect shoplifting and pilferage.
3. C 5.0 MNaintain adequate records of merchandise to control shortages.

4. 54 2.0 Accept responsibility for guarding against pilferage in order
to protect property and profits.

5. A 2.0 Assume responsibility for cautiously accepting customers’ 3
personal checks. ]

B. Protection Against Accidents and Injury

The D.E. teacher-coordirator will deveiop a feeling that every business
should take precautions against accidents and injuries when he is able to:

1. C 2.0 Explain how to take care of employees®’ and customers' accidents
in a store.

2. C 3.0 Use safety precautions that can eliminate accidents while
handling equipment.

3. A 2.0 Accept responsibility for supplying employees information con-
cerning fire and safety regulations and procedures.

- 4. A 2.0 Accept responsibility for quickly clearing empty cases and
3 cartons from aisles to prevent custcmer and employee accidents.

!
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XVI. Credit Services
A. Advantages of Credit

The D.E. teacher-coordinater will have the ability o assess thc
importance of credit when he is able to:-

1. C 1.9 Defince the term credit.
2. C 2.0 Explain the advantages of credit to a business.
3. C 2.0 Explain the advantages of credit Lo customers.

4. A 3.0 Value credit as a selling tool.

B. Terms and Conditions

The D.E. teacher-coordinator will have the ability to distinguish
among various crcdii plans, terms and conditions when he is able to-

1. C 1.0 Identify various credit plans available.

2. C 2.0 FExplain terms and conditions usually associated with
various credit plans.

3. C 2.0 Interpret credit policiec to customers when opening
accounts.

4. C 5.0 Evaluate credit policies and procedures in order to
make changes or adjustments as nceded.

S. A 3.0 Feel that salespcople must be supplied with credit
information, especially changes in credit poliicies.

C. Credit Applications

The D.E. teachzr-coordinator will perceive the need for the
efficient processing of credit applications when he is able to:

1. C 2.0 Outline credit reference information vital to the store
and the credit bureau.

MELAILLL R e

2. C 3.0 Help a customer fill in a credit application.

3. C 4.0 Analyze a credit application for acceptance or rejection
according to store requirements.
D. Billing Procedures

The D.E. teacher-coordinator will have the ability tc describe the
functions of billing when he is abie to:

1. C 2.0 Describe how to handle and record customer payments of bills.
2. C 2.0 Interpret the store's billing procedurcs.

3. C 3.0 Send out billing statements according to the store's
customer-billing op.ration.

4. C 2.0 Describe cycle billing.
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E. Collection

The D_E. teacher-coordinator will have the ability to assess tke
need for carefully handling credit collections when he is able to:

1.
2.

C 2.0
cC2.0

C2.0

C 3.0
C6.0

Explain the purposes of collections.

Describe the procedures in dealing with slow-payers or
noncollectable credit accounts.

Interpret a delinquent account to a customer keeping tkat
person’s goodwill.

Tactfully handle slow-payers or noncollectible credit accounts.

Detexrmine xkhen to take legal action with delinquent accuunts.

XVII. Expenses and Control

A. Expense Planning

Tee D_E. teacher-coordinator will have the ability to assess the value
of careful expense plancing when he is able to:

C 5.0

C>5.0
C6.0

C 6.0

Develop a business operating budget within which operations
can be realistically controlled.

Plan and organize work by means of work force budget.

Evaluate the operations of similar businesses in an attempt
to increase efficiency in one's own business operation.

Compare operating r>sults against the business's planned
operating budget.

B. Controlling Expenses

The D.E. teacher-coordinator will have the ability to evaluate the
efiect of expense control on profitable ktusiness operation when he is able to:

1.

2.

cC20

C 4.0

A 1.0

A 20

A 3.0

Explain methods for controlling expenses in order to provide
the highest possible profit.

Analyze various situations to determine the most efficient
way to accomplish a job.

Realize that expenses are an influential factor in operating
profitably.

Assume responsibil:ty for improving problem areas such as
inventory shrinkage, high personnel turnover, high variable
expenses and low margin.

Feel that small savings in some expense areas <an mean 2
substantial gain in profits.

XVIIXI. Receiving and Marking

A. Shipping
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The D_E. teacher-coordinator will have the ability to compare the¢ various
modes of transportation used in shipping merchandise from vendor to Store xhen
he is able to:

1. C 1.6 Define such tems as shipping, common carricr, vendor, and
vendee.

2. C 1.0 Identify the various modes of transportation used in Shipping
merchandise from vendor to storec.

3. C 2.0 Explain the responsibilitiecs of vendors and vendees involved
in various types of shippi. r transactions.

4. C€C 6.0 Itermine the most economical transportation route for
merchandise being shipped. %

S. C 2.0 Explain the advantages of various modes of shipping mer-
chandise from vendors to stores.
B. Receiving M¥erchandise

The D.E. teacher-coordinator will develop a feeling that efficiency ;
is essential in receiving merchandise when he is able to:

1. C 1.0 Recall procedures used in processing incoming merchandisec.

2. C 2.0 Describe the procedures in following through on non- |
delivered or lost merchandise. 5

3. C 2.0 Describe the procedures for filing claims for merchandisc
damages, shortages and overcharges on carriers or manufacturers.

4. € 2.0 Explain procedures for reporting and handling damaged mer-
chandise.

5. 4 1.0 Recognize that damaged or spoiled merchandise must be kept
at a minimum to protect the store's profit picture.

6. A 3.0 Feel that complete records should be kept of all incoming
merchandise for store protection.
C. Checking and Marking

The D.E. teacher-coordinator will have the ability to weigh the neccessity
for an effici:nt checking and marking system when he is able to:

1. C 2.0 Describe the procedures involved in checking merchandise
in against an invoice.

2. C 2.0 Describe how to operate price-marking machines.

3. C 2.0 Explain how to attach price tickets on various types of
merchandise.

4. C 2.0 Describe the procedures for handling incorrect amounts of
types of merchandise received.

5. € 6.0 Evaluate new developments in receiving, ciiecking and marking
methods angd facilities in terms of their benefits to the store.
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6. C 6.0 Decide what merchandise skould be given priority in the
checking and marking department.
D. Recordkeeping
The D.E. teacher-coordinator will have the ability to relate an
accurate bookkeeping system to efficient receiving and marking wshen he is
able to:

1. C 1.0 Define the terms used in connection with the merchandise
receiving and marking process (buyer’s order, invoice, apron,
price code, biind check, direct check, receiving record,
bill of lading. vendor and vendee).

2. C 2.0 Describe the bookkeeping and accounting process which
accompanies the receiving and marking systea.

E. Transfer of Stock

The D.E. teacher-coordinator will have the ability to summarize the
procedures for intra-store transfers of stock when he is able to:

1. C 2.0 Explain how stock is transferred to branch stores or othcr
departments, keeping it in good selling condition.

2. C 2.0 Explain how merchandise is transferred from the receiving
dock to the proper selling or stock area.
F. Returns to Vendors

The D.E. teacher-coordinator will have the ability to describe the
Procedures for making returns of merchandise to vendors when he is able tc:

1. C 1.0 Identify the reasons for returns of merchandise to vendors.

2. A 1.0 Realize that merchandise returns to vendors must be correctly
recorded in inventory control records to prevent shortages.
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PRODUCT AXD.OR SERVICE TECHNOLOGY AREA

I. JMNerchandise Inforzaticn in the Selling Process

The D_E. teacher-coordinator will have the ability to relate adequate
nerchandise or service information to efficient sclling xhen he is able to-

1. C*2.0 Interpret produckt features in Leras of benefits to customers.
2. € 2.0 Translate merchandise label information into selling points.

3. C 3.0 Usc merchandise information as a tool for opening a sales
conversation with a customer.

4. C 3.0 Use size, color, style and price information when selling
merchandise.

5. A 3.0 Fecl that merchandise information is necessary in order to
answyer a customer’s questions satisfactorily.

6. A 1.0 Realize the importance of adequate merchandise knowledge
in telephone sclling.

JI. Sources of Merchandise Information
A. JMerchandise and Labels

The D.E. teacher-coordinator will have the ability to appreciate
merchandise handtags, labels, cte., as Sources of merchandise information
when he is able to:

1. C 2.0 Interpret merchandise information found on the merchandise
itself, bhandtags and labels. lcaflets, box covers and price
tags.

2. C3.0 Use stamps., tags. wrappers, etc.. attached to merchandise
to belp a customer buy intelligently.

3. C3.0 Use the information found in merchandise directions or
services guides xhen assembling a product or servicing goods .

4. A 1.0 Realize that labels taking the form of tags, stamps, wrappers,
etc., ide:tify products as to their content.

B. Others

The D.E. teacher-coordinator will have the ability to judge the usefulness
of various sources of merchandise information when he is able to:

1. C 3.0 Use trade journals to supplement product, service, merchandise
and business trend information.

2. C 5.0 YVisualize how merchandise information can be presented while
handling and using merchandise.

*When C fcilowed by a number is used, this designates the level of the cognitive
domain in which this objective is classified; when A followed by a number is used,
this designates the level of the affective domain in which this objective is classified.
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3. 34 2.0 Acsume resnneihiljty for training and retraining smnlavees
with product knowledge.

4. A 3.0 Feel that a familiarity with trade journals will supplement
product. merchandise and service irformation.

5. A 3.0 Feel that customers, competitors, sales representatives,

producers, fellow sales employees and supervisors are
valuable sources of merchandise information.

I1I. Merchandise Facts Found in Advertising

A. Merchandise Information from AdsS

The D.E. teacher-coordinator will bave the ability to c¢valuate the
usefulness of information gained from advertising when bhe is able to:

1. C 1.0 Identify the uses of advertising information to the sales-
person.

2. C 3.0 Use merchandise information gained from an advertisement
during a sale.

3. C 4.0 Detect useful merchandise information in advertisements.
4. C 6.0 Select merchandise information from advertisements needed
in particular selling situations.
IV. Use of Merchandise
The D._E. teacher-coordinator will bhave the ability to determine the uses
of specific merchandise and differences between similar articles so that

merchandise may be selected to meet 2 customer's needs when he is able to:

1. C 2.0 1Identify the ways to show that an item of merchandise is
suited for the purpose the customer has in mind.

2. C 2.0 Explain customer benefits that accompany merchandise selling
features.

3. C 5.0 Incorporate uses of specific merchandise into sales presentations.

V. Relationship of Merchandise and Service Technology to Effective Job Performance

The D.E. teacher-coordinator will have the ability to relate merchandise
and service technology to effective job performance when he is able to:

1. C 2.0 Explain the procedures a customer must follow to apply for
and obtain a national credit card.

2. C 3.0 Quote accurate delivery dates and charges to customers.

3. C 4.0 Analyze each customer’s size requirements since sizes vary
according to manufacturers and price lines.

4. C 4.0 Determine the easy to wrap a customer’s purchase according
to size, shape and weight of the item purchased.
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Y. Guarantcees and ¥arraniics

The D.E. tcacher—coordinator xill develop a feeling that merchandise
quarantees and warrantics are necessary aten be i3s able to:

1. C 1.0 Recall merchandise guarantees and dircectlions that protect
both the custoxer and the store.

2. C 2.0 Interpretl merchandise guarantees and directions desizned
to protcecl the customer.

3. C 3.0 Use smerchandise guarantcees and direclions when selling.

4. A 1.0 Realize that merchandise quarantees and directions protect
both the customer and the store and help increase sales.

VII. New Materials and Trends
The D.E. teacher-coordinator will have the ability to appraise the
benefits derived from keepiag abreast of producl trends and innovations
when he is able to:
1. € 1.0 Describe substitute itens fhat are used for formerly well-
knowxn products, what they are substitutes for and superior
points of the substitules.

2. C 1.0 Describe current merchandise fashion trends, product innova-
tions. clc.

3. C 3.0 Suggest Lo customers nexly developed merchandise shich can
be substituted for formerly used merchandise.

4. C 4.0 Analyze a product in re¢lation to current trends such as
fashion or Style. innovations and novelty appeal so that
a better job of selling can be done.
5. € 5.0 Incorporatc current fashion trends, product innovations,
etc.. intc¢ sales presentations.
VIII. Standards. Grades and Labels
The D.E. teacher-coordinator will have the ability to forxalate a concept
concerning the protective measures behind standards, grades and labels when
he is able to:
1. C 1.0 Recognize grades expressed cither by letters or words.

2. C 2.0 Interpret governmental, state and local lawxs regarding standards.

3. C 3.0 Usec grades and standards as sclling points in answering a
customer’s questions.

4. C 6.0 Evaluate the effectiveness of protective measures behind
standards, grades and labels.

5. A 1.0 Realize that standarization provides a basis for grading and
aids customers in buying to suit the needs.
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IX. Agencies Protecting the Consumer

The D.E. teacher-coordinator will have the ability to judge the value
of agencies protecting the consumer when he is able tc:

1.

2.

C1l.0

C1l.0

C 2.0

C2.0

C6.0

Identify the various agencies that give protection to the
customer in his buying.

Recall the provisions in the Pure Food, Drug, and Cosmetic
Act.

Interpret the protective provisions offered by various
agencies to customers.

Interpret Federal Trade Commission protective measures as
they apply to various products.

Evaluate the effectiveness of the Pure Food, Drug, and
Cosmetic Act in consumer protection.
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MERCHAXDISING AREA

I. Retail and/or Cost Method of Inventory

The D.E. teacher-coordinator will bhave the ability to form judgments
regarding the use of cither retail or cost method of accounting when he is
able to:

1. c*2.0 Identify the elements involved in the retail method of
accounting.

2. C 2.0 Interpret the cost method or the retail msethod of inventory.

3. C 4.0 Analyze such elements as retail reductions. cost of goods
sold and total merchandise handled involved in the retail
method of accounting.

4. A 3.0 Prefer either the cost method or the retail method of
accounting.

IXI. Terms, Dating, Discounts

The D.E. teacher-coordinator will have the ability to compare the bene—-
fits of various vendors’ terms and discounting policies when he is able to:

1. C 1.0 Recall tne usual or typical discounts and terms offered by
manufacturers in various markets.

2. C 2.0 Interpret vendors’ terms and discounting policies.

3. C 3.0 Use the discounts offered by manufacturers in merchandising
a department profitably.

4. A 3.0 Feel that cash discounts received from minufacturers greatly
influence policies.

III. Selling Floor Responsibilities

The D.E. teacher-coordinator will develop a strong feeling about a
buyer or department manager's selling floor responsibilities when he Zis
able to:

1. C 2.0 Indicate the tasks to be performed regularly by the buyer.

2. A 1.0 Recognize that time spent on the selling floor helps maintain
a customer contact necessary for a good merchandising job.

3. A 2.0 Recognize the importance of engaging in selling floor activities
to maintain customer contacts necessary for a good merchandising
Jjob.

4. A 3.0 Value the role of the buyer or department manager in supervising
the selling of merchandise and further developing salespeople.

5. A 4.0 Relate frequent branch store visits to profitable merchandising.

*When C followed by a number is used, this designates the level of the cognitive
domain in which this objective is classified; when A followed by a number is used,
this designates the level of the affective domain in which this objective is classified.
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IV. Model Stock Plans

The D.E. teacher-coordinator will have the ability to incorporate
model stock plans into successful merchandising when he is able to:

1. C 1.0 Recall the uses of model stock plans.
2. C 4.0 Interpret various factors in a model stock plan.

3. A 3.0 Feel that the buyer must be kept informed regarding low
quantity of staple stocks.

4. A 3.0 Feel that by maintaining regularly scheduled deliveries of
basic stocks, the buying responsibility is eased.

Y. Seasonal Merchandise Planning

The D.E. teacher—coordinator will have the ability to prepare seasonal
merchandise plans when he is able to:

1. C 1.0 Describe the procediires used in preparing merchandise plans
by seasons.

2. C 2.0 Interpret current trends such as sales and customer buying
habits when preparing seasonal merchandise plans.

3. C 3.0 Employ information regarding €conomic indicators to forecast
expected sales.

4. C 4.0 Analyze seasonal merchandise plans regarding predicted and
actual performance.

5. C 4.0 Analyze past sales records when planning future sales and
purchasges.

YI. Open-to-buy

The D.E. teacher-coordinator will have the ability to incorporate
open-to-buy into successful merchandising when he is able to:

1. C 1.0 Define the term open-to-buy.

2. C 2.0 Identify the factors which influence open-to-buy.
3. C 4.0 Discover those factors increasing or decreasing open-to-buy. ]
40

C 4.0 Compute open-to-buy.

YII. Pricing Merchandise
A. Low Level a

The D.E. teacher-coordinator will understand merchandise pricing when
he is able to:

1. C 1.0 Outline the factors in addition to the cost price which affect
the retail price merchandise.

2. C 1.0 Describe a store's price-line structure and pricing policies.
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3. €1.0 Reccall federal and state laws applicable to pricing.

4. C 2.0 1Identify the ways prices psychologically affect customers.

B. High Level

The D_E. teacher-coordinator will have the ability to relate the inm-
portance of careful merchandisé pricing to profitable merchandising when
he is able tec:

1. C 3.0 Usec a store’s price-line structure and pricing policies
when buying and pricing merchandise.

2. C 4.0 Analyze the cffect federal and state laws have on pricing
ncrchandise.

3. C 4.0 Detcect the ways prices psychologically affect customers.

4. C 5.0 Visualize the influence of factors, in addition to cost
price, which affect the retail price of merchandise.

VIII. Price Changes

The D.E. teacher-coordinator will have the ability to e¢valuate the
necessity for merchandise price changes when he is able to:

1. C 2.0 Interpret the store’s procedures for changing retail prices
up or down.

2. C 3.0 Take advantage of scasonal price changes in products. pricing
items promotionally at the most advantagcous times.

3. A 1.0 Be alert to incorrectly priced items since prices change
frequently and quickly.

4. A 2.0 Accept the responsibility of checking for spoilage and damage
to either dispose of or reduce the price of merchandise.

5. A 3.0 Feel that quickly reducing distressed or damaged merchandise
can often prevent lost profits.

IX. Unit Inventory Control
A. Purposes of Unit Inventory Control Records

The D.E. teacher-coordinator will have the ability to assess the need
for maintaining unit inventory control records when he is able to:

1. C 5.0 MNaintain an accurate record of the supply of merchaadise
on hand or amount to reorder.

2. A 3.0 Believe that unit inventory control systems must be kept
up-to-date if they are to be useful in planning and making
purchases.

3. A 3.0 Value a balanced stock as a basis for proiitable merchandising.

4. A 2.0 Believe that stock control errors or lcsses affect company
profits.
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B. Stock Counts

it The D.E. teacher-coordinator will have the ability to deteramine the
necessity for accurate merchandise stock coun:cs when he is able to:

1. C 1.0 Outline the procedures involved in a merchkandise count.

3 2. C 3.0 Take accurate stock counts of merchandise for ordering,
inventory, or correcting unit-control books.

3. C 6.0 Incorporate stock counts to assure depth of stock in wanted
merchandise.

4. C 2.0 Recognize the importance of engaging in scheduling stock
counts to assure depth ¢f stock in wanted merchandise.

S. A 3.0 Believe that stock counts should be taken for inventory-
control purposes and for ordering purposes.

C. Uses of Information from Unit Control Systems

The D.E. teacher-coordinator will have the ability to judge the
worth of information from unit inventory control systems when he is able to:

1. C 2.0 Describe the uses of information available from unit inventory
control systems.

2. C 2.0 Interpret information from unit inventory control system.

1
W‘ 3. C 3.0 Predict trends in price lines, colors, styles, sizes, etc.,
from unit control records.

4. C 4.0 Detect developing trends from unit control records.

C 5.0 Incorporate unit inventory control information into buying
plans.

ol
.

D. Sources of Unit Control Information

The D.E. teacher-coordinator will have the ability to maintain unit j
control records by using information from various sources when he is able to: ]

fe

1. C 2.0 Recognize the use of ticket stubs, invoices, and other control
forms in keeping merchandise classification records.

2. C 3.0 Keeps merchandise classification records by using ticket
stubs, invoices and other control forms.

|
3 3. C 4.0 Choose the information from ticket stubs, invoices and other
1 control forms needed to keep merchandise classification records.

X. Market Responsibilities

f? The D.E. teacher-coordinator will have the ability to assess the importance
ik of the buyer's market responsibilities when he is able to:

13 1. C 2.0 Describe the ways to use a resident buyer or buying office
to the best advantage.
{
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2. C 6.0 Decide on siyles, quantities, colors, sizes, delivery dates,
ctc.. while working “in the market™ which will belp fulfill
the nceds of the predetermined merchandise plan.

3. A4 3.0 BEelicve that a good market reputation is a priceless assct
for a buyer.

4. A 3.0 Feel that pre-planning and systematic working while in the
market arc necessary to make a buying trip advantagcous.

XI. Buying for th2 Custoner

The D.E. teacher-coordinator will develop the belief that the custoner
is the determining factor when buying merchandisce for a department or a store
when he is able to:

1. C 2.0 Interpret consumer demand as it applies to the merchandise
in the selling department.

2. A 3.0 Value customer demand vhen selecting and buying merchandise.

XII. Promotional Responsibilities

The D.E. teacher-cc- dinator will have the ability to rclate the careful
planning of promotional activities to successful merchandising when he is able
to:

1. C 4.0 Recognize ways to stimulate sales with timely advertising,
markdowns, special sales and sales force incentives.

2. C 5.0 Develop departmental advertising plans for a coming <eascn.

3. C 5.0 Formulate preliminary promotional plans when purchasing mer-
chandise for resale.

4. A 2.0 Accert the responsibility of discovering "hot items™ and
following up with additional merchandising and promotional
activities.

5. A 2.0 Accept that business image helps determine the proportion
of promotional activity versus staple merchandise appeal
that should be developed.

6. A 3.0 Be devoted to considering packaging possibilities when
buying merchandise.

XIII. Complete Stock Assortments

The D.E. teacher-coordinator will have the zability to relate complete
stock assortments to increased sales volume when he is able to:

1. C 4.0 Recognize related items which can be bought to help maximize
sales of basic stock items.

2. C 4.0 Recognize when reorders should be placed to assure depth of
stock in wanted merchandise.

3. A 2.0 Asssue responsibility for maintaining complete assortments
of wanted merchandise to stimulate best sales.
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XIV. M¥Market and Trend Information

The D.E. teacher-coordinator xill have the ability to evaluate the
usefulness of market and trend information when he is able to:

1.

2.

3.

4.

C 4.0

C6.0

A20

4 3.0

Detect trends through trade journals, central buying office
aids, etc.

Deterxine the influence of trends noted by trade journals,
etc., on the local market.

Engage in keeping informed of products and lines of merchandisc
which can be valuably used by the rotailer.

Feel that manufacturer representatives are a source of market
information.

XY. Competitive Market Conditions

The D.E. teacher-coordinator will have the ability to weigh the influence
of competitive market conditions on a business when %e is able to:

1.

2.

3.

C2.0

C 4.0

A 3.0

A 40

Identify coxpetitive conditions in the market area which
a store serves.

Analyze the effects of certain competitive market conditions
on a business.

Believe that merchandise must be bought and sold at competitive
prices if a store gets its share of the business in its market
area.

Relate competitive prices to a successful share ¢f 2 market
area.

XVI. PFactors Influencing Buying Decisions

The D.E. teacher-coordinator will have the ability to make adequate
comparisons of factors influercing buying decisions when he is able to:

1.

2.

3.

4.

C 4.0

6.0

C6.0

2 3.0

Choose between various styles, quzlities, and prices when
buying merchandise for a particular classification.

Compare qualities, styles, wnd prices when buying merchandise
for a classification.

Compare merchandise costs, transportation rates and discounts
when buying rerchandise.

Believe that salability, comparative market value, competitive
elements, stock-on-hand and stock-on-order must be considered
before buying merchandise.
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ECONOMICS AND MARKETING AREA

I. Definitions

The D_E. teacher—-coordéinator will demonstrate the ability to define
teras unique to marketing and economics wxhen he is abie to:

1. C¥1.0 Definc terms associated with retailing, wholesaling and ser-
vice fields.

2. C 1.0 Defince terms assdciated with economics.

3. C 1.0 Definc terms identified with legal Slructures of business
orzanizations.

II. Goals

The D_E. teacher-coordinator will formsulate a philosophy of the
American private enterprise system when he is able to:

1. C 2.0 Explain the goals of the ¥estern cconomic SyStem.

2. C 2.0 Explain the freedoms insured by the American capitalistic
system.

3. C 2.0 Explain the relationships between the ideas of an American
democracy and the personal requircsents in a2 mass distri-
bution system.

4. C 4.0 Compare the major economic systems of the World.

5. C 2.0 Explain the responsibilities that business has to society
in the American economic system.

I1X. Economic Resources

The D.E. teacher-coordinator will identify economic resources when he
is able to:

1. C 1.0 Recall the cconomic rescurces of a country.

2. C 2.0 Explain tha role of the entreprencur in the organization of
resources.

3. C 2.0 Explain the influence »f research and development on the
economy.

IV. The Market

The D.E. teacher-coordinator will value the Market as the focus of
the American economy when he is able to:

*when C followed by a number is used, this designates the level of the
cognitive domain in which this objective is classified; when A followed by a
number is used, this designates the level of the affective domain in which this
objective is classified.
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1. C 1.0 Reccall the make-up of marketls.

2. C2.9 Explain the effect of market conditions on production and
consunption.

3. C 2.0 Explain the multiplier effeci of the volume of retail trading
on other channels of distribution and on production.

4. C 2.0 Explain the functions of marketing.

Y. Influences on Prices

The D.E. teacher-coordinator will formulate a concept coacerning prices
when he is abie to:

1. C 2.0 Explain the relationship of supply and demand.
2. C 2.0 Identify factors that influence demand.
3. C 2.0 I1dentify factors that influencec supply.

4. C 2.0 Identify factors that reduce prices.

VI. The Role of the Individual

The D.E. teacher-coordinator will formulate a concept of the role of
the individual in the American economy when he is able to:

1. C 1.0 Recognize the value of free career choices.

2. C1.0 Recognize the value of the individual worker in American
economy .

3. A 3.0 Strongly agree that cconomic decisions are influenced by the
individual’s social philosophy and economic convictions.

4. C 1.0 Recognize the importance of saleable skills of individuals
in a2 dynamic economy.

VII. The Role of Government

The D.E. teacher-coordinator will explain the role of government in
the American economy when he is able to:

1. C 2.0 Explain the objectives of government regulations in the
field of marketing.

2. C 2.6 I1dentify factors influencing the passage of antitrust laws.

VIII. The Role of Financial Institutions

The D_E. teacher-coordinator will comprehend the role of financial
institutions in the economy when he is able to:

1. C 2.0 Explain the regulatory function of the Federal Research
Systemnm.

2. C 2.0 Explain the influence of financial institutions on purchasing
power of individuals or firms.
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IX. The Role of Profits

The D.E. teacher—coordinator will value the role of profits when he

is able to:
1. C 2.0
2. C2.0

3. Cc2.0

Explain the contribution of profits to the zroxth of a business.

Explain the effect of the profit motive on the efficient
use of resources.

Explain the influence of the profit motive on the way goods
are produced.

X. The Role of Competition

The D.E. teacher-coordinator will comprcherd the effect of competition

in the American

1. C1.0

2. c2.0
3. C20

private enterprise system when he is able to-

Recognize the cffect of competition on the scarch for new
ideas.

Identify the values of competition.

Explain competition as a regulator of economic activities.

XI. Principles of Distribution

Tne D.E. teacker-coordinator will comprehend some principles of
cdistribution when he is able to:

1. C2.0
2. A3.0

3. C1.0
4. A3.0

5. 43.0

6. C1l1l.0

7. C1.0

8. C2.0

Explain the importance of the one-price principle.

Feel strongly that the man who makes tie product must be
one of its major consumers.

Recognize the importance of a free but competitive press.

Feel strongly that advertising is one of the Strongest
forces in the economy.

Value fashion as a powerful economic eclement in the distribution
cycle.

Recognize the importance of consumer credit to the mass
distribution of goods.

Recognize the importance of consumer services in the sale
of such items as applicances aad automobiles.

Explain the importance of a rapid and efficient transportation
system to mass distribution.
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SUMNARY XVIX

This chapter has presented educational objectives Lo develogr the tecihnical
teaching competencies identified in the first phase of this sitludy.

They were grouped around the following categorics: selling, display,
advertising, communicaiion, nathematics, hunen relations, operation and WANC-
ment, product and/or service lechrology, merchandising and ccononics and aarkeLing.

A teminal cbjective with a2 group of enabling objectives was stated for cach
topic. If the enabling objectives wxere accomplished, il was assumed, Lhe Lerninal
objective would be attained.

A code number for cither the cognitive or affeclive domain xas indicaled for
cach enabling objective.
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CHAPTER XVIII
SUMNARY

The Problem

The purpose of Phasc II of ihe study was to construcl cducational objectives
to develop professional and lechnical competencies included in the competency
pattern for the job of the distributive education teacher—coordinator.

Specifically the objectives were:

1. To construct and cvaluate educational objectives to develop
professional competegrcies needed by the distributive education
teacher-ccoordinator.

2. To construct and evaluate cducational objectives to develop

technical competencies needed by the distributive education
teacher—coordinator.

Procedures

A feature of the design of this phase of the study was the use of nationally
recognized experts as consultants. Professor Warren deyer, distributive teacher
educator, University of Xinnesota, and Dr. Harland Samson. teacher cducator. Univer-
sity of ¥Wisconsin, served as a2 Committee of Consultants to assist in determining
the form in which the objectives would be constructed and to evaluate samples of
the tentative lists of professional and technical objectives before and after they
were presented to other consultants. Dr. Larry ¥eber. specialist in ceducational
psychology. Virginia Polytechnic Institute, Served as a consultant concerning the
teaching-learning process and adolescent human growth and development.

The investigators first reviewed the literature and research related to the
constructional of educational objectives and to their use in curriculum construction
and the teaching-learning process.

After careful consideration of the alternatives with the Committcee of Con-
sultants, a decision was made to group the objectives around topics within cach
of the major categories into which the professional and technical competencies
had previously been organized. It was further agreed to state a terminal or
ultimate objective with a group of enabling objectives for each topic. It was
also agreed that the degree of complexity of cach enabling objective would be in-
dicated by a code number for tke categories in the cognitive and affective domains
even though no effort would br: made to evaluate this classification. Since the
objectives developed in this phase of the study would provide Lhe basis for further
study in a proposed Nationai Distributive Teacher Education Seminar it was felt
that the objectives should be stated in rather broad terms.

Based on these decisions, the investigators prepared a tentative list of ecduca-
tional and technical objectivas. A selected portion of each set of objectives was
sent in the form of a questionnaire to each of four consultants who had previously
participated in the evaluatiorn of selected professional competencies and to cach of
five consultants who had previously evaluated selectad technical compctencices. The
consultants evaluated the list of objectives in terms of appropriateness, clarity and

completeness.

The objectives were revised on a2 basis of the evaluations of the consultants.

Conclusisons and Recommendations

Educational objectives may be constructed at varying levels of specificity.
depending upon the use to be made of the objectives. Since the objectives con-
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structed in this phase of the research were to serve as a basis for further study

. and to serve as a guide to distributive teacher educators throughout the nation,

1 . they were constructed in rather broad terms. The statement of a terminal objectlive -
3 for cach topic provides ihe teacher 2ducator an indication of an ultimate objective.

the attainment of which may not be accomplished without a series of courses and/or
experiences. Each enabling objective may become a terminal objective for a lesson. -
or series of lessons. Additional emnabling objectives should be constructed ithat

would include subject matter required to accomplish the objective. Objectives

constructed in this phase of the study provide a basis for designing learning ex-
periences, including test items.

Consideration should be given to the following recommendations:

1. Distributive teacher educators should designate the professional
objectives to be included in courses of study either presently
offercd or recommended to be offered. An indication should be
made as to the level of instruction (undergraduate——graduate;
beginning—-advanced).

2. If the objective indicates the application levels, provision should
be made for off-campus experiences, if necessary, to accomplish the ;
objective.

3. Each professional objective should be further refined to indicate
the specific objectives desired by the individual teacher educator
for a particular situation. -

4. Distributive teacher educators should communicate with appropriate
personnel in other departments at the institution concerning the
technical objectives. If it is determined that certain technical
objectives may not be accomplished by other departments. the dis-
tributive teacher educator should devise a2 means of accomplishing
them through the distributive teacher education curriculum.

5. Further research should be conducted to determine the most effective
means of accomplishingz the objectives identified in this phase of
the study.

ke e e S L s er
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CHAPTER XIX

THE NATIONAL DISSEMINATION AND INTERPRETATION
SEXINAR IN DISTRIBUTIVE TEACHER EDUCATION

Introduction

The National Dissemiznztion and Interpretation Seminar in Distributive
Teacher Education was held at the Donaldson Brown Continuing Education Center.
Virginia Polytechnic Institute, Blacksburg. Virginia, August 25-30, 1968. The
Seminar was designed to provide an opportunity for selected distributive tecacher
educators to become thoroughly familiar with the findings of the first two
rhases of the research project, "A Competency Pattern Approach to Curriculum
Construction in Distributive Teacher Education® and to provide instruction in
the curriculum process to the end that tke research findings might be put to
use more effectively.

Need for the Seminar

The ultimate purpose of the research study, A Competency Pattern Approach
to Curriculum Construction in Distributive Teacher Education,” was to provide
a2 basis for developing distribative teacher education programs—-both pre-service
and in-service. In the first phase of the study a competency pattern for the job
of the distributive education teacher-coordinator was constructed. The compe tency
pattern included a philosophy of distributive education, the critical tasks of
the distributive education teacher-coordinator, and the professional and technical
competencies needed by the teacher—-coordinator to perform the agreed-upon tasks.
In the second phase of the study educational objectives to develop the professional
and technical competencies identified in Phase I were constructed.

A four-volume report of the first phase of the study was distributive to all
participants in the study and to all new distributive state supervisory and
teacher education personnel. However, one of the difficulties of disseminating
research findings is the difficulty of communication by means of the printed word
the full meaning of the results of the study. In order that distributive teacher
educators might use the results of this research in constructing and re-constructing
distributive teacher education curriculums, it was felt that a group of strategic
distributive teacher educators should have the opportunity to hear an interpretation
of the findings and to have face-to-face discussions concerning their implications.

Objectives
The specific ckjectives of the Seminar were:
1. to provide participants with an interpretation of the research
findings from the first and second phases of the study, "A
Competency Pattern Approach to Curriculum Construction in Dis-

tributive Teacher Education.™

2. to provide instruction concerning the process of curriculum con-
struction.

3. to demonstrate, through individual and group participation, the
process of curriculum development.

Procedures

A Planning Committee composed of selected members of the Committee of Con-
sultarts who had worked throughout the first and second phases of the research
assisted the project staff in selecting applicants for the Seminar and in planning
the Seminar program.
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A tentative invitation was extended to the head teacher educator in one in-
statition in each state which had a distributive teacher education program. In
some States where there was more than one distributive teacher education progran
the Distributive Education state supervisor was consulted by telephone concerning
the choice of the participant from that state. The invitation, together with a
brochure, was mailed to the selected participants. (A copy of the invitation and

brochure is in the Appendix.)

A memorandum was mailed to each state supervisor to make the supervisors aware
of the conditions under which the Seminar was to be held and to let each super-
visor know the name of the teacher educator from nis State invited to attend.

(Sce Appendix for copy of memorandum of May 16, 1968.)

Program

The program was designed to provide the participants with an interpretation
of the findings of the first two phases of the research study, to provide instruc-
tion in the curriculum process, to give an opportunity to learn how to use the
research findings in curriculum construction, and to suggest possibilities for
further research. Dr. Calvin Street, Director of Institutional Research. MNemphis
State University, gave the keynote speech, “Philosophy--the Foundation oi the
Competency Pattern.” Dr. Street was one of the researchers who originated the
Competency Pattern as an approach to the improvement of preparaticon programs in
educational administration.

The writer, as principal investigator for the research project. gave an
interpretation of the research findings. She was assisted by Miss Rebecca
Hawkins, assistant project director.

Dr. Philip W. Tiemann, Head, Course Development Division, Office of Instruc-
tional Resources, University of Illinois at Chicago Circle, s2rved as visiting
scholar throughout the week. Dr. Tiemann presented papers on each phase of the
curriculus process. Dr. Susan Markie, Head, Programmed Instruction Division,
Office of Instructional Resources, University of Illincis at Chicago Circle, and
Dr. Tiemann collaborated in the presentation of a film and slide presentation
they had developed to portray the curriculum process.

Professor Warren G. Meyer, Distributive Teacher Educator, University of
Minnesota; Dr. Harland Samson, Teacher Educator, University of ¥isconsin; and
Dr. Neal Vivian, Teacher Educator, Ohio State University, presented papers
directly related to the implications of the research findings to distributive

teacher education.

Miss Mary Marks, Program Officer, Distributive Education and Dr. Mary Lee
Hurt, Research Specialist, U.S. Office of Education, served as program consultants.
Miss Marks also served as a member of a reactor panel concerning the implications
for further research and Dr. Hurt gave some guidelines for organizing 2 distri-
butive teacher education curriculum.

Participants were assigned to two task force groups: one to consider findings
related to professional competencies of the distributive education teacher-
cooirdinator; the other to the findings regarding the technical (subject matter)
competencies of the distributive education teacher-coordinator. Consultants
who had evaluated competencies in Phase I of the study and educational ob-
jectives in Phase II of the study served as consultants to the task force groups.
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There were eighteen task force groups assigned to the following areas of
concers:
Professional Technical
Group 1: Teaching--Curriculum Development Operation and Management
Consultant—-Harland Samson Consultant--James Bikkie
Groip 2: Teaching--Human Growth and Development Selling
Consultarit--William Runge Consultant—-Richard Aimarode
Groap 3: Teaching--Learning Process Advertising
Consuitant--Larry Weber Consultant--Raymond Dannenberg
Group 4: Teaching--Methods Merchandising
Consultant--James Bikkie Consultant--Harland Samson
Group 5: Guidance Display
Consultant--Warren Neyer Consultant--Adrian Trimpe
Group 6: Coordiration Human Relations
Consultant--Raymond Dannenberg Consultant--Rebecca Hawkins
Group 7: Public Relations Product or Service Technology
Consultant--Rebecca Hawkins Consultant--¥illiam Logan
Group 8: Administration Communications
Consultant--William Logan Consultant--¥illiam Runge
Group 9: Administration of Adult Education Economics and Marketing
Principles of Vocational Education Consultant--William Runge

Consultant--Adrian Trimpe

Each task force group was provided a section of the educational objectives
that had been constructed in Phase II of the study. Members of the task force
groups used the objectives as a basis for selecting subject matter, designing
learning experiences and constructing evaluative items concerning a particular topic.
Since the emphasis in the task force groups was on the process rather than on the
product, participants were instructed to provide illustrations of the various
steps in the curriculum process rather than to develop a comprehensive report.

Su-narz

The National Dissemination and Interpretation Seminar was conducted for a
select group of distributive teacher educators in order to interpret the findings
of the first two phases of the research study, "A Competency Pattern Approach to
Curriculum Construction in Distributive Teacher Education' and to provide in-
struction and practice concerning the use of these findings in developing distri-
butive teacher education curriculums. The Seminar program featured nationally
recognized experts in curriculum construction and provided an opportunity for
the participants to. work with the research findings in practice sessions under
the leadership of consultants.

Papers given during the Seminar, in the order of their presentation, are
included in Chapter XX. No paper is included for the topic, "Pertinent Findings
of the Research Study, A Competency Pattern Approach to Curriculum Construction
in Distributive Teacher Education.” The interpretation of the findings was
based on the four-volime report of Phase I of the study and on mimeographed
copies of professional and technical objectives provided the participants at
the Seminar. These objectives are included in pages 1195-1266 of this report.
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CHAPTER XX

SEMINAR PAPERS

Included in this ckapter are the par-rs presented at the National Dis—
semination and Interpretation Seminar ir Yistributive Teacher Education
Curriculum Development.

The papers focus on the curriculium process and include a treatment of the
following topics:

Philosophy as the Foundation of the Competency Pattern

»
4
“
M
i
E
‘

Deriving Behavioral Objectives
Evaluatior in Terms of Behavicral Objectives

Evaluation in Terms of Performance

Attitudes: Objectives and Evaluation

Designing Learning Experiences: The Nedia Selection Problem

Learning Experiences in Distributive Teacher Education

Innovation and the Spectre of High Cost for Short-Term Gain

The Development of a Suggested Matrix for Distributive Education Researck

E The reader will note that the papers provide a philosophical framework in

: which to consider the research findings; instruction concerning educational ob-
Jjectives, learning experiences and evaluation devices; and suggestions for further
research based on this research study. The authors reflect the points of view of
nationally recognized experts in educational administration research, curriculum
development, distributive teacher education and distributive education research
design. Their papers made a significant contribution not only to the Seminar but
to educational literature concerning the curriculum process.
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PHILOSCPHY AS THE FOUNDATICN OF THE COMPETEXCY PATTERN

Calvir Street, Director
Institutional Research
Memphis State University

It attempting to dezl with broad topics such as this —-- "Philosophy as the
Foundation of the Competency Pattern” -- we always have to draw up some boundaries
and limits. Otherwise, we finé ourselves in the position of covering the worid
in general and 7very little in particular.

Thus, in looking at philosophy as it relates to the competeacy pattern, and
I might add, as the competency pattern relates to philcsophy, the mattier scens to
fall rather neatly into two major areas of consideration--—each of rlhich are philo-
sophiczl in nature and, in a very real sense, foundatiomal to the understanding

and use of the competency pattern.

(1) The first of these two sajor philosophical considerations is the philo-
sophy of the pattern idea itself. This, of course, is an attempt to answer such
questions as. "Why are we concerned with patterns in the first place?” “¥hy do
we think that the competency pattern is an example of a good and productive pattern?”

(2) Secondly, it turns out, interestingly enough, that as we get intc the
business of constructing a2 model pattern, which is representative of competent
Luman behavior, we find that phiiosophy and theory are dynamic eiements within
such a pattern. )

So you see we are concerned with the philosophy of the pattern and the
philosophy in the pattern. First, I would like to describe some of the theory

and philosophy of the pattern.

What is Comp2tent Behavior?

Man's concern witl _ompetence, Lis own as well as that of others, is by no
means 2 new concern. It has always been, and I may hazard the guess, that it
always will be, an important factor in any future Society that may develop. Our
present day preoccupation with schools and education is, simply stated, a concern
for competence in ourselves, our children, and, in a very real sense, all the
people of the world.

Man's first attempt a* describing the ideals of competent behavior took the
form of Statements of important principles. The Decalog is probably the prime
exaaple of this. ¥=2 in education have from time to time had a go at the game too.
I am sure you all recall the seven cardinal objectives of education, enunciated
about the time of World ¥War I.

Wocational competence was one of these--and I will agree that it is an im-
portant and necessary one. However, taken at face value, it says that if a person
wants to try a career as a counterfeiter, we are obligated as educators to help -
him become vocationally competent. Perhaps the curriculum should contain courses
entitled, Counterfeiting I, Advanced Counterfeiting, Art As It Applies to Large
2ills, Green Ink In Photo Engraving, etc.

At this point, I hope that you are thinking, "Well that’'s silly; everyone
understands that "Vocational Competerce” means being competent ir moral, etkical,
and socially motivated ways.” And, you 2r: exactly right. These things are
"understood.” Put sometimes the understandinsc get buried so deeply under the
mass of how-to-do-it items that thev lose their efifectiveness. The competency
pattern is aimed at preventing this burial of “understanding.” It aims at seeing
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that every what-do-you-do item confronts a series of why-do-you-do-it-in-the-first-
place? questions bdcfore a bo:bdo—sou-do:iieis approved for the curriculusn. The
competency pattern, just as the name implies, attempts to do this through the for-
mation of patterns of behavior.

Patterns Imply a Use of Philosophy

As many of you know, the competency pattern came about in response to a problen
which was causing considerable concera in our efforts to establish a curriculum
Zor the preparaation cf educational adninistrators--principals, superintendents,
supervisors, etc.

In this work it was assumed that if there was something we wanted to produce,
in this case a2 competent educational administrator, we ought to be able to identify
one if we saw him. Since this implies that such a person weuld be Significantly
different from ocher people, we therefore ought to be able to describe him to others.

At first, this seems easy: we start with general traits--he is honest, he is
trustworthy, he is loyal, he is patriotic, :tc.

Soon we get into the specific traits of the profession--he works with his
School board, he provides educational leadership for the community, he maintains
discipline in his S5chool, etc.

At about this point the problem strikes us. Listing these traits is like
being for mother and country and being against sin. Of course everyone agrees on
the traits but they do not actually tell us very much. Uatil the trait is taken
within a larger context it remains z big, good-sounding abstraction, but throws
very little on the problem.

So. if we are serious about our Scarch, we stop listing traits and start to
look at the context within which the traits will have their meaning. But contexts
can give a 1ot of trouble too. I think it was Andy Griffith who created some very
Successful monologues using this very Same problex. Remember his story, "What it was,
was Basketball," where¢ the person who knows nothing about the game happened to
wander into a big “kzrn™ where strangely dressed young men were engaged in Sonme
odd antics. I think that Story amply illustrates the fact that sinply describing
an action situation does not tell us much about what is going on unless we¢ know
the thinking--the theory and philosophy if you will--that is behind the siutation.

Basic Reference Points Make the Difference

We realize that what is needed are sSome basic reference points-—-some basic
assumptions from which we can take sur departure. These same assunmptions wili
also serve to orient us if we get lost.

These basic assumptions--which are to form the foundation of our pattern of
competent behavior--will be concerned with the nature of man and the universe in
which he lives.

I want to say Parenthetically here that the choice of the phrase “foundation
of the pattern,” is probably a poor selection cf words. “Foundation™” somehow
brings to mind a mass of rock or concrete that is buried beneath a towering super-
sStructure. The foundation doesn’t really do anything. It is a necessary evil
that is first constructed and then it Just quietly lies there, forever more.

In the competency pattlern this is c.rtainly not the intent when we say
“foundation.” The foundational ideas are working ideas. They must be dynamic and
articulate, otherwise the pattern becomes Just a “grocery list"” of good things,
and not a well-planned dinner.
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As was said, the basic ideas of the pattern are conceraed with the nature of |
man and the universe in which he lives. ¥hat is the nature of man bimxself? Enhat |
is the nature of the good society? How does man learn and wshat is the nature of
a good educational system? A thorough reviex of these kinds of things will xive |
us a firm theorctical background againsc which wxe can project our compelency
pattern.

¥hat is a Pattern of Behavior?

For the past several hundred years we have been coming to recognize that
1 : patterns are Some of the best wavs we have vet invented of describing behavior.
, Science is a patterned activity. That is, there are things to be put logcther
i in certain ways znd to be evaluated with certain methods and by certain specific
criteria. Scieatific answers are to be gained through certain procedures and
in certain ways--patterns if you will.

This use of pztterns has been made necessary by several modern realizations.
One of these is that we can take modern experience, whether it be in sSocial,
psychological, or physical areas, and we can analyze this experience into Small
bits and pieces. Y¥e can examine each minute element——a thorough-going analysis,
as it were. Then we can, after we understand something of the nature of the bils
and pieces, put them back together into a larger whole to achieve Some desired
purpose. Of course, it is scon realized that you cannot just take the bils and
pieces and throw thex into a sack and shake them up and expect that they will
automatically achieve the desired results. They have to be put together according
to some plan which is based on a purpose--a blueprint for a purpose that is desired.
Then of course there is a pessibility that in time the purpose will change and
there must be included something which will give us an evaluation cf the purposc.
Was it valid to start with, has it been achieved, is it now valid or shouid it
be modified?

The more productive of these modern patterns seex to be the ones that have
self-evaluation and self-correcting features bui t into them. This of coursce
does not mean that the pattern automatically corrects its own purposes. That
really would be the millennium’! Instead, it means that the pattern has fcatures
which cause us to think about the purposes from time to time and to be conceraned
with making change: whenever the old purposes are no longer valid.

Science has this kind of selif-cerrecting feature in that the achievenents
of science are recognized as not being the final word, but they may have to be
corrected in the future to accommodate some new fact that is not presently knowm.
Since this is widely recognized, when new facts do come to light there is no
scientific panic and the whole structure does not fall down. ¥e simply modify
appropriately and continue with the endeavor. This has not been true with Some
of the systems in the past wkere when an error or an unaccounted fact #as dis-
covered the entire system had to be scrapped and we had to start over again.

¥hat I am attempting to soint out here is that the competency pattern (and
since you have been working with it for some time I am sure that you recognize
this), is an effort to incorporate some of these things that we have known for 2
long time, into themodern notion of a pattern with the hope of giving it a littie
more continuity and articulation. And I might point out here that we should
recognize that the idea of analysis is rot at all a new one with industrial and
vocational education people. It goes back to aimost the begimning of the move
for analysis and I think we should all take pride that we were some of the first
to get involved in this endeavor and to see the importance of job analysis as an
educational curriculum tool.

Philosophy in the Competency Pattern

The preceding remarks have been aimed at showing the rationale of the
competency pattern. That it is a pattern in the important scnse of the word, that
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it is a device for anmalyzing the minute elexments that 0 to make up this thing
we cail competence, tiai it does have a seif-correctipy feature xhich will involwve
tke philosophy that is tke foundation of the pattern.

Xow at this point I wish that it were possible for me, or Soxcone, to lay
out the complete philosophical basis of the competency paitern and then we could
lcave it be and proceed with the actual construction and use of patterns. Un-
fortunately, and I usc the word “unforiupately™ with tongue in cheek because I
really feel that if w2 cver gained the last word in philosophical meaning, fhe
worid from that tixm: Zorzxard would be 2 preity dull place in which to live and
the human population wouid probably scon resemble that of an anthili--ail actions
governed by instinct and habit with no place for novelty and problem-solving and
thicking.

But, in any case, I chink that you recognize that we cannot immediately lay
oat a philoscohical foundation which wculd command ths ailegiance of everyane.
I think it is also cbvious thal the competency patiern techaigues do not have
any built-in moral features. W¥We can analyze the activities of a bank robber if
we wish and we could probably turn oul 2 pretty good bank robdber if we realiy
put our minds 0 it.

¥We have been attenmpting to demonstrate that basic philosophical ideas are
necessary to the conpetency pattern and now I believe it is time to list Sone
of these ideas and goint out the choices that we have. Of course, x¢ <an choosc
to ignore the whele icza 9f philosophy but if we take £hat choice we forfeit Lhe
right to be self-direciling nersons. Those who do deal in philosophical ideas
wiil surely chosse for us. -

AS has been suggested, basic philosophical ideas have %o start with some
assunptions concerning tikce pature of things. I suppose about as basic as one can
get 1S to consider ti¢ nature of this universe in which wme live. Over the cen-
turies three major concepis have been advanced concerning this matter:

(1) The universe =5 we know it is but a faulty representation of a perfect
universe that exists in the mind. Trees are but imperfect Specimens of tae perfect
idea cf a trce. John Jones, D_E. student, is 35 yet imverfect but he is Striving
to become a representation of the perfcct idea of a student. You will probably
recognize this point of view as being an apsroximation of Plato’s thougts con-
cerning the nature cf the universe. The mind is the thing; it must rise alove
the sorry old physical xorld in which we live.

(2) The universe as se know it is the "real” universe. There iS no Such
thing as a perfect non-nziterial world of ideas. This rceal universe iS an amazing
machine and it runs according to certain physical laws. The law of gravity, the
laws of mathematics, the laws of electricity and electro-magnetic waves. This
is the real, honest to goodness, univesrse. You discover these laws by using
rigorous scientific procedures.

(3) The universe is a contingent, and, as f2r as we have been able to dis-
cover thus far, a purposecless universe. Man's mind, or at least ais present moda:
of thinking, dces not seem to be fitted to deal with such things as the ultimate
nature of the universe; for that matter the uitimate nature of anything elsc. ¥We
are, however, able to deal rather effectively with operational ideas--if vou do
certain thicgs, set a describable chain of events in motion--then certain predict-
able results will be forthcoming. This is what we mean by science, and this is
what research is all about. The scientific process is aided by conceptions and
theories of how things work and is tested ihrough the use of hypotheses. An
hypothesis is simply a guess that if we do thus znd So, such and such a resultl
will be forthcoming. Science can do these kinds of things very well.

Here I want to point out that there is a generally accepted criterion which
Says in effect w2 cught to be consistent in our thinking and our actions. This
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xeans that one cannot use whichever of the above assunptions seemsS convenient at
the tixe without laying himself open to the charge of inconsistency.

Now let us consider another of the important “basic natures™ of things. This
tize we shall look at man himself. And, again we have three basic, but different,
conceptions of man, from which to choose.

(1) Man is basically a =ind awxay from home. Since =an can deal in ideas,
and apparentiy he is ihe only creature that can, it isS obvious that his nind is
from the universe of perfect ideas. Therefore, the mind is the imperiant thisng,
this iwmperfect and tenporal world will Ssoon pass anyway.

(2) Man is a wonderfully constructed machine; the mind is 2 Sort of con-
binativn computer and telephone system. Over millions of centurices man has cvolved
according to the universal laws of mature. (XNote how this agrees with the "real
Universe of Lawxs™ above.)

(3) ¥Man has evolved, but he scems to be comsiderably more than just a finely
constructed machine. For onc thing man has a self awareness to a far greater
degree than any other creature. He is and he knows that he is. Another. he
has developed a rational capacity, which, true, he doesn’t use very much, but which,
S0 far as we can tcll is unique within the universe. It seens likeiy that. within
the total universe, man may be the only creature that can consciously form pur-
poses and then intelligently pursue those purposes. At least in SO far as It
pPresently makes any difference to us, he is the only creature that c¢an do So. Man
is a pretty special kind of creature, have no doubt of it. XNow let us get back
to the pattern for a minute. X am sSire that you noted zZhat each of the basic
concepts of the nature of the universe had a corresponding nature of man. Or, if
you wish to look at the other side of the coin. each of the ideas conceming the
nature of man implies a compatibic idea of the basic nature of the universece.

To return to the nature of things, what is the nature of the “gocd™ society?

(1) It provides only encugh of the necessities to keep body and soul togetiher
because physical things are not important. Of more izportance, it provides
oppertunity for the mind to consult the books which have been written by the great
ainds of the past, and it provides pienty of solitude so that the mind can be free
from distractions ani can think, and perhaps crecate new great ideas.

(2) The good society uiscovers the correct habits of mental and physical
health and inculcates these into eacu individual so that there are nc variations
and everyone l1lives in a heaithy and uneventful long life.

(3) The good society provides opportunities for each individeal to establish
purposes and goals and sets up cooperative arrangements to that ezch is largely
free to be creative in secking to achieve his goals. It is expected that many of
these goals will be coopesative ones.

¥What is the Nature of a "good” D.E. Program?

{1) From one Somewhat popular viewpoint, D_E. programs are not of much im-
fortance, at least when considered from a2n inteliectual viewpoint, and thus are
worthy of consideration only as a second class educational activity. *First class®
2ducation deals with the great books, ard the great ideas of man. Distributive
education, if it is worthy of the name "educaticn™ at all, is really just a kind
of training and gives us something to do with the learners who cannot handle the
great books.

You know as well as I do that this charge has been leveled at all kinds of

vocational education, and I mention it here net to make you angry but rather to
demonstrate that these things have their roots in philosophical assumpiions and
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theories. This oie is 2 direct offshoot fron Plato’s universe of pure ideas.
¥hen you hear a2 person express this viexpoint you can immediately anticipate
xkat he will say about a lot of other things too.

(2) There is existing in the universe a definite structure of laxs of proper
cducation, and distributive education is an integral part of this structure. It
behooves as, therefore, to find out wxhat these structures are because we cannot
have a workable program if parts of it are contrary to the natural laws of the
universe. ¥e¢ find these matural laws through statistical cvidence concerning
what pecople belicve, the mamner in which most programs arz operated, concensus
on the items that are included in various curriculums. As we discover these
things we can feel assurance of being rigat as we mold our students to Iit these
kinds of behavior. As we devzlop those things there will emerge a “standard”™
and "ideal” fora of distributive bekavior. In the future Chere will be little
deviation from this ideal, and our only task will be to achieve minor refine-
nents needed to bring our ideal concepi to perfectiion.

(3) MNan by his very puny and ceatingeni mature regquires many goods and
services. Taken alone as an individual with a relatively short 1lifespan, man
would be pretty much at the mercy of the whims of mature if he had not 1iearned
cooperatiocn--joint effort. He owes his very survival., from infancy on, to the
protection and assistance of others.

Man has learied to preserve his individuzal leacnings and to pass them on
to others. This is why communication is so importani. He has learnzad to develop
specialization so that one individual can have 2 nigh degree of skill in cne
narrow area. Others will care for his needs outside that area. This pattern of
specialization and cooperation has made it possible to harness the forces of
nature and to provide us with consideraaie securitr and freedom. As the coopera-
tive community became larger, distribution became a problem and began to require
its owxn specialists. And this brings us back to the topic at hand--distributive
education, and more specifically, the distributive education teacher.

The Choice is Yours

The choice is yours, or I shculd say, ours, because everyonce chooses. AS
was pointed out, to choose not to choose is 2 choice just the same. Further,
choices made concerning basic things are, as might be expected., much more
critical than, fcr example. choosing between coffee or tea with your dinner.

As I see it, distributive education, and in fact each of the vocationally-
oriented fields, is rapidly approaching an awesome and crucial time of decision.
This decision concerns morals.

Let me explain briefly why I believe this is so:

(1) Our institutions which have been traditionally concerned with moral
behavior, the churches and allied activities, have either lost touch, cr have
given up dealing with the problem. Xotice that I define moral hehavior as
“what you do to your fellow =man" and not as some dogma you “believe.*

(2) VYocatioral education has been guilty of an over-emphasis orn pzroducing
a "sai=2ble” product. To put it baldly, we have been concerned with producing
skilled machines, not educated people. ¥We have left moral concerns up to the
employer, society, or some other vague en¢tity. Please your employer and keep
your job at all costs, has been our motto.

(3) These things have been gradually breeding the morality out of our

people and ocur society. I believe this sense of morality is still existent but
that it gets duller dzy by day.
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The motion picture cperator xho shows the lewd film has a feeling that this
is xrong, but what can he do about it? The display man who puts up the luria
posters has a feeling that this is wrong, but what can he do about it? After
all, these sell tickets and management makes a profit and the weekly paycihicck
is forthconming. Maybe the sense of guilt is misplaced. Thesc cxamples can be
nultiplied ten thousand times and I Submit that this has seriously blunted our

sense of morality.

As I look about I get the distinct idea that vocational education is ihe
best., and perhaps the only place, to do something about the situation. Here is
one good place for the young man or woman to learn that being 2 responsibice human
being is the first order of business. Being competent o earn a living is
important, but it is mot the most important.

Each person must be made to understand that he is z unique and special member
of the human race. As such he has certain rights and privileges, but the res-
ponsibilities of being a real human person are far greater than any privilceges——
and the rewards are greater.

If we can tie up whole industries over the matter of a few cents an hour
pay, why can we not exert this kind of power in moral issues? I belicve we can,
2ud the place to start is in the education of our vocational personnel in the
philosophy which, whether recognized or not, guides our everyday existence.
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DERIVING BEHAVIORAL OBJECTIVES To e Cited Only Upoa
Author's Permission
Philip ¥. Tiecmann
Bead, Course Development Division

Office of Instructional Resources
University of Illinois at Chicago Circle

Being asked to talk about behavioral objectives in one hcur is 1like being
asked to talk about Distributive Education in the same period of time. Behavioral
objectives could be discussed in just as much detail and at just as great a length
as most of you could discuss DE. 1In fact; initial concerr with the issuc of be-
havioral objectives began shortly before DE was first supported by federal funds
in 1928. In 1934, Tyler began to direct attention to a new set of ideas for the
evaluation of curriculum and instruction.

The use of behkavioral objectives has been viewed with indignation by some
people. Generally, these individuals have held the same view of DE. DZ and
“B0*s.™ as they’ve been referred to by one critic (Oetiinger, 1968). both share
the same time frame and the same form of abuse from others. 1Im view of this, I
hope those of you--to whom the issues are foreign and who may be tempted to say,
*“¥hat are behavioral objectives?*——may feel 2 little empathy when remembering the
many times you've been asked the same questicn about DE.

Let me state a few 91 my basic assumptions and biases in order to get into
the subject for this afterncon as swiftiy as possible. First, teaching is the
process of expediting learning. Let me repeat--because that’'s an important state-
nent--teaching is the process of expediting learning.

Nost of the important things many of us learn in life are acquired without
the benefit of formal teachipg. For example, some of ©s learn to be on Zime for
work, for appointments, for meals at home, for all manner of committee meetings,
and so forth. Such behaviors are all manifestations of a value we identifiy as
punctuality. Punctuality, like most other values in our complex society, we learn
largely without benefit of formal teaching, to the extent that we learn to be
punctual at all. The process of learning such skills is one example of learning
which can, and often does, take place without any assist by teaching per se.

When we constitute a formal teaching institution--an educational system——
within our society, we must assume a commitment to teach, to expedite the learning
of students who would most likely learn the same things without formal teaching.
It would just take 2 little longer.

So in the formal educational system. we must make instruction efficieat, that
is, it must proceed it a reasonablc rate which does not demand an inordinate in-
vestment of student or staff effort. Also our instruction must be effective. that
is, it must cause the students to attain the goals of instruction.

The effect of instruction must be judged in terms of a criterion--a point of
reference. It is the educator’'s responsibility to set forth the criteria against
which to measure instructional effect. The educator thus decides what eifect a
quality program of instruction is to have upon students in terms of wha% the stu-
dents will be able to do upon satisfactory completion of the curriculum.

The effect of the curriculum is tested by observing the resulting student
performance on a criterion-referernced test. To make such an evaluation, we need
a listing of the criterion behaviors expected of students on the series of per-
formance tests. The more complete this irventory listing, the more complete our
evaluation of effectiveness will be.

Here it is helpful if we are somewhat specific. We indicate under what con-
ditions the students will be asked cor expected to perform the criterion behavior,
and how proficient this perforsance should be. These specifications are a necessary
part of a behavigcraX objective.
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Consider the problen of specifying perfornmance standards as faced by tke
industrial training director and, in contrast, by the e¢ducator. Seciting per-
formance standard:z: in industiry is relatively simple. The job is close at hand.
And revising both performance standards and training based upon these standards
is a closed-100p evaluaticn process. ¥¢ can recoré the level of performance
attained by a traince. Then we can follow up by cevaluating Bis actual =k
performance. If the trainee rmeets training standards dut his subscquenl per-
fornance does not come up Lo acceptable criteria. the training standards can be
upgracded and tke training based upcn these standards can be revised.

In education. howmever, the problem is more complex. The first grade teacher
sould find it difficult to determine nexr effeci upon Johnnie®s good citizenship
bebavior even if she did have a precise inventory of Johnnie's skills wzhken bic
left her class twenty yvears before. Assumipng a child gradectcs {from high schooi,
the typical teacher would have to work with an evaluation loop requiring an
average of six vears to close.

The difference in time required to compiete the evaluation loop in education
as opposed to industry leads %o an important mractical distinction. 1 1ike to
express this distinction as a matter of probability. The short evaluation loop
in industry permits high probability decisiens. For instance, if my indusirial
trainee can perforzm at an acceptable level of proficiency at tke end of :my course,
then I have confidence thai he will be abie to perform on-the—job.

in cducation, however. we face a much lower probability. There doesn®t
seen to be any way to avoid the low probability dilemma in view of the lengih of
the e¢valuation leoup. But the dilemma does not give me ljicense to plan and execule
2 curricuium without any goals in mind. It mercly means that I must deal ia
probabilities. 1If my student is able io perform at a given ievel of proficiency
with respect to specific objectives at the eed of my course, I have some degree
of coniidence—-some level of probabiiity--that he will continue to learn and,
eventually, will perform effectively in the real worid.

The lower probability characteristics oi educational objectives =means that
we usually are dealingz with what I call intermediate objectives. ¥While we might
set forth terminal objectives for terminal courses; the balance of our csourses
require intermediate objectives. They are derived by stating an assupmped proba-—-
bility relationship. If my student can demonstrate tnese skills und aiiitudes
at the end of my course, I Lave belief at some level of probability that ihe
student will continue to learn in subsequent courses.

¥¢ scldom have ifterminal objeciives for our courses in the industrial sense.
¥e face the complex problem of relating what ihe student must accomplish in each
course, the intermediate objectives, to what remains for the student to accomplish
—-and to what the student has been able to accomplish in the past. I believe the
distinction between the industrial and educational implications of the so-called
“terminal®™ objective has been misunderstood by many critics of the behavioral
objective. I hope you will ccnsider the phyase "terminal objective,™ as uscd in
the materials we will work with this week, in the educational context.

It is unfortunate taat the behbavioral objective bas been subjected to a rather
narrow interpretation--nc doubt fostered by the narrowness reflected in carly
efforts making use of behavioral objectives. It is not surprising that our critics
(see, for example. Stake, 1967) believe that specific oujectives arec associated
with subject matter content and not with another class of behavior referred to as
interdisciplinary objectives--certain skilis and attifudes that cut across subject
matter boundaries.

%e really dea't need to divide behavior--or objectives--into such classes as
content. attitade, and so forth. Such divisions may be made for convenience if
we remember that we must uliimately observe a student in order tc evaluate -
instructional quality.
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In fact, arbitrary division of bebhavior into small classes may obscure our :
cducational goals. For example, some educators think of “inguiry®™ as a category .
of teachirg, that is, some refer to the "inquiry™ method. But it is important to
recognize inquiry as a type of bebhavior me wish the student to demonstrate to 2
certain degree of excellence, usually definmed in terms of the absence of structured
assistance when being demonstrated as a terminal skill!. As such, inquiring be-
havior is an objective of iastrucftion and the attainmest of inquiry may be evaluated
by observing students and making judgments in terams of specific criteria.

Let me comment briefly on another issue raised by the critics of behavioral
objectives. 1In efiact. some critics feel the use of behavioral objectives will
lead to rigid instruction. Once set forth, the objectives will become set--l1ike
concrete-——and never change. I don't want to belittle their concern because the
issue is an important one. But any process can become rigid. Our thinking can
become rigid when we are insessitive to issues or data that shouid cause us to
change our minds. It is Jjus? as important to keep our instructional goals open
to needed change as it iS to keep an open mind. But behavioral objectives per se
do not close off avenu2s to chang2--no matter how early in the planning process
we try to be specific about our cbjectives.

It is not wrong to insicst upon objectives expressed in terms of observable ]
Student behavior, at least tc the extent that the educator is able to specify
such objectives in an initiaXx attempt. Typically. experience in attenmpting to
cause students to attain such objectives enables an instructor to revise, to up-
grade, the specificity of such objectives.

And the method for obtaining specific statement of objectives is deceptively
simple. One must ask, in reference to a general statement of intent. “What student ;
behavior will I accept as evidence of attainment? Under what conditions will the ;
Student be required to demoasiyate fhis behavior? W¥hat standards will I apply?™. :

Now let me emphasize =n important issue. The search for answers to these
questions forces one into a problem-solving situation. The delightful humoyr. which
Mager (3968) combines with clear thinking, provides us with this poem:

There once was a teacher

¥hose principal feature

¥as hidden iz quite an odd way.
Students by millions
Or possibly zillions
Surrounded him all of the day.

¥hen finally seen

By his scholarly dean

And asked how he managed the deed,
He lifted three fingers
And said, *"All you swingers
Need orly to follow ay iead.

To rise from a zero

To Big Campus Hero

To answer these questions you®ll strive:
¥here am I going,
How shall I get there, and
How will I know I°ve arrived?"

With respect to the problem we have to solve--deriving behavioral objectives--
Mager's three questions can be translated something like this: What am I to do?
How shall I do it? How will I know I've done it?

What am I to do? Well, it's one thing to be advised of the tirce essential
attributes of useful behavioral objectives: the behavior, the conditions, and the
standards. It is relatively easy to commit these to memory. And there's no shortage

1304

-




porating these thoee attributes. But merely rmermorizing the three attribules of 2
behaviorally-stated objective does not solve the problem. It only gives us a fix

of well-intentioned pecople who constantly admonish us to prepare objectives incor- 1
- !
on what we're trying to do. }

“How will I know I've arrived?” Stated another way, “How will I kncw X've written
an objective zhich possesses the thrse essential attributes I have committed to
memory?” Aa answer is at band when we learn to recognize behavior, conditions,

and standards when these arc stated in an appropriate fashicn. instruciion ¢nabling
us to acquire such recognition skills is available in a wide variety. This is as

it should be, for the skill of recognizing appropriately stated objectives scens

to be quite specific to one’s oxn area of specialty. Instruction in the recogai-
tion skill has been prepared for industrial trainers (for instance, Mager.: 1962),
for military personnel (for instance, Tracey et.al., 1966), and for ecducators

(for instance, Gagne, 1965).

There are instructions available to as<ist us in answering another aquestion, i

The stickey wicket which remains is the search for an answer to the question,
=gow shall I do it?™ The method I suggested a moment ago was cast as another
question--a deceptively simple one--but <o crucial that I would like to repeat it.
One must ask, with reference to a general statement of instructional intent, “¥hat
student behavior will I accept as evidence of attainment——what conditions will I
impose--and what standards of excellesnce will I require?*

Let me emphasize the starting point. The process which gets us to where wc
want to zo begins with a general Statement of jnstructional intent, with a general ]
objective. It is an analysis process. ¥e must analyze just what it is that we will *
require the student to “know™ or *ynderstand.” Since we want an answer in be-
havioral terms, we must analyze just what it is the student must be able to do in
order to show us that he "knows™ or "understands.”™ Again, let me emphasize the
starting peint--a general statement of our objective. The moment we lose sight
of our general objective, we will become irretrievably lost on our way to wherever
jt is we are going. With this in mind, let’'s take a long look at an important
kind of student behavior.

14 W e A ot A

Editor’s Note--At this point Dr. Tiemann and Dr. Susan M. Markle showed a 16mm
color film entitled, "Programing is a Process: An Introduction to Instructional
Technology.* For this film Dr. Tiemann and Dr. Markle were the recipients of the
1967-68 Outstanding Instructional Product Award from the National Society for
Programmed Instruction. The film was developed to describe a process of instructional
development that begins with derivation of objectives from analysis and continues

. through curricuium revision by making careful. deliberate use of the objectives.

1 The film stressed the description of student learning in observable terms and the

] measurement of instructional effectiveness based on specific objectives. The film
is availabie through the Office of Instructional Resources, University of Illinois

at Chicago Circle, Chicago., Illinois.

Following a discussion of the post-test included in the film presentation,

Dr. Tiemann and Dr. Markle discussed means of deriving instructional objectives I
through a slide presentation. The slides effectively demonstrated the need for
analysis in conceptual learning.

1305




Bibliography

Gagne, R_.M. "The Analysis of Instructional Sbjectives for the Design of ‘
Instruction™ in R. Glaser, Teaching 3achines and Programmed Learniang, XI, -
Data and Directions. Snsh1ngtcn D.C.: Departxent of Audiovisual In-
Structional -~ National Education Associaticn, 1365, pp. 21-65.

Mager, R.F. Develcping Attitudes Toward Insiruction. Szn Francisco: Fearon, 1968.

Mager, R.F. Preparing Instructional Objectives. San Francisco: Fearon, 1962.

Octtinger, A.G. "The Nythe of Educational Jechnology” Saturday Review, 76, 77 & 9i,
¥ay 18, 1968.

Stake, R.E. “The Countenance of Educational Eval:uation™ Teachers Collegé Record,
68, 523-540, 1967.

Tracey, W.R., E.B. Flynn, and C.L.J. Legerce. The Development of Instructional
Systems. Fort Devons, Mass.: Department of the Army — Headauarters United
States Army Security Agency, 1966.

st s A

.
LY

1306




EVALUATION IN TERXS OF BEHAVIORAL OBJECTIVES To 2s Cized Caly Upom
Acthor's Pernission
Philip ¥ Ticmann
Head, Course Developrent Division
Oifice of Instructicnail Resources
Universily of Illinois 2t Caicago Circle

Trere has been criticism of the model presented in cur film. Programing
is a2 Process (iarkle & Tieminn, 1967), by quite reasonable. inteilige: ¥ educa-
fors Such as Atkin (1963) and Travers (i958) xho view thc model as in2..propriate
for the design of instruction. The process xe described has been referred to
as the "industrial production™ model and criticized for its dependence upon
specified “terminal bebavior™ cf the student. A4S sSuch, the model supposedly
results in a view of the student as just s$o much raw parerial—--wuch like a iump
of pliable clay—to be xclded to a specified skape which the individuul main-
tains benceforth.

Our intentions have been maligrn2d——and by such reasonable and intelligent
gentlemen. In their defense-—~shouid they need any—we would say that they are
responding in a reasonable and intelligent rxanner to mosZ of the applications
of the model which have come to their attention. Xost of the “good™ applications
of the smodel have been either military or industrial efforts. These usualiy
have been associated with rather precise identification of the so-called terminzal
behaviors.

Travers (1968) maintained that dependence upon specified terainal behavior
tends to result ir attention to trivial objectives which are easily specified
in terms of specific behaviors. He observed that specific objectives also tend
to result in rigid systems which are difficult to modify.

As an alternative. Travers proposed the “internally programmed™ model which
may be associated with an analogy of the student as a computer internally pro-
grammed to redesign himself. The analogy of a self-redesigning or self-
restructuring studeni restates the viexpoint of Dewey (3916) who comsidered
oducation to be a continuous restructuring of experience—-and the only appropriate
ends or goals of education to be more education.

Consider an admittedly extreme example of deficiency which Travers noted:

Suppose that an art course has creative originality as an
objective and that, according to the instructors., the achieve-
ment of this objective means the production of art works of
merit of a kind that have never been thought of as yet. It is
quite obvious that art works that have not been {hought of as
yet cannot be described in specific terms, for to c¢o so would
rerresenti a contradiction. Art productions thai are truly

riginal obviously cannot be described in advance. The terminal
behaviors simply cannot be specified in precise terms.

Given the internally programmed model. Travers noted that

_ . . evaluation is analogous to that of evaluating the
mutations produced in genetic material through radiation.
Ore cannot predict what new mutations will be produced by
radiation, but there is an expectancy that there will be
mutations and there are criteria that can be applied to
the evaluation of any that occur.

So we have now arrived a2t the crux of the dilemma. Given the internally
programmed model, we will be able to address ourselves to other than trivial
objectives. But by Travers® own observation, the internally programmed model
does not relieve us of responsibility for establishing meaningful criteria
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to evaluate the effect of our instruction. Let us returrn to the art course which
azinlzins, as an objective, iftst the student will produce works of art which xeet
the criteria of “creative originality.”™ Travers suggested possible criteriz
xhich might serve to define the parameters of “creative criginality."™

First, the student will prcduce art works of merit. Second, ta¢ student wiiil
produce art wxorks of a kind tiat bhave never been thought of as yet. The instructor
would bhave yet to define what wmould be considered as acceptable evidence of “merii”™
and of "never been thought of as yet,”™ and the probtlems associzted with such issues
we will return to iz a2 =cment. But let us first question whether or not “creative
orginality™ expressed in such 2 manner really represents a non-trivial objective.

Several years zgo, Atkin (1963) also observed that an insistence upon be-
havioral objectives tended to focus attenvion on the trivial. At that time, he
was concerned with those skills whick students need in order ic engage in effcctive
inquiry in any scientiiic discipline. As possible examples of such cross-curriculsr
skills, be iisted comprehension of suck coucepts as “randomness,™ “proportionality,”
“Svuccessive approximation,®™ and "discreteness.”

Similarly, there are desirable outcomes of formal education which are not
limited to occ:zpaiicnal clusters such as scientific inquiry but. in all probability,
extend across all disciplines.

One of the uitimate goals of formal instruction must be
actuaily to prepare an individuzl to become a self-evaluator.
An artist gradually shifts to sclf-evaluation as he develops
a technique never before employ2d. An electronics =ngineer
shifts to self-evaluation as he seeks to develop rew circuitry
for a previously unrecognized need. Evaluation judgments must
shift gradually from the standards imposed by others to one's
own standards as one reaches and surpasses the limits of know-
ledge or proficiency in any given discipline. (Tiemann, 1967)

¥ith the possibility of such cross-curricular objectives in i:ind, let us
return to Travers® example of am art course and his implicit suggestions of "merit”
and “pever been thought of as yet™ as criteria by which to define “creative
originzlity.” In the event that the hypothetical art instructcr 2id not include
criteril related to such cross-curricular skills as "“proportionality™ or *self-
evaluation,”™ the instructor might be judged by some peers as mercly dealing with
trivial objectives. The possibility of such value judgments suggests the pos-
sibility that one man's *creative originality” might be another man’'s trivia.

¥hen presenting criticisas of the industrial production model, Travers stated,
"I suspect that effective escape requires the definition o objectives in rather
broad terms . . . Note his carefully chosen word "definitiozn™ in reference to
objectives and not merely the statement of objectives. Travers recognized that
objectives expressed in broad terms iust be defined.

i paradnx is now evident. Requiring objectives tc be stated in specific terms
tends to resuit in statements of trivial objectives. And Travers has recognized
that cbjcctives characteristic of the internally prog:rammed model, i.e., those
which are other than trivial, are stated in broad terns--and that such broad terms
must somehow be defined. The process of defining objectives requires increasing
specificity. We must specify what we mean by such broad goals as *creative original-
ity,” "proportionality,” and "self-evaluation.” As we develop the criteria for
such non-trivial objectives, we find ourselves generating objective statements
which--indeed--become quite specific if, in fact, they are to serve the function
of the criteria.

The paradox ¢f the internally progrzmmcd model is that its insistence upon
broad, non-trivizl oLjectives absolutely requires the statement of specific criteria
vhich serve to define--to make meaningful--the broad statements of objectives. This
brings us to cur major contention. The unique characteristic of the internally
programmed model is not the absence of specific behavioral objectives. It is the
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manncr by which such objectives are arrived at, stated, and applied by the sodel .
(And for those of us who bave soughi always ic associate these characteristics
with ihe so-called industrial production model, there is really no difference
between the txo—they become onc and the Same model.)

A more general acceptance and use of the model in academia is limited by
our 1zck of skill in developing specific criteria required by the model and not
by somethirg inberent in specific statement of the criteria themselves. Travers
recognized our deficiency in arriving at evaluative criteria when he indicated
his preference lor an zcceptable alternative to behavioral objectives——the
performance of students on a specific task. He then noted the difficulty of
extrapolating from performance on one sample task to the universe and the
difficulty of defining the universe-—-a task which ke seems to view as in-
surmountable. It is not insurmouniable—just extremely difficclt.

But what do we really meaa by *lack of skill” in developing a so-called
internally programmed objective? The probiem is really one of analysis—--one
of analysis of the universe of those behaviors wkhich we would consider to be
acceptable evidence that a student is, for example, a2 competent self-evaluator.

¥hile there seems to be a lack of such anaLysis skills, there doesn’t
Seem to be any shortage of individuals who are able to deveiop trivial, “mickey
mouse™ objectives. A few of tkese people have even worried through sufficient
trials of “programs™ which prove to be quite effective in enabling students to
attain these trivial objectives. We are confident that ¢hese “programs event-
ually will be cvaluated as to their true worth.

But I have been talking in abstractions tarough most of the presentation
and, at this time, would like to go through a2 somewhat ecliborate example in
order to pull together some of these abstractions.

About a2 year ago. we were asiked to conduct 2 workshop for instructional
television people in Dade County (Tiemann & Markle, 1967). In Miami——in the
heat of June, of all times—-the Dade County group invested six days in a work-
shop which we began by showing the film you saw yestercay (Programing is a
Process), and which continued through the final days when teams of ITV teachers.
TV production support people—-producer—director-types and graphics people——actually
tried, revised, and tried again various short sequences of televised instruction
with real live student subjects who were prospective eleventh—graders.

¥We worked individually with three teams-—one in science-mathematics. one
in social science, and one in language arts. The team assignment for the morning
of the second day—-after working the first day under supervision--was to develop
an objective for a short sequence which they would program on videotape.

T worked with the language arts groups the second day--and here is the
objective they fimally decided to work on--

Given several passages from the House of Seven Gables
and the Scarlet Letter by Nathaniel Hawthorne, the student
should be able to identify in each at least one element
which signifies superstitions or fears of colonial times.

Now you may have read Mager’'s (1962) 1little book on writing behavioral
objectives. This objective fulfills his criteria. It describes the conditions
under which the student will have to perform--the givens. That is, given a
paragraph by Hawthorne from either of the two novels listed. The objective
sets forth the standard--that is, the student must recognize one element. And
it describes what it is the student must do. The student must recognize an
jnstance of reference to something that was fearful or superstitious in
colonial times. I will have some critical remarks about this objective in a
moment, but for now let me just say that the group intended to confront the
student with a typical analysis task characteristic of a high school language
arts course.
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Let*s return to the team discussion. The TV instructors on the tzam—two
English teuschers——distributed ti:e okjective to the team. I suggested they 1iry
out 2 few ¢l the passages they had selected. One teacher read a few sentences
and Jooked expectaztily to other members of the team. Awid generally blank looks
were 2 couple of weak volunteers. This procedure was repeated a few times.
Gradually it becawe apparent to the English teachers that something was wrong.
¥e spent about an hour on the problem and the group finally reached my objective
xhich was a working understanding of the following ideas. (I don't bave an
hour today so let me describe the ideas arrived at by the group.)

Let me go to this formula representation of the objective. The student
must recognize a reference by Haxthorne to an instance of superstitution or
fear existing in colonial times. Let's move up 2 level of abstraction and call
his an instance of "X.” To the Student rcading a passage of Hawthorme, each
sentence—phrase—or even isolated mork——represeats a possible "instance of
=X_ = With each possibility, the student faces 2 choice-point. Is it or isn't
it an instasce of X? Analysis of the problem facing the student forces us to
ask, “Nhat must the studeat be able to do in order to demonstrate the behavior
called for?™" ¥ell, the student must classify each pcssibility as either an
instance or non-instance of X.

Basically, there are two ways we¢ can enable him 10 do this. ¥e can require
him to memorize the universe of instances of X. Or we can give him Somc means
by which he can make the decision-—-some conceptual Scheme that enables him to
make 2 reasonably reliable binary choice at each cheice-point.

Oaec scheme, which tke team decided upon, was to provide the student with
several categories of “instances of X." Of the s2veral categories suggested,
physical deformity Seemed tc be most obvious to prospective students so it was
sequenced first. But given a category topic, the student is still faced with
the same birary choice. How is he taught to recognize instances of physical
deformity? The task is one of learning a concept. that is, the student must
recognize instances and #on-insSiances of reference to physical daformity. Stated
another way, be must learn to recognize members of a set—and to distinguish be-
tween members and non-members. Students learn concepts by respondirg to
sufficieat exaxples and non-examples until they can demonstrate a rel-awvie
level of generalization--responding to any new member of the class with the
label "physical deformity*--and a parallel level of discrimination, that is,
not responding to new non-members of the class with the class label.

The team recognized the need to provide students with many examples. Students,
like most of us, find it difficult to generalize from one instance. The team re-
cognized the need to sequence examples--to begin with gross discriminations and
proceed to fine discrimirations.

A recent book by Gagne (1965), Conditions of Learning, has gone over these
ideas with numerous examples. But he bas, for ths most part, dealt with the
structure of rather specific disciplines such a5 science and mathematics. In
such disciplines as language arts, we find an additional problem. The humanities
and social sciences are less structured. The selection of such categories as
=physical deformity”--while useful in orzaaizing the discipiine--may oiten be
selected as a matter of convenience.

The category selected serves to bring the student to a higher level of skill
within the hierarchy. But it only serves vhis purpose if it is useful to the
student. This is an additicnal problem. Iierarchial levels of structured dis-
ciplines are operational--that is, most subje~t matter experts agree that a cer-
tain set of examples constitutes a given category. ¥hen we analyze a less-
structured discipline, we must make certzin that the hierarchy we construct also
possesses such operational worth.

Thus having decided upon the category “physical deformity,” the two English
teachers had to test whether or not it was operational. They selected examples
independently and then compared notes. Then they tried from the other direction--
testing ecach other with passages from Hawtihorne.
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This same procedure was follosed to build five categories for use in the
teaching sequencs that would eventually be televized and tried in first draft

form.

Having analyzed instances of colorial sSuperstitica and fear. we could ask.
~is the objective worth teaching?” MNager (1568) suggestea ihe "Hey Dad" test at
this point. Picture a student saying. “Hey Dad: =xnow xhat X'm learning in school?
Let me shox you hox I can internalize my owa growing self-awareness’™ Obvicusly
the obiective is quite breoad and needs to te further defined.

In this case, "Hey Dad--see hox I c<an recognize instances »f reference to
colonial superstition and fear ™ Lad"s response is likely tc be "so what’”
According to Mager, we are probably dealing with a trivial objective nox.

But the objective may be part cf a hierarchy. The English teachexs really
weren’t interested in this single objective. But they could teach it in such a
way that students acquire the simple analysis skill--and, as 3 rcsult of ex-
periencing success in 2pplying the skill, actually enjo¥ applying ii to Haw—
thorne.

But a further aim shouid be transfer of the analysis skill tc cther authors—
Poe, for example. Learning sxperiences should provide for such transfer. Similarly,
other analysis skills—recognition of insiances of A and B—-should be acguired¢ and
in such a2 way so that the student enjoys voluntarily applying them. Skills A and B
could be higher levels of skill X. They could relate coloanial times to current
literature, requiring students to identify up-to-date superstitions and [ears.
Once acquired, 2 set of analysis skills 30 defined might constitute partial evidence

of "literary appreciation.™

The student would demonsirate a viable set_of amalysis skills which he would
enjoy applying, that is, he would seek Gut opportunities voluntarily to employ and
refine these skills--to continuously reprogram himself in the sense of the intern-
ally programmed model.

With the best of intentions, we may pursue specific objectives--one after
another--as though students were required to accumulate unrelated skills like
threading so many beads on a string. EFowever, to the extent that specific ob-
jectives are derived from an analysis of relativeiy broad objectives. they can serve
as criteria which enable our students to avoid trivia.

A thorough analysis resulting in structured oliectives is a necessary out not
sufficient condition to avoid the trivial. The manner of application of objectives,
particularly by instructional personnel, is critical.

Again in the social sciences and humanities, value judgments are most important.
Consider two examples of possible points within a range of value judgments drawxn
from college rhetoric. One instructor may interpret "good™ writing style to con-
sist of short, explicit sentences of the type employed by Ernest Hemingway. Ancther
instructor may value complex, interdependent sentences characteristic of suc®»
writers as Marcel Proust. Arbitrary selection of either point as a basis for eval-
uation of “writing style* results not only in unreliable evaluation between in-
structors but also in restriction of the intent of instruction within both classes.
And the goal of teaching should be to expand the capabilities of students--enabling
thea to function in many situations--and not at restricted, trivial points within

ar entire range of possibilities.

Let’'s return to the internally programsed model. The unique characteristics
have been identified. Evaluative criteria are developed by behavioral analysis
with the logical conclusicn being a series cf structured specific objectives. Tne
criteria are stated by describing a uriverse and checked by appropriate trial to
assure that they are operational criteria. The criteria are applied by individuals
in the process of developing materials that work with students--and finally by the
jinstructor to evaluate and guide the continuous progress of students as opposed to
acting as hurdles which eliminate the academically "unfit.”™
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There are reasons why the process model has bad little, if any, effect in
the academic world. We have mentioned the lack of analysis skill--and the parallel
lack of usage skills when effective =aterials do exis:. These factors are inter-
related because effective use of such instruction presuppceses a certain knowledge
of the mode of development of the materials. In-service and pre-service pro-
fessional preparation should dezl with this problem.

But development of effective materials requires znalysis skills furnished
either by the zubject matter expert or by supporting persoanel. Those of us who
are charged with the responsibility of providing such service in support of in-
struction experience a threefold set of frustratioas. -

First, instrictors may not know the Subject in sufficient depth to analyze
what it is they are attempting to teach. Second, instructors--xhen they are gquite
competent in their field--usually are on their way to bigger and better things
and can afford 1.ttle time to "improve™ their currert teaching. Finally, in some
cases, imstructors have no subject matter, that is, they have precious little tc
say. but are highly respected by their academic peers for saying it in a very
precious way.

Teachers may be expected %o continue to deal with trivial objectives and to
continue to apply trivial evaluative criteria to students rho are reqaired to
accuxulate sets of unreiated skills ualess and until one significant change is
introduced into tke educational system. Administrative innovation is required.
¥e must develop, and apply, administrative innovations which both identify and
encourage competent instructional personnel--by means of both release time and
added prestige--to improve the guality of iastruction in terxzs of student per-
formance.
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EVALUATION IN TERMNS OF PERFOR¥ANCE
BY

¥arren G. Meyer. University of Minnesota

Last vear. Dr. Ralph Tyler made a statement which epitomizes for a number of
seasoned distributive teacher educators 2 concern underlying the purpose oi this
conference. Please permit me to quote from A_E.R.A_ Monograph No. one. on cur-
riculum evaluation.

" . . . we now see that schools and colleges. like other institutions.
become program-centered. losing their orientation tcward their clients.
¥ost institutions begin as responses to the need of certain clients for
services. AS years go by, programs are developed that are reasonably
acceptable to the clients they have been serving. Then the institution
is likely to believe that its program is its raison d'etre rather than
the need for its services. ¥hen this program-worship stage is reached.
the institution seeks to find clients who like the program arnd can get
along with it, and to deny admission to others. Afteér a time. the
terminology develops that those not admitted are *"poor students.™ "not
intelligent,™ not of “college calibre.” In many cases, as in the fourdinrg
of the Land-Grant Colleges. new institutions have to be established to
serve the clients rejected by the older ones."l1

The study, "A Competency Pattern Approach to Curriculum Construction in Distributive
Teacher Education” directed by MNrs. Lucy Crawford was intended tc help prevent
distributive teacher educators from falling into the trap described by Dr. Tvler.

It seems to many distributive educators that the current heavy emphasis on
evaluation and the energy directed toward the process of identifying and formulating
performance objectives throughout educational institutions is a very fortunate
coincidence. It has provided us with some valuable new tools to help us examine
our role =id to focus on the true objectives of our program.

My assignment, as I uanderstand it, is to contribute something substantive to
the discussion of the topic, "Evatiuation in Terms of Perforzmance™ without muddyinrg
the waters of the procedures so utly presented by Dr. Tiemann. Inasmuch as there
has been no opportunity to communicate with Dr. Tiemann, this is not an easy assign-
ment. I do not profess to be an aathority on performance objectives. I must admit
that I have a great interest in this field and have stumbled along with other vo-
cational educators knowing just enough to realize that there are several procedures
to follow. To introduce any divergent viewpoint at this juncture would inhibit
progress toward the goals of this conference. Thus I shall try to make a few ob-
servations relating to common elements in performance objective purposes and pro-
cedures as I think they apply to distributive education.

Value of Performance Evaluation

First, the idea of evaluation in terms of performance is not new to our field.
¥e have believed inits since the inception of our prograu at the turn of the cen-
tury. Business and industry have always practiced the general idea in a rather
subjective manner. Last year the National Retail Merchants published a bulletin
titled Management by Objectives in Retailing. Emplcyers usually judge employees
on their productivity, and the practice transferred to the schools under the coopera—
tive education plan. The idea behind distributive occupational experience as a

1Ralph ¥. Tyler, "Changing Concepts of Educational Evaluation,” American Educa-
tional Research Association. MNonograph on Curriculum Evaluation No. 1. Chicago:
Rand JNcNally and Company, 1967. p. 15.
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requiremenc for teacher certificacion is identified with performance competencies.
So are the principles underlying cooperative education, internship prograns and
the project plan. Many operating devices, such as the training plan, the work-
rating forms 2nd the training profile Serve to implement c¢valuation in terss of
perforsance. Beaumont, Marks, Nelson, Bernard, Kneeland, Xason, the Logans and
others have constantly encouraged the use of performance objectives and criteria.
My point is that distributive educators are a very rece)tive audience for a dis-
cussion cf evaluation in teras of performance.

Second, evaluation in teras of performance is important in distributive educa-
tion because of the particular characteristics of our field. The people-oriented,
decisicn-making, verbal type of competencies that we strive to teach are unusally
vulneraktle to academic mononucleosis. Our mid-field position with its kinship
to bcth vocational and academic areas increases the need for specific performance
goals and evaluation in order to avert the situation referred to vy Dr. Tyler.

Third, evaluation in terms of performance could be the initial sStep in solving
one of our greatest problems--the lack of recognized occupational entry aqualifica-
tions for distributive occupations. We lack standards similar to the words-per-
minute, mailable letters and the like found in the office occupations and apprentice-
ship requirements of soxz trades. Distributive occupations employers still hire
liberal arts and graduates with other majors on an equal basis with marketing
majors at the Collegiate as well as the post-high and high school levels. It
stands to reason that if we were to produce graduates with known marketing and
general occupational competencies xhko couid out-produce other applicants, employers
would insist on our product at any educational level. This desirable situation
has been virtually achieved in at least orne European country. XNow if we improve
our bekavioral (performance) objectives and evaluation, the logical long-range
outcome could be occupational entry standards that are recognized by our eamployers.
Certain distributive occupations, such 2s checker-cashier, are now approaching
this category in some localities.

Fourth, we are now in a crash program and distributive education positions
are being filled by persons who have rot had time to become fully qualified teachers,
teacher—-coordinators and even teacher educators. Unfortunately, some of them are
not aware of their shortcomings. These people need help and if we are unable to
provide specific performance objectives and evaluations, they will not realize
their incompetence, and the status of our movemeéent will be in jeopardy. These
inadequately prepared people urgently need to know what competencies are needed
in their graduates and how to evaluste thenm.

Application in Distributive Education

Now let’s turn to the task at hand. Good progress ics being made in developing
performance objectives in vocational fields where a large portion of the outcomes
sought is tangible. This is fortunate. Dut distributive education presents a
somewhat more difficult, though by no means an impossible, task. Rather it is a
challenging and fascinating one.

Ammerman and !lelching2 classify learning outcomes into three categories--
specific tasks, generalized skills, and generalized behaviors. It is relatively
easy to construct a behavioral objective for a specific task such as figuring a
sales tax, in which it is easy to communicate to other competent teachers the
terminal behavior (what the student will be able to do when trained). It is easy

2Harry L. Ammerman, and ¥illiam H. Melching, The Derivation, Amalysis, and
Classification of Instructional Objectives. Alexandria Virginia: The George
washington University Human Resources Research Office. 1966. pp. 20-21.
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to describe the conditions shen the jearner is demonsirating his mastery of the
task (the givens, allowances oOr restrictions). It is easy to state the criterion
behavior describing the accuracy and speed with which he must perform. Here is
an untested example for 10th oi 1l1th grade:

Given a tax table, the learner must be able to calculate withkout error
the t2x on tweaty sales transactions of the following type within
pumber of minutes. (Examples of sale transactions follow.)

Describing the performance of a generalized skill, =hich involves the applica-
tion of that skill in a variety of situations. isn’t as easy as it is for a specific
task. For exzmple, identifying the terminal sometimes called intermediate behavior
in making a simple greeting or service approach and communicating it to a com-—
petent teacher may be easy, but communicating the important conditions under which
the bebavior will be expected to cccur is more difficult. For complete communication
the writer mignt wish to indicate the type of store, the type of merchandise, the
type of customer znd possibly other conditions. Also stating the performance
criterion and standard may cause some concern. ¥hat is a.ceptable performance in
approaching the customer, and how should it be measured? Use of appropriate words.
tone of voice, facial expression, manifesting sincerity, and timing of the approach
may be appropriate. The standard could be the judgment of sample situations by
the instructor or some other qualified person. -e¢ is an untested example for an
eleventh grade class:

The student must be able to make a simple greeting and/or service approach
in a full-service store that sells 2ny tvpe of merchandise or service to a
variety of customer types and in a varie. of situations. He must rate at
jeast 80 points on four sales demonstrat_ons using the list of customer
types and the form below. (List of customer types and the form follows.)

Important generalized behaviors such as a “customer service attitude™ in
selling are very difficult to state in terms of performance obsectives and re-
latively difficult to evaluate. Yet student-trainees are being evaluated con-
tinuously by employers and customers on these characteristics. The rule for
jdentifying a performance objective is that the student must be doing something
that demonstrates his competency. Thus he might be tested in terms of his reactions
to the handling of difficult customer situations on a paper and pencil test, but
we still wouid not know how he felt. He might be judged on this factor in his
treatment of the customer in a demonstration sale or he might be observed in a
real life situation on his job at his training station. Shopping reports are
frequently aimed at measuring this type of outcome.

Let’'s suppose that the teacher-cocrdinator is preparing a written evaluation
of a performance objective to be used jin a twelfth grade class of cooperative
student-trainees that will be explicit tc a beginning teacher. Here is another
untested example:

The student-trainee must demonstrate his dedication to the ideal of
customer service through earning 2 rating of ninety (90) or more on
three shopping reports directed exclusively to customer service during
April and/or May. The ratings will be made by three competent impartial
judges. (Sample rating form follows.)

The performance objective on which the evaluation above was designed was
purposedly confined to the sale situation. However the same attitude is an impera-
tive goal in behind-the-scenes responsibilities in retail stores, in human relations
and administrative decision making and might appear in 2 number of contexts.

Often the things a person does (observable behavior) are indications of
attitudes, appreciations, interests. values and adjustments, and evaluation is largely
a matter of identifying the parent behavior and utilizing the observable behavior
as a medium of measurement. For example, a student who uses a split compliementary
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color scheme oluntarily in some iype of activity may be indicating an appreciation
for the study of color. Being on time for work cach day may be indicative of
attitudes toward work. the e¢mployer, the supervisor or the job. Thus we e¢valuate
an internalized behavior in terms of observable performance generated by that be-
havior.

o s X ias Akl

Both cooperative and project plans are rich with opportunities to evaluate all
three of the performance types above—specific task, generalized skill and generalized
behavior. Classrooas with modern equipzent and instructional medixz. school stores.
rcal-life cooperative jcbs and local DECA clubs provide unlimited oppcrtunities for
evaluation. In addition to technical skills, the job provides for the appraisal
of essential occupational adjustment competencies not possible in the classroom.

The club opens a Pandora‘’s box of opportunities to evaluate social skills and
altitudes not present in either the classroom or on the job. The club, at lcast
theoretically, provides an environment where there is sufficieat frecdom to wvent :
inner fczlings, demonstrate interests and creativity, and manifest various other :
affective behaviors. In summary, it seems as though our real problem is largely
one of refining and systematizing many of the things we have been doing, a2 matter
of utilizing the new tools in getting down to business on the task at hand.
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Application in Distributive Teacher Education

Snincnl.

Now that we have appraised the evaluation of performance in secondary, post— ]
secondary and adult education, what about teacher education? I fail.to sSee any ,
difference in the principles and procedures involved. Of course. the competencies ]
to be developed —re more numerous and usually more complex, and there is usually
a contrast in the two learning environments; otherwise things 2re much the same. ]

I you haven’t already found out for yourself, I c¢zn assure you that putting
the objectives of the courses you now teach into written behavioral form may be
a very surprising and revealing experience. I have written in initial form, the ]
objectives for one of our courses. Frankly. I was shocked by the amount of ir- 3
relevant caterial we were teaching and by the fact that so large a portion of the
objectives was in the affective domain. It will be interesting to compare notes
with you on this matter.

Let's look briefly at cur task for this conference. taking the professional
competency. "Teaching Know-How, Understanding No. 33.

That distributive education is designed to meet tne needs of persons who
have or are preparing to enter a distributive occupation or an occupation
requiring adility in one or mocre of the marketing functions.”

This will suggest a number of performance outcomes to each conference member. All
cf us would likely agree that a teacher-coordinator needs a legal definition of
distributive education and distributive occupations for 2 variety of reasons and
that he can identify distributive occupatZons and write a definition or identify

the vlements of distributive education. Many of us might be satisfied with these
perfosrmances and arrive at criteria and standards of evaluation. On the other hand
another group may feel that a teacher-coordinator shouid be able to answer ths per-
petual question, "What is D.E.2?" verbally and prepare anotler performance objective
similar to the fcllowing:

Specific Objective:

The student will be able to vervally describe distributive education
to a high school student audience accurately and interestingly in one
hundred words cr less.

Evaluation Device:

Checklist applied to video-tapec presentation by the student and teacher-
educator. {(Checklist follows.)
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This is tie foremat followed by Miss Rebecca Hawkins in her excellent master’s
nmaper. The folloxing example represents a professional skill of the teacher-
coordinator.

Teaching know-how: Skill no. 335.

Ability to plan a year's sequence of study (yearly teaching calendar)
based on the school system’s schedule and calendar and the needs of
the students.

Specific Objective:

Using the student-teaching school and given a description of the pros=
pective studenis, the school system schedrvle, a calendar of events, a
merchandising schedule and 2 commercial calendar. the student will be
able tc plan the following year's sequence of study for specific
eleventh and twelfth grade distributive education classes.

Evaluation DPevice:

Checklist rating by supervising teacher, by teacher-educator and by
the student. Student to make modifications until the schedule is
approved by the teacher educator. (Sample checklist follows.)

The folloxing is an illustration from the prcfessional competency realm of
knoxledge. In this instance, the teacher-cducator is interested in associating
the knowledge with useful categories of information.

Guidance know-how: Knowledge no. 2.

Knowledge of the numerous promotion and publicity methods of acquainting
high school students with all >spects of the G.E. progra=a.

Specific Objective: The student will be able to:

Describe the work-need patterns of various high school youth groups.
identify appropriate appeals to motive associated with distributive
occupations reenforcement patterns and select the proper media to
convey the appeals to a sSchool®'s audience.

Evaluation Device:

Evaluation by practitioner: School journalism instructor or local
market research executive's evaluation of the following:

Student’'s written recommendations for a2 D.E. promotional plan in a high

school of the student’s choice based on his knowledge of the population

segments, the group need patterns, the available media and resources.
Professional competency:

Guidance know-how: Attitude no. 21

A belief that guidance should involve a continuous systematic plan of
assistance to the student.

Specific Objective:

The stu.ient anticipates that he will derive satisfaction from regular
counseling responsibilities throughout the year based on his counseling
experiences before and during student teaching.
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Evaluation Device:

Questionnaire filled in by students taught by the studert teacher relating
to his concern for counseling them and their friends on vocational matters.

(Sample questionnmaire follows.)

Technical competency:

Teaching in the Area of Human Relations: Skill no. 1

Skill in developing and maintaining harmonious relationships with other
emplcyees.

Specific Objective: Ability to:

get along well erough with fellow sStudents in a task oriented college
enviromment to be reasonably certain of gaining full acceptance by a
school faculty during the first semester of teaching.

Evaluation Device:

Sociometric devices--sociograms based on contribution to task achievement,
choice of team-mates and similar factors. Blind suggestions for improve-
ment by other class members. Also teacher educator inierviews with stu-

dent teacher’s colleagues and supporting staff members. (Sample questions

for sociometric devices follow.)

Thank you for your indulgence.
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ATTITUDES: OBJECTIVES AXD EVALGATION To Be Citd Only Upoo
Autior’s Purmission
Philip X. Tiemann
Head, Course Development Division
Oifice of Instructional Resources
University of Illinois at Chicago Cirzle

I would 1like to talk about the end results of a curriculum—and again in
terms of the objectives, the intcnded outcomes of Zhe inmstruaction, or instructional
intent. When students f3il to acquire the attitudes and skills I inftend for them
to acquire, then the quality of my instru«ction should be questioned. %hen cviil-
uating-quality. the process model we have advocated emphasizes the importance of
specifying intents and measuring student 2ttainment of these intended outcomes.

So a decremeni in the quality of instruction may result when intenis arce not
specified. - .

As an instructor, I may specify clearly my intents regarding content skills
and overlook other dimensions which are equally important. As an exawmple, students
may be able to apply complex analytical formats which demonstrate their pro-
ficiency in a literary criticisam course. In the process they also may lecarn to
detest literature. MNaturally, educators waat to avoid such unintendcd outcomes.
Most instruction intends to foster the furure activity of students in the subject.
dager (1968) hus referred to such evidence of desirzble student attitudes as
“subject matter approach tendencics.” which rounds out nicely to thce acronym
SMATS. The opposite of SMATS is SNUTS--"subject matter unapproach tendencies.™

Detesting literature may be a SMUT. Nothing is more certain to result in
a student avoiding literature throughout Zife--to unagnroach literature--than the
SMUTS resulting from the way literature wzs presented to him in the classroom.

Student attainment of content objectives does not necessarily inagicate that
the student has attained SNATS--positive approach behaviors to that content. The
fact that a youth followys a sequence of instruction which is effective in leaching
him to use multiplication tables does not also m=an that he likes mathematics and
will voluntarily apply his skills when opportunities present themselves. Such
positive approach behaviors—-SMATS—-represent an exaaple of the many dimensions
of instruction which are important.

If instruction intends to foster SMATS or other behaviors somewhat independent
nf content objectives, then provision must be made to evaluate instruction with
respect to such intentions. To do so, instructors must set forth reasonable in-
dices of student behavior which--if observed--indicate that their students have
developed positive attitudes toward the subject, SMATS, and that any other in-
tentions are being met. While such objectives may be classified as "appreciaticn™
or "attitude™ of "affective™ objectives, the only direct means to eovaluate their
accomplisnment is the observable behavior of the students.

Some educaticnal goals are quite difficult to express without an unreasonable
amount of verbal explanation. Objectives of such subjects as coliege rhetoric
are based upon quite subtle, subjective discriminations. Consider, for example,
the set of behaviors generally classified as "writing style.”™ Specific standards
of writing style are difficult to explicate. The emotional involvement of an
individcal, when reacting to good writing style, has been compared to that of
listening to an exceptional performance of z favorite symphony. 1In each case.
proficiency is recognized at an emotional level possibly characterized by such
behavioral indices as "a prickling sensation at the nape of thke reck™ or a
“soosepimple sensation.” (Schiller, 1966)

Evaluating student attainment of such objectives may require special train-
ing of raters. Such training has been provided at the University of Iowa, for
example, where interrater reliability is enhanced by requiring new rhetoric in-
structors to serve an apprenticeship during their first year with the department.

an
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Generalization iraining procecds by reviex of a variety of examples cf Studeni
writing at weckly staff mcetings. Student evaluations by aex instructors ars
checked by senior instructors. Reliability of evaluation is sorght through a
policy of dual grading of final papers in the course., with the requirements
that evaluatcers resclve their disagrecments before assigning a grade. (Univer-
Sity of Jowa Rhetoric Department,. undated)

A possible behavicral criterion for the Ifact that a student appreciates
good music may be cbscrved by noting the phonograpk records which tke student
selects for voluntary listening. Given a selected set of "good™ music from
the universe of phouaograrh records availabie te the student, a selection fronm
this st meets the criterion mecasure applicd in this case. The level of
voluniary selection, as one possibie characteristic of appreciation, may be
quantified by scme rate at wxhich the student makes such selections, or. possibly.
by means of sone degree cf “goodness™ assigned to subsets of g = music. The
prccess of classifying phonograph records into any such sSets or subsets is a
value judgment. Such value judgments are the prerogative of teachers. acting
singly or tnrough committee, and whether setting forth judgments incorporated
within a2 Zormal “systex™ or as standards to guide in an informal manner. Such
Judgments are made in response to many factors in the curriculum-setting pro-
cess carriced cn in education.

It is important to note a particular characteristic of instruction based
upcn value judgments. Consider the case of instruction which seeks to enhance
appreciation skills. Tne instruction may prove to be quite efficient and
effective, that is_, enabling students to achieve a proficiency level with re-
gard te specific instructional objectives. However. the resulting appreciation
skills of the student——f good music, for exaxple—may be qiite narrow because
the vaiue judgments underlying the specific instructional objectives were
aarrowly conceived.

The fact that value judgments must be made in the explication of specific
inmsStructional objectives does not preclude the possibility of arriving at opera-
tionally specific objectives. It is true that. once arrived at. such objectives
nay result in disagreement among subject matter experts. (Typically, any pre-
vious consensus among the experts resulted from the lack of specificity of
objectives.) The acknowledgement of disagreement over such value judgments,
wherever possible. is a step that must be accomplished prior to instruction.
There can be ns reliable evaluation of instructional effect without such con-
sensus.

E The type of consensus needed at this point is a form of agreement to dis-
agree. For evaluation purposes, consensus among Subject matter experts must
involve an operational recognition of a range of individual disagreements con-
cerning value judgments. A course committce may acknowledge a wide range of
disagreement among their individual judgments of performance which constitutes
evidence of student prciiciency in areas of the course. 1In this case. stzndards
of evaluation should permit a range of acceptable behavior.

Arbitrary selectior of any particular point within such a ranze of dis-—
agreexent as a standard expected of students results in instruction with an
unnecessarily restricted intent. To restrict the intent of instruction by such
means in order to enhance the *objectivity” of student evaluation is to mis-
interpret the role which value judgments must serve in the specification of
instructional objectives.

In my prev.ous comwments regarding the issue of triviality. I referred to
the value judgments made by two rhetoric instructors interpreting *“good” writing
style. When teaching two sections of the same course under the direction of a
ma jor professor, one instructor insisted upon one standard and a second instructor
established, and graded his students according to a completely different standard.
Such value judgments are usually involved when attempting to set standards of
student performance in the so-called affective domain. The existence of such a
continuum along which the judgments of individual raters may differ seems to be
particularly true of attitudinal®” behavior.

*
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So the possibility of individual disagreesenl ¢xists xbhencver (xo oOr =more
jnstructors must evaluate the attitude of sStudents. One man’s trivia may be
another man’s creativity. Behavior may be evalualed as evidence of appreciation
by a student and may be simply an indication of poor lasic t¢ anoiber instructor.
To maintain evaluation standards at a very gencral level cpen to such individual
interpretation is to subject studeanls to a most aversive situation. They're
flunked if they don*t and flusnked if they do. SKUTS quickly appear under such
circumstances.

And instruction scldor deals exclusively wilh either skills or attitudes.
except possibly in extreme cases of military training. Here a traincc must
exhibit positive approach behzviors after traininz or possibly forfeit his life.
As educatcrs. at any rate, s¢ must concern oursclves with SNATS and SNUTS—-cven
jin associztion with the most precise forms oI skilled performance in an acadenmic
disciplinc.

Let me summarize the presentation up to ihis point. ¥hen evaluating Student .

behavior——shether looking for real understanding or attitude or appreciation—we

need reliable applicacion of precisce standards or our students may acquire strong
avoidance behavior. To establish and apply precise standards. xc¢ mus{ make value
judgments, particularly with respect to so-called atlitudinal kechaviors. And

there is a second matter of concern with value judiments. Lack of consensus

among individuals. cither when establishing or applving standards, may result

in narrowing the intent of instruction or student aveidance behavior or both.

Noi we can sec where xe nced to go. ¥¢ nceed Lo Specify standards which
are as precise as possible for use in evajuating student bebavior. ¥e®ll know
shen we’ve arrived because we will have achieved Some mcasure of conscnsus or,
2S 2 NCCESSary minimum, some agreement to disagree--to tolerate behavior of
students within some identified range across the continuum of possibie value

judgments. -

¥ith respect to student attitude, we are now in a position equivalent to
that point from which we cmbarked upon an analysis of "really understand-” The
problem now is to try to deal with a parallel issue. that is, an analysis of the
behavior required for a student to demonstrate that he “really appreciates -

The analysis model I propose is based upon the same ratiorale as our pre-
vious analysis of concept learning. Likewise, it is merely one way to get at
an analysis of appreciatian. Just as with the treatment of “really understand.”
the analysis model is designed to provide the information we need to prepare
quality instruction that will enable students to mreally appreciate-” The model
1 suggest teaches the student an analysis skill, similar to the example of the
Hawthorne paragraphs mentioned as an jllustration yesterday. The model is pre-
sented here as an analysis formula with one additional example. music appreciation.

Consider the instructional objective. “identify instances of X-* For purposes
of illustration--"identify basic, four-bar themes in musical compositions.” Let
us define *X* as a subset drawn from the universe of subject matter content which
xe wish the student eventually to appreciate. For purposes of iilustration.
classical music.

As presented here, any member of the subset X" is considercd to be an
instance of "X.* Symbolically, “X” = (a, b, c, d). Illustraticns: event a =
an instance of a basic, four-bar theme in a musical composition.

Other properties may be attributed to the subset "X.” All members of the
subset "X must possess one Or more COmmon attributes which can be defined
operationally. Illustration: one conmon attribute = a four-bar theme which is
basic to the compocsition. i.e.. the theme appears more than once during the
course of the composition.

It may also be true that instances of X" can be dravn from the subset
Yy ™ For illustrative purposes, subset *Y1” ~ musical compositions by Bach.
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If they can be drawn from *Yj.” it follows that “Y;™ must also possess cormon
attributes capable of operational definition. Illustration: instances of the
subset ”fi” are individual compositions by Bach. Diagramatically,

YI = Bach compositions

X = Subset of instances of
basic, four-bar themes

It may be true that "Y;™ can be drawn from the subset "Zj .™ and so forth.
For purposes of illustration, "Z;" - a subset, the members of which are all
instances of classical music composition. Ia each case, we impose a further
condition such that noa-members of a larger set remair within the set when the
referenced subset——in this case, "Y;” -- is withdrawn. As an example, xken the
subset "X™ is drawn from the subset "Yj,” instances of non-"X" remain within the
subset Y, .” Illustration: when the Subset containing instances of basic, four-
bar themes is drawn from the subset of Bach compositions, sequences within the
scores which are not instances of basic, four-bar themes still remain within the
larger subset of Bach compositions.

This brings us to the situation of "appreciation™ skills. In the event
additional subsets "Ya, Y3 . . . Y," may be drawn from "Zj," and from each of
these may be drawn a subset of instances of "X," we have described a situation
appropriate to much of the subject matter content relevant to appreciation
skills. To illustrate diagramatically,

Bach compositions Yﬁ = Mozart compositions

h
[l

Bartok compositions Z; = Classical compositions

¢
i
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Discrimination scquences appropriate to the anmalysis [rancxork smust be uscd
to enable students Lo gencralize tke Iramexork. That is. wxe manl studeals lo be
abie to identify instances of X" irrespective of the Y™ subsct (or *Z© subset)
from xhich they were draxn. An ability to ideatify instances of "X~ irrespective
of "Y" subsel o1 origxin is referred to as generalization or--in special cases——
transfer. i.e.. xhen the Y™ subsel of origin cmployved in the cvaluation ®as noi
enployved in the discrimination sequences which constituied the instruciion for
the students being evaluated. Illustration: “Yp™ Bach and “Yo™ Bartok subsets
were cmployed as teaching examples during instruction and "Y3™ Xozardl sabsel was
enploved as a source of exanmples and non-cxanples to c¢valuate the performance of
studznis in recognizing instances of "X.7

¥hen a student voluntarily engages in ideniification of instaances of "X7
e refeyr to such 2 conditional demonstration as evidence of "appréciation.™
Iilustration: Jhe student appreciates the subtle use of recurring basic pat-
terns in classical music. The definition of appreciation in Lhis manner includes
the conditions of voluntary demonstraiion and of evidence of generalization. And
shile this analysis model has emplored Lhe action verb “ideniify.” Lhe analyvsis
format permits substitution of any olher action verb appropriate Lo behavioral
objectives. e.g.. recognize. record. transcribe. and so forth.

Relevant to the analysis form presented is a higher order of terminal
behavior. Illustration: the student appreciales classical music, or music in
general. The subject matter specialists initially must amalsze the conient into
sanple subsets and. cither prior to ox during the rrocess. operationally define
the subsets. However. the cvenmtual goal of discrimination sequences is genceralizid
behavior exhibited by the student in tke absence of ssistance and in 2 voluniary
contexti.

In effect. an analysis skill jis taught to the Student——one xhich the student
will voluntarily employ whea opportunities Lo do s$o present theasclves. II ihe
student is able to generalize. then it folloxs that he may be applving the ac-
quired anmalysis skill to content whick may not have been analyzed by any subject
matter specialist. At this point. the student has assumed the role of ncophvte
subject matter specialist--a role suggested to be a general goal of instruction.

Experience may permit a master performer to formulate standards which serve
to evaluate the operational adequacy of his oxn Sophisticated analyses. Standards
develop during interaction with peers. during review of the analyses of other per-
formers. and so forth. But it appears that one cannot develop standards of evalua-
tion in other than a voluntary context. Stated another way--opportunities to en-
gage voluntarily in “appreciation™ behavior must elicit such behavioxr if the
subsequent seif-evaluation skills are also to have an opportunity to develop.
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DESIGNIXG LEARNING EXPERIENCES: THE XNEDIA SELECTION PROBLEN}
To B2 Cited Only

Philip ¥. Ticmann Upon Autkor's
Head, Course Developmernt Division Percission

Office of Instructionai Resources
University of Illinois at Chicago Circle

The rational selection of instructional media requires a systematic approach.
A selection system must take into account all variables which establish media ro-—
quirements.

It is tempting to reclate the entire problem of media selection to fimancial
cost of the media available. MNost irstructors concerned with the problem of
selecting media to provide for quality instructicn have recognized that sole de-
pendence upon cost criteria would lead only %o blind 2lleys.

The criteria of most concern are efficiency and eff-zctiveness of instruction
in teras of the resulting proficiency of those being instructed. ¥hen alternative
»=ths appear io exist as means to achieve high quality instruction, then an appro-
priate criterion for choice among alternatives means would appear to be cost.

Administrative Limits

The theoretical issue seems straightforward but reality often alters the
Situation. The instructor nmust usualiy contead with an existing administrative
Structure imposing cost limitations wkich, to him. usually suggest the proverbial
tail wagging the deg.

Instructcrs are provided a 50-seat box and admonished to keep the cost of
instructing students to as reasonable a level as possible. The administration
seldom considers the 50-seat box itself to bpe a limitation upon cost effectiveness.
The situation is understandable because littie effort has been made to look for
the most efficient and effective way of instructing students and then to design
an administrative system around the dexands imposed by these instructional re-
quireasents.

Administrative structures typically limit the number of students which =may be
asscmbled in one location--or in separate locations accessable to 2 common instruc-
tional system--and/or limit the number of successive periods of the same presentation
which may be scheduled. Cost accounting procedures must permit ccmparisons among
prospective modes of inst:uctior which are within the administrative limits imposed
by student grouping.

Cost studies typicalily employ per-student-cost as a baseline for comparison
among alternatives. The generation of such coast data is best accomplished by con-
sidering twp aspects of instructional cost. One set of costs may ke thought of as
being encountered in the process of groducing the instruction and a second set of
costs mzy be associated with the distribution of instruction to students.

Consider the case of a typical lecture course. The time which an instructor
devotes to preparing a lecture may be attributed to the cost of producing the
instruction. If we disregard the amount students speand on notepaper, the cost of
distributing the instruction includes the value of the instructor’s time spent in
delivering the lecture and, in most cases, the cost of textbooks which also serve
to distribute a part of the instruction to students.

1Adapted from a presentation by the author to the Advanced Workshop, Arnual
Convention of the National Society for Programmed Instruction, April, 1968. San
Antonio, Texas.
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To the extent that the instractor must depart from the most ceffective form
of instruction indicated by the learning rcquirenents of the situation, ke i=
forced to make 2 "logistic™ decision dictated by imposed adsinistrative limitations.
The logistic decision involves selection of instructional media providing an optimun
combination for production and distribution of instruction within administrative
limits imposed. Nedia must be cost-listed by production and distribution cosls,. as
appropriate. and according to sSomec classification based upon the learning require-
ments of the instructional situation.

A further distinction as to types of costs. a distinction made by economisls.
is helpful in allocating costs for media selection purposes. The two Lypts ol con-—
cern are fixed costs and variable costs. The distinction between fixed and varizble
costs is most apparent when considering distribution costs.

High fixed cost of distribution is encountered when. for cxample, students are
required to have individual workbooks. Each student added to ihe class or coursc
requires the addition of another individual workbook at a fixed cost.

dedia Cost Variability

The principle of cost variability is associated with numbers of students. A
distribution medium possesses the advarntage of variable cost when additioral stu-
dents. when added to the instructional vaudience.” tend te reduce the per-student-
cost of distribution. Occasionally, a medium used to distribute instruction xill
possess the feature of variable cost up to a point. at which time it is necessary
to meet the fixed cost of providing anotheér unit of the distiribution medium.

¥hen considering audiovisunl devices, the media characteristics imposing re--
ception unit limits upon variability are obvious. Oniy So many people can hear the
audio output of one loudspeaker in a large Space. ¥ith the addition of further
people, it is necessary to add more speakers.

Visual images possess Similar limitating features. Only so many can view one
demonstration and then we have to add another unit of demonstration, either Simuli-
taneously or sequentially. Several airline stewardesses simultaneously demonstra-
ting the use of an emergency oxygen system is an instance of such added units.
Sequential addition is evident in the case when one stewardess gives several demon-—
strations as she proceeds down the aisle.

Obviously the demonstration could be accomplished before passengers board the
plan and could be conducted by only one stewardess giving one demonstration. In that
case, the instruction would be produced with a facsimile of the actual object of
concern—~the aircraft overhead from which the oxygen mask drops. And the major in-
tent of instruction is not to conserve distribution costs through conservation of
dexonstration units (stéwardesses) but to produce the instruction in as realistic
a setting as possible. Therefore, the instruction is produced using the actual
specimen and distributed by as many of the available demonstration units (stewardesses)

as may be required.

Some distribution media offer an advantage in overcoming the reception unit
variability limits imposed by the audio or visual characteristics of the “production™
medium. In effect., it is not necessary to produce and to distribute instruction
using the same medium and, in fact. seldom do we find it eccnomical to do so. For
example, the airline demonstration typically employs the existing PA system for
distribution of the audio component of instruction, although it is produced by one
ngtewardess unit” who could be employed as a unit of distritution. (On small feeder
airlines, the one stewardess available performs both production and distribution

functions.)

Instructional media may serve the distribution function in some cases and the
production function jin other cases. An instructor may distribute the visual com-
ponent of instruction to a large lecture class by using an overhead projector or he
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may prodice the instruction with the same device 2nd bave it distributed by =cans
of a closed-circuit television system. ¥hile each irndividual TV monitor pessesses
certain reception unit variability limits, the overall system provides the logistic
advantage oI almost unlimited variable cost--that is, the more students added. the
loxer tfhe distribution cost per student.

¥hen we Zitempt to cost account the production of instruction—--to prorate the
cost of nroduction across those students to whom it is being distributed--it is
necessary to account for a further characteristic of many distribution media. In-
Struction, once prepared for certain modes of distribution, beccmes reusable. Both
instruction distributed by media with high fixed costs (e.g.. textbooks) and var-
iable costs {e.g.. CCTV) may be reusable. ¥ithin certain limits, textbooks may be
recycled to subsequent classes of students just as videotapes may be telecast to
these subsequent classes. And each subsequent increment of distribution enables the
initial production cests of the instruction to be prorated across that many additional
studenis. The determination of production and distribution costs for various com-—
binztions of media and the comparison of these cost determinations usually is an
empirical issue and local data must be developed as a basis for decisicn-making.

Systen Requirements

The cost of media is but one of the resources committed within any instruc-
tional system. MNedia selection must be made so as to optimize all of the resources
allocated to the system. It is necessary to classify the resources typically made
available within the instructional system in order to clarify the media selection
problem.

The resources usually allocated to an instructional system generally fall into
one of three categories:

1. The cost of instructional media
2. Tke cost of instruction.l staff
3. The cost of student time committed to instruction

Appropriate selection of instructional media shculd result in an optimum com-
bination of the three resources to achieve the instructional cbjectives of concern.
Instructional media possess characteristics, in addition te their cost, which may
influence the amount of instructor and student time comm:tment in the event of
their use.

For example, instructional media vary with respect to the amount of time an
instructor rwust invest ir thke planning and coordinating phases of production. Guide-
lines here will be difficult to specify, as the degree of an instructor’s familiarity
with the medium or media to be employed is a factor in the demand placed upon the
instructor*s time.

Naturally, the gross amount of media required is a prime factor. The more
graphic support an instructor plans, the more time he will have to devote to co-
ordinating media production with artists and other support personnel. In addition,.
the sheer number of personnel involved in media production is an important variable.
Cost, in terms of instructor time commitment, increases with an increase in the
number of people with whom the instructor must be involved in the media production
process. The production of a videotaped closed-circuit televised sequence, which
typically requires more elaborate graphic support, is an example of high instructor
time commitment to production because of the number of personnel involved.

The Function of Instructional Intent

A basic issue in the process of media selection is an expression of the intent
of instruction. As in the case with any problem, it is first necessary to have a
clear idea of the goal. Goals of any instructional situation are expressed as a
rather specific description of the skills, related knowledge, and attitudes which

1326




a proficient student wxill be able to display as a result of instruction.

The process of coordinating media with instructional intent begins with a
review of the precise description of instructional objectives. By noting various
features xhich thke instruction must possess. il is possible to cowsull a listing
of available media grouped according to their capability of provicing such in-
structional features.

A functional distinction among varicus mecdia can be made on the basis of their
various presentation capabilities. It is helpful to refer to media capabiliuy in
terms used by an instructor who has conducted a careful anaiyvsis of the instructional
content. In this manner. mcdia may be classified according to the types of dis-
tinctions which the student is able to make xhen exposed to sulrject matter via that
nedium. Obvious types of such distinctions are those involving color. sound. or
motion.

Students may be required to pay attention to color features of the instruc-—
tional content. In Such event. an instructional objective might be stated as "an
ability to discriminate between two biological samples on the basis of leaf color.”™
Here the instructor has specified the color identification performance to be one
required of a proficient student, and thus an aspect of the subject matter which
the student must understand.

Other discriminations students must make--in addition to sound, color., and
motion--are those involving space or location. here referred to as spatial dis-
criminations: those dependent upon psychomotor cues such as texture. weight., or
a student*s own motor skills, referred to as tactile: and occasionally tastec and
odor discriminations.

Various instructional media have a capability of presenting more than one
discrimination category at the same time. A color film may be used to portray
both color and mction differences to the student. It is not suggested that media
may be classified according to these types of discriminations without some over-
lap. It is precisely the fact--that most media do not possess unique characteristics——
which has resulted in such confusion when trying to sort out the instructional
capabilities of media.

Instructional media may be viewed as a partial presentation of reality in some
degree. The actual presentation employed in an instructional situation may be, in
effect., a trade-off between what we would like the student to observe and what we
can afferd to show the student. ¥hen a three-dimensional object must be presented
for student observation, the cost involved may not permit laboratory examination of
an actual micro-organism or a fifteen-ton plate press of a beef being slaughtered
and dressed.

Instructional media are thus, in many cases, an economy measure used to ab-
stract or represent reality. We can hypothesize a continuum of media capability
in representing reality along each discrimination dimension identified. For ex-—
ample. when presenting the three-dimensional spatial aspecis of an object, maximum
representation would be the actual object before students in a demonstration. The
minimum representation might be a verbal description--such as the listed character-
istics of 4 large plate press, mimeographed and distributed to students. or written
on the blackboard, or presented orally by the instructor during the lecture.

Along a different discrimination continuum. we may consider the need for
studeats to attend to color characteristics. If the student must identify dif-
ferences in color between treated and untreated micro-organisms, the maximum
representation would be actual organisms observed through a microscope. We may
represent reality with full-color microphotographs or color slides. Again, a
mipimum might be merely a verbal description of such color change. or perbaps more
realistically, a sketch with colors labeled.

Each media continuum is expressed in terms of relative representation. Some
form of live demonstration whkich brings the actual world to the instructional
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situation is postulated as most representative, and sowme verbal description of
reality is considered to be less representative. Media are located along one or
more continuums, with their position along a particular continuum being determined
by their reiative degree of riépresentation when portraying the reulity of the
actual world to the studer..

As an example, suppose our analysis of an instiructional situation shows that
the studenZ sust notice the direction of rotation of a2 particular part. Since
direction of rotation is a property to which the student must attend, we can
locate various media capable of portraying the direztion of rotation along the
motion continuum. As iisted according to level of increasing represcentation,
we might find among others the following possibiiities:

Verbal description--of the direction of rotation
Line drawing-—-representing direction of rotation when labeled
with 2n arrow
Still photograph—--renresenting direction of rotation when labeied
Sequence of still photographs--showing stages of rotation of the part
Motion pictures--showing the part being rotated in the correct
direction

A particular level of representation might be associated with more than oue
medium of instruction. For example, a single still picture may be displayed on
the printed page, or via overhead projector, or projected as a 35am slide., and
so forth. We see that, having deterained the necessary level of representation,
it might be possible to select from several possibilities at that level according
to relative cost or according to other factors ir the givea instructional sit-
uation.

Selection of instructional media is based thus far on decisions in two
dimensions. Th¢ relationships between various instructional mediz with regard
to presentation capability and to level cf representation within 2 specific -
capability may be listed ir: the form of 2 taxonomy of media capability. The
taxonomy, as it has been developed thus far, s shown in Figure 1.

The types of discriminations which a student may be required to demonstrate,
as listed in Figure 1, suggest that an analysis of the instructioral intent must
be rather precisc for the discrimination classes are rather precise. The very
specificity of these classes, while of considerable assistance in the process of
media selection, results in combination--that is, the objectives of a giver in-
structional situation will result in media selection decisions along two or more
discrimination classes. It is also possible that the instructional situation may :
require two types of discriminations which, for one reason or another, cannot be .
portrayed conveniently to the student by only one instructional medium. MNis- i
selection of instructional media have resulted from an understandabie oversight,
that is, when the classification system developed in the taxonomy indicates that
the instruction should be multi-media in character.

Conceptual understanding of quantum mechanics, as an example, may requir.: the :
student to notice differences in relative rates of motion of minuie particles in j
a cloud chamber. Pictures of particle traces remaining on an electrostatic-sensitive :
plate, or an actual exposed plate, will be combined with another medium, that of 3
verbal description, to present the concept to the student. The verbal description, :
a second medium, is another manner of representing the relative rates of motion
of traces, which are also represented by actual plates or photographs of plates.

If our intent is to enable students presented with exposed plates to identify
types of particles by their motion traces, then actual plates or representations
of them would seem to be relevant to instruction. Here we might consider the ver-
bal description as a supporting medium of instruction. =

If our intent is to enable students to describe various particles in terms of
a2 relative motion hierarchy, then-it might be feasible to present all instructinn -]
in such verbal terms. Generally, such a level of abstraction is not comprehensinle 3
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Figure 1

Prescentiation Capability
by Tvpe of Discrimination
to be iade by Students

Spatial (location, 3-D)

Color

Motion

Sound

Tactile (texture, weight,

psychomotor)

Taste

Odor

Verbal Description

Highly Representative

Augmented Objeci /7
Actual Object

Enhanced Color //
Full Color

Slow/Fast Motion //
Actual Motion

Amplified Sound //
Actual Sound

Augmented Situation //
Actual Situaition

Concentrated Taste //
Actual Taste

e e o — — —— — — —— — — —

Concentrated Odor //
Actual Odor

— A — — — —  — — — —

Less Representative

Yerbal Description

— e — ——— — — S — —— — e—

Continuous Oral
Discourse

1329




} Gk ShASEEE M
| B :
1 - s
b [T
. H

to students. ¥When practically reduced to memorizing the verbal abstractions, the
Student does not have a conceptual understanding that will serve him in 2 variety
of situations dealing with tie relative motion concept.

¥e reduce th2 level of abstraction in any n:mber of ways. ¥e¢ may diagram
Lthe relationships. sketch an example of an exposed plate, or code the hierarchy
in sGme manner that emphasizes the conceptual aspect of motion rate. The black-
board. overhead projector, or slide projector—as supporting medimm of instruction—
Scrves merely as an adjunct to the verbal description. It is possible for the
verbal description to suffice if the instructor is willing to engage in the amont
of explanation, and repetition of explanation, required to clarify the concept to
students.

Our intent may be to cnable students to deal with both reality, i.c., cxposure
plate Aiscrixinations, and the theory of such hierarchial distinctions. On the
basis of such intent, the instruction is multi-media in nature. The discriminations
which are required of the student may necessitate his exposure to a higher levcl
of representatior initially along both the visual and verbal continuum. Once Lhe
Student has noted tre nature of the discriminations required of him, such mcdiating
procedurcs will no longer be needed.

Consider an instructional sequence where only the verbal description con-
tinumm is of concern. (Two parallel examples are presented here.)

Students of lahor economics, for example, are concerned
with th2 process of mechanization as a concept affecting labor
Gecisions. Analysis of the concept of mechanization reveals an
essential feature to be one of a comparative nature. The degree
of mechanization is determined, in any given industry, by the
relative level of capital intensiveness. ¥ithin an industry
and, to some extent, across industries, the labor economist
compares the capital intensiveness at one time to that of
another time.

Students of sociology, for example, are concerned with the
process of urban cevelopment as a concept affecting municipal
decisions. Analysis of the concept of urban development
reveals an essential feature to be one of a comparative nature.
The degree of urban development is determined, in any given
locale, by the relative level of assessed value per acre. ¥With-
in a city and, to some extent, across cities the sociologist
compares the assessed value per acre at one time to that of
another time.

Such terms as “mecharication” and "urban development™ are abstract concepts
of usefulness to the labor economist or sociologist. Student understanding of
such concepts depends upon insight into their process nature, in terms of such
further abstractions as "capital intensiveness™ and ™"assessed value per acre.™

Relationships among these abstractions may be =zxplaired to the student en-
tirely in descriptive verbal terms, or the instrictor may augment verbal descrip-
tion with graphic description of the process relaticnships over a period of time.
Graphic or pictoral augmentation of content which is basically verbal tends to
increase the efficiency of the instructor’s effort. Again the verbal description
will suffice if the instructor is willing to provide the explanation and repetition
reéquired to clarify such abstract verbal concepts.

It seems reasonable to conclude that instruction may be entirely verbal in
nature and, in the interest of efficiency, ma:; be augmented by one or more media
selectzZ to support the intent of instruction. But instructional efficiency is
a trade-off. There is no justification for selecting another medium to support
verbal description before reasoiable efforts have been made to clarify verbal
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Inability to specify precise zuidelines for the sclection of augmenting
mcdia arise I[rom the variability of “reasonable c¢ffort™ among individual in-
structors. Yhat one anatomy instructor will consider a "reasonable efforl”
expended to verbally describe the Krebbs Citric Acid Cycle will stirike another
anatomy instructor as ridiculous. 7The sccond instructor will have gone to his
blackboard long before and sketched a flow diagram of this abstract concept.

AS a practical matter, it is operationally impossible to provide media
selection guidelines in such cases because of the difficulty in assessing the
relative verbal creativity of instructors. By the same token. an instructor’s
use of visual augmentation of such verbal concepts is also limited by his oxn
experience in such mattess.

‘the purpose of the taxonomy, in sctting forth a continuum of verbal des-
cription. is to catalog many possible combinations of media useful in amplifying
relatively abstract verbal concepts. Selection depends not only upon the intent
of instruction but also upon an instructor’s experience with the media listed—
and with the content of instruction.

¥hile the topic of discussion is media selection, it is not proposed that
a multixedia assault upon the senses of the Student is a solution to the issue
of instructional clarity. Each continuum muast be clarified—within the limits
of that particular continuum »efore any effort is made to augment instruction
with a supporting medium.

In Summary. the difficulty of the media sclection problem increases is a
function of several factors which may vary. Generally speaking, these may be
considered as cost and task variables, with task variables defined by analysis
of the instructional intent. Cost variables are particular to the administrative
system within which materials are produced, tested. revised, and distributived.
Local data are required to reach adequate cost decisions.
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LEARNING EXPERIEXCES IN DISTRIBUTIVE TEACHER EDUCATION
By

Harland E. Samson, University of ¥isconsin

The complexities of future prograas in distributive education xill regaire
commitments from distributive educators far beyond that of past years. These
commitments will demand greater sophisticatioa in 21l facets of education as
xell as new relationships with an expanding educational environment. In all of
this the key figure in distributive education will continue to be the tcacher-
coordinator.

Contemporary teacher education views the competent teacher from three aspects:
(1) educational preparation, both general and specific, (2) techmical (subject
matter) competency, and (3) command of the practical application of teaching and
learning theory. Educational preparation of distributive teachers has come pri-
marily from formal collegiate course work. Technical competerncy has cowe fron
a combination of collegiate and oCccupational experiences. The ability Lo provide
the practical application of learning has come primarily from sound occupational
experience. It is the intent of this Paper to discuss the nature and scope of
learning experiences primarily as they relate to specific professional distribltive
teacher education.

Basic Premiscs

Several premises are made relative to the learning processes typically
associated with distributive teacher cducation. XNaturally exceptions to these
premises may be raised; however professional consensus seems sufficient to allow
them as guidelines.

Education must be goal dircctcg. Educational efforts must be directed toward
the attainment of specific goals. Goals, to the individual learner, must be viewed
as attainable yet require sufficient effort to represent a challenge. Currently
considerable effort is being given to the statements of educational objectives so
that the learning outcomes or goals are clearly specified not only in teras of
behaviors but also as to conditions and levels cf the performance of such behavior.

Measurement of educational achievement is essential to effective education.
Students, teachers, and others involved in the process of education must know to
xhat degree the goals have been achieved. Efficient learning, particularly of
complex achievements, requires special motivation, guidance and assistance. Properly
devised measurement of achicvement can contribute to these activities. A major
featurc of this premise is that every important outcome of education can be measured.
It may be possible for some aspect of education to be so highly personalized that
that the achievement would be concealed but one would then question its imporitance.
¥hat is said here is that education does make a difference, that difference is
important, and the difference nceds to ke measured in order to have effective educa-
tion.

Useful knowledge is the most important educational achicvement. The effective-
ness of a person dealing with a problem depends largely on how fully he commands
the knowledge that is relevant to the problem. With a command of useful knowledge
and reasonable ability to think, the learner becomes intellectually free and in-
dependent, capable of rational seif-determination. If the importance of an educa-
tional outcome may be Jjudged on the basis of what distributive teachers spend
moSt of their time doing, it is obvious that acquisition of a command of useful
knowledge is an important outcome of distributive teacher education.
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Educational transfer will occur. “¥hatever xc¢ teach, explicitly or in-
plicitly, has the potentiality for clusing traasfer to vary in direction and
amount_.”1 Learning expericences for teachers in training cannot be substantially
different from learning experiences they are Lo use with their Students,. for
teachers in training tend to transfer tcochniques and proccdures they have ox-
perienced to their own teaching behaviors. The more clesely aligned learaing
experiences can be to desired potential behavior the greater the asountl of
transfer. A vastly different procedure and experience during leacher cducation
than what is expected as a teacher would require cither (1) more ability on the
part of the learmer, or (2) morc intensive tralming during tecacher preparation.
The concept of transfer is singularly so importiant that it is treated in wore
detail in anotker parl of Lhis paper.

For any disciplinc therc is 2 ninimum sct of propositions that fora the
basis for all that cxistls in that ficld. In dealing wilh the structure of krow-
ledge for a ficld, such as we arc doing here Lais week, it must be asSuwed thal
some possible structure does exist or cam be created. Bruner, speaking of the
optimal structuring of knowledge, jdentified three qualities to be associated
with the basic propositions or fundamental concepts of a ficld. These three

are:

1. That the diversity of information within a ficld can be simplified
to clearly indicate the rclatedness of clements. He speaks of this
quality of simplification as the economy of a Structure.

2. That it give assistance in the gencration of new propositions which go
beyond the information given. This he rciers to as the producliveness
of a structurec. -

3. That it facilitates the manipulation of knowledge, its combinings
and recombinings, xhich he calls the power of a structure.2

Acceptar.ce of this premisc gives encouragement to the current task and
suxgests someching of the qualities that should be possessed by the ultimate
product.

There are = considerable number of psychological principles which teachers
can use with coniidence. In spite of many diff2rences among psychologists re-
garding learning and other human bchaviors there are many psychological principles
which are widcly azcepted. The distributive tcacher should be well versed in
those principles and understand their 2pplication to occupational instruction.

These six prexizes (Education must be goal directed; Mcasurement of c¢ducational
achievement is essential to effective education; Useful knowledge is the moSt im-—
portant educational achievement; Educational transfer will occur; There¢ are a con-
siderable number of psychological principles which teachers can use with confidence)
are not exhaustive of tLose that may nced to be made in support of meaningful
learning expericences for distributive teacher cducation. They should, howxever,
provide 2 base for the ideas presented in the balance of this paper.

Transfer of Learning

Acceptance of fhe concept of transfer of learning iS necessary to the develop-
ment of meaningful learning experiences in distributive teacher education. Teaching

1Rudolph ¥. Schulz, "Problem <2lving Behavior and Transfer,” Harvard Educational
Review. 30 (1960), p. 62,

2Jerome S. Bruner, “Needed: A Theory of Instruction,” Educational Leadersiip,
May 1963, p. 525.
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for transfer should be a part of every teacher®s concere as they proceed with

their educational tasks. To assure that there be mo confusion on what is con-
sidered "transfer of learning™ ihe following definition by ¥Wittrock is used !
here, ™. . . the ability to go beyond the daza or to go beyond the specifics."3 g

There are Several types of transfer that may be observed. Positive transfer
occurs when there is measurable increase in performance on one task duc to experi-
ence on some previous task. Xegative transfer exists when performance on a task
is measurably lowered because of experience on some previous task. Lateral trans-
fer refers to a kind of generalizing that spreads over a range of situations that
are about the s-me nature or difficulty as the initial learning experiernces.
Yertical transfer occur$ when learning at one level makes it possible for the
learner to move to advanced or more complex learnings or behaviors. Xonspecific
transfer is a type of transfer that occurs in areas cutside the actual lezrning

or subject matter.

It is up to the teacher to plam imnstruction So thaz transfer of learning may
occur. ZEstablishing conditions for transfer involves procedures thal will have
an effect on the acquisition of further knowledge and on the broad application of
learming to new and practical situations. The more intelligent students, those
witk greater ability to perceive and formulate general principles, do master Sub-
ordinate capabilities and move to transfer more readily than the less able. The
value of guided 1learaing is stressed by Craig who states, "Additional large amounts
of guidance, including summary Statements of organizing principles, will foster
transfer to4tasks of all difficulty levels, and benefits will increase as difficulty
increases.™

Anxiety appears to facilitate transfer on lcower level learning tasks but may
interfere with transfer on more complex learning tasks 3 Because of the general
acceptance of anxiety as a condition of learning its interference with transfer
needs to be observed carefully. 1In fact a)ll emotional states seem transferable in
and of themselves. The possibility of crocsing fanxiety arousal by one set of
fzctors reflected by that student in the r2sponse to another set) necessitates good
communication among instructional staff or the effect of théir teéichirg strategies
upon different students.

Thorough learning is essential to maximize transferability. The provision
of learning in a variety of settings, a range of problem solving and decisior
making situations, and relating new to old learnings aids in thoroughness. It
suggests that learning should be scheduled so that overlcarning by each student
is a general practice. The teacher's classroom methodology and nanagement clearly
will affect the amount and direction of transfer.

Travers sets forth three guidelines for teaching for transfer that serve as
Summary for these observations.

1. Learning in the classroom should be such that it results in a thorough
mastery of whatever is to be learned, to the point of over-learning.

2. The student should have experiences with as wide 2 range of problems as
possible.

3x.c. wittrock, "The Learning By Discovery Hypothesis,” Learning By Discovery:
A Critical Appraisal. (Editors Shulman and Keisler) Chicago: Rand ¥McNally and
Company, 1966, p. 75.

4Robert C. Craig, The Transfer Value of Guided Learning. New York: Bureau
of Publications, Teachers College, Columbia University, 1953, p. 72.

5Henry C. Ellis, The Transfer of Learning, New York: MacMillan Co., 1965, p.65.
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3. The teacher should emphasize principles and give the studenls praciice
at utilizing those principles with a variety of probien situations.

Learning Experiences for Distributive Tcachers

Undoubtedly there will be several different interpretations of just what a
“Jearning experience™ might be. For the purposes of this paper the term “learning
experiences” is broadly defined as bCing any major cluster of activities that would
constitute a sizaificant area of work for a distributive teacher-coordinator.
Learning experiences would be of greater magnitude and importance than would learning
activities, assignmeuts, or single concept development. Lezrning experiences might
be likened to a project inasmuch as they would be meaningful real lifc experiences
constituting an entity of work Gnto themsclves.

Learning experiences for potential distributive tcachers xay be classificd
several xays. Onc mcans might be to classify thcm simply as “professional learning
experiences” or as “technical learning experiences.” Another means might be to
use the task force classification as established for this seminar. It also secenms
that learning experiences could be inferred from and designed for each of the
articulation (end of course) level objectives. It is my choice, however, to
classify 1 :em into the four functions of a teacher-manager as described by Mager
-nd Beach7 These are 1) Planning, 2) Organizing, 3) Leading and 4) Controlling.
For the purposes of classifying learning experiences these four functions have been
modified to fit a somexhat broader concern.

Planning: Learning experiences in the area of planning would include those dealing
»ith forecasting future program requircsents, establishing program objectives,
establishing time constraints, budgeting. and acquitition of resources. The ¢x-
periences would deal primarily with operational aspects of distributive education,
including determination of the nature and nember of students to be served, the
major objectives to be attained, the time needed to provide instruction necessary
to attain the various objectives, the assignment of staff and financial resources,
and the actual 2cquisition of facilities and equipment required by the instruction.
The following samples of lcarning experiences may be appropriate for this function:

A. Design and carry out a comuunity occupational survey to establish the
current status and potential distributive manposcCr requirements for a
given community of cmployability.

B. Prepare statements of objectives for cach of the distributive program
sequences that might be developed for a predetermined school system
and community of employability.

C. Prepare in topical form syllabi including individual course outlines for
one or more distributive education programs which will lead to the attain-
ment of the desired program objectives. This would include estimated
time allotments.

D. Prepare in appropriate form a budget showing all direct program cxpenses
for a full school year and also a long range budget (five years) showing
estimated operational costs and capital expenditures for a distributive
education program.

E. Prepare both the narrative and schematic data on the recommended facilities
and equipment for a distributive education program of given objectijves,
student enrollment, and curricular design.

6Robert M. Travers, Essentials of Learning. New York: Macmillan Co., 1963,
pP. 216. -

7Rovert F. Mager and Kenneth M. Beach, Jr. Developing Vocational Instruction,
Fearon Publishers, 1967, p. vi.
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Organizing: In the arca of organizing the distributive teacher coordinator
7 would nced learning experiences rcevolving around sork managemxent, acquisition and
a evaiuation ¢f materials, sclection or creation of appropriate learning materials,
i and preparation of instructional presentations. The primary purpose ¢f this arca
of learning expericences is to make the subject matter meaniangful tc the sStudent,
to present the subject matter in Such a way that it wxill be learned efficiently
and effectively, and to build into the instructional procedure the necessary
checks and evaluations of learning and appiication. The folilowing learaing acti-
’ vities might be appropriate for this function:

ERL TV U

A. EstablZsh the criteria for evaluation of instructional material for
each of the instructional areas of 2 specificed distributive education

; program.

B. Prepare and present to a specified audience an instructional presentation
on a specific item of Subject matter.

C. Review and evaluzte, using predetermir=d criteria, the instructional per-
formance of several different instructors under several different learning

!
' eavironments.

D. For a given prcfessional distributive education position outline priorities
I and procedures necessary to effectively complete the necessary job tasks.

Leading: Lezrning experiences in the area of leading would focus on activities
pertaining tc the guidance, encouragement, and inspiration communicated to the
student. Learning experiences should provide ability to motivate, to direct,

and to get the student to be responsible for his own learning. The nature of
this function suggests that the teacher coordinator will relate to the needs and
desires of individual Students. Sample learning experiences might be as follows:

C. Conduct a series of coordination visits to determine progress of trainees,
to obtain evaluations relative to performance, to plan future learning
experiences, and to determine contribution of sponsor or training station.

A. Determine the capabilities, interests, influences, and occupational desires
of a distributive education student. From this base of information create
with the student an occupational development plan that would be consisteant

] with the student’s expectations and self concept and attainable through
the distributive education program available to the Student.

B. Prepare individualized instructional plansfor a variety of distributive
education students.

C. Analyze predetermined instructional settings and develop recommendations
for improving the effectiveness and efficiency of instruction.

D. Prepare an audio visual presentation for use with junior high school
students to inform and stimulate their interest in distributive occupations.

i Controlling: The controlling function deals primarily with checking of performance
g against criteria. Tais would involve learning experiences in the classroom as well
i as the evaluatior of performance in the application of learning either through
{ cooperative experiences or laboratory experiences. The following learning ex-—
,3¥ periences serve as possible examples:
- 3
';f A_. For a given set of instructional objectives develop or design evaluative
criteria, administer, and interpret appropriate measureaents.
3 B. Develop an instructional sequence, conduc* the instruction, cvaluate
) attainment of objectives and modify or adjust as necessary.
|
!
{
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D. For several different sets of cooperative program Situations prepare
written analyses a5 to peitinent facts, major and minor problcms, possible i
solutions, the solution selected and the recommended procedurc¢ for izple- !
mentation.

From this listing of possible learning experiences you may be wondering about
these things:

Question: Are sot these learning activities very much like the “most im-
portant™ critical professional tasks of teacher coordinators?

Answer: Yes, and they should be if we as teacher educators are consistent
in practice with our stated beliefs.

Question: ¥hy isa’t some mention made of technical or occupational learning
experiences of potential teacher coordinators?

Answer: No mention is made because these are supportive knowledges, skills,
and attitudes which must be zissessed by the individuals prior
to entering the professional course work. Our primary cffort is
to create the experiences which will bring about the professional
or operational development of the tecacher coordinator.

Question: ¥hy was there no mention made of learning experiences during
student teaching?

Answer: Because student teaching is only one means cf providing the necessary
experiences--granted near universal in use and traditional in
teacher preparation. ¥ith modern educational media and emerging
instructicnal technology it may not be necessary to use the
inefficient and rather archaic student teaching system to provide
necessary experiences.

Question: Most.of the examples of learning experiences given were outside
of the actual teaching area. ¥as this intended?

Answer: Yes, if we as teacher educators are to do our job properly we
will prepare persons who are teacher-managers--persons who will
be ecuipped to intelligently select and apply all of the appropriate
learning activities and resources at their disposal. For most of
our history we have focused our tecacher education effort upon the
“how to” methodology, the fixed plan of content and on pure im-
parting of knowledge. ¥e must create teacners who can design and
manage strategy--teachers who will focus upon students more than
Zpon jobs.

If we provide adequate learning experiences for potential teacher coordinators they
will, on their own, develop skills, attitudes, habits of mind, and the kinds of
knowledges and understandings that will be capable of continuous change and growth
and we will have fashioned an instructional system that provides its own continuous
renewal. This is our challenge, this is our goal.
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INNOVATION AND THE SPECTRE OF HIGH COST FOR SHORT-TERM GAIN o Zc¢ Cited Only ,1
Upon Author's

Permission

Philip ¥W. Ticemann
Head., Course Development Division
Office of Instructional Resources
University of Illinois at Chicago Circle

Instructional innovation means many things to many pcople. Actually,
it is appropriate Lo consider wvariocus levels of innovation. ¥¢ could say
that lower levels of a continuum——along which we could locate various levels
of innovation--would be associated with instructor use of less ¢laborate media,
that is, blackboards, handouts. field irips, and an occasional usc of the over-
head projector. The upper reaches of innovation imply sSystematic, continuous
monitoring of the instructional effect in terms of standards of student peérformance
which, themselves, are the subject of continuous review and upgrading.

Instructional innovation wculd appear to respond to an economic principle
known as the "accelerator™ effect. The accelierator effect is associated with
capital investment. To the economist czpital is not just money. Capital is a
particular form of wealth which has a function. It is that portion of funds
1) committed to the production of goods or services and 2) exhausted or used up

over a period of time.

Obviously, a classroom dictionary represents a capital expenditure. N9 one
Student or class exhausts its usefulness--whether thke dictionary falls apart or
becomes outdated or both. It will wear out over a period of time while scrving
its purpose. Therefore. the dictionary represents a capital expenditure exhausted
over a period of time while providing a service in the system.

In certain instances, instruction may be in & form appropriately referred to
as "reusable.” In sucus form. the usefulness of the instruction extends over a
period of time. Instruction in a "reusable”™ Zorm represents a capital investment.
¥hen the level of instructional innovation reaches a certain point along the con-
tinuum of innovative levels, reusable instruction results. It may be a lecture
recorded on audiotape with or without related visual materials. It may be a
lecture recorded on videotape. It may consist of a mimeographed handout where,
once the stencil is cut, the handout may be distributed to subsequent classes.
The particular point which has been reached along the continuum of innovative
levels is primarily dependent upon the level of capital investment in the in-
structional process.

Such capital investment usually takes the form of expended time and energy
of the instructor. The instructor types the stencil and runs off the required
number of copies. MNore sophisticated instructional systems employ graphic artists,
photographers, stenographers, and a host of support personnel to prepare sequences
of instruction which are usually reusable, although they do not necessarily have
to be reusable. When the resulting instruction is reusable, a capital expenditure
has occured. When it is not reusable, the entire cost will be exhausted during
onc use and will not benefit the system over a period of time.

One problem in encouraging the adoption of instructional innovation is that
of providing an initial increment of capital investment within the system. How-
ever. once the innovative level associated with "reusable” instruction has been
reached, the accelerator effect would appear to augment the process.

The accelerator effect states that a further increment in capital investment
would then result in an increment of reusable instruction. If the reusable sequence
of instruction sc generated releases the instructor from some measure of repetitive
preparation and presentation of instruction to students,then that measure of the
instructor’s time may be devoted to generating an additional increment of reusable
instruction. The accelerator cffect suggests that, once started, the process of
instructional innovation may be able to continue provided the instructor--or in-
structional team--is able to "reinvest” released time in further innovaticn.

y
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The accelerator effect, as explained, is somewhat of an oversimplification.
It xould appear that one increment of instructor time invested will release an
equal increment of time for reinvestment, and so forth. This is seldom the case.
Also the accelerator effect is fuerther complicaied by the offsetting effact of
instructional capital which depreciates. The instructor who lectures from time-
vellowed notes is a familiar example. Such notes probably should have bheen
"sritten off" long befor¢ under the category of "fully depreciated” and replaced
with some new instructional capital.

The useful life of any capital investment in instruction is a function of
many variables. The course conteni, reprcesented in the case of yellowxed notes,
probably should have been upgraded to include new developments in the discipline.
The rate at which information becomes obsolete is variable across subject matter
fields and exerts a differential effect upon the life of a capital investment in
cach field.

Within any given discipline, other factors influence the useful life of capital
investeent. When upgrading an existing sequence of instruction, improvements at
one point in the sequence often effect the instruction at other points in the sec-
quence. As a general rule, most engineering colleges have either dropped or
drastically reduced their drafting instruction as mechanical drafting instruction
has become more prevalent in high schools.

More specifically. improvements in early sequences of one course--for instance,
repecated tryout and revision of televised lectures resulting in significantly
greater student learning in the early part of a course--may require similiar in-
novation in later parts of the sequence which would be unnecessarily repetitive
nox. Conversely, ¢ianges in later parts of a sequence of instruction may require
more effective instruction early in the sequence so students have adequate pre-
paration for the improved portions.

While innovation and improvement tend to appear as synonymous terms. innovation
does not result in instructional improvement pPer se. Some innovative practices may
e justified on the basis of instructional economy, again to include conserving the
instructor’s time. Occasionally., those whe advocate innovation may appear oblivious
to the cost of the "innovation” which they suggest. But the cost of instruction is
seldom irrelevant.

Actually, cost and quality are interacting factors within any instructional
system. The objective of innovation within a system usually is that of optimum
improvement of instructional quality within the capability of the resources al-
located to the system. If instructional quality within the system is already
acceptable, innovation may be introduced to lower instructional cost. If the
existing system of instruction is found to be of inadequate quality, it may be
necessary to commit added resources which actually increase instructional cost.
But it should be noted that cfforts directed to instructional innovation do not
require one to disregard either quality or cost of instruction.

The relationship expressed among the accelerator effect, reusable instruction,
and instructional quality and economy suggest certain guidelines to be appropriate
in any attempt to encourage instructional innovation.

The relationships suggest that funds committed to innovation which iail to
produce reusable instruction--replicable effect--will be able to produce only
short-term gain. Such funds may increase the quality of instruction Juring the
immediate period. However. the effectiveness of non-replicable instruction is
dependent upon continuing high performance of the instructional personnel in-
volved. Stated another way. instruction may be developed and employed by in-
structional personnel in on2 instance. If the effect of such instruction--again
in terms of student performance--cannot be replicated by other instructional
personnel, then the result of the capital investment has been dissipated.

Consequently, adoption of short-term innovation depends upon an equivalent

high performance of instructional personnel and continuing short-term evaluation
of the resulting quality within the adopting instructional system. Both of these
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conditions require above average funding levels and detract from the abiliiy of
the system to support further innovation.

In summary, it would appear that funds committed to short-term gain, lacking
the iceplicability feature resulting in economical adoption in other instructional
systems, should be committed only by local institutions or goverament units. It
is suggested that funds committed to encourage widespread adoption of innovation
should be concentrated upon innovative projects which demonstrate both a commit-
ment Lo and a high probability of attaining replicable rcusable instruction of

cevaluated high quality.
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THE DEVELOPME::T OF A SUGGESTED NATRIX FOR DISTRIBUTIVE EDUCATION RESEARCHS®*
By P

Neal E. Vivian., The Ohio Siate Universily

Relatively slow progress Las been made in the developrent of distributive
educalion research since the inception of the program. Studies have indicated a y
new emphasis on research activities in recent years, reflecting the general inter-
est in resc¢arch. However, mos$t of this has been degrece research. much of it
confined to limited problem areas with local or regional significaace. Little
ceffort has been made to coordinate and focus national institutional rescarch re-
sources on problems of m:-;or significance.

In % recent revicew, Meyer and Logan described distributive education re-
search as being almost entirely descriptive in nature.l The reviewers werce able
to locite only one or two experimental studies and one comparative study. Lack
of appropriate measuring inStrumcnts and confusion over goals and outcomes were
cited as thc amain reasons for the paucity of experimental reéscarch.

The review also revealed that over 75% of the studies were concerned with
the following four topics: teaching methods, guidance and personnel scrvices,
curriculum anc evaluation. It is clearly evident that little attention has been
given to such areas as tcacher education, philosophky and objectives, manpower
needs, facilities and c¢quipment, administration, supervision, and instractional
materials.

Altnough the quality of deéscriptive rescarch has shown improvement in the
last uecade it is obvious that the distributive education program cannot expand
and improve cn the strength of descriptive research alone. A major thrust must
be made to identify desired outcomes, develop and organize lezarning activitics,
ec<tablish evaluate criteria. develop refined measuring instruments and conduct
experimental research.

Farquhbhar identified threce levels of research: descriptive, predictive, and
experimental. !"e defines these levels as follows:

Descriptive: This type of research is commonly referred to as survey
and constitutes a good launching pad for finding out the conditions
which actually exist. One can think of research at this level as
counting or identifying the “x’s." It is usually not too exciting, but
it certainly is necessary for a f{ield to have a broad base of descrip-
tion in order to be aware of its current status.

Predictive: From herc on we begin to identify those *“x*s* which tell
us when “y™ will occur. That is, we become morc¢ time oriented and
become concerned with the linkage cffects of certain elements. In
fact, one could say that the beginnings of a theory are possible at
this point.

Distributive Education, The Center for Vocational and Technical Education. Ohio
State University, Columbus, Ohio, 1966.

*This paper was excerpted from a publication. “The Report of a Research Planning
Seminar in Distributive Education”, The iiational Center for Rescarch and Leadershiy
Development in Vocational-Technic:l Educatiorn at Ohio State University.
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Expe=-imental: Tbe third Lype of research is where we manipulate the
”x‘s™ to produce desired "y’'s." Generally, resear-h dune at this
level requires 2 fair amount of sophistication and planning, careful
sScrutiny in execution, and detailied analysis to be certain that extra-
neous variables do not account for the oatcomes.2

It is not necessary here to re-emphasize the growing importance of distribution
and marketing in our economy, the critical needs for traired maczower in this
sector nor the vital role that has been tkrust upom distributive education. It is
obvious however that a plarned and programmed system of rescarch activity is -
necessary if we distributive educitors are to really meet the challenges thai have
been thrust upon us.

The need for a projram of research in distributive education was indicated at
a conference held in ¥Washington D.C. in June 1960. One of the findings and con-
clusions reported of this conference was the follcwing:3

Distributive education in reaching maturity finds itself in neced
of principles against which practices m2y be sounded. During recent
ye>rs considerable emphasis has been given to questioning educational
practices as well as practices in the field of distribution. Distri-
butive educators have been in the unhappy position of having very little
literature in their field. Information about the majority of areas
basic to the development of the distributive education program has not
been available. Such provincialisam must be eliminated.

There is tremendous need to find answers and to find ways to get
at the answers. Distributive education has arrived at a period in its
existence when it is important to locate significant opinion and
erroneous ofinion. The urgency does not lie in digging up new facts
or in conducting research simply in order to have research. In this
bread-and-butter stage, the primary job is one that calls for careful
thinking to identify and solve problems.

The immediate goals of such an approach can be realized through
a 4-step procedure.

1. Identifying the areas in which facts are needed

2. Finding out who has conducted studies and what these studics
have revealed in the areas in which facts are needed

3. Applying these findings not only to content but also to
practices and methodology Zn distributive education

4. Conducting studies in tke areas in which no answers are now
available

Distributive educators ought to find out what research has been
done or is going on that has implication for distributive education and
then find out how this tests out in terms of practices and program op-
eration. The importance of learning how to evaluate both formal and
informal reseaich needs to be recognized more adequately. This is a
responsibility of all distributive education personnel.

@illiom W. Farquhar, “The Development ci a Matrix in Distributive Education
Research.” A paper presented at the Distributive Education Research Planning
Seminar. The Center for Vocational and Technical Education, The Ohio State Univer-
sity, Columbus, July 6,8, 1968.

3y.s. Dept. of Health, Education and Welfare, Patterns of Research in Dis-
tributive Education. Washington, Gov’t. Printing Office. 1961. pp. 11-12.
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Timeliness of Rescarch Emphasis

In view of the status of the distributive education program. cvents
taking place in the national c¢conomy and in the schools,. plus the
awakening interest of distribalive educators, the prescent is a Limely
period for initiating nationwid¢ cmphasis on simple, formal, coopera—
tive, and experimental research. The benefits of such emphasces wxill
be fclt at all levels of program operation through the development of
Services factcally conceived and confidently provided by distribulive
education leadership.

Now is the time to create the authoritly ana the foundation for
growth of the distributive cducation program. Now is tke time Lo prove
distritutive education’s worth and to recinforce ihe acceptance and
respect of those who are asked to provide funds ané lend support Lo
this program. Today distributive edut=¢zrs must find out what they
need to xnow in order to develop the kind of program they want to
have several years from now. The trend away from provincialism to-
ward professionalism is evident. Distributive education can become
a truly prcfessional field through the quantity and quality of the re-
search it makes available and uses in the development of ils progranm.

In accepting research as of the substance of distributive c¢ducation,
it might scem logical to establish a broad base for such activities.
Actuzlly the contrary shculd be true. Distributive education rescarch
should have a sSpecific focus in order to bring to the total program a
productive concentration ol resources =nd people.

Also at the conference. considerabhle attention w»as given Lo the establish-
ment of research priorities. 1In this regard the following recommendation was made:

In setting up the desired re¢search program it would be important
to determine research items for immediate action and others which
would be planned for a2 matlter of 3 or 10 years hence. These would be
assigned to their proper level and rescarch classification, perhaps
by meéans of a checklist of minimum research to be carried on within
wide range of studics as the preferred action program. The lop prior-
ity at each level Should be given to that research zhich wmould help
distributive cducation.fersonnel develop the research habit and the
research point of view.

Although this need for a long range program of rescarch was recognized,
little, if anything, was donc to implement the rccommendations made at the National
Distributive Education Resecarch Conference in 1960.

In an attempt to meet this challenge in rescarch. a seminar xas held at The
National Center for Research and Leadership Development in Vocationa)l Technical
Education at The Ohic State University in Columbus on July 6, 7, and 8, 1968.

The intended purposes of this seminar were to set in motion an effective long range
program of research in distributive education through

(a) identifying the most significant problems of national concern in
distributive education

% (b) establishing research priorities, and
(c) proposing a planned and prograamed system of research activities.

The Distributive Educatior advisory committee to the Center along with other
specialists in educational research and research management were the participants

IAOn 2 e o

41bid., p. 14.
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at this conference. The complete list appears in Appendix A.

It is the purpose of this paper to review the seminar proceedings, rcport the
various factors considered in this planaing seminar and to describe a suggested
matrix developed in an attempt to fulfill the objective of the seminar.

As a preliminary preparation to the seminar the participants reviewed several
publications concerned with distributive education, research design, and resecarch
manzgement. During the seminar a review was made of CPXM, PERT and other techniques
available to determine if any of these could be useful in planning and programxing
a system with practical applicability in educational research.

Fundamentally, planning based on network amalysis technigques consists of
breaking down a project or work effcrt into a number of elements determining the
logical relationships between the elements, depicting these relztionships by mecans _
of 2 network, and making time estimates for the completion of each job or activity.”
The use of CPM or similar approaches requires that the project or work effort to be
planned has several essential characteristics:6

1. It mus: consist of collection of activities which are well-defined
and xhich, when completed, mark the end of the project.

2. Activities may be started and stopped independently of eaci; otker,
within 2 given sequence, thus eliminating continuous-flow pracess
activities.

3. Activities must be ordered in that performance must take place in a
given scquence.

In most instances all of the elements of a research effort cannot he as speci-
fically identified and described with the degree of precision reprcsented by the
above criteria.

In research programs, where the tasks to be performed include many unknown
variables and parameters., and when many different individuals 2nd agencies are
included, it is not possible to estimate accurately the duration of each task and
to establish meaningful time targets.

In research efforts, the concept of "ordered sequence” has meaning cnly as
it refers to the logic of scientific aspects of pursuing one of several lines of
research for the purpose of acquiring the information base to pursue additional
lines of research or until sufficient information is derived to validate as fact a
particuZar research assumption or to reach an objective.’ Although the importance
of time 2s 2 resource must not be forgotten in any type of effortf. it seems doubtful
that sharp and meaningful time eStimates can be developed as to when certain re-
search activities are to be accomplished or objectives reached.

Some of these factors described prevent the direct application of currently
available planning and control techniques to research efforts in general and to
educational research in particular. Nevertheless, some of the underlying concepts
and philosophies inherent in these planning and control techriques can be utilized
to construct a general framework for the planning and programming of some types of
research efforts.

The benefits of applying more formalized planning technigques in such research
situations are generally similar to the results experienced in planning other types

S5p.L. Brown, "Network Analysis: Its Use in Research Management.” British
Coal Utiiization Research Association, Gazette No. 352, 1965, p. 1.

6F K. Levey, G.L. Thompson and J.D. Wiest, “Introduction to the Critical Path
Method,” Industrial Scheduling, (ed.) J.F. Muth and G.L. Thompson, Prentice-Hall,
1963.

7ﬁ. Eisner, A Generalized Network Approach to the Planning and Scheduling of
a2 Research Project,™ Operations Research, Vol. 10, 1962, pp. 115-125.
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of programs. Som¢ of Lhe¢ more significant benefits claimed by experienced re-
searchers include: (a) the provision of a framework for the sclection (in some
situations forcing the selection) of goals, objectives. and sub-objeclives and a
wcighing of their importance: (b) provision of a mcans for the orderly integralion
of maily program ¢lements and the determination of interrelationships and inter-
faces; (c) the provision of a logic framexork for Lhe establishment of prioritics
and the determination of requirced resources, often in the race of compelition for
rescurces that are not unlimited: (d) the prescription of information. soniloring.
ané decision-making requiresceris and of responsibilities for operations within the
framework of an integrated efiort: (e) reminding more casily those concerncd that
a2 sense of urgency may be in ordzr for reaching some objeclives and gnnls.3

There are however, ceri:in criteria that should be metl by a formalized and
structured planning techniaue¢ if it is to be meaningful and useful in the rescarch
environment. Two arcas arc »f fundameéntal concern: the basis for construcling
the general program model and ils detailed contents; and the basis for determining
the scquential oirder of cvents.

The formulation of a general model, the identification and description of
major elcments, and further reduction of major clements into small segzents (i.c.,
projects, events. activities, etc.) must be based on rescarch-logic, the substiance
of the work to be performed, and the discipline involved.?

The sequential ordering of efforts for performance within the model should
proceced from the determination of the logical relationships belmeen cleémenils or
cevents. Since capability to accomplish every event is either not knoxn or cannot
be established with any meaningful degrcee of accuracy. pProgram SucCess or Progress
is evaluated on the basis of events being accomplished. rather than Specificed
periods of time or preselected target dates.

A DESCRIPTION OF THE TECHNIQUE OF MATRIX DEVELOPMENT

A modification of the Convergence Technique was developed to utilize some
of the general features of the systems and network approaches in the planning of
research.

Basically, the technique involves the determination of a series of clements
which are relevant to the overall cbjective and sequentiall_ ordered on the basis
of research logic, and graphically represented by a matrix.

The basic proposition of the Convergence Technique modified for our purposcs
may be stated as follows:

If the logic used for the construction of the matlrix
represents a valid model of the content of the program to
be conducted, and if the sequential ordering of the program

81,0uis Carrese and Carl G. Baker, *The Convergence Technique--A MNethod for
the Planning and Programming of Research Efforts.* National Cancer Institute,.
Department of Health. Education and ¥Welfaxe., ¥Washingion, D.C., 1966.

91bid.

10¢_g. Baker, L.M. Carrese, and F.J. Rausher, “The Special Virus-Lcukemia
Program of the National Cancer Institute: Sciencific Aspects and Program Logic,
Symposium on Some Recent Developments in Comparative Medicine, Proceedings of the
Zoological Society of London (in press).

11C.G. Zubrod., S. Schepartz, L.M. Carrese. and C.G. Baker, *The Cancer
Chemotherapy Program,” A report of the National Advisory Cancer Council. August.
1965, four volumes, Vol. IV, “Proposed for the Nationmal Cancer Institute Cancer
Chemotherapy Program.” (In preparation for publication.)
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elements is accomplished on the basis of this logic, then in
reality, as research elements or cells are implemented within

the matrix, the intermediate objectives Of each siep and phase
will be achieved and the scope of the program will become narrower
until all efforts converge cn the end point which has been es-
tablished a5 the over-all program goal.l2

APPLICATION OF THE TECHNIQUE—CONSTRUCTION OF THE NATRIX

Within the framework of some general procedural rules for the development
and construction of the program matrix, use of the techniguc requirces the formula-
tion of a logic system judged to be valid for the achicvement of specific objectives
in the area of research being planned.

The most important steps involved in this process are:
1. The identification of broad areas of neeaed rescarch.
2. The establishment of priorities of research efforts.

3. The selection and formulation of the end goal of the prograx and
a seric¢s of major intermediate objectives requisite to the achicve-
ment of the program zoal.

4. 7The identification of the various elements, segmenis, sub-
divisions and dimensions of the program or problem areca.

5. The development of a logical system to provide the framework
for the delineation of sub-units as indicated by thesc previously
identified elements and dimensions. the determination of the
logical-sequential order in which research is to be performed,
and the establisment of the interrelationships among the re-
search elements.

In the development of the suggested matrix the general technique including
the steps listed above were followed.

Identification of Areas of Needed Research

After a review of research and the literature relating to research in educa-
tion and distributive education, the following areas of needed research were identi-

fied:

Philosophy and Objectives Instructional ¥edia

Curriculum Development Administration and Supervision
Student Personnel Services (Guidance) Evaluation

Learning Processes--Teaching Methods Teacher Education

Educational Programs Research
Facilities and Equipwment Manpower Needs--Employment
Oopportunities

These suggested areas are not necessarily thought of as distinct units or divisions
in terms of contents or activities, but separate groupings of logically related
categories based on the judgment and experience of those involved in the seminar.

First Priority—-Curriculum Development

Perhaps the most important decision made at the seminar was the identification
of a single area of highest priority.

Zparrese and Baker, op.czit.
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Again after considerable discusssion and reviexs of literatare and upon the
advice of the consultants present. curriculum development mas the area judged !
to be the most critical research need in our [icld. |

Developing the Genceral System

Steps (3). (4) and (3) above are all interrelated and the matrix or malrices
were finally developed after a careful consideration of the following c¢lemenis:

Levels of Research

Occupational Levels

Educational Levels

Steps in Curriculum Rescarch

The Competencices within the D.E. Curriculum

The Standard Industrial Classification of Distributive Enterpriscs

Our initial matrix of distributive education curriculum rescarch wxas developed
with the following dimensions or parameters:

Competencies or Areas of Instruction
Occupational and Education Levels
Steps in Curriculum Rescarch

Curriculums for instruction in distributive education may be classificd as
basic job curriculums, carcer development job curriculums and specialist job
curriculuns. Each of these corresponds to a level of cmployment responsibility
and is identified witk the degree of competency needed in Specific distributive
cmployment . 13

All of these levels are offered to high school and posi-high school students
as well as adults.

The substance of the distributive curriculum is identified with the competen-
cies universally necded in distributive employment. The subject matter is divided,
therefore, into areas of instruction which corresponds to these competencics.ld

Five major categories of instruction are included in each curriculum in order
to develop competencics in the following areas:

(1) Marketing

(2) Product or Service Technology
(3) Social Skills

(4) Basic Skills

(5) Distribution in the Economyl®

13y.s. Office of Health, Education, and Welfare, Office of Education, Dis-
tributive Education in the High School, (Washington: U.S. Government Printing
Office, 1965), p- 15.

141pid., p. 21.

151bid.. p. 22.
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The generally accepted steps in curriculum development are:

Formulation of Objectives
Organizing the Learning Experiences (Coateat)
Evaluation

Thus the completed first order matrix of distributive education curriculum
research is completed with the following parameters and their logical subdivisions.

Educational Levels Occupational Levels
High Schools Basic
Post High School Career Development
Adult Specialist
The Distributive Competencies Steps in Curriculus Development
Marketing Objectives
Technology Content
Social Skills Evaluation
Basic Skills
Economic

This should be considered the general model with the major elements referred
to on page 1345; its ultimate completion or implementation the over-all program

goal.

The subdivision of this matrix into sub-matrices is accomplished through the
further reduction of the major elements into smaller segwents. A comscientious
effort was made to observe the logical sub-divisions of each element and the tax-
onomies as generally accepted by our discipline.

The development of a sub-matrix involves the same steps and thd same types
of decisions as tbe development of the original matrix, i.e., the establishment
of priorities, the identification of the sub-units and the determination of a
logical sequential order of activities.

The marketing competency was selected as the instructional area with the
highest priority. Sometimes referred to as the "discipline of distribution”lo
it is the one competency that is unique to our field.

The marketing competency has been classified into six functions:17

1. Selling 4. Operations
2. Sales Promotion S. Market Research
3. Buying 6. Management

A sample or suggested second order matrix of distributive education curri-
culum research on the marketing competency is developed with the six marketing
functions as subdivisions of the marketing parameter.

16Fdwin L. Nelson, "Bases for Curriculum Development in Distribution.” A
paper presented at the National Clinic on Distributive Education, Washingtomn, D.C.,

October 1963.
17 1pid.
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The development of the third order matrix proceeded on the decision that the
determination of objectives was the logical first step in the seqguential ordering
of curriculum research.

Educational objectives have been classified by Bloom. Kratnwohl, ad Simpson
into three domains: Cognitive, Affective and Psychomotor. 18,19.20

This classification was accepted in the sample third order matrix involving
objectives of the marketing cosmpetency.

A sample fourth order matrix wmas developed based on the selling function by __
Standard Industrial Classification divisions.2l It is ovident that in a broad
field such as distribution there is diversily in these functions as they are per-
formed in the various areas. In order <o break doxn this function into more
accomplishable research segments. the Standard Industrial Classification was used.
The major consideration affecting this decision was its eneral acceptance by
distributive educators.

The sample fourth order matrix involves the selling function and its inter-—
relationships with the institutional-occupational levels. the three domains of
objectives and the major S.1.C. Divisions.

The fifth and sixth order matrices represent further refinements of tke S.1I.C.
Divisions by observing their process of sub-dividing the major classifications.

The fifth order matrix is concerned with the various retail trade subdivisions.
The sixth order matrix represents another refinement by reducing the S.I.C. sub-
division into its seven categories.

Further reductions are possible, e.g.. the sub-dividing of the Cognitive
Domain into its six broad categories and even further into its various sub-
categories. The decisions regarding the extent of these further reductions may be
affected by such factors as time, resources, talents and facilities of the researchers.

However, it is believed that at this stage a researcher could select any
cube within the suggested matrix as an individual research project.

One example of a research effort that would be a logical step in the proposed
programmed approach has already emerged. It is the Master's Thesis submitted by
Oma Rebecca Hawkins. This is an excellent example of the contribution of a single
researcher within the framework of a long-range program of research and development.

This process of matrix development represents the application of a technique
in the planning and programming of research. Neither the technique nor the matrices
are considered to be fully developed. Refinements and modifications will emerge
with continued applications. As mentioned earlier, this proposed anpproach represents

18Benjal:in S. Bloom, Taxonomy of Educational Objectives. Handbook I: Coznitive
Domain. New York: David NcKay Co., Inc., 1956, 207 pp.

19pavid R. Krathwohl. Taxonomy of Educational Objectives., Handbook II: Affective
Domain. New York: David McKay Co., Inc.., 1964, 196 pp.

20g)jzabeth Jane Simpson, The Classification of Educational Objectives. Psycho-
motor Domain. Urbana, Iilinois: University of I111inois, 1966, 35 pp-

21y.s. Department of Health, Education and Welfare, Office of Education.
Standard Industrial Classification for Use in Distributive Education. Washington:
Government Printing Office, 1963, 12 pp.- )
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a2 modification of a system that has proved effective and productive in biomedical
research. Today in distributive education we have a collection of independent re—
searchers and a systea of research and development centers. regional laboratorics
and research coordirating units. It is believed that the proposed matrix can b
utilized by 211 of the above individuals and agencies in the development and im—
plementation of a massive and significant research effort which will yield minimusm
returns to our profession. our students, and our economy.
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CHAPTER XXI
TASK FORCE DEVELOPXENTAL ACTIVITIES

The purpose of the various task force activities was to provide an opportunity
for the participants to use the research findings as a basis for curriculum de-
cisions concernirg each phase of the curriculum process.

Each member of the Seminar was assigned to one task force group in the pro-
fessioanal area of the distributive teacher education curriculum and to one task
force group in the technical area of the curriculum. Since one activity was to
build on the previous activity, members remained in the same group throughout
the week.

The phases of the curriculum process under consideration were constructing
€ducational objectives; selecting subject matter; designing learning experiences;
and designing evaluation measures. Prior to cach task force session, Dr. Philip
Tiemann, the guest lecturer for the entire Seminar, gave a preszntation concerning
the problem to be attacked in the task force groups. Dr. Harland Samson followed
Dr. Tiexann's presentation on learning experiences with a paper concerning learning
expexiences suitable for prospective distributive education teacher-coordinators.
Professor Warren Meyer presented a paper concerning evaluation devices appropriate
for selected behbhavioral objectives in distributive education curriculums.

Approxizately one-half day was devoted to task force developmental activities.
The time was divided between the professional and technical areas.

Members of the task force groups worked under the direction of a consultant
who had participated in the evaluation of the professicnal and/or technical com-
pelencies and objectives developed in the first two phases of the research. Dr.
Larry Weber, a specialist in educational psychology, served as a special con-
sultant concerning the teaching-learning process.

The task force mexbers were given a selected portion of the professional and
technical objectives as a basis for their curriculum decisions. Their first
assigmment was to evaluate the objectives in terms of clarity, appropriateness
and completeness. The objectives had been grouped around a major topic and in-
cluded a2 terminal objective and a series of enabling objectives. Each member of
each group selected a topic from his assigned objectives and made suggestions re-
garding the objectives grouped under that tcric.

The next step was to select subject matter to support the enabling objectives.
Although a2 number of bcoks were brought to the Seminar from the library and a number
were made available by Southwestern and NcGraw-Hill Publishing Companies, this
portion of the task force activities was handicapped by lack of a large enough
variety of resource matecrials.

Originally., it had been planned that the same pattern of independent work
within the various task force groups would be followed in considering learning
experiences and evaluation measures. However, the groups requested a change in
procedure that would permit the task force group to concentrate as a group on
learning experiences and evaluation devices for accomplishing one or more of the
objectives concerning one topic assigned to that group. It was further suggested
that all of the time aTlotted to the task force consideration of learning ex-
periences and evaluation measures be devoted to topics in the professional area.
It was pointed out that this suggestion was made only to allow ample time for
discussion concerning the selected topic and not to minimize the need for the
same consideration of topics in the technical area.

Since the focus of the task force activities was on the process instead of the
product, the work of the eighteen task force groups is not included in this report.
Two examples of the curriculum process applied in the professional area and two
in the technical area may serve as illustrations of the way the task force groups
worked.
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The first illustration is from tke professional arca—Xethods of Teaching .
tnder the topic, “"Variety of Techanigues.™ thke termipal objective »as at a2 high
level of complexity in the affective domain. Recornizing that the competency ;
implied in this objective would ¢ developed over 2 period of time extending :
from the first professional course through siudent teaching, the example in-
cludes the following sSteps in thke curriculux process: (1) tke sclection of cne
enabling objective for which three specific cbjectives ucre consirucied; (2) a
topical outline of subject mztter related to the specific objectives; (3) sug-
gestions for learhing experiences to develop the competency: (4) and suggestions
of evaluation devices. The reader will note that the subject matter, learning
experiences and evaluation techniques extend beyond a singie course. The learning
experiences include "in class® and “off campus™ activities.

ILLGSTRATION 1. AREA—-NETHODS OF TEacHIncl!l

Topic — Variety of Techniques

Terminal The D.E. teacher—coordinator will have a conviction z2boul tke
Objective - value of using a variety of teaching technigues when he:
Cne 1. Feels strongly that routine methods of instruction (ex.:
Enabling drill, memory) are not feasible for accomplishing many
Objective - educational goals.
Specific 2. W¥Will be able to use metheds of instruction which allow
Objectives- for student participation.

b. ¥ill be able to grant student requests for individualized

instruction.

c. ¥Will be able to judge when to a2llowx the class te digress
from established class routine.

Content I. Identification of behaviors to be learned.
Outline — II. Appraisal of current performance leveis of individual class
members. -~

III. Knowledge of learning methods and sources to be used after
the student completes his formal education.
IV. Knowledge of learning methods available at the time and the
type of behavior each generates:
A. Families of learning methods
1. Occupational content methods
2. Active Problem solving methods
3. Demonstration and practice methods
4_. Audio-visual methods
5. Auditory-verhal =methods
6. Reading 2nd writing methods
7. JYeasuring and evaluating methods
B. Project methods
1. Individual projects
2. Group projects
3. Joint class project
4_ Creative projects
Y. Knowledge of group structure and interpersonal relations.
VI. Knowledge of individual differences.

Learning 1. Students observe two high schools classes in terms of gathering
Experiences- information such as:
a. The number and type of learning methods used by each teacher
b. Student interest in the material covered
c. Charting of student participation
d. Room arrangement
e. Teacher-student relationship

-

1lgece pages 1199-1201 for complete set of objectives concerning this area.
See page 1200 for objectives concerning the topic, “Yariety of Techniques.”
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Follow with Student-teacher planned panei in which tke choice
of method is appraised in light of student’s developxent of
perforaance objectives.

2. Teacher example: The teacher uses a well-planned variety of
learning methods in teaching professional courses and in
seminars reveals the rationale for his choice of methods and
conducts a discussion of ways in which the instruction can be
improved in light of the individual differences among class
members.

3.  Teacher starts metbods class in traditional teaching manner.
After a fex class meetings he assigns teams of txo students
to take charge of portions of the class period. Eventually
students are assigned to piam and conduct the entire class
meeting which is critized by class menbers.

4. Hoid seminars on video tapes of student teachers in action
focusing on choice of learning methods and techniques in ad-
ministering them. Place emphasis on teacher's alertness to
class as to when and how to switch learning methods-

Evaluation — 1. Students use Flander®s scale in rating teaching performance
of a video-taped lesson that has been rated by competent
persons and compare their rating with the experts.

2. On a written test students place in a continuum the icarning
methods siudied ranging from maxinum to least student in-
volvement.

3.  Students write the types of outcomes that can normally be
expected from each of the learning methods used and how these
behaviors can be used in performing the duties and responsibilitics
of distributive occupations.

4. Essay examination on a question such as: )My feeling about
using a variety of teaching techniques in teaching 2 high
school D.E. class is . . . .2"

This example is from the professional area~-Coordination. The terminal ob-
jective under the topic, ngelection of Training Stations,”™ was at the application
level of the cognitive domain. Steps in the curriculum process illustrated in this
example were: (1) the selection of one enabling objective from the five considered
necessary for accomplishing the terminal objective and the construction of two
specific objectives; (2) the selection of subject matter, (3) suggestion of a
learning experience; and (4) several suggestions of ways of measuring the learning
outcomes.

It is interesting to note that the suggested learning experience may be a
field experience or a role-playing experience and may serve as a basis for evaluation.

ILLUSTRATION 2. AREA-—COORDINATIOle
Topic — Selection of Training Stations

Terminal The D.E. teacher-coordinator will have the ability to select and

Objective - waintain training stations that provide the best possible training
for individual students depending on their needs and vocational
goals when he is able to:

One 1. PFeel strongly that in selecting training stations for distri-

Enabling butive education students, every effort should be made to select

Objective - those most likely to provide occupational and educational oppor-
tunies in keeping with the student’s capacities, interests and
goals.

12g5ee pages 1220-1223 for complete set of objectives concerning this area. ,
See page 1220 for objectives concerning the topic, sSelection of Training Stations.”
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Specific
Objective - a. Can clearly determine the expericences that may be provided by
the training station-
b. Identify tie levels of the experiences that may be provided.
Content
Jutline - I. W%ays of determining experiences new training stations can
provide

A. Obtain from management their suggestions of the learning
experiences desirable for a student with a given c¢ccupa-—-
ticnal goal

B. Gain agreement from management which of the desired ex—
periences they can provide:

1. extensively
2. somxewhat
3. minimal

C. Confirm in presence of management and potential sponsor
which experiences they will provide.

II. Ways of determining experiences established training statioas
can provide

A. Review experiences provided previous students

B. Prepare a checklist of expericences you expect them to
provide

C. Obtain management’s suggestions on learning experiences
for a student with a given occupational goal

D. Add or delete experiences oa checklist

E. Gain agreement irom management which oi the desired ex-
periences they can provide:

1. extensively
2. somewxhat
3. minimal
F. Confirm in presence of management and potential sponsors
which experiences they will provide.

Learning

Experiences — Given a full description of a student (rersonal and educatior data,
family background and occupational objective), the coordinator in
training will: Conduct a personal interview with three store
managers following the procedures above and make a selection of
which firm could best provide the cxperiences needed by the sStudent.
(Role playing the interviews may be substituted for actual interviews.)

Evaluation - The learning experience above may be used as a performance evaluation
or one or more of the following paper and pencil evaluations may be
used:

1. Given a case problem describing a2 student and three
possible training stations determine which training
station would be most appropriate and defend your
conclusion.

2. Given a specific training station with management
zharacteristics described explain how the coordinator

should proceed in making a determination of the ex-
periences the firm cculd and would provide.

3. Describe what is meant by extensive provision, somewhat
provision., and minimal provision, of a learning experience.

This illustration is from the technical area--Human Relations. The terminal
objective under the topic, "Working Environment.” is at the evaluation level of
complexity in the cognitive domain. The enabling objective chosen in the example
is one of five enabling objectives. It is important to note that the accomplish-
ment of the terminal objective would be not expected until the studert in the
undergraduate curriculum had developed a degree of proficiency in the competencies
implied in all five of the enabling objectives. The following example is limited
to one enabling objective at the comprehension level of the cognitive domain. For
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a2 single course, this terminal objective might become the cnabling objective. In
this cxample, txo specific objectives were coanstructed, a topical outline of sub-
ject matter was developed; 2 learning experience involving field intervicexs xas
designed; and a2 test item was prepared.

ILLUSTRATION 3. AREA--HUMAX RELATIONS13

Topic - ¥orking Environment

Terminal Tte D.E. teacher—coordinator will have the ability to evaluate
Objective - tke importance of a pleasant working environmerit sken he is able to:
One 1. Indicate the factors which stimulate a pleasant working
Enabling environment.
Objective -
Specific a. Identify which factors would be most important in a given
Objectives - situation.

b. 1Identify which factors tend to promote what feelings within

workers.

Content - I. PFPactors which influence working environment
Outline A. Recognition of individual differences

B. Recognition ¢f individual expectations
C. Observable concern for employee welfare
D. Organizational policies and planning

E. Physical surroundings

F. Coemunications flow

G. Make-up of working group

H. Nature and scope of work assignment

Learning Conduct field interviews with three employees of different retail

Experiences - firms asking no less than five questions of each to determine what
they feel are the most significant factors that influence their
working eavironment. Prepare the results of the ficld interviews
as a written report with your own observations as to similarities
and differences of views of the three persons interviewed.

Evaluation - 1In a paper and pencil test the student should be able to list
and describe at least eight significant factors that influence
the working environment.

This illustration is from the technical area—--Produ:t a2nd/or Servic?
Technology. One of the topics assigned the task force group dealing with this
area of competency was "Merchandise Facts Found in Advertising.” The example
of steps in the curriculum process includes: (1) the selection of one enabling
objective for which a specific objective was constructed; (2) a topical outline
of subject matter required; (3) suggestions of two appropriate learning experiences;
and (4) a test item based on the specific objective.

The enabling ond specific objectives in this example are at the comprehensiocn
level of cognitive domain. Task force members were reminded that curriculum de-
cisions in the technical area should be based on the assumption that in order for
the prospective distributive education teacher-zoordinator to develop identified
. competencies in distributive workers he would first have to demonstrate a degree of
. proficiency in those competencies himself. The problem in the technical area of the
; distributive teacher education is not only to insure the knowledge of appropriate
subject matter, but to provide learning experiences and evaluation devices which may

13See pages 1259-1263 for complete set of objectives concerning this area.
See page 1262 for objectives concerning the topic, "Working £nvironment.”
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Terminai
Objective

One
Enabling
Objective
Specific
Objective

Content
Outline

Learning

Evaluation

suggest expericences the hixh school D._E. tracher-coordinator may inciuace in his
high school distributive cducation curriculus.

ILLUSTRATION 1. AREA--PRODUCT AND/OR SERVICE TECHNOLOGYM4

Experiences -

Topic - Xerchandise Facts Found in Advertising

Tae D_E. teacher—-coordinat~er will have the ability to evaluate
the uscfulness of informa:‘_.on gained from advertising when ke is
able to:

1.

Identify the uses of advertising inforeation to the sales—
person.

Given a list of the uses of advertising information for the sales-
person the student will be ablz te identify four uses of advertising
information in a pencil and paper test.

I.

II.

1.
2.

Types of information continued in a variely of ads.

A. Copy
B. Illustrations
C. Price

Uses of various types of merchandise information obtained from
ads.

A. ©Use in personal selling

B. Use in display

Student selects three products and prepares a product information
manual based on advertising of all types of such as newspaper.
television, billboards and mail order catalogs. This will in-
clude advertising of competive product lines as well as the
merckandise they s£e€ll. From the charts they will list the
benefits from the product features and evaluate the selling
sentences.

The tzacher will video-tape three selected TV-ads, which the
class will analyze as to user benefits, product information,
rational and emotional appeals, and demonstration techniques.
Students will use the information in preparing 2 TV-ad which
they will act out for the class and explain their rationale.
The "TV" act can be reconstructed withthe use of caass
suggestions.

(See Specific Objectives)

The teacher will praject a transparency of a newspaper ad and
ask the students to describe four uses of the ad in retailing.
(Video-taped ad can be substituted for the newspaper ad.)

14See pages 1275-1278 for complete set of objectives concerning this area.
See page 1276 for objectives concerning the topic, "Merchandise Facts Found in Ad-—
vertising."™
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Surary

Thest few 1llustrations from the work of the Task Force Groups shox the
tedious, time-consuxing efforts required in sound curriculum development. The
reader sheuld note that each example is only a fragment concerning one topic and
that the topic is only one of several included in each of nine professional and

nin¢ technical areas.

Although thc task force =members worked feverishly both individunally and as
a group, they found the assignwents frustrating at times because the emphasis was
on a particular step in the curriculum process rather than on the production of

a compicte curriculum guide.

Some task force mesrbers found selecting subject matter and evaluation devices
1o accouplish objcectives in the affective domain more difficult than sclecting
subjecl matter and <valuation devices to accompiish objectives in the cognitive
domain. However, it soon became evident that attitudinal chrnges could be
acconplished as students gain more knowledge and as they bave an opportunity io
apply what tkey have learned in “real-life* situations. Xf the atlitude sug-
wesled by the objectives is to be »ccomplished, 2 conscious effort must be made
Lo insure the inclusion of appropriate subject matier and learning expericnces.
Alikough cvaluation 9f affective behaviors is admittediy morce difficult than
the cvaluaticn of cognitive behaviors, it was agreed that distributive teacher
¢ducators should continue to seck effective mcasures for evaluating attitudes.
In practice sessions, task force mexbers made a start in this direction.

The individuzxl and group assignments te task force members scesed to
acconmplish the purpose of the task force sessions: to provide an opportunity
for participants to practice using the rescarch findings in developing a2 dis-
Lributive teacher education curriculum.
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CHAPTER XXIIX

EVALUATION OF THE NATIONAL DISSEMINATION AXND INTERPKETATION
SEMINAR IN DISTRIBUTIVE TEACHER EDUCATION CURRICULUM DEVELOPNENT

The avaluation of the Seminar is composed of threc parts: (1) An cevaiuvation

by the Seminar participants at the closc of the Seainar; (2) An evaluation of the
Sesinar by Seminar participants six months later; (3) A suggested plan for cvalua-
tion five vears hence.

At the close of the Seminar each participant compicted a2 questionnaire des-

signed to give the Semirar Planning Committee an indication of the Strengihs and
weaknesses of the Seminar program and task force activities. The resulis of the
cvaluation mere as follows:

II.

SUMMARY CF PARTICIPANTS® EVALUATION AT CLOSE OF SEXINAR!S

flow reaiistic and attainable were the objectives of the Seminar? (Check One)

Easily Capable of Minimally Could ke Impractical Omnitted
Attainable  being Practical Attaiaed,
Acconplished but in

Another ¥Way

2 33 1 2 0 3

Diease indicate how valuable the ireatment of cach of the following Gencral
Seninar topics was to you. (Check one for each topic.)

Very of Of Nod- Of of

Valu-  High erate Linmited Xo

able Value Value Value Value Onitted
Philosophy—-The Foundation
of the Competency Fattern 18 13 35 35 0 (1]
Pertinent Findings of the
Research Study, “A Compet-
ency Pattern Appiroach to
Curriculunm Construction in
Distributive Teacher Educa-
tion." 29 10 1 1 (] 0
The function of objectives
when constructing a cur-
riculum. (Film) 11 14 13 3 0 e
Deriving instructional ob-
jectives. (Slides) 8 13 17 3 0 0
E7aluation in Terms of
Behavioral Objectives 10 19 9 3 o0 0
Evaluation ia Terms of
Performance 16 16 8 1 0 0
Attitude: Objectives and
Evaluation 6 20 12 3 0 0
Designing Learning Ex-
periences 9 18 11 3 0o o

]°£va1uation Form in Appendix B.
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Yery of of Mod- Of of

Yalu- High erate Limited MNco
able Value Value Value Value Omittced

9. Learning experiences in

Distributive Teacher

Education 18 15 6 4] (1) 2
10. Implications for Further

Research 27 9 3 o 0 2
11. Guidelines for Organizing

a2 Teacher Education Cur-

riculum i8 i6 2 i 0 4

III. Indicate the effectiveness of your task force groups in relation to the develop—-
mental activities of the Seminar by checking one of the following:

Very Effective Effective Fairly Effective Incffective
Professional 8 24 9 0
Technical 10 22 9 0

Participanis were generous in their praise of the pianning and excecution of
the Seminar. Their comments showed appreciation for the social events during
the week as rvell as for the professional activities. A few comments ¥ere:

Profitable experience:

Dr. ¥eber proved 2 prize catch’ Gained tremendousiy from group session
with him.

Excellent job—-in the research--in conference planning—-in conductiag
the conference

¥ell done--excellent planning and execution, hospitality
Most rewarding conference in carecr as Teacher Educator
Spirit of confereance wonderful

Fruitful seminar. Accomplished our objectives.

More conferences of this type--teacher educators communicate, agice,
search activities, share instructional ideas.

Many of the comments orovided helpful suggestions and observations that
may prove beneficial in planning future institutes of this kind. A few of

-

the comments, some coif which were repeated by several 2re quoted below:

Prior orientation to the task-assigned reading--in this case, Mager,
research papers, etc.

¥here people are assigned to content areas let them know in advance So
they can bring along materials developed. (Specific pre-conference assign-
ments to bring people to the same level of competency)

Clearer definition of Seminar objectives at beginning.

Standardize teraminology at beginning of Seminar so as to facilitate
communicaticns.

More time on report of the research project.
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Gereral topics Eelpial .
Group sessions and rajor presceiatations mosi valuadle.
Visuals should reiate "dircectiy™ to D.E. or V.E.

Struciare fulure senipars so that actual produciion of tecacher cducaiian
curriculum material ¢sn be produced by thkose atteading.

The “process™ aciivily often becomes a praclice withoul zeaning excepi
as a “process.”™

Rotsiion of groiy merbers.

Liked the unstructured task force sessions (frustrating at times buil
real pirogress resuited).

Specific instructions cut—down on frustration, bul it is felt ihal the
objective was to alicow us to follow the process we will be using 1o evaluage
and utilize the study.

Discussion and activity of task force group was stimulating and heipfuol.

Need for spocific presess exampies. Daily hook-up and projecilion to nexi
step in proccss.

More time be spest desigaing learning experiences.

Need connection =52 2pplication and help in putting theory of sSeminar into
practice.

Task force lezders might come a day early for training in major coacepls
and orientation %5 and with visiting scholar.

Real evaluation xii: come later when this material is applied in the
respective institutions.

Six months after the Seminar, cach participant was mailed a questionnaire
to ascertain the impact of the Seminar aand/or research fiandings. Questions in-
cluded “¥hat changes have been made to date?” *To what extent hnave you shared the
information from the¢ Seminar?” "Are you engaged in or are you directing aay
research related to this research study?” “¥Khat other impacts do you feel your
participation in the Seminar has had?” “Khat are your problems and concerns?”

The response to the request for this evaluation was excellent.16 A suzmary
of the evaluation fecllows.

INFLUENCE, TO DATE, OF THE NATIONAL SEMINAR

QUESTION I- ¥hat changes influenced by the Seminar and/or research findings
haye been made in the professional course offerings included in

your curriculum?

SANPLE “The definition and basic beliefs wmere used throughout the course
RESPONSES: as an overview of course, philosophy and objectives.”

“The teaching critical tasks were used as criteria for evaluation
of teaching methods.™

“The critical tasks, particularly those of ccordination and operation
and adminisiration are d»eing used as a Iramework for development

of an understanding of the factors involved in organizing and ad-
ainistering a cooperative progrzm.”

16gyaiuation Fora in Appendix Bl
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=“Restructured all objectives directly related to guidelipes pro-
vided in Semipar materials.™

“Fvaluation changed to more emphasis o3 Student projects rather
than essay testing.™

“Each student prcvided with research findings.”™

“Changes in objectives and learning experiences. Moved away from
xhat had been a heavier historicai approach.”

“More emphasis on identified competencies required of coordinators.”

=“gsed Volumes 2, 3, and 4 of the research as rawx material for
developnment of program objectives.™

“Fuphasis of entire course placed on higher plane wi ‘44 more pur-
pose and cohesiveness.™

“Techniczl competencies used as a check-1list in planning jod expericaces
and training plac.”

o BT

“pPapers obtained at Semizar are made recuired reading in certain coursces.

=Students are required to incorporate competencies and objectives in
unit plans and lesson plans.”

“gse technical competencies as guidelines and as resources in planning
display course.”

QUESTION II: Do you anticipate any changes?

SA¥PLE
RESPONSES: The responses showed that a2 number of new courses were being proposcd

and that the research findings were helpful in the ways indicated in
the responses to Question I.

QUESTION III: To what extent have you shared the information from the Seminar?

SANPLE
RESPONSES: Participants used a rating scale to indicate the degree to which
they had shared information. The 28 respondents who completed this
question znswered as follows:
Low Hign
1 2 3 4 3

A_. Informed appropriate colleagues
at your institution? 1 0 10 10 7

(9]

Informed departmental administration? 3 4 8 8

Inform=>d State Distributive Education
supervisory staff? 3 2 5 10 8

D. Informed distributive education teacher-
coordinators? 2 2 12 6 6

QUESTION 1IV: A4Are you engaged in, are you girecting, or are you planning any
research related to the findings in the research study, A Com-
petency Pattern Approach to Curriculum Construction in Distributive

Teacher Education?”
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SAXPLE
RESPONSES:

“Bailding Performarcce Criteria fron tke Cozpetencices and Using
Alternative Rouates to Acconplish Thesce Criteria ™

“x311 usSe the guidance scction of the rescarch findings in study,
*Student Personnel Needs of Adult, Part-Tize, Occupational Techpical
. R

Students Attending Evening Classes in Virginia Communily Colleges
(Docloral Disscriation in progress)

“1iany Distributive Education sStudents, undergraduate and graduale.
are now using and will use the findings in rescarch projecis ol
varying cdegrees of sophistication.” {Severai made siaicmenls
similar to this.)

“Study dealing with the teaching 2t high school level in a iechnical
corpetency arca.” (Doctoral groposal)

“Research desizuced to develop projects basSed apon conpetencies
developed by the research study.” (Proposali)

“Curriculum Developnent in the Niddie lManagemeat Progran®

“Follow-up of Student teachers who had courses inciuding objectives
and learning experience.™

=)y master’s candidate is working with competencies in human relations
area with tae foal of developing a test of conpetencies in this areal”™

“Encourz2ging ¥.A. candidates to cxamine this study for pobsibie
replications or for developing curricdiums.”

nStudents will ke enccuraged to seicct a row or column of cells fron
Natrix proposed by Neal Vivian.®

¥hat other impacts do you feel your participation in the Seminar had?

“I will be teaching 2 curriculum class this Summer based upon the
'systems® approach. Much of the information you have developed
will be used--especially in the occupational analysis unit.”™

urhe seminar has had an influence on my developzent of obiectives
for units of study in the D_E. high School curricuium. It has made
ne more aware of ‘concept apalysis.™™

“It gove me Scme real tools to do my job of structuriag curriculums,
writing courses--objectives, outlines, testing, ctc. 3ost of all,
it gave me ucere confidence and pride in this field of teacher educa-
tion.™

myade us review existing research in more detail. Made us aware
of possible activities in the future. ¥We z21so now fcel we aren’t
too far *“off-bass."

sinticipate utilizing this research in ornre and {five year plan for
teacher education. Will use as reference in developing teacher
education guidelines for Tennessee State Pian.™

"Curriculun resgructured 4s a result of the seminar.”™

nThe ideas of Dr. Tiemann seemed to arousc a desire to program izore

of the learaning experiences of my Students. The need for a sequencd -
is there; the time is not. ] have been more azare of outcomes than

ever before.”




“Seninar xas most helpful to us in our teacher education program.
The speakers, consultants, conference material, reports you have
given to us, all have been a big help.”

"Using the technical areas of Post-Secondary Curriculun project.
This helped me in objective writing.”

“Broadened my scope of thinking.™

“The seminar helped those of us in Distributive Teacher Education
* jell® our thinkircg quite a bit; to find out what the other per-
son is doing; and, I feel it kelped head us more in a united
direction.”

A greater appreciation fer the fact that we must keep close to
the needs of business in order to make our offerings more
realistic and in line with the needs of business. Censecquentiy,
I feel Similar studies will need to be undertaken periodicaily
to update our thinking. The conference served to have all of
us reappraise our position and our offerings.”™

“Seminar did a great deal to give me additional motivation to
jmprove our present program; also, a great deal of added in-
formation was gained.”

“as described elsewhere, the most significant impact of this
seminar hopefully will be the sctting in motion of a2 long ramge
continuing program of curriculum research. Such 2 prograa would
involve D.E. leaders and instructors throughout the nation.”

"“As a2 new teacher educater, . felt that it gave mc invaluable in-
formation in regard to the important elemeats to be eaphasized

in our new program and will help me to relate to other departments
areas of importance to our students.”

“It has made us aware of the need to continually evaluat~ our con-
tent of courses.”™

e have completed short half-day and evening in-service workshops
for groups of 6-15 cocrdinators using the objectives in basic
beliefs as starting points for competencies to be developed through
DECA activities. ¥e are about to launch a curriculum revision pro-
ject starting with the advertising area. This entails use of the
competencies and critical tasks from the Crawford study, also the
technigues of formulating objectives given at the August Conference
in Blacksburg. ¥e are glad that the Crawford study included the
analysis of pcsitions for the first and second promotione. This
makes possible the use of the data ior post-high programs. The
study is somewhat limited by including only eight occupatioral areas
but this does not mean that we are the least bit dissatisfied. 1t
would be greai to have studies for positions in D.E. in addition to
that of the teacher coordinat. 5 of High School programs.*

“The Seminar has given me thc opportunity tc rethink our curriculum
construction patterns and practices.”

UESTION YI: ¥nat are your probiems and concerns?

] am very amuch interested in undertaking research indicated in
Dr. Vivian's matrix, but must complete my dissertation first.”
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"t ots of tidem--but nrot fron the Seminar.™

“Jeeplexentisg all findings into five quartcr-hour coursc structures.™

“That coupctencicvs related to DEC3 are toi in research.”

“‘That perhaps I am not doing a1l that nmy people are entitled to as
prospective coordinators.”

=yt takes time to make changes “on the yrocord” sSuch as course titles,
but irmmediate changes can be made in course content and procedures.”

=pime and energy——I sould 1like to do more with this because it has
so much relevance.™

*pasicaily Iz concerned about the direction of the technical content
area in marketing. This is very difficult to control and I can fore-
see the distributive education teacher education depariment teaching
most of the conteni courses in the future. I'm not sure this is
‘good’ because students need broad exposure; but the BusinesS Ad-
ministration department in sone acceredited institutions scen mOXe
concerned with training corporate presidents, and our D_E. majors
come out with very little background material to assist in operating
a secondary or post-Secondary D.E. program.”

] hope the enthusiasm and jnterest generated at your seminar docs
not die or fade, but that we in the D.E. community will continue

and expand upon your work.™

“Our major problem in fulfilling the nceds show¥n in the resecarch

is the devclopment of the Technical Teaching Competencies, since -
we are involved directly in only the professional education ciasses

and technical areas are within other departments.”

“Y¥here can we cut down our many other activities to provide more
time for course revision and research?”

sConcerned about implementation of curricujum in older prograns.
Not a problea for new problems but very difficult with older
teacher-coordinators and administrators.”

DR. HURT'S SUGGESTIONS FOR EVALUATION

At the closing session of the Seminar, Dr. Mary Lee Hurt, research specialist,
U.S. Office of Education gave somc guidelines for organizing a distributive
teacher ceducation curriculum. Her suggestions form the basis for doth short and
long term evaluation of the impact of the research and/or Seminal on distributive
teacher education curriculunm development. Dr. Hur:z challenged tk2 participants
with the following specific objective:

swithin a 5-year period the distributive teacher ecducators attending the
Seminar will be offering a curriculum in the preparation of beginning
distributive education teacher coordinators which will result in an 80%
proficiency level of achievement (based on follow-up rating forms) in
relaticn to 95% of the objectives identified in the Competlency Pattern

study.’

Some of the sirategies suggestea ior accomplishing this objective
wWere:

T Inform appropriate distributive education and vocational educatidn .
personael about the researcn findings.
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II. Using the instructional objectives identified in Phase II of the
Competency Pattern Study, compare existing curriculua:

A. Accept
B. Reject
C. 1Ideatify gaps
D. Identify avenues for attaining objective
1. 1In class
2_. Occupational experience
3. Student tcaching
4. Other experiences
III. Inform colleagues in general professional and techaical areas within
the ccllege or university.

A. Seek cooperation in redesigning content courses
B. Involve in analysis, identification of gaps, changes neceded, etc.

IV. Steps in curriculum revision

A. Revise

B. Try-out

C. Evaluate

D. Revise, try-out and evaluate

Dr. Hurt suggested the following plan for evaluation in terms of the
objective: i

A. By December 31, 1968, evaluate findings irom Seainar of Developmental
a.tivities.

B. By September, 1973, secure a small grant so that participanfs in
seminar and a2 sample of beginning distributive education teacher
coordinators may be observed on the job. A rating form will be used
to review teacher education curriculum and behavior of graduates on
the job. One-fourth of cach group should be observed by Lucy Crawford,
¥arren Meyer, Harland Samson and Mary Marks, leader and consultants

throughout this study.

Dr. Hurt challenged the Seminar participants to have, by 1973, one-third
more prospective teacher coordinators enrolled in distributive education curriulum.

EVALUATING NEED FOR FURTHER RESEARCH

One of the purposes of the Seminar was to focus attention on the implica-
tions for further research based on the findings of this research project.
Foliowing Dr. Neal Vivian's presentation, “Implications for Further Research,™
Mary Marks, Program Specialist, U.S. Office of Education, as one of a panel of
four reactors, gave suggestions concerning several approaches to further re-
search. Her suggestions should become a basis for future evaluations of the
scope of our research efforts. The suggested approaches include:

I. Relationship of Distributive Education Research Program to Some Issues
in Distributive Education

A. Distributive Occupations
1. Image

2. Requirements
3. Current and Projected Opportunities
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D.

Develop=cent of Currisruju= Options

1. Hixgh Schwol
2. Pos: High School
3. Adult

Availability of Disiributive Teacher Ecducation Services
(Pre-Service and In-Service)

1. Qualifications of potential candidatles

2. Accrediiation

3. Certirfication

CutL-0f-School Youth and Adulis

II. Relationship of Distributive Educziion Rescarch Program to Conceras
in Vocational Education

A.

D.

Evaluation of Vocational Education

1. Xnowing what has been accomplisiied

2. Cost effectiveness in vocational educztion
3. Quality of education

Inter-disciplinary Soiutions

1. Support courses
2. The individual'’s needs

Research in Vocational Education

1. Dissemination and Interpretation

2. Implementation

3. XNumber uand nature of proposals

4. Representation of vitality of field of cducation

Systematic Approach to Program Planning and Development

III. Relationship of Distributive Research Efforts to National Priorities
and Issues

Al

C.

Dropouts

1. Career-centered curriculum

Special Problems of the Cities

. Mass of disadvantaged ethnic groups
. Potential for disorder

. Administrative problems
Contributions of education to solution of problems

W -

Unemployed and Underemployed

sliss Marks concluded by saying, "The focus of our distributive education
research program, as I believe it should be, is outward. Therefore, the major
criterion I would apply in the selection of further research activities would
be the contributions the research from Neal Vivian's proposal curriculum mairix
and from each section of the Crawford Competency Pattern study will make to the
solution of problems uppermost in the minds of decision-makers and clients in-
fluencing the very destiny of distributive education.”
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CHAPTER XXII1
SUNMARY

The Problen

The purpose of Phase III of the study was to provide an opportunity for
selected distributive teacher educators to become familiar with the findings from
the [irst two phases of the research study, “A Competency Pattern Approach to
Curriculun Construction in Distributive Teacher Education™ and to provide in-
struction in the curriculum process so that research findings night be uscd more
cifectively. The specific objectives of the Seminar were:

1. to provide participants with an interpretation of the research
findings from the first and second phases of the study. “A
Competency Pattern Approach to Curriculum Construction in Distri-
butive Teacher Education.”

2. to provide instruction concerning the process of curriculum con-
Struction.

3. to demonstrate, through individual and group participation, the
process of curriculum development.

Procedures

A National Dissenination and Interpretation Seminar in Distributive Teacher
Education was designed to accomplish the above objectives. A Planning Committece
composed of three members of the Committee of Consultants who had worked through-
out the first and second phases of the research assisted the project staff in
selecting applicants for the Seminar and in planning the Semii.ar program. This
Committee also assisted in developing both instruments used iz evaluting the
Seminar. An invitation was extended the head teacher aducator in at least one
institaution in each state which had a disfributive teacher education program.

Program

The Seminar prcgram included an interpretation of the research findings and
papers by nationally recognized curriculum specialists and provided instruction
concerning the construction of instructional objectives, the designing of learning
experiences and the construction of test items.

Attention was also focused on the implications for further research based
on these research findings and on guidelines for organizing a distributive teacher
education curricuium.

Participants, as members cf task force groups, had an opportunity to practice

the use of research findings in developing a distributive teacher education cur-
riculum.

Conclusions and Recommendations

The evaluation of the Seminar at the closing session and six months later
shows that a seminar is an effective means of disseminating research findings.
The fact that a number of participants reported that they were using the findings
in determining objectives for certain courses, in designing learaning experiences,
and in developing evaluative devices indicates that the developmental activities




in the task [orce group sessions zere sorthaiile. The participanis capressed
appreciation for Lhe iustruction conceriinyg all aspects of Lthe curriculum pro-
cess provided through the Seminar prpers and zmealionca thal Lhe Lhought-proveking
papers conlinued Lo stizmulate their thinking s Lhey made curricualus decisions
counceraing Lheir oun distribustive ?eacher educalion curricuiusms.

Tie Tollowing recozsendations arce Proposca:

1. Tsal a plan for evaluating the impact of the Seminar aad or
research L£indings five years hence be developed accordinig io
the suggesiions of Jr. Jary Lee Hur! at the ciosing session
of the Seminar. (See page 1372)

2. That a Seainar Similar to the National Dissenmination and Inter-
pretation Seminar in Bi-tzibutve Teacher Education be pianned
for curriculux workers at the high school. post secondary and
adult levels. with the emphasis ra the research findiangs con--
cerning the technical competencies required of distributive
rorgers as reported in Volumes iIi, III and IV of this research
study.

3. That a senminar for distributive education state supervisory
personnel be plianned So that these adminisirators mizght consider
appropriate standards based on the basic beliefs agreed upon
in Step I of the study.

4. That a curriculum theory model for distributive teacher education.
based on the findings of the three phases of this research Study.
be constructed.
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CHAPTER XXI1V
SUM¥ARY. INXPLICATIONS AND RECOMMENDATIONS

The project, "A Competency Piattern Approach to Curriculum Coastructios
in Distrubutive Teacher Ecducation,™ was begun in September, 1565. The
vltinzice purpose of the research project was to provide a foundaticn for de-
veloping a distributive teacher education curriculum—botb pre-service and in-
scrvice. The design of the study incluaded three phases. the findings from
which should serve as the basis on which a curricuium theory model for dis-
tribative teacher education can be consiructed.

-

SUMMARY, PHASE I
The Problem

Thc problem was to determine competerncies needeéd by a high school
aistributive education teacher-coordinator to effectively corduct 2 distrib-
ulive cducation program and then to determine the experirnc?’s to include in
a *cacher education program to develop these competencies. The approach to
this proble= mas to construct a competency pattern for the job of the dis-
tributive education teacher-ccordinator. The specific obtjcctives of the
study were (1) to determine the basic beliefs concerning distributive
cducation; 42, to determine the critical tasks in the job of the distributive
cducation teacher—coordinator; (3) tc determine the professional competencies
nceded io perform these tasis; (4} to determine the techniczl coapetencics
nceded by the teacher-coordinator to develop competencies needed by morkers
Lo enter and advance in a distributive occupation.

Procedures

A variation of Q-methodology was used to determine the basic beliefs
ceacerning all phase= of distributive education. Th2e total population of
distributive education state supervisory and teacher education personnel in
the United States and its territories served as Rzactor Group I. The ~>embers
of this group indicated their degree of agreeaent to 96 statements of b.sic
belieis by means of a2 Basic Belief card-sort. In-depth interviews were used
to determine the critical tasks in the job of the high school distributive
cducation teacher-coordinator. The perceptions of a purposive sample of 8
state supervisors, 8 teacher educators and 48 teacher—-coordinators cf the total
Jjob of the distributive education teacher—coordinator were obtained througk
tke use of a Critical Task card-sort. 7The investigators met with the par-
ticipants, refesred to as Reactor Group IX, in 11 test centers situated through-
out the United States. Before reacting to the Critical Task card-sort, the
nenbers of Reactor Group II participated in a three-hour discussion of the
basic beliefs agreed upon by Reactor Group I and were instructed to determine
critical tasks in relation to this philosophy. Professional cometencies needed
tc perform the critical tasks in the job of the distributive education teacher-
coordinator were drawn from the literature and personal experience of the in-
vestigator. The tentative list of professional competencies was reviewed by
local resource personnel and by Professor Warren Meyer and Professor Harland
Samson. The revised list of professional competencies was then evaluated in
terms of clarity, appropriateness, and completeness by a purposive sample of
four teacher educators who had participated as members of Reactor Group II.

The investigator syathesized the suggestions of the participants and made a
final revision of the statements of professional competencies. In order to
determine technical teaching competencies needed by the distributive educatice
teacher-coordinator, the following procedures were used: (1) concepts and
generalizations concerning marketing and economics were drawn from the lit-
crature and evaluzted by two members of the Committee of Consultants
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() vratical tasks of distribaiic xoarkor~ in 76 30bls 20 7 calcporic=s ol dis-—
iributave bBusiness sere Ceternined thy o 4060 inlcrvicws in ikree Viegania
localities: ((3) competenciess pecded 1o perforn 16 eritical iasks o drasn
from personal expericeces of the ianvestizators and core osalualed by rairced
distridutive specialists, one specialist from cach of the six discributive 2d-
visory coomiltees and six di-wridalice teacher ceducalnits; (£) cumprivecices
sreded by distribuiive sworkers in ike 70 Jobs included in ihis stody woerce
cevaleated by seven distributive tcacker cducators in fopes of tkeir relatis
imporiance for the high school distrivutive edecalion leachir-cosrdinaicor.

Hesarding:

Philosophy:

i. There were fex siatistically significani differcnccs of
opinion arxong ine throe vespondent groups in Reactor Groap
I, conposed of sSiate supervisors, assisiant stale sSspervisors.,
and teacher cducators in the sceveral siates and torritorics
regarding the basic beliefs concerning distribuative cdu-
cation: the definitions, aims and objectives, guidance, co-
ordination. curricialum, acdministration and teacher education.

2. The respondents in Reacter Gourp I hiad 2 very high degres of
agreement on 83 of the 96 statcments of Deldef. On 13
Statements, there zas a disagrecwment ranging {rom 1.51 lo
1.82. On one of these statements, (card 51). the suggested
revisions would have duplicated the stafement on card 352,

S0 this staiement ®»as not re-submitted. ¥hen the remaining
312 statements were re-submitted, the response frowm 87.1 per
cent of the group indicated a high dexree of agrecneni on

9 of the 12 statenents. On three of the stalemenis the
degree of disagrcement ranged from 31.0% to 36_1%, but the
nuncrous comments explaining the reason far disagireemeant
made it possible to revise these threce cards to satisfy

the concern of the leadership 2 oup.

3. The 96 statements of basic belief, as presented in iables -1-10,
Chaptey I, from the theoretical foundation for this stady and
become the first element in a competency pattern for the job
of the distributive educaticn tceacher—coordinator. Theoreiical
singular propositions were tested in the structured card-sori.
The high degree of agreement of the members of Reactor Group I
and the high degree cf agreement among the threce seb-zroups
on cach of the categories of pelief made it pos,ikle tn construct
a philosophy which reflects the deliberztive opinions of the
leadership in distributive education throughout the mation.

Critical Tasks:

1. Of the 187 critical tasks under consideraticn, 179 were deemed
ueritical™ by the respendants. These zere tasks which xere
rated 2.50 or above on a 3-point scale, with *3" being “most
important®™. 1Included in this number were 48 tacks in the teaching
7unction; 25 tasks in the guidance funciion; 39 tasks in the
coordination function; 29 tasks in the puhlic relations fuaction:
B33 tasks in the operation and administraiion function: and 3
tasks in the total school lunction. MNosi ol the tasks considered
"less impoertant®™ or "unimportant™ were those involviag such duties
as bus duly. hall duty, and study hall duty.
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211 three groups felt that more time should be sSpeat on tasks
classified ir the coordination function; less time on adnin-
istrative duties and considerably iess time on t2sks classified
in tke function, ictal schooi program.

Respondents listed 98 tasks as "additional tasks™, 79 of wxhich
were rated 25 “critical®. Fifty-ihree of these critical itasxs
(those that did =ot duplicate tasks in tke Critical Task card-
sort) were accepies .5 additional critical tasks.

In respoase to the open-end question concerning tasks which impede
the work of the distributive education teacher—-coordinator,
Xeeping in mind the philosophy, 90 tasks were listed. Some were
classified "required™; some were classified “voluntcered™.

Seven or more respondents, working independenily, listed 16

tasks wbhich hinder the distributive education teacher-cocrd-
inator in carrying cut the mission oi distributive education.

Professional Competencies

in the teaching function there were 95 competeacies, oi which
31 were classilied under "knowledge™, 22 were classified under
~“understanding”, 18 were classified under *skill™, and 24 wxcere

In the guidance function there were 28 competencies, o’ which 8
were classilied under “knowledge™, 4 were classified under
"uynderstanding”, 8 were classified under "skill™, and & were

In the ccordination function there wcre 27 competencies, of wxhich
5 were clas=iiied under “kaowledge™, B were classified under
“understanding”, 9 were classified under *skill”, and 15 were

In the public relations function there were 29 compztencies, of
which 7 were classified under "knowledge*, 3 were classified
under “understanding”. 7 were classified urnder *skill™, and 12

In the operation and administration function there were 44
competencies, ol which 12 were classified under “knowledge™,
6 were classified under "understanding”, 20 were classified
under "skill”, and 6 were classified under “attitude™.

Al1l of the concepts and generalizations concerning marketing and
economics considered necessary for distributive workers were
considered essential for the 4istributive education teacher-

1.

classified uader "attitude*.
2.

classified under "attitude™.
3.

classified under "attitude™.
4.

were classified under "attitude™.
5.

Technical Teaching Competencices

1.

coordinator.
2.

Nost of the technical teaching competencies needed by distributive
workers were considered *“essential”™ or "highly desirable™ for

the high school distributive education teacher-coordinator. Of
the 982 tecknical competencies deemed necessary for distributive
workers, 900 were considered "essential™ or "highly desirable™
for the distributive education teacher-coordirator. The com-
petencies considered "essential” or “highly desirable™ in the nine
areas were: Advertising - 81; communications - 74; display - 74;
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bian wclalivns - 86: mathkerxatics - 18- werchandisings - 92
product azd/er wervies woeknolosy — 87: o rations and Enanagce-
et — 182, ard seliing - 176.

S. iz ke advertising arca, competencies relatcd o pripcipics oi
zdvertising and .o ihe usSe of adveriising in selling axre rated
more imporiani for the teacher—coordinator than the techaical
sKiils required of ap advertising specialiss.

1. In tie commanicalions arca, all but 5 of the 79 compeiencics worc
considersd very important for ihe teacher—coordinalor.

5. In the display arez, competencies invelving the application of
principies of display werce rated as more impertant for the
teacker—coordinator than competencics involving specialized
technical skills.

6. In the human relations area, ail of the 1istcd conpeiconcics were
considered very important for the teacher—coordinator.

7. In the mathenmatics arca. 48 of the 49 listed conpeicneies were
considered very imporiant for the teacher—coordinatsy. These
are matkematical compefencies directly related to tasks per—
forred by disiributive workers iacluded in this study.

8. In the merchandising arca, the majority of competencies were
rated "highly cdesirabic™ rather than "essential®™. 3any of
the mexrchandising conpetencies are these required by workers
at the mid-managenent level.

9. 1In the product and/or service area. all but 8 cf the 95 listed
competencies aere considered very important for the teacher-
couvrdinator. Six of the 8 competerncics copsidered less inportani
were those concerned with the restaurant or hotel,motel cate—
gories. Thesc were highly specialized comgetencies.

i0. In the operations and managerent area, a2s far as the distributive
educztion teacher-coordinator was coacerned, the majoriiy of
knowiedges and skilis were rated “highly desirable*, wherecas
the large majority of attitudes were rated “essential®.

11. In the celling area, all but 3 of the 130 listed knowledges and
skills and all 66 iisied attitudes wmere considered VCeYry im-
portant for the teacher-coordinatoer.

IMPLICATIONS

These findings have implications %for all phases of the distributive education
program and should have 2 bearing on other vocation educational iields as well.
The fact that the vast mzjority of thne leadership in distributive cducaticn has
agreed upon definitions, aims, and objectives, curriculum, g2idance, coordination.
adxinistration and iteacher cducation as applied to this field indicates that the
philosophy of distributive cducation expressed in these findings can serve as a
theoretical structure on which not only this research bat related research can be
erccted.

The 21gh degree of agreement amoig state supervisors. teacher educators and
teacher-coordinators selected to consider the problem of deternining the critical
tasks in the job of the distributive education teacher-coordinztor provides con-
fidence ihat the list of 179 tasks considered "critical” is a valid one.
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The findipgs sktow that in order to ¢2rry ocut tke zmission of distritative
cduacation the high schbool distribative educatioa teacher-coordicator zust perforn
a2 larze nurber of tasks imvolving a wide rapge of responsibilities. It is evideat
tkat as tne distribative education prograz in a coxmunity groxs it xill becoxe
necessary to erxploy more than one teacher-coordinator if the aims and objectives
of distribuative education are to be accosplished. It is also evident that prior-
ities regarding tasks must be established 50 that there is proper balance amcng
the job functions.

Serious consideration should be given to iEc probiemn of tasks listed 25
*jobs which impede™ whether reguired or volunteered. Priority should be given
to those critical tasks xhich must be perfoimed by the distribuiive education
*sacher—-coordinator if the tasks are to be performed at all. This does not imply
1.31 the distributive education tefacher-coordinator should not share in the
responsibilities oi the total school program. It does xmecan, howxever, that if the
nission of distributive edcucation is to be acconmplished, the assignment of extra
dutics should be carefully considered in relztion to the D.E. teacher-coerdimator’s
fotal job. For exanple, there is no more justification in requesting that 2
distributive ecducarion teacher-coordinator substitute for anoither teacher a2t the
time he should be making coordinziion visits or performing other cssential tasks
than titere would be in regquesting a geometry teacher to icave his class te substitute
Ior the art teacher. Timing and selectivity are the kecy issues to be jointly
considered 9y the principal and by the D.E. teacher-coordinator.

i
:

]
5

Carefuly consideration also should be given to the over-—-zaphasis of ary tasks
within the job of the D.E. teacher-coordinator. The fact that 21 respondenis
working independently mentioned “carries DECA activities tce an extreme™ as tasks
which impede suggests that even tasks considered “criticai™ should e evaluated
Ifronm Ltime to time. The fact t»at 12 of the 21 responsents indicated that the

x over-cuphasis on DECA was “volunteered” rather than required makes & periodic
‘ re-cvaluation of this and similar activiti€es no less important.

SUMMARY, PHASE 1I

The Problem

Tiic purpose of Phase II of the study was to construct educziional objectives
Lo develop professional and tecznical competencies included in the comp:atency .
pattern for the job of the distributive education teacher-coordinator.

Specifically the objectives were:
1. To construct and evaluate educational objectives to develop
professicnal competencies needed hy the distributive education
teacher—-coordinator.

2. To construct and evaluate ceducational objectives to develop
technical competencies needed by the distributire education
teacher-coordinator.

Procedures

A feature of the design of this rhase of the study was the use of rationally
recognized experts as consultants. Professor ¥Warren Meyer, distributive teacher
educator, University of Minnesota, and Dr. iiarliznd Samscn, tcacher educateor, Univer-
sity of ¥isconsin, served as a Committee of Consultants to assist in determining
the form in which the objectives would be constructed and to evaluate samples
cf the tentative list of professiorial znd technical objectives before and after
they were presented to other consultants. Dr. Larry ¥eber, specialist in educa-
tional psychology, Virginia Polytechnic Institute, served as a consultant concerning

the teaching-learning process and adolescent human growth and development.
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T LAt igcafeds farat e gLl Phe literatuye pnd researcei related La 1,0
ermeniicettny of ¢Iioatgenal objectzres ared Lo U iy One in car: acaiem COLSLTLC T 2a
Al the toeavhiiz —iearininl fnotess,

iffer carciul censideration of ihe alieraatives zitdh the C znitiee of G-
wimdisete . o Jeeinicd was =ade 1o pgroup 136 gbjyectlives arsand topics wiithiu cacd
0! 1Le zagoer caleoesies 1elo ahich Wie professicnai and wecchnical cozmpricncics
Lad previously bren ormanized. It uwas further agrecd 10 Siaic 2 ierninal or
uitizate obyec? 1ve fuiciker xith a group of «nabling objectivis foy cach Lpic.
It =as also agssed thai 1hce degree of complexity of cach enabling objective wowuly
vt ivdicated Ly 2 cude Lumbor for the category i i cagnilive and affective
dusains even thuuph ko offort zould be made o evaluaie this classificatiorn
Since 1he objectives developed in this pbase of the study would previde the Lasis
for fusrther Study in the proposed National Distributive Teacher Education Sexirar
it vas felt that tie sbjectives should be stated in rather bhroaé loerms.

Basced on these decisions. the investigators prepared a tentative list of pro-
fessional and fechnical objectives. A sciected portion of each sci of objeciives
xas seit in the form of 2 quesStionnaire o each of four censultanis who had pre-
viously participated in the evaluatlion of selecied professional conpetencics and
tor cach of five consultants wsho had previously evaleated selected technical
conpelencies. Tae consultanis evaluated the 1list of objectives in terms of
appropriateness, clarity and compleieness.

Tie objectives mere revised orn a basis of the evaluations of the consulianes.

Conclusions and Reconmendations

Educational objectives may be constructed at varying levels of specificity.
depending upon the use to be made of the objective. Since the objectives coa-
structed in this phase of the research werc to serve as a basis for further study
and to Serve as a guide to distributive teacher educators throughout ihe nazion.
they were constructed in rather broad terms. The statement of a terninal objective
for cach topic provides the teacker educator an indicatiorn of an ultimate objective,
the attainument of which may not be accompiished without a serices of courses and/or
experiences. [Each enmakling objective may become a terminal objective for a 1o3S0nh.
or series of lessons. Additional enabling objectives should be constructed that
xould include subject matter required to accomplish the objective. Objectives con-
structed in this phasc of the study provide a basis for designing learning ex-
periences, incleding test itenms.

IMPLICATIONS

The professional objectives constructed in this phase or the study mayv be
assigned to courses of study either presestly offered or recommended to be oifered.
Each objective may be further refined o indicate the specific learning ouiconts
expected by the distributive teacher educator for a particular situation.

If the professional objective indicates the application level of complexity
provision should be made for off-campus experiences. if necessary, to accomplish
the objective.

The technical objectives have implications not only for distributive teacher
edacators but for all tcachers of content courses for the prospective distributive
education teacher-coordinator. If it is determined that certain technical objectives
may not be accomplished by other departments at an institution, the distributive
teacher educator should devise 2 means of accomplishingz them tiarough the distri-
nutive teacher education curriculum.

The technical onjeciives also have implications for curriculum workers at the

high school, post sccendary and adult levels since they ayre based on the ccm-
petencies required of selected distributive workers.
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SURHARY, PHASE IXI

The Problen

The probienm in Phase III was to provide an oprortunity for seilected dis-
tributive teacher educaiors to becoxe famiijar with the findings of the first
txo phases of the research project, A Competency Pattern Approach to Curriculun
Construction in Distributive Teacher Education™ and to provide instruction in
the curriculum process so that research findings might be put to use more effective-
ly. The apprcsch to this prcblem was to bring a group of selected distributive
teacher educators together in order to provide them with an interpretation of
the findings from the first and sccond phases of the study and to demonstrate,
through individual and group participation, the process ¢f curriculum development
A National Dissemination and Interpretation Seminar in Distributive Teacher
Education was held at Virginia Polytechnic Institute, Blacksburg, Virginia,
August 25-30, 1968, to accomplish these objectives.

Senminar Program

The prograa was designed to provide the participants with an iaterprctation
of the findings of the first two phases of the research study, to provide instruc-
tion in the curriculum process, to give an opportunity to learn how to use the
research findings in curriculum construction, and to sSuggest possibilities for
furthes research. Dr. Calvin Street, Director of Institutional Research, Memphis
State University, gave the keynote speech, "Philosophy--the Foundation of the
Competency Pattern.” Dr. Street was cne of the researchers who originated the
Competency Patter as an apprcach to the improvement of preparation programs in
educational administration.

The writer, as principal investigator for the research project, gave an
interpretation of the research findings. She was assisted by Miss Rebecca
Hawkins, assistant project director.

Dr. Philip %. Tiemann. Head, Course Development Division, Office of In-
srructional Resources, University of Illinois at Chicago Circle, served as
visiting scholar throughout the week. Dr. Tiemann presented papers on each phase
of the curriculum process. Dr. Susan Markle, Head, Programmed Instruction
Division, Office of Instructional Resources, University of Iilinois at Chicago
Circle, and Dr. Tiemann collaborated in the presentation of a film and slide
presentation they had develuped to portray¥ the curriculum process.

Professor Warren G. Meyer, Distributive Teacher Educator, University of
Minnesota; Dr. Harland Samson, Teacher Educator, University of Wisconsin; and
Dr. Neal Vivian, Teacher Educator, Ohio State University, presented papers
directly related to the implications of the research findings to distributive
teacher education.

Miss Mary Marks, Program Officer, Distributive Education and Dr. Mary Lee
Hur%, Research Specialist, U.5. Office of Education, served as program consultants.
Miss Marks also served as a member of a reactor panel concerning the implications
for further research and Dr. Hurt gave some guidelines for organizing a distri-
butive teacher education curriculum.

Participants were assigned to two task force groups: one to consider findings
related to professional competencies of the distributive educatior teacher-coordina-
tor; the other to the findings regarding the technical (subject matter) competencies
of the distributive education teacher-coordinator. Consultants who had evaluated
competencies in Phase I of the study and educational objectives in Phase II of
the study served as consultants to the task force groups.
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Eaefh tase fore: (v .. 335 preovided a sSection of tie educationzl objectives
1221 L2l Leen vousis e $0f 21y Phase IY oz “he stoudy. Xezbers of the task force
groups ased the b 29 S as 2 Easis for seleciing subjec: =matter, designiiyg
learuing capericacds ard cwustrectizg evaluatlive items canceraning a particular
itopic. Sikwcoe - exphipsis in the task force groaps w2s on the process rather
tha wu Bu wrodew t, participanis zere instructed to provade illusiraiions of ilae
varir s slens in e cursiculus process rather than to develop a cooprehensive
Yeport .,

Seninar Evaluation

Participanis gave an ¢valuvaiion of the Seminar at ihe closing session and
made apother evaleation six months later. 2 large majoriiy of the participants
feltl that the objectives of the Senminar were capzble of being accoznplished and
that the Sexinar papers were of high value. They seexed particulariy appreciative
of ithe opporitunity to have the research findings interpreted and to have at-
tention focused on izmplications for further research.

The evaluation of the impact of the Senminar and.or research findings six
rwonihs after the Seminar shozed that a number of teacher educators were using
the research findings in developing distributive teacher z»ducation curriculum
materials; many zere resiructuring courses with the professicnal objectives
identified in the research as guidelines; and a few teacher educators had rée-
Struciured the entire distributive teacher education curriculum as 2 resuit of
the Semipar experience. Several teacher educators reporteé that the research
findings had had an inpact on research being designed by graduate students.

RECOMMENDATIONS FOR FURTHER RESEARCH

AS a result of this investigation., the writer has become aware of the need
for further resecarch regarding distributive education in general and distribative
teacher equcation in particulax. Some of the types of studies which should be
counsidered are:

1. Establishmeni of Priorities in the total jobd of the Distributive Educa-
ticon Teacher-Coordinator.

2. Construction of a Competency Pattern for the Distributive Teacher Educatcer
(Also for the State Supervisor, the Post Secondary Teacher-Coordinator.
the Adult Instructor) -

3. The Coastruction of Measuring instruments
4 The Construction and Validation of Test Items Based o.1: Specific Objectives

The Development of 2 Taxonomy of Classroom Questions Based on Specific
Objectives

3]}

6. Experimeniation of Ways and Means of Accompiishing Educational Objectives
at Various Levels--Teacher Education, High Scheol, Post Secoiidary and
Adult

7. Job Analysis (Comparable to those reported in Volumes II-IV of tanis study)
of Jobs Typically Available to Distributive Education Post Secondary

Students.

8. Curriculum research at the high school, post highk school ard adult level
based on the 3atrix included in Dr. Vivian’'s paper, page 1341.

9. Construction of a Philosophy of Distributive Teacher Education
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APPENDIX A
INSTRUCTION TO CONSULTANTS FOR EVALUATZON OF OBJECTIVES

EDUCATIONAL OBJECTIVEZ NEEDED TO DEVELOP PROFESSIONAL AND
TECHNICAL COMPETENCIES IN THE JOB OF THE D. E. TEACFER-COORDINATOR

The instructional objectives are based on competencies deewmed necesszry for
distributive teacher-coordinators, as d2termined in Ster 4, Phase I, of the
research study, "A Cozpetency Pattern Approach to Curriculum CTonstruction in
Distributive Teacher Education.”

The objectives have been grouped around tcpics in such a manner that they
might easily be incorporated into a curriculum guide. 1In each instance, a terminal

(general) objéctive, and a group of enabling objectives have been constructed. The i
assumpticn is thkat the enabling objectives will assure the accomplisiment of the t

terminal (general) objective, which can be used as a guide for the ultimate¢ student

<

behavior expected. This terminal objective is merely an example of an expected
behavioral outcome, not necessarily the only one that might be anticipated. As a
matter of fact, in some lower level courses, an enabling objective might become
a terminal objective.

¥We realize that specific objectives will have to be developed before test
items can be constructed. This will be one of the developmental activities at

the Seminar in August. The design of this part of the research is limited to the

construction of terminal and enabling objectives.

On the left of each enabling objective is a classification number referring

to a level in either the cognitive domain (ex. C 2.0) or the affective domain

(ex. A 3.0). We are not asking you to react to this classification, but hope that

vou will use this as a guide in developing any additional objectives you feel

are needed.
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COGNITIVE VERES*

Yerbs used to indicate behaviors in the cognitive dexain.

1. ZRaczleduo 4. Analysis
to define to distinguish
to distinguish to discriminate
to be familiar with to analyze
. io understand to detect
to recall to recognize
to recogrize to infex
to acquire to categorize
ito be conscious of to choose
to sevelop to discover
to outline to sclect
lec idenfify
to know

9. Synthesis

2. Conmprenension to create
to propose
io understand to integrate
{o translaze to plan
to prepare to design
{0 conmprehend to synthesize
to interpret to formulate
to grasp to perceive
to distinguaish to crganize
to conclude to prepare
to predict to develop
to estimate to compile
to differcntiate to incorporate
fo recognize to visualize
to explain
to summarize
to demonstrate by examples 6. Evaluation
to see implications, effects,
and consequences to select
to paraphrase to judge
to indicate to assess
to make predictions to compare

to appraise
to distinguish

3. Application to evaluate
to decide
to apply to determine
to employ
to relate
to predict
to use

*Ben3nm1n S. Bloom, Taxonomy of Educational Objectives, Handbook XI: Cognitive
Domain. (New York: David McKay Co., Inc., 1956).
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AFFECTIVE VERBS*

Yerbs used to indicate behaviors in the affective domain.

1. Receiving

0
to
to
to
to
to
to
to
to
to
to
to

be aware of

be conscious of
recognjze
realize

be sensitive to
tolerate

accept

listen to
attend to
appreciate
prefer

be alert to

2. Responding

to
to
to
to
to
to
to
to
to
to
to
tc
to
to
to
to

comply with

obey

volunteer to

practice zules
respond with interest
perform

cooperate with
coatribute to

ask

participate

enjoy

acquaint

engage in

assume resporsibility
accept responsibility
find pleasure in

3. Valuing

to
to
to
to
to
to

feel (to feel strongly about)

be loyal to
be devoted to
examine

value

prefer

4.

Organization

to relate

to form judgments

to weigh

to ideatify charac-
teristics

to find out and
crystallize

Characterization

to change behavior

to revise judgments

to face facts and
conclusions

to appooach problems
objectively

to develop a conscience

to develop a philosophy
of life

*pavid R. Krathwohl, Taxonomy of Educational Objectives, Handbook II:
Affective Domain (New York: David NcKkay Co., Inc., 156%). -
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PROFESSIGX3L UBJECTILLS

DIRECTIONS

Bl ase evaluaic cach objective in terms of appropriatencss. clarily and
coupleteness.  ZInle any roconnended changes in wording dirccily »a the epy.
At e end of cach seclicn. plecase note any additional cbjoctives necded to
aveouplish the identlificd coupetencies classified under this function. ¢ are
cspeciaily eager to have objeciives at varving levels of complexity in boik ikc
eoxnitlive and affective domains. Piace an “x“ in Column 1 on the right if wou
feel the objective is appropriate; if you feel the objective is imappropriate,

P 2m Tx™ in Colunn 2 on the right and explain your recason oan the back of Lke

sheet. (Be sure to inciude identifying objective number.) 1
= =
= =
The vollowing illustration may clarify the directions: = =
2 =
1. Tcachinz I~ =
Tete ks
- = - = =
A. Curricuium Planning = -
Terminal Objecilive: i D

“The distributive =ducation teachker—cocrdinator
wi11l have the ability to formulate a concept conceraing
his role in curriculum development when he is able to:

e

Enabling Objectives:

i. A 2.0 Feel strongly that teachers playa major role X
in all curriculum preparation., deivelcepment.
cvaluation and revision.

2. A 3.0 Have a conviction that only through continuous
curricuium preparation, development, evaluation
and revision can the objectives of education be
nost effectively met.

Feel strongly that students, school personnel
and the business community should all play a X
part in curriculum development.

W
3

]
(]
=]

4. A 3.0 Feel strongly that a Distributive Education
Advisorvy Committee should give advice in X
planning, developing and evaluating the in-
struction.

Feel that in a changing world of distribution
it is essential that content in distributive X
education be kept up-~to-date.

41|
[}

1
(Y
=)

Additional Objcctives:
A 2.0 Assumc responsibility for curriculum development. (Example)
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TECENICAL OBJECTIVES

DIRECTIONS

Please evaluate each objective in terms of appropriateness, clarity and
completeness. Make any recommended chznges in wording directly on ithe copy.
At the end of each section, please note any additional objectives needed to
accompiish the identified competencies classified under this function. W¥e are

especially eager to have objectives at varying levels of complexity in both the

cognitive and affective domains. Place an "x" in Column 1 on the right if you
feel the objective is appropriate: if you feel the objective is inappropriate,

put an “x" in Column 2 on the right and explain your reason on the back of the

sheet. (Be sure to include identifying objective nuxber.) a I
> »
3|3

The following illustration may clarify the directions: g g
c =

XVII. Operations and ¥anagement = =

» »
B. Controlling Expenses sl 2

Terminal Objective:

The distributive educatiom teacher—coordinator L1 <
will bave the ability to evaluate the effect of expense

control on profitable business operation when he is able X

to:

Enabling Objectives:

1. C 2.0 Explain metbods for controlling expenses to X
provide the highest possible profit.

E 2. C 4.0 Analyze various situatioms to determine the X
most efficient way to accoaplish a job.

3. A 1.0 Realize that expenses are an influential > ¢
factor in operating profitably.

4. A 2.0 Assume responsibility for improving problem X
areas such as inventory shrinkage, high personnel
turnover, high variable expenses and low margin.

5. A 3.0 Feel that small savings in some expense areas X
can mean a substantial gain in profits.

Additional Objectives:

A 2.0 Assume resporsibility for curriculum develop-
ment. (Example)

1389




SPPEXDIX

“é

ANPLE OF XEXORANDUM TO SELECITED COXNSULTAXNTS

DATE-: Iarch 27. 1968
T0O: Selcected Consultiants

FRON: Lucy C. Craxford

You ®ill be glad to knox that we have received approval
for Phasec IX of the research project, ™A Competency Patiern
Approach to Curriculum Construction in Distributive Teacher
Education.”™ The purpose of this phase of the study is to
construct instructional objectives—both professional and
technical——to develop the compeiencies identified in Phase
1.

Miss Haxkins and I are constructing terminal and enabling
objectives =ith illustratiens of specific objeciives. ¥e
would 1like for the consultants who worked on the professional
conpeicncies to evaluate the proiessional cobjfectives and the
consultants who worked on the technical compet:ncies to work
on technical chjectives. The plan is to send the complete set
of tentative professional or technical objectives to 211 the
consultants, but to ask for special consideration of a designated
group 9f objectives by each consultaznt. In this way, the job
would not be so burdensome. Would you be willing to Serve as
consultant in the manaer described above? ¥e can pay an honor-
arium of $50. ¥e hope to have the material in your hands by
Jay 1.

¥e have been given a tentative approval for a Nationmal
Seminar to be hecld August 25-30, which will be Phase IIXI. 1If
this is approved as expected, we would Iike for you to continue
as a consuliant. W¥e have proposed a2 $50 a day consulting fce
for each of six days for each consultant. The plan is for you
to direct the work of task force groups in developing learning
experiences, suggesting evaluation scheuzes, etce. I will let
you know mor2 later, but wanted tc alert you to the proposed
dates of the Seminar. Under separate cover I am sending you 2
copy of the four-volume £inal report of the rescarch study.
Since the report has not as yet been approved by the L.S. Office
of Education, please use the report for discussion purposes only.

Please let me know whether or not you can Serve as consul-
tant in Phase II and/or Phase III of the project.

LCC/1cn
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APPEXNDIX B

SANPLE CF LETTER SENT TO SELECTED DISTRIBUTIVE TEACHER EDUCATORS

May 16. 1968

-

Miss Vera Tisdale, Teacher Educator
Distributive Education

College of Education

University of Alabama

2. 0. Box 795

University, Alabama 35486

Dear Vera:

Glory be:! Although we do not as yet have a contract,
we feel certain of the opportunity to have a Dissemination
and Interpretation Seminar in Distributive Teacher Education
Curriculum Development at Virginia Polytechnic Institute,
Blacksburg, Virginia, August 25 - August 30, 1968. This is
the third phasce of the research Study, “A Competency Pattern
Approach to Curriculum Construction in Distributive Teacher
Education.™

You have been selected by the Plaraing Comeittee as a
participant. Since the number of participants is limited
to 30, it is essential that we know as soon as possible
whether or not you can attend so that in the event you can-
not accept the invitation we can invite an alternate.

The enclosed brochure provides further information
concerning the Seminar. Please complete the reservation
blank on the brochure and return not later than June 1.
Your reservation will be confirmed as soon as we receive
official approval. PFurther information about the program
and pre-Seminar preparation will be furnished later.

You can imagire how delighted we will be to have you

on our campus in the beautiful mountains of Virginia®’ Please
accept our "iffy"™ invitation as soon as possible.

Sincerely,

Lucy €. Crawford
Associate Professor in
Distributive Education

LCC/1cn

Enclosure
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APFENDIX B

EROCIIURE

Tiz¢ folilowin: inforzation was printcd on 2 jour-iold brochure.

Paze 1

Page 2

Page 3

National Disscenmination and Inferpreiation Seminar
in Distribelive Teachier Educalion Curricuiun Developrent

Ponaldson Broxn Continuinyg Ecucalion Cenier
Virginia Polyvtechnic Imstituile
Blacksbhurg, Virginia

August 25 - August 20, 1968

Purpose: The purpose ol e ¥ationzal Dissemination
Senminar in Distributlive Teacher Education is Lo pro-
viide the particimanis with an interpretation of the
rescarch findings from the first and sccend phases
of ihe Study. The Sceninay will provide instruclion
conceraing Lie process of curriculum construaction
and wili denonsiraile Lhrough individeal and group
participation the process of curriculunm development.

Lecturers and Consultants: A pulionally recognized
authority in cerriculurn development bhas keen invited
to sServe as a visiting scholar. iec will presenti
papers on major topics under consideration at the
Seminar and will Serve as consuliant to fhke task

force groups. Selilected disiribative teacher educators
will direct the work of the task force groups and
evaiuate their work. .

Housing: Participznts will be housed in the Donaldson
Browzn Continuing Education Center on tihe V.P.I. campus.
The rates are: $8.00 single: $12.00 double.

Travel and Living Expensces: Selected participants mill
receive §75.00 te cover living costs. Reimbursement
will be made for actaal travel expenses. not to exceed
tourist-rate air {ravel wzhen availabdle.

Tyravel Possibilities: Participants sho use air trans-
portation should make reservations Lo Roanoke. which is
40 miles cast of Blacksburg,. Arrangements will be made
to meet flights in Roanoke Sunday afterrnoon. Otherwise,
bus transportation frox Roanoke to Blacksburg is pro-
vided by Trailways.

Responsibilities of Participants: 1In order to be eligible
for reimbursement for living cosis and travel each parti-
cipant must agree to arrive in Blacksburg in timc to attend
the opening session Sunday cvening. August 25, ai S:G0 p.m.
and remain until the ciosce of the Seminar at 12 noon Fri-
day. August 30. This is a developmential seminar and will
provide an opportunily for c¢ach participant to make a
major coniribution.
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Page 4

Reserva”ions: Please complete the reservation
form on the reverse side and return not later
than June 1. If your reservation is not in by
that time, your space in the Seminar will be
offered an alternate.

Reservation Form

National Dissemination and Interpretation Semipar in
Distributive Teacher Education Curriculum Development

August 25-30, 1968

Please reserve a Space for me at the National Seminar
in Distributive Teacher Education Curriculum Con-
struction. I agree to the conditions set forth in this
bulletin. I realize that the invitation to participate
in the Seminar is tentative until confirmed in writing.

Housing needed: Single Room []

Double Room []

Name of Other Occupant

Return to: Mrs. Lucy C. Crawford
212 Sayth Hall
Yirginia Polytechnic Institute
Blacksburg, Virginia 24061
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APPEXDIX B

CCPY OF XENORANDI' TO STATE SUPEINVISGRS 6F INTI 2 TIVE RDUCATION

DATE: 3ay 16. 19535

TO: Disiributive Educativn Siaie Saporyvisars

FRGN: Lucy C. Crawiord

Although me do noil as yel have a coantrari. or fced
certain of the opportuniiy to have n Disseminzatisn and
Interpretation Seminar in Distribpulive Y acher Eduraiion
at Virxinia Polwvicchnic Imsiitute. Blacksburr., Virginia,
August 25 - 30, 1968, as Phase YIT of ihe rescarch slady.
A Competcacy Patiern Approach o Cuarricajum fousira-iion
in Distributive Teachler Educaijion.™

Since the number of participanis inm jLe Sominay 1S
1imited to 30. in addition to (eacher vdiacalars z2io 2xC
serving as consultants. invitations zit bing issuca only
to selected distributive teacher céucitors. [I. hnucever,
you. or a mimber of your siaff, have 2 sSiveizl inas st
in distributive teacher cducation curyriculus dei: logoonl.
vou are cordially invited to atiend if your sialc can pay
your expenses. Since this is a developmenial seminar. its
success will depead largely on the ¢ifcctiveness of in-
dividual and small group participation.

Listed below is information concerniny inviiatlions
mailed to participants(s) f{rom your siutc. Please ot
me know if there 2rc¢ others you would esprceinlly like o
have invited in the event the quoia of 39 is siol filled.

John Doe

LCC/icn

e LT R
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APPENDIX B

CGPY OF MEMORANDUM TO DISTRIBUTIVE
TEACHER EDUCATORS PLANNING TO ATTEND SEMINAR

DATE: July 3, 1968
MEMO TO: Selected Distributive Teacher Educators

FROM: Lucy C. Crawford {

Since we still do not have a contract for the proposed
National Dissemination and Interpretation Seminar in Distributive
Teacher Education Curricuium Development, the purpose of this
memorandum is to assure you that we expect to have the Seminar
as proposed in the brochure I seat you earlier.

¥e are delighted that you plan to be with us, for I be-
lieve we have a wenderful experience in store. We have been
able to secure the services of Dr. Philip ¥. Tiemann, Head,
Course Development, Office of Instructional Resources, Univer-
sity of Illinois at Chicago, as the Visiting Scheclar. Dr.
Tiemann will present five major papers and will direct the task
force groups. Distributive teacher educators and selected 3
merchants who Lave participated as consultants throughout the
first and second phases of the research study, “A Competency
Pattern Approach to Curriculum Construction in Distributive
Teacher Education,™ will be in charge of various task force
groups, whichvwill further develop guidelines for an ideal dis-
tributive teacher education curriculum.

As soon as we receive official confirmation I will provide
further information.

LCC/1cn
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APPEXDIX B

SAMPLE COF LETTER SENT TO CONSULTANTS

Jaiy 10, 1968

Mr. James Bikkie

Departrment of Business Teacker EZduc:ticn
University of Nebraska

Liacoln, Nebraska 68508

Dear Jim:

Now that the proposal for Phase Iii «I the rescearch stuady, "aA

Competency Pattern Approach to Curriculum Construction in Dis-

tributive Teacher Education,™ has been approved, I would like

to ask if you will serve as leader for 2 task force group during

the Seminar to be held in Blacksburg. August 25-30. Unfortunately,

we are permitted to pay oniy $160 for this service and this bhas

to be ccensidered cne day*s work prior to the conference and one

day's work at S50 for each of the two days after the conference. .
Since this is less than I had originally suggested I feit that I

should re-issue the invitation with the new provisions.

I aw enclosing a tentative program schedule showing your task

force assignment. You will note that the members of the task force
groups remaii. the same throughout the conference. but the task force
leaders change as we move from consideration of the professional area
to the technical area.

You will remain with your assigned group for cach session as it con-
siders various problems concerned in your area of study. Very soon
I will send you the terminal and enabling objectives for your group
and some suggestions for your *“home-work™ assignment.

Your assignment after the conference will be your evaluation of the
work of your group. I hope that you can accomplish part of this
assignment during the Seminar, but realize that you will be a parti-
cipating member of a group when you are not a leader, so your time
wili be limited.

I am enclosing a roster of participants. ¥e have not as yet assigned
them to groups. We hope to limit each task force group to six partic-
cipants, including the leader and observers.

: If I do not hear from you to the contrary I will count on you as a

f task force leader. If you expect to travel by z"r, please plan to arrive

5 in Roanoke by 3:00 p.m. Sunday, August 25, we will meet you in Roanoke.
There will be 2 meeting of task force leaders at 4:30 p.m. at the
Donaldson Brown Continuing Education Center in Blacksburg.

Sincerely,

Lucy C. Crawford -
Associate Professor i~
Distributive Ediucation
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APPENDIX B

COrY OF MENORANDUM TO PARTICIPANTS IN THE NATIONAL SEMINAR

DATE: July 24, 1968 -~

TO: Participants in National Dissemination and Inter-
pretation Sexinar in Distributive Teacher Educ-
Curriculum Development

w

FROM: Lucy C. Crawford, Seminar Director

We would like to confirm the tentative invitation
we issued to you earlier to participate in the National
Dissemination and Interpretation Seminar in Distributive
Teacher Education Curriculum Development to be held in
Blacksburg, Virginia, August 25-30.

Pleasec complete Information Sheet #2 and return
ixmediately. I am enclosing a tentative list of parti-
cipants so that you can arrange to share a room if you
wish.

Pleasc complete Information Sheet #3 as soon as
possible. 1If your travel plans should change after you
submit this information, please let me know.

Under separate cover I am mailing you a copy of a
thesis prepared by Miss Rebecca Hawkins., th2 assistant
project director. I believe that you will iind her
review of the literature very helpful as a means of
preparing for the Seminar.

LCC/1cn
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.

i3:1cr=nilos: Sheet Z1

CLIDITICNS GF ACCEPTANCL

You should jlun tu 2rrive in Eluaksiicg ro later than
6:0¢ p.m. on Sunday, August 23 uud depart Llacksburg
no earlier £han 12 noon on Friday. 3ugust 20.

A Stipead of $75 wiili b+ paid i¢ viver Lousing and
meals as mell as other npon-trunsportstion expenses. The
stipend checkt «ill be available the olusing day of the
Seminar, providing the parlicipani’s aceepiance was con-

firmed by Auzusi 9. Travel reizburscment will e made

after reccipt of a completed expeasc zuccount form Dy each

participant.

A regisiratioa fee of 36.060 will Li charged cach oartici-
pant Lo cover zacidental confereact «Xpensces and a social

bour.

You will be reimbursed for transportation, tax exeapt,

Sl e o

according to the following schedule:

a. Air, economy class where available, from nearest air-
port

b. Rail, pullman and first class where necessary

¢. Automobile. 7¢ per nilc providing rzimbursement does
not exceed air fare. {(Note: We regret that we can-—
not reimburse for housing or mezls while in travel
status.) Individuals traveling by car must provige
a statement of rost of AIR ECONOMY, TaX EXEMPT, signed
by a travel ngency before autacbile travel will be
reimbursed. 2 form is attached for your convenience
in justifying autopobile travel.

5. Housing for participants is available ai the Donaldson
Brown Continuing Education Center where all meetings will
be held. Rates are $8.00 single: $12 Jdouble. There will
have to be a reductivn in Stipend {or participants who
elect to stay cjf--anpus.

)
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Information Sheet #2

Return to: Mrs. Lucy C. Crawford
Associate Professor, D.E.
Department of Education
Virginia Polytechnic Institute
Blacksburg, Virginia 24061

CONFIRMATION

I re-affirm my acceptance of the invitation to participate
in the National Dissemination and Interpretatica Seminar in
Distributive Teacher Education Curriculum Development.

By accepting the invitation I agree to the conditions
specified on Information Sheet #1.

Signed

HOGSING
The information concerning room reservations indicated
below is correct:

Donaldson Brown Continuing Education Center

Name

Siagle Double

Name of other occupant

Other

(If information is not correct, indicate correction.)
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Irformation Sheet #3

Return to: Mrs. Lucy C. Crawford
Associate Professor, D.E.
Department of Education
Virginia Polytechnic Institute
Blacksburg. Virginia 24061

TRAVEL PLANS

Nawme

I plan to travel to Blacksburg, Virginia by
Air (Should m=ke reservations to Roanoke where you
will be met)

Train (Should travel to Christiansburg and proceed
to Blacksburg by train)

Car (See conditions of acceptance, 4C)
Please indicate expected time of arrival by air travel on

Sunday, August 25.

Time Flight XNo. Airline

Expected time cf departure by air travel on Friday, August 30.

Time Departure after Friday

(Date

Note: If traveling by air, please plan to arrive in Roanoke
not later than 5:00 p.m. on Sunday (3:00 p.m. for consultants) .
Plan to denart from Blacksburg not earlier than 12 noon, Friday,
August 30. This makes it possible to plan flights from Roanoke
any time after 1:15 p.m. Friday.
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Virginia Polytechnic Institute Distributive Teacher Education Semipar

Department of Education Mrs. Lucy C. Craxford,
Blacksburg, Virginia 24061 Seminar Director

REIMBURSEMENT JUSTIFICATION
FOR PARTICIPANTS TRAVELING BY CAR

In order to provide reimbursement not exceeding the cost of a
ticket by air (tourist, tax exempt) bhave tbe following form
completed and attached to your expense account form (which will
be provided at the Seminar). Hold this form and submit it with
your complated request for reimbursement. THIS FORM IS ONLY
FOR THOSE ¥WHO TRAVEL BY AUTONOBILE.

FAVE THE FOLLONING COMPLETED BY AN AUTHORIZED TRAVEL AGENCY:

Cost of air tourist (tax exempt) from

to and return is $§ -

Ground transportation to and from nearest airport $ -

Travel agency

By

Address

Date

% % % % * ¥ * % Participant complete the form below * * * * * * % *
I request travel reimbursement in accordance with the above:

Name

(Print — Last Name) (First Name) (Middle Initial)
Address
Signed
Date
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ROSTER OF PARTICIPANTSL?
IIATECI21, DISSENINATION AND INTERPREATION SEMINAR IN

DISTRILUIIVE TEACHER EDUCATION CURRICULUM DEVELOPMENT
AUGUST 25 — AUGUST 30, 1968

Xame Task Force Group

. Richzrd 2imarole 2
Teacher Training

The Educztion Insiitute

Amxmerican Hotel & Xoiel Association

Scheoi of Business

¥jiorida State Cpiversity

Tallanhassee, Florida 32300

dr. ¥illiam H. Antrin 2
icacher Educalor

Dicstributive Ecucation

DOniversity of Arizona

Tucson, Arizorna 837060

¥, Oliver 3. Andersczn >
Teacter Educator

Distribuiive Educsiion

University of XNorthern Iowa

Cedar Falls, JIowa 50613

Jr. James Benneit 9
Research Assistant -
The Center for Yocaticral and
Technical Education
Ohio State Paiversity
Coiumbus, Ohioc 43212

Miss louise Berzard 8
State Supervisor D.E. (Ret.)

2010 A. Park Avenue

Richzond, Virginia 23270

#Mr. James A Bikkie 4 &1
Teacher Educator

Distributive Education

Universitv of Nebraska

Lincoln, Nebraska 68508

Mrs. Xay Brown 5
Curriculum Specialist

703-D Ncrth Hamiiton

Richmond, Virginia 23221

17,55t includes teacher educators and business men who have served as con-
sultants throughout the research study. These consultants, whose names are
starred. served 2s Task Force Leaders during the Seminar. 7The list also in-
cludes some persons whose expenses were paid by their states. Task Force
Assignaents are indicated by Task Force Group Numbers, which referred to Pro-
iessional and Technical Task Force Groups.
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Name Task Force Group
Nr. Xarvin M. Broxn 4
Tcacher Educalor
Distributive Education
221 Baldwin Hall
University of Georgia
Athens, Georgia 30602

Dr. roy M. Buckner 1
Teacher Eddcator

Distributive Educati~sn

Florida Atlantic Universitly

Boca Raton,. Florida 33432

Nr. H. R. Cheshire >
Teacher Educalorx

Distributive Education

221 Baldwin Hall

University of Georgia

Athens, Goorgia 30602

1. John N. Chrismer 2
Teacher Educator

Distributive Education

Orcgon State University

Corvallis, Oregon 97331

Dr. Carroll 5. Coakley 6
Teachex E4ducator

Distributive Education

Universily of Tennessee

Kaoxville, Tenressee 37916

Mdr. Frank Cyr 8
Distributive Teacher Education Project

University of Massachusetts

Amherst, Massachusetts 01003

*Dr. Raymond A. Dannenberg 6 &3
Teacher Educator .

Distributive Education Department

¥estern Michigan University

Kalamazoo, Michigan 49001

Dr. ¥William H. Durham, Jr. 7
Teacher Educator

Distributive Education

East Carolina Univers<sity

Greenville, North Carolina 27835

rs. Vivien K. Ely 3
[ Teacher Educator

: Scnool of Education

Virginia Commonwealth University

901 ¥est Franklir Street

Richmond, Virginia 23220
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Hane Task Force Group

¥r. James E. Finical 8
Teacker Educater

Distribative Education

Exstern New Mexico Tniversisiy

Poriales, Nex ¥exico 88130

Mr. Oswald M. Hager 9
Teacher Educ:lor

Distributive Edvcation

University of North Dakota

Grand rorks, Northk Dakota 58201

Dr. Edward Harris 7
Teacher Educator

Distr-ibutive Education

Nortkern Illincis University

Dekz21b, I1linois 60115

Miss Rebecca Hzwkirs 7& 6
Teacher Toordinator

T.C. ¥Willians High School

Alexandria. Virginia

Mr. Ray A. Jobnson 9 -
Distributive Teacher Education Project

University of Massachusetts

Amberst, Massachusetts 01063

Drc. Mary Xlaurens 9
Teacher Educator

Distributive Education

University of Minmnesota

Minneapolis, Minnesota

Mr. Jerome C. Levendowski 2
Teacher Educator

Distributive Education

4441-A Parkway

Sacramenzo, Californiz 95823

*Dr. ¥illiam B. Logan S&7
President

Webber College

Babson Park, Florida 33827

¥r. lLeonard F. Maiden 6
Teacher Educator

Distributive Education

University of South Carolina

Columbia, South Carolina 29208

Dr. Ralph E. Mason 3
Tezacher Educztor

Distributive Education

Room 204

Indiana State University

Terre Haute, Indiana 47801
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Naxe Task Force Group

¥r, #arren G. YNeyer 59
Teacher Educator

Distributive Education

University of Jdinnesota

Ninneapolis. Ninnesota

Dr. Perry Mock 7
Teacher Edvcator

Distributive Education

Central Missouri State College

¥arrensburg, Missouri 64093

Dr. Dean Palmer 6
Teacher Educator

Distributive Education

Montana State Unive sity

Bozeman, Montana 358715

Mrs. Luc*lle ¥W. Patton 3
Teacher Educator

Distributive Education

Oklahoma State University

Stillwater, Oklahoma 74074

Mr. C. Edwin Pearson 7
Teacher Educator

Distributive Education

Memphis State University

Memphis, Tennessee 38111

Miss Lynne Rhudy 1
Assistant State Supervisor

Distributive Education Service

Field Office, P.O. Box 2847

University, Alabama 35486

Dr. Roy P. Roberson 8
Teacher Educator

Distributive Education

Wisconsin State University

¥hitewater, Wisconsin 53190

*Dr_. W. B. Runge 2&8
Teacher Educator

School of Education

University of Mew Mexico

Albuquerque, New Mexico 87100

sDr. Harland Samson 1&4
Teacher Educator

Distributive Education

University of Wisconsin

Madison, ¥Wisconsin 53706

Dr. Gary R. Smith 4
Teacher Educator

Distributive Education

Utah State University

Logan, Utah 84321
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Rame

Miss Vera P. Tisdale
Teacker Educator
Distributive Education
Eaniversity oi Alabama
P.0O. Box 795

Universitv, Alabama 335486

Mr. H. X. Towry, Jr-

Teacher Educator

Bistributive Education
Northwestern State College
Natchitcches, Louisiana 71457

Miss G2il Trapnell
Curriculum Specialist

State Department cf Education
Tallahassee, Florida

Mir. Adrian Trimpe

Tea~her Educator

Distributive Educatioz Department
Western Nichigan University
Kalamazco, Michigan 49001

Pr. Xeal E. Vivian
Teacher Educator
Distributive Education
The Ohio State University
Columbus, Ohio

Dr. Harold R. Wallace
Teacher Educator
Distributive Education
Michigan State University
East Lansing, Michigan 48823

Mr. Thomas White

Teacher Educator
Distributive Education
Indiana University
Bloomington, Undiana 47401

YMr. Gariand Wiggs

Teacher Educator
Distributive Educaticn
Rider College

Trentor, New Jersey 08602

Dr. James Zancanella
Teacher Educator
Distributive Education
University of Wyoming
Larmie, Wyoming 82071
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VISITING SCHOLARS

Dr. Susan M. Markle, Head Dr. Calvin M. Street. Director
Programmed Instruction Division Institutional Research

CIfice of Instructional Resources Nemphis State University
University of Illinois Memphis, Tennessee

Chicago Circle, Illinois

Dr. Philip Tieman, Head

Course Development Division
Office of Instructional Resources
University of Illimois

Chicago Circle, Illinois

SEMINAR STAFF

Mrs. Lucy C. Crawford, Seminar Director Dr. S. R. Lucas, Assistant Director
Niss Rebecca Hawkins, Research Assistant Mr. M. M. Brown, Research Assistant
Mr. B. E. Miles, Graduate Assistant Mrs. Linda Nunnally, Secretary

PROGRAN CONSULTANTS

Miss Mary Marks, Program Officer Dr. Mary lee Hurt
Distritutive Education Research Specialist

U. S. Oftfice of Education U. S. Office of Education
Washington, D. C. Washington, D. C.

CCNSULTANT, EDUCATIONAL PSYCHOLOGY

Dr. Larry J. Weber, Specialist
Educational Psychology
Virginia Polytechnic Institute
Blacksburg, Virginia 24061
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APPENDIX B
SEMINAR PROGRAM
NATIGNAL DISSENINATION AND INTERPRETATION SENMINAR
IN 3

DISTRIBUTIVE TEACHER EDUCATION CURRICULUM DEVELOPMNENT

Phase I1I of Rescarch Project
"3 Competency Pattern Approach to Curriculum
Construction in Distributive Teacher Education™

Supported by
U.S. Office of Education Grant No. OE-6-85-044
The Yocational Act of 1962. P.L. 88-210, Section 4(c)

Donaldson Brown Continuing Education Center
Virginia Polytechnic Institute
Blacksburg, Virginia

August 25-30, 1968

Sunday Evening, August 25

Presiding: MNrs. Lucy C. Crawford, Associate Professor, Distributive
Education, Virginia Polytechnic Institute

6:00-7:30 p.m. Registration --Lobby
7-:30-9:00 p.m. General Session--Conference Room B¥

¥Welcome: Dr. Warren W. Brandt, Vice President
Academic Affairs, Virginia Polytechnic Institute

4

Introduction of Speaker: Dr. Rufus ¥. Beamer, Head
Department of Education, V.P.I.

Philosophy--The Foundation of the Competency Pattern
Dr. Calvin M. Street, Director, Institutional
Research, Memphis State University

bians for the conference

5:00 p.m. Reception

*3411 general sessions were held in Confercnce B
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Monday Morning, August 26

Presiding: Dr. Stephen R. Lucas, Assistant Professor, Distributive
Education, Virginia Polytechnic Institute

8:30-11:45 a.n. General Session

Pertinent Findings of the Research Study, ™A Competency
Pattera Approach to Curriculum Construction in
Distributive Teacher Education™--Mrs. Lucy C.

Crawford, Principai Investigator and Miss Rebecca
Hawkins, Assistant Project Director
I

11:45-1:30 p.=. Lunch
Monday Aftermoon, August 26
1:30-4:30 p.m. General Session
Introduction of Visiting Scholars: Dr. R.Y. Dietrich

Associate Dean, College of Arts and Scierices
Yirginia Polytechnic Institute

Ry

it o K b

Dr. Philip Tiemann, Head, Course Development Divi-
sion, Office of Instructional Resources, Univer-
sity of Illinois at Chicago Circle

e 2

o

Dr. Susan Meyer Markle, Head, Programmed Instruction
Division, Office of Instructional Resources
University of Illinois at Chicago Circle

1:30-2:15 p.m, The Function of Objectives When Constructing a Curriculum

2:15-2:30 p.=. Group Evaluation and Questions

RS A o S

2:30-2:45 p.m. Brezk

2:45-3:15 p.m. Deriving Behavioral Objectives--Dr. Philip
Tiemann

3:15-3:30 p.m. Discussion and Questions

)

3:30-4:15 p.m. Analysis of a Representative Enabling Objective

4:15-4:30 p.m. Group Critique of the Analysis

Tuesday Morning, August 27

Presiding: Dr. Harland Samson, Professor, Distributive Education,
University of Wisconsin

8:30-10:00 a.m. General Session

8:30-9:30 a.m. Evaluation in Terms of Behavioral Objectives--Dr.
Philip Tiemann

9:30-10:00 a.m. Evaluation in Terms of Performance--Warren G. Meyer,

Professor, Distributive Education, University of
Minnesota
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Tueésday Horrnipyg, Auguast 27 (cont.)

10:00-10:15 a.x. Break

10:15-11:45

11:45-1:30 p.m. Lunch -

a.m. Mceeting of Task Force Groups—-Developing Evaluative
Neasures of Professional Competencies

Tuesday Alternoon, August 27

1:30-2:20 p.m. ¥eceting of Task Force Groups--Developing Evaluative

Measures of Technical Competencies

2:30-2:45 p.m. Break

2:45-3:30 p.»m. General Session

Group Critique of Developmental Activities

3:30-4:30 p.x. Task Force Groups (cont.)

Presiding:

¥ednesday MNorning, August 28

Mr. James Horan, Jr., State Supervisor, Distributive
Education, Virgirnia

8:30-9:30 a.m. General Session

Attitude: Objectives and Evaluation--Dr. Philip
Tiemann

9:30-11:45 a.m. Meeting of Task Force Groups--Selecting Professional

Subject Matter

11:45-1:30 p.m. Lunch

¥ednesday Afternoon, August 28

1:30-3:45 p.m. Meeting of Task Force Groups--Selecting Technical

Subject Matter

3:45-4:30 p.m. General Session

Presiding:

Developmental Activities--Reports of Task Fcrce
Recorders
Thursda, Morning, August 29

warren G. Meyer, Professor, Distributive Education
University of Minnesota

8:30-10:00 a.m. General Session

8:30-9:30 a.m. Designing Learning Experiences--Dr. Philip Tiemann

9:30-10:00 a.m. Learning Experiences in Distributive Teacher Education

Dr. Harland Samson -

i s+
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Thursdasy Morning, August 29 (cont.)
19:C0-19:15 a.m. Break
10:15-11:45 a.m. Yeeting of Task Force Groups—Designing Illustrative
Learning Experiences to Develop Professional
Competencies

11:45-1:30 p.m. Lunch

Thursday Afternoon, August 29

1:30-2:30 p.x. Meeting of Task Force Groups—Designing Illustrative
Learning Experiences to Develop Technical
Campetencies

2:30-2:45 p.m. Break

2:-45-3:30 p.m. General Session

Group Critique of Developmental Activities

3:30-4:30 p.m. Task Force Groups (cortinued)

Thursday Evening, August 29

7:00 p.m. Banquet—Jountain Lake Hotel

Friday Morning, August 30

Presiding: Mrs. Lucy C. Crawford

8:30-12-00 p.m. General Session

8:30-10:00 a.m. Implicaticns for Further Research—-Dr. Neal Vivian,
Teacher Educator, Distributive Education, Ohio
State University

Panel: Dr. Raymond Dannemberg, Teacher Educator,
Distributive Education, Western Michigan Univ.

Miss Mary Marks, Program Officer, Distributive
Education, U.S. Office of Education

Professor Warren Meyer
Dr. Harland Samson
10:00-10:15 a.m. Break

10:15-11:30 a.m. Innovatiocn and the Spectre of High Cost for Short-Term
Gain--Dr. Philip Tiemann

11:30-12:00 p.m. Evaluation of Seminar
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APPENDIX B
SAMNFLE GF SUGGESTED PUBLICITY RELEASE
of the i}
(Xanc) ~ (Depariment)
of tke (1s attending) (bas just ]

(Univessity)
returned from) 2 maticnal seminar in distrijsutive teacher educa-
tion curricules development August 25 to August 30 in the Donaldson
Broxn Continuing Education Center of Virginia Polytechnic Institute ;

in Blacksburyg, Virginia.

MNore than 40 leading U_S. teacher cducators were selected to

attend the seminzar shich {is) (was) designed to provide participants

with an interpretation of the research findings irom the first

and second phases of the study, A Conpeiency Patfeirn Approach to

Curriculum Construction in Distributive Teacher Education.” It N
(is providing) (provided} instruction concerning the process of

curriculum construction and (demonstrated) (will demonstrate).

through individual and group particination, the process of curriculum

development.

(Additional duties performed by participant. Fill in for

inforxation of local editor.)

The seminar was held in connection with a research project by
¥rs. Lucy Cramford of Virginia Polytechnic Institute. The seminar

and research are funded by the U.S. Office of Education.
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APPEXDIX B
EVALUATION FORM GIVEX TO PARTICIPANTS AT CLOSE OF SEMINAR

Participants® Evaluation

Please complete and return this form to the Seminar Director before leaving
the Seminar.
Indicate the number of the Task Force Group in which you participated:

Professional Technical

I. How realistic and attainable were the objectives of the Seminar? (Check One)

Capable of Coulid be
Easily being Minimally Attained,
Attainable Accomplished Practicai but in Impractical Omitted

Ancther way

II. Please indicate hcw viluable the treatment of each of the following General
Seminar topics was to you. (Check one for each topic.)

Yery of Of ¥od- Of of
Yalu- High erate Limited No
able Yalue Yalue Yalue Yalue Omizted

1. Philosophy--The Foundation
of the Competency Pattern

2. Pertinent Findings of the
research study, "“A Compet-
ency Pattern Approach to
Curriculum Construction in
Distributive Teacher Educa-
tion."

3. The function of objectives
when constructing a cur-
riculum. (Film)

4. Deriving instructional ob-
Jjectives. (Slides)

3. Evaluation in Terms of
Behavioral Objectives

6. Evaluation in Teras of
Performance

7. Attitude: Objectives and
Evaluation

8. Designing Learning Ex-
periences

1413




ITY.

Iv.

ury or I Yud- ©Of o1
Valu- Hixh crily Linitled Xeo
able value yalue Yaiuc Value Oniited

foarning Exgericaces in
Disiributive Teactker
Education

Implications for Further
Research

Cuidelines for Organizing
a2 Tcacher EBEducation Cur—
ricuiun

Indicate the effectivenss of your task force groups in reialion o tihe develop-
wental activities of the Seminar by checking one of thc Sollowing:

Yery Effective Effective Fairly Effcciive Iacifcective

Professional

Technical

Use the space beiow to include any reactions or commenis for the improvemest
of future teacher education activities or seainars snich xere nol ad. quately
covered above.
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APPEXDIX B

SANPLE OF MEYORANDUM SENT TO SEMIXAR PARTICIPANTS

DATE: October 9, 1968

TO: Participants in Xational Dissemination and Interpretation
Seminar in Distributive Teacher Education Curriculum
Development

FROM: ILucy C. Crawford

I am enclosing copies of a2 zone anaiysis of jobs in the
seven categories of business included iz the research study,
*A Competency Pattern Approach to Curriculus Construction in
Distributive Teacher Education.” Also included is a zone
analysis of the distributive education curriculum based on an
agreed-upon basic belief (Number 52) identified in the first
step of this study. A copy of the PERT Process of Planning
Chart showing tbhe time sequence of major activities in three
phases of the study is also enclosed.

We still clerish the nappy memories of your visit to
orr campus. Hurry Back!®

LCC/1cn

Enclosures

1415







APPENDIX B

&
B
2
]

1417




APPENEDIX B

GROCERY CLERK
JOBS
HEAD GROCERY
CLERK

HEAD PRODUCE CLERK
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ASSISTANT OR SHIFT MANAGER
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WHOLESALING
JOBS
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APPEXDIX B

A DISTRIBUTIVE EDUCATION
CURRICULUM CONCEPT

KNOWLEDGES

KNOWLEDGES

KNOWLEDGES

SKILLS

MARKETING

ATTITUDES

KNOWLEDGES

PR
SKILLS KNOWLEDGE
TTITUDES
KNOWLEDGES

5.

ATTITUDES

SKILLS
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APPENDIX B

DATE:

FROM:

COPY OF MEMORANDUx SENT TO SEMIMAR PARTICIPANTS

January 31, 1969

Participants in the Mational Dissemination and
Interpretation Seminar

Lucy Crawford

Although I realize that it will be several years before you

can evaluate the full impact of the Seminar on your distri-

butive teacher education curricuium, I would appreciate your

indicating your evaluation at this time of the influence by

the Seminar and/or research findings.

Y will truly appreciate your taking the time from your busy

schedule to complete the encliosed questionmaire. It looks

longer than it really is: Please return it as soon as pos-

sible, but not later than March 15. A return envelope is

enclosed for your convenience.

LC/1n

Enclosure
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APPENDIX B

EVALUATIOX OF DISTRIBUTIVE TEACHER EDUCATOR SENINAR

Influence. to date. of the National Dissemination and Intergpretation Seminar in

Distributive Tcacher Education Curriculum Development.

I. Please list all professional courses included in your curriculuam and indicate
any changes infiuenced by the Seminar and/cr rescarch Lindings.

Name and Catalogue
Description of
Professioral Distri-
butive Education
Courses

Under-—
Graduate

Graduate

Any changes made? (noate
such changes as objectives,
learning experiences,
cvaluation lechniques,
enphases)

i.

e Wl A

-

P e

1426




Name axd Catalogee Any changes made? (znote
Descrapticn of Coder- such changes as objectives,
Professicnal Distri- Graduate Graduate learning experiences,
buiive Educztion evaluation techniques.
Courses enphases)

8.

9.

ia.

Connments:

Ii. 2. Do you aaticipate any changes in these courses or in ne¥ course offerings?
Y=s No

If “yes,™ what changes do you expect to make? (If more space is neceded,
please use reverse side. Please refer to course titles ia indicating
anticipated changes.

B. %hen Jdo you expect to propose the above changes?

II1. Tsing a rating scale of 1 to 5 (5 being bighest degree), circle the nuxber
ghich best indicates the extent 2o which you have shared the information
from tie Seminar at this time.

A_ Informed appropriate colleagues at your instituiion? 12345
8. Informed departmental administration? 12345
~.  inforzczd state D.E. supervisory staff? 123353
D. Informed distributive education teacher-coordinators? 12345

1427




IV. Are you engaged in. are you directizg, or are you planning any résearch
related to tke [indings in the research study, A Cexpetency Pattern
Approach to Curriculum ConsStruction in Distributive Tcacker Education™?
(If so,. give a brief description.)

V. List below zny other impacts which you feei your participation in the
Seminar has bad. Include infiuences on your planning for the futurs.

Vi. Probiens and Concerns

Signed

1428
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