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o . INTRODUCTION * . *
C : o A - | g .
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There has been a recent;strong fhrusc for'developing and implementing__

. career education programs in the nation s schools (Marland 1972) As
' Crites points out, this is not a new thrust (1973) Crites cites the work

2
e

of Frank ‘Parsons in the l920's which outli.ed three stages to career de—

"velopment.. These included l) self analysis by the student of. his capabil-

-ities and interests, 2) becoming!aware of the demands and responsibilities

' of various occupations, and 3) logically matching thevcapabilities of _ o

A Y Lo

' oneself to the demands of a particular ocdupation. Crites goes on tq/

. m%ntion the contribution of Eli binzberg who. extended this paradigm by »U

‘ conceptualizing career choice, not as a single event at some point in

. time but rather as a largely irreversible, ongoing normal developmental
o process. According to Ginzberg -3 conpeptualization, all‘children engage'

'

. in the process of career development toward solving the problem of bEcoming

Ry R
LI -

/ R
nwhat they want with the associated career related status and rewards within v
":~ the framework of their social, economic, intellectual and personality

-3

.fresources. Crites goes on to polnt out that Donald Super further refined

: i

' -

,5zthe notion . of career education adding the coneept of career maturity..;
'According to Super career maturity is evidenced by five factorS. These
”7include l) awareness of the need and opportunity to’ choose an occupation,

f2) the amount of reliable info*mation a person has about occupati/hs and

P v % » '/\—’ N

B his ability, to use this- information to Iogically plan and make rational
s . . e , _
career decisibns, 3) the consistency of. the individual ] occupational

=l

“‘“‘*?f&rc*@1ce cvsr ttme b)) the.deuelepm9'u

9 N -

» consistent with the role requirements for the chOsenﬂcaneer and 5) how

Y
4 ° ) s

-sonal n(y:hological attributes
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close the occupational seliction matches the ideals, interests, abilities,

and resources of the indi dual Crites discussee the various scales and

¢ !

measures which have been and .are cdrrently being deVEloped to measure

the degree to which career maturity has been obtained by adolescents and

.-young adultsr It appears. from his analysis that NUMErous measures are

e -

. available for the validation of career education curricula. To the extent

. that such programs are concerned with the goals for career education which

J - I

’ have'been%formnlated and,refined from the early71920's to the present andf

to the extent that Super's criteria orrother similar criteria'have been

operationalized in the form of various inventories and scales, the effect ’

of such programs can be easily evaluated at some point in the future.gl-

-

The question which remainS-is, hﬁ? can career~development_purricula be -

evaluatedlbefore their full development and implementation?

. Numerous groups have been engagéd'in developing curriculum materials

|'_

for-career education.. As leaders in the United States Office of Education

and ‘the National Institute for Education continue to emphasize career

.

education as a priority topic for development'and research many more
3

grOups will become involved in - the design of . instructional programs and

v
l .

P

materials to achieve the goals of career education It will take years for

<

these ma%erials and programs to be developed refineg\ installed and tested

‘Programs beginning:in the'elementary school and‘extendrng upward.through“‘M

brthe,secondarylschool are not‘likely:to bring'about noticeable changes in

-t the measures Crites discusses/eXCept after sequentialbuse dcross gradel :

levels forrseveral years.i Perhaps the development of new scales appropriate s

for use wi\h elementary school. age children to measure dimensions of

o o

; career'maturity yould give some earlier indication “of the potential S

s
.

[0S
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.:efféctiveness;of various curricula. Ultimately, however, the effectivenees
: of such curricula can be determined only when the children who have been Yoy

- " .
'influenced by them become young adults and make increasingly more &@jor and " w

. -
5. t

-perhaps’ largely irreversible career choices. How well these individuals-choose; N\
! v L 7 . . - [

[} a

how informed they are about thcmselves, their culture and its occupational .

rples,.responsibilities and rewards, how satisfied they are with themselv%s : f

s, . . .

and their personal-social—occupational role, how well they understand their
own, role in relation to other roles, and how well tbey function toward
' fulfilling the double demands of societal productivity and personal self~

) actualization within their primary work activity are the ultimate cniteria :

h . . \
kg

by which educational programs and curricula should be evaluated ?lYet decisions<

must be mpde now about which career educatlon paradigms for curriculum design.
q

should be translated into curriculum-materials and which curriculﬁm materials

_ which have already been developed should be further refined instadled

] L 7

’f/tested and disseminated widely to the nation s'schools. Logical validation

.’.'\.

of the rationales and paradigms used by curriculum developers to generate'

- -
v - o ’

the actual topics, activities and,materials of the curricula they propose
. . . . EN

can be carried out prior to the full development or implementation of the® »
'programs. Such logical Nalidation is necessary if limited funds and resources

?

' are to be expended“wisely in the development of a. finite number of pr0per1y
conceptualized programs which have a reasonable probab11ity of succeeding'in

. - o o o

: ,neeting the generally stated and accepted goals for carecr education. It

18 the purpose of this paper to. provide ta means for determining the logical
1.

| validity of the Career Development for Children Project (CDCP) paradigm

for a K —‘12 curriculum in career education.' A logical validatlon framework i//w

..'will be constructed from two prospectives.. The. fﬂist prospective allows - ir“i .
| \ . “ . R . ) . i o

RS
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“the CDCP curriculum generation paradigm to. be examined against some basic

- - £

issues underlying career education. The " second prospect ve allows the un-— -

] ’ * ~

'derlying philosophy and organization of the program to be evaluated againstv -

.

general gUidelineg forfcurriculum design- '_ﬁ -

4

P

— . B . . -

Al '
- / ,

- Basic Issue in Career Deve lopment EduéatiOnv

£ . R , o : . n . . »

. The issues to be dealt with are present in any situation in- which_

education occurs.//io_the extent that career education curricula begin

to deliberatelyiprepare tbe student.to enter the productive work force E TR

- “of .our nationlthrough-preparation for and adoption of specific career
) ) ) o ‘ ._. , v . PR . . (. - .

‘roles, the issues assume a greater importance thidn for-more globally.

. . o e ’ . . ! i - . N -

oriented educative programs.. ‘

s . . s . -

>

'Stability,vs Change ,1] L o i

Change is a pervasive force in- all aspects of sociéty, a,point made

i o

© -
very well by Toffler (1970) and many other authorsf’ In this century the -

-7 rate of technological advance and-change has been so great that we are now‘f

suffering from what Michael Marien has called a “knowledge'inversion.,;

.

.A great deal of new knowledge, new values, new attitudes, and resulting

new occupational roles and life styles ‘is- the special province of adolescents"
. , <3 .
and young adults who ar€ not yet, mature, educated and wise by conventional

.
.

chronological age and conferred degree standards. Marien\goes on to note S

~ that the rapid and. major changes in- technical knowledge and social behavior

. - ‘. . .
—— . oo . "“,J . .- " ) N . .

‘

- s

lEensonal'cornnxunication by Michael Marienitdatbe author
. ' . . - . o co . P ) a

on



»‘have resulted in an "ignorant society..- A large portion 6f that'ignoranCe
.
mﬁlies in the more matufe, ‘adult and educated” portion of our population. " As

~ adults who hold degrees, licenses, certification or- who have contributed

< to technologica] advance”through personal or cooperate‘effort we are lulled o
into -believing ve are edhqated, But, says Marien: . ¢ - T
~ |- T .-‘- “ .*- .o

PSR . : " ¢ - .

.. We have created a society that we cannot uhderstand _

N ‘ and therefore cannot manage; our ‘“ignorance is a basic- . S
o Vlfactor in all of our public problems o« e -, o t
- 4 N} . - )

Education, therefore, can no longer be thought of an’ .-
activity sdlely confined to the young. -The ‘most . - R
St “important learning needs at present are among adults e e e ?

¢ (Marien, 1973, p. 513). -

" . . .. .

.
« . % ’
- : .
.

marien identifies an- area which presents ‘a tremendous problem to "V;}f

-

educators planning a curriculum designed to dire/;fstudents to future
vd

- . it

v

. occupational roles. It is true that some educators of an essentialist
SA
K

”

educational philosophy bias may not recqgnize the problem which Marien:

. ) o ) 1
/ identifies.' There are still many -persons who feel that the content of -
N L7 . N » - ’ v

Lthe disciplines they teach or study is some great and absolute truth"

/

o . /

E df course this 1s foolish since the world of conceptual organization and
4 1deas is completely tentative and arbitrary. There is no truth in anm('-'
conceptual scheme or knowledge organization | There 1is only~functiona1
- utility of the knowledge system to categorize events and experience toward Tl .
'communicating to others onevs observagions;'inferences—andipredictions: ! o
_ A knowledge or conceptual system is true only in. that sense that it is
'isomorphic with empirical, observed phenomena and is‘high in iés denotative.

meaning to a large number of persons eharinu_ap iﬂrareswain th65e~"he*a?e&~, e

. J,-, .

e

their categorizatlon;{interpretationnand manipulation; To the extent

)




. - . B o N . s
that ‘an organized knowledge system is, at some point isomgrphic with

“ - =

empirically observed events and, in addition, denotes clearly to many people
LI :

-

the same meanings and feelings, ic is likely to be a useful and worthwhile

bit of content fqr inclusion in a curriculum It is' also likely to help.
» the persons.who learn its arb{trary structure to.function as effective

and rational problem solvers (Staats, 1971) .However,“like any otheri

invention, gadget or tool, concepts or knowledge systems become outdated
- " A}
Sooner or later some ‘one eIse invents a new conceptualization which is ”,
. - 7 . 4.

more isomorphic with more observed phenomena or events and is more- easily R

‘ .
- ° . e

undérstood or comprehended by nnre people. Thus knowledge strUctures

constantly changeu Lately they have been changing very rapidly. As basic~
[ / .
knowledge structures chayge they bring about new~ways of responding to "
P v « . "/ ]
I,G;v.and interacping with alI aspects of the personal, physical and social

envfronment._ Changes in knowledge structures are not Iimited to how we
- . w . o Tws !

- think-about matter and energy, molecules and motion. 'They'also extend -
. . > . B .~ ~.‘ .’ ‘

-

< 'to how. we think about ouTSelves,iour families and frfends, marriage,

7
- vea- ‘o .

abortion war,.reli ion,pGod' love and work. - In short there is rio fealm '

of human activity, 1ndividual or social »which is not somehow conceptualized

R N

dby some arbltrary knowledge system' The way the actlvity is. conceptualized 'm,g:“

Y
% . rEs

..changes constantly over liTetimes and generations either gregtly or 1ittle

'9

the\particular activity and many other factors. The changes'.

~in conceptua izatlon cause gteat ohanges in humab behavior patterns individually

<

and socially, technologically'and splritually. We usuallyrdescyibe'these_

s

changes by sayinthhe ideals, values, life styles, ethos, technology,
e g cORemEes-atandiyd of lTVing of the cuiture_are changingh We might be

PR

~




more correct in simply sayIng the knowledge structures by which the people_
. . iIn ‘the culture think about themselves and their world are changing The

. -

) knowledge appears to feed upon itself Invention andcconceptualizationv
_fuel what Toffler (1970).éall% the "tethnological engine.”" . . .,

Cd Some’kcholors advocate a controlled and planned society. They-properly
; P - . .m_

‘o see the dangers of a continuation of an ever accelerating rate of change

’

a

in which the “technological engine runs wild and comnletely beyond the -
v

control of our "ignorant society." ’Skirner has long been a proponent for -

-~
2

a rational controlled society qis recent book Beyond Freédom and Dignity

(1971) raises anew the question—of whether or not we can survive.as a . O
* - -
L ' \
.culture and species without such control and planning - : e

It seems unlikely that the rgte of knowledge building and technologic

: change willtbe controlled by legislation or governmental lntervention.

. , Vo -

Factors more likely to contribute to a reduction in the rate of technologic
. o« d
change in fhe célture are increasing scarcity of’basic energy, mineral’
‘," . o M [ : 4 -
‘ and food resources which are also needed to fuel the technologlcal engine.

,‘// hnd E : - / i - .

ot lIn future centuries our nation andaqther nations may become more stable,énd
. . .
-‘unchanging because there are few basic resouroes to operationalize the new

conceptual knowledge which 1s invented Concéptualizxngjz new tbehnology

"

- does not consume nearly as’ many basic resources\as does implementing that

- .

. technology \Egnsequently, it is possibler\hat in the future, cultqres B ¢

faced with scarce basic resources may develop norms which view conceptual

- . . -

_‘,4 .. . . .
invention as a dangerous evil whfch Fauses ult}mate destruction to the A -

1
- : LI . . o

@,\ physital and ecologlcal envxronment and expends scar;e reéources fqolishly

>
s

There are currently spme prototype norms of this na%ure whﬂhh have arlsen T

o s

e

- 7
'_out of concern for env1ronmental poiwgfion and hestruction.,

. . - T
. . . oy - '
A : - 3 - <
- v N s N ¢ . L= .. 5. C % *
. 5 R - e ‘ 7 .- ¢ ' B
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Still other scholars, see mau 's technology and his capacity to invent : -

] ‘<

‘and create as being the solution to all human problems When gas, oil and

s coal energy resources are exhausted man's technology will produce new un- "
' limited ener"y sources from controlled nuclear*quion or leqs unlimitedg'

o~
.

but still tremendous energy sources frpm the sun. Fbr every problem there.
nwill,be'pany n solutions which themselves will create new problems which._ -

wil} demand and receive new solutions and_so on forever So reason. these\ C e
&’ . . - T, lk - . . o ‘

S~

scholars wh? see man abilitx.to solve and create problems as boundless.
: What will th";ﬂ rld be like when Jthe children in our elementarv schools.
are adults7- Which cultural pattern, unrestricted chanée or a carefully . S ;
;controlled society, willzbebpredominant7 ‘Howkcan we prepare students‘foﬂ s
| oCCupational roles l5'or 20 years into the.future7 How can. we/prepa;e our-: _;sghé

(,,
r .

selves to live and,function wel& in that “game uﬂ“Ertain future’: These

lare,all qustions which have significance forrdesigners of Career_edUcatien

[ .

curricula”or any other social programs. . . PR i
) :,i , 'A,- . . . ' e | . T e | .'- - . .
. 4 14 .-
_ L - - . o P
Technologz as’ Master&or Servant LA A ‘ -

a ’, j

One - unfortunate pattern of recent knowledge invention and technology

[}

,'is'that it has tended to develop-an abundance of*overspecialized occupational

] LI
»

roles.’ Some of this specialization is evidenced in the Jargon of particular

.
e

i fields and'occupations ' Other evidence exists in the form of-common devices '~
. ¢ :
and appliances whlch have come to require special tools and attendants for

their care “and servicing Perhaps an example will’ help. To remove the -
RS - » . e °

distributor p01nts‘on some new automobiles a spec1al cylindrical tool with :

.

.

two prongs on the end. is needed Earlier versions of these automobile

]

AL . e
—ga R

distributors had*a simple screw and ﬂut which held the dlstrlbutor p01nts-'
- f"— T - .- . L.

’ . N . . . . .
. . . . N

- ) . . . X o . . .

o
.

. ;"‘




. £

in place.- Nearly evquhone has a screwdriver and a pair.of pliers and could,

~
-

if‘thevaanted_to,.remoye the points. Few persons hate the special tool

whichris now required,to remove the'distributoripoint; Ivan Illich notes .
’ . v : . 1.41 L . o . ’

that when knowledge specialization,”construction of tools and goods and

social organization require the// ormon persons to seek out specialists_

to solve problens he mlght prop rly solve himself the individual 1is left
/._ 'y

}

' feeling-impotent,andvdehumani;ed. I’lich suggests that knoWledge, technology o

and social'systems ought to %hve the quality of convivial.tools. According :

"

A conv1vial'society'should'be designed to allow all
: : -its members the most autonomous action by means of
. - ’tools least controlled by others. (I1lich, 1973, p. 63)

e

: L L 8 ’ ) ¢ '
I1lich defines-tools broadly. A'tool'is any-mechanical device, social
v institution or conceptual organizatlon or social convention which produces.
ggal or intangible commodities; such as food electrlcity, automoblles,f-'

" education, health, knowledge or decisions.

4

Tobls - foster conviviality to Lhe extent to which they
can be used, by anybody, as ‘often or as seldom,as de-
" sired, for accomplishment'of a 'purpose chosen by,the M
er. - The use of such tools by one- person does not"
. restrain another from using them equally. They do not
ST ". . require previous certification of the user. Their .
existence does not impose any obligation to use them.
" . They. allow the user to express his: meanlng in ‘action.
(Illich l973 p. 63).

o

Illich gives as examples of(conviv1al tools reading and writing and the

telephone, Reading and writing are complex conceptual tools which nearly

.

o~
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L

_everyone.in our society;learns:to,use reasonably well, A person can read
or write whatever he chooses for whatever purpose whenever he’Wants.
Years ago if a person wanted some of his ideas or feelings encoded into
written symbols so that they could be preserv0d distributed or sent to
“a particular person he had to go see a scribe who possessed the necessary

_ encoding skill. If-he wanted to read a mes age from E friend he also had ..

Y. t ) . . ) ‘ e -
to. see the scribe to have* the ‘message d coded ‘Now nearly everyone-can-‘ .

A AR SRS ERECMER ‘m - 7 » ‘....\_, ' -5 //—— —‘-i-
. tribute(;o the conviviality of society. JThe telephonez,postal system, . if
. //
~and personal automobile also convey a greater conviviality to saciety. /o

o /

. These and other tools allow greater personal choice about what one will

do, when he will do it, “and how he will g0 ab0ut it. Conviviality is

»

increased with a decrease in specializacion of training~of individuals.

‘. i

Tools designed to be convivial should help combat the ”ignorant society"“ ‘
’ ﬁ ondition in which we find ourselves by allowing each individual more ;, ’

’ control over his own fate. This in turn should lead to feelings of joy
. L |
and fulfillment. Overspecialization of‘tools and society*can be‘egpected

_to lead to regimentation’ dependence, exploitation-éhd impotence._ Thus,

i‘Illich argues. calling for despecialization in our educational and social

M ¥,

o . practices. ' R e

- Again there are maJor implications here for career development education

' If we are to educate children toward becoming competent happy, self-controlled

adults in world of work.roles we must train them broadnv in a wide
array of convivial skills. ”hey must be able to do as. much as. they can

'for themselves. They ‘must be inter— and multi- disciplinary in their thinking

¢

EKC NN
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They must possess~a wide array of skills which'allow them to seek out

and learn how to do what they want to do when they want to do it with

minimum dependence upon the skills of any special person'or group. A
.- technology built upon the principle of conviv1ality has potential to

a

further humanize society and enhance personal self—actualization within
lifetime career activities. A technology built around superspecialized

'roles, statuses and occupations will almost certainly denigrateithe o

R

individual and .the institutions of which he is a mémber.

The benefits of convivial tools have become recognized in in

' ~‘recently.’ The efficiency. of assembly line procedures’ has been foun? to ©
. . q. . N '7 - ! i . B

. not always be ‘S0 efficient} 'The hidden costs of dull, repetitive mnarrow,
L]

’ uuimaginative productlon line JObS ‘are boredom, hostility, illness poor work—
v
manshlp, drug abuse violence, abSenCeeism and many ‘other. symptoms whlch result

K

from dehumanization by improperly usked technology A'number of-automotive
producers, furniture manufacturers and other 1ndustrial producers have

begun to'experiment with‘training theiruworkers to workvacrosS'a wide - . .

<

spectrum of roles within the organization;,:This reduires training‘a"much

A’wider range of,skills and helps develop a worker more self—respected and- 0

competent who is also more adaptive flexible,3motivated and useful'to,the

‘parent company. In some places'assembly lines are giving way to‘teams’OEa
£ ,

(4

. persons. who are responsible for all the: operations across. all phases ofA~w~mwmm -

production (Rothschild, 1973). In other more radical approaches workers
. ) ) . .r«'. ‘} . .

decide when- and how muchrthey will work in'factories that are open 24 4

. 3 v : 7
* houzé a day, seven’ days a week where workers may come and go as they please

producing as much or as little as. they desire‘ This,_of course, is possible
e . . ) " . .
only when’ workers a:e themselves, or’ in small groups, responsible for the

3

e




v

"~

- It.is- almost as if- whole segments of .our’ population have been encouraged

an

: . ’ 4 : . .
: . LR \ . . -~ . Te

complete production of a finished product from start thfinish as’'is the

s

case in constructing a piece of furniture or small aircraft. .

-

Many corporate management training programs for years have required .
\ _

- b Y

'the trainee to work for a time in all the major roles and oepration§ per- h
formed by the'personS'the trainee will eventually‘supervise;_ This ﬂtquires -

the.potential manager to learn a very ‘broad array of roles -and skills.-.ln

_short he becomes more convivial byavirtue of his extensive and broad training

~

‘_He,is3 therefore, a more valuable person ‘to himself and his'company. There

‘;;ﬁﬁiﬁulmﬁﬁésgnipgmthiqkmthatmmanagersmaremborn« They are -almost- Certainly
. made by the cumulative experiences they were fortunate enough to enjoy. .

‘There mounits an ever increasing array of evidence from behavioral science

that differences among accomplishments of most people are primarily‘

experiential and not genetic.‘ What works for the manager would almost

.certainly work for the maJority of workers who may have become attenuated

“in their. occnpational -and gersonal developméntbe being confined =

~ to one narrow set of skills and functions.
For years there has been much talk about the pursuit of ultimate meaning,

%

e

i

feelings of- worth and’responsib%lity through means outside one s occupation. .

Community activities, church, recreational pursuits and hobbies are all ‘well .

v

established ways'which are held up to persons as means to self~actua11zation;

- EEEN . . M

‘v

to. endure and - comply with dahumanizing nonconvivial occupational roles in

order'that<they.can find“meaning and fulfillment somewhere. else. One

. 8

significant aspect of the. CDCP program is that it proposes self—actualizationwv

s ~

_through one's occupational role. ~This is a grand idea and one not often

‘ L‘proposed;’iNearly all(persons muét,work at something or other. Id7h‘wonderful

Tl

T
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' 'to increase the probability that persons may find joy and fulfillment in

S
their primary\life activity, their occupational 1ole.

3
’

Within occupational or career families there are differences in’ con—

viviality whicn<arerapparent. Again these di‘ferences probably reSult

-

mostly. from differential experience. Physicians are trained to higher 1eVels .

v

of conviviality within health sciences than are laboratory technicians.
Architects likewise have a wider array of career relevant skills than do

draftsmen. The difference between a physician and a laboratory technician .

v

- PR

or an atchitect and a drzifsman is similar to the difference between ‘the

plant manager and the as embly line worker. The former individnals have -~

@

been educated and trained in a wider array of roles and skills tha1 the

";latter. Consequently they have greater control over’ their own actions and

_choices within their careers and less dependence upon others for major '

g

-decisions. They 51mply have a wider array of tools available to them that

.may make them more in control motivate?, responsible, “and self-actualized oL

v - e . .
C N . . - . r . . v

persons witﬁin their career activity.
Assuming there is a compelling logic to Illich ] arguments toward/ ;
"building a more convivial society what role can educaticn play in this task7
ﬁﬂn'”What can\career development curricula do to promote conviviality in'society?

~.Is it reasonable to believe that the educational programs of our. schools : ,_;'u.l .
can effect changes in practices in institutions in which people*are employed"“”"““

\

'-‘_as adults’ Can career development curricula promobe conviviality as a valued

1 -
- ideal among students which-they will strive toward in their personal career w;iﬁffjr
v\' . P ¢

’idevelopment as young adults’ O s .
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",;/' This has long been the ideal of the edu ted person. This type of'

- ,.(14)1 - | . o -._- 3 N o

|
‘ th is- an Educated Person?. S Y . _ ' ST

% fAn;educated person is a person who csn love others._vBefore he‘can T
‘loveldfhers'he-must'respect'himself. Hebmust'feel confidentjin and com--

i
-

, petent about himself and his role in dealing with others. He is also raticnal,J
skiiled in reasoning, intuitive and analytic thinking » He is compassionate

and | warm in his interpersonal relationships. He is sensitive, empathetic,”

._". 1

=snd non—ethnocentric. He is an independently motivatedllife 1ong learner.'
He is a problem—seeker and solver. He 1is fluent-and flexible in»his~' A

perceptions, ideas,iand feelings. He is” curious and an: inquirer, -an avid

n‘

“ gatherer -and organizer of information snd ideas. He is a coper rather than .’

o . ‘.-- e -
S

a defender, an active seeker rather than a passive acceptor. He is~ a'
clarifier of his owmn belief systens and values - tOward removing dissonance

e

'betw% the ideals hz professes and the actions of his daily life. He is
a person who continues to grow in hisdom, competence, compassion and reason

throughout his lifetime. Maslow (1943 1962) has described the educated

person as. have many other thoughtful scholars of human behavior and

development before and since (Rubin, 1969 Combs, 1962) . ". f__,

R
=

= o
o '
A .

educated .person is ideally suited to life in a. rapidly c anging society

N ~

Because he is a curious, life long quester, a problem seeker and . solver,

.. 9 N .

P

a peﬁ)/tual student a fluent flexible, adaptive, and creative personality,_lJ'

A

he both contributes to and thrives on change in his culture. Such an - ¢

individual has developed a broad array of basic skills which endow him

i [N . . . o* .
with ‘an unusual-degree of convivislity.

\

In a highly controlled and stable society, which as was noted earlier,'

is proposed by some scholars, the educated persongdescribed above would pose By

i B : 9

O

L "
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a threat. He would-be viewed as a deviaht and undoubtedly would be "treated' °
N

to correct his abnormaL tendencies. Eeorge Orwell describes this’ type of

_ society in his book Nineteen Eighty Four.. In a highlv controlled society

‘thE“educated person is one who has learned his particular.social’ann occuanional
" - role well and .come to take pride in his céntribution towardfachieving some

__grea{‘secial cause. We would?expect_thinking"and attion to bevmore.uniform' g

LA

in such a societyfas'"properly" educated'persons workedﬁtogether with passion

s

' ; % : S o . S A
"and zeal toward‘some widely shared common.end goals. We would Yurther expect

.g the aocial status and personal relationships of members of . this society to .

- e . -~

be clearly and perhaps rigidly defined The ' educatedlperson in Such a

ot . ‘~.
P

society bccomes the authoritarian per onality who needs to be dominated - i

., and to. dominate who is fearful;of any person or condition who questions

the ekisting order of knowledge, values or social practice W

' against change, thinks categorically and is fulfilled only within‘somel

great .cause prescribe& by some external authority who controls his destiny
: 'and under whose.direction he works, thinks, loVes and lives. -This‘type aw_'

f “eduCated person” has also been described by many scholars (Rokeach, 1960
- Adorno, 1967). ln many ways the authoritarian personality is the antithesis
v . FT

of the educated humanized individual described by Maslow (1943 1962), s

N
- N L i

Rubin (1969‘) and Combs (1962) - ; o SR L SR

In realiry a ‘given. society is never completely open to change or

completely controlled Given socleties are interesting mixtures of S:}f .

actualized and authoritarian personali Both-conditions of socie y

and personality types are apparent in dur wn—recent history The deep
involvement of the United States in World War II produced a unification
B

of thinking;raction values, ideals and life styles which _may have been

%

-

) B

unmatched in our previous history This uniformity of purpose was reflected

-
e

O

3
e




in the development of‘many technical training programs which had- as their

goals the development of specifi competencies for specific industrial and
military;roles.' Thus machinists and military officers, when“in;greﬂtﬂgwmdﬂ;r" ey
demand,dcould.be trainediin a“few_wéeks ratherqthan in.the customary pattern“

»

of Severaldyearsvof.formalvtraining or apprenticeship.r'Education wasbreduced.f

for such groups to the bare bones business.of training for narrow technical

'>,competence._ﬂAfter World War II, and espeeially after the Korean War, uniformity

. ',/

) of basic goals, values and ideals whi&h began in earnest in'the sixties_IVEQu"

\.\ \ A . i

of national goals. and great causes were much less apparent. Divergence of

fQ. .

ideals, values life styles, educations, and occupations has steadily increased

L

-

to the present; Educated persnns of earlier times with more authoritarian~~“_-———"—

; personalities who had been taught and.who had learned to accept their 1ot,,:

- show great respect for 7uthority, to think stereotypically about themselves'

ek . . . '
and others, to believe in the- absolute nature and truth of knowledge in -

% ¥
academic and scientific Bisciplines, and to accept little 6r ‘no responéibility

for their own " destiny stkll made up a largeypart of the‘nation 8 middle class'w

worksforce. These persons were offended and threatened hﬁ%the ever increasing

1

: divergency in prlically expressed values and life. styles,.and by the questioning

N

through free speech, civil rights,‘anﬂ black power activists. Twus we see S~

’ ‘the educated person is determined in large part by the context and timesi}/ﬁ -,;._ ",

_ of society in which he lives and the. forces which tend to make that society

- !

: and the principle of natural selection through genetic var1ation, that the

and itS institutions,dynamic an%,szgpjchanging or/more'stab1e~and contrdlledf'y

]

‘It would appear, ‘however, as is the case in biological evolution of species K

2

person who 1is more flexible and adaptable has a definite advantage in any
. . i ) o,
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society over his ‘rigid self-stereotyped nonadaptive and impotent counter—

.Part, v o T,

. 1

" The implications for'career\education-curritula' are again apparent.

VPO S

s - S - ot I g

f ' g . - . .
. Students have)both differential  needs and preferenceS'for particular skills.

Furthermore; differential4roles»in society and different life styles~cause

certain'skills to be of more value and utility to some individuals‘than to

L

others. Thus, while the profile of ghe "educated person may include

© common characteristics, the emphasis upon certain of those characteristic§

and the proficiency in their associated skills may be expecteﬁ to vary across
, )
educated personS- The engineer may be expected to value, emphasize,xand N

show more profic&ency in certain subsets of analytic thinking skills than

o~

the marriage counselor who may value, emphasize, and show more proficiency
. by : ,
‘id certain subsets of 1nterpersonal relationship and social ‘perception skills..

Botﬁ may have proficiency in many common skills, but it is unlikely that their
n/

‘

skill profile will be identical in emphasis and degree of proficiency.- Thev'
. differential demands of soc1ety, as well as di ferences.in their individual
experiences and personalities, insure this. Obviously, both kind s'of.

| individuals are needed by:society. Therekis'nojmoral'or practical basis;
- forvattempting to.produce more~o¥ fewer‘engineers gr@magriage counselors
. \ ! o . . K R
' through education.' There 15; hoWevEr; a'strong'moral‘and pradtical basis.'
for providing an educational setting where both may- develop their special

T
ot

skills adtording to their preYerences and the needs of society and wher%’

both may also be assured adequate opportunity to become proficient to ‘some
£ %

-,

degree in the broad array of skills which characterize the "educated person. o <

! 2 . 2L e

"‘Carreer education curricula should therefore be d%signed to develop such

-

7 wide arrays of skill and not be congzlned with "fitting certain indiv1duals

e

to specific vocations. Given the pggper broad array of coping e o
Q . ) o ‘

’ o . e
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:8kills -and adequate infprmation about himself and the pccupational world: o

the student should be able to "fit" himself to a‘vocation much better S

»

thah'any'counselor.* It is important that he- be able to do so since he will
E - 13

”quite likely have to continue to "fit" himself to changing career. opportdnities
' 3 . .
and pagterns for the rest of his productive'life. Ny

ce

: Locus eof Motivation T . 3" : 'ﬁ-_' L _ ",_',
Why do people learn and grow’ What is it thatcmakes students'and'adulfs
1'persist after remote goals? What 1is it which motivates people to strive work,

. ™ K
B study and play? Ehere are very basic differences in the views various scholars

vhold about the locus of motivation for human activ1ty.' Thereltend to be

,two major world:views about this topic. One view conceptualizes students,

» . A

<

workers -or any other group of hymans as being naturally passive and inactive

unless they .are forced to be productive and competent by external rewards. All :

. S g
'behavior is considered to be motivated out of the desire of the indfvidual
. o S

o LI
BT SN

W to receive some extrinsic reward which is held out to him by some parent,
r3 N : ! . .
manager teacher or other controlling agent. . The second major vigw conceptualizes; ’

- humans as~organisms in. quest of experience and its organization. This‘viewl

_ holds that humans seek out experience, learn, study, work and play because” - o

P

they derivskgreat intrinsic satisfactlon f1um organi21ng, understandlng and
'gaining greater control over their environment. -These opposing viewsrare ‘

. A ,,.Gzﬁ‘ . - Lo
reflected in many areaf of endeavor. ' e .

In his | first chapter in The Coﬁﬂitlons of Learning, Gagne (1970) points

' v
, out that the choice of experimental patadigm and experlmental organivm by

’American learning‘theorlsts has greatly influenced the<learning theories'

B




whichihave been developed;' The paradigm has typically required anborganism

to engage in simple acts for which he is rewarded non-rewarded or punished

!

by some external manipulator. This type of paradigm has given rise, among - &

psychologists with strict behavioristic orientations, to the notion that

=T
- ~
e

unless stimulated to action by external controls.4 Their role as chi1dren,»'

students, patients, workers or other members of- society is to work for the

"rewards established by the papple who control their destiny, be it parent
"teacher, priest,smanager; or politicianu They arevassumed to’ be motivated R
primarily by extrinsic contingencies of reinforcement which are managed by

2 i 4. 4-.‘ '

others. It is true that under many conditions which have been established‘ - Lf
experimentally and socially humans, rats, cats, mice and many other organisms

can and do.act as if they were motivated nly by such extrinsic factors.
— »

‘'The question which has often been ignored is?}"i’ you starve a rat and ‘then

ﬂb put- him in a Skinner box to make him work - for *his . food ‘what else can you

) expect him to do except to interact with you’according to your designs through
pushing‘the bar the way_you want and force him to?"_,lf_the rat~€or,man)

'wants to eat (be rewarded)fand the eXperimenter (parent? teachen, manager)

° -~ o ot d

: is in complete authority over ‘him, then he must attend to the task find out L

o .

what it is his master has in ‘mind for him and,. perform accordinglyu As

]

Bruner (1968) notes the organism may choose to reject the authority of the o

experimenter and defend against doing the task-set for him. He certainly

3

will be’ punished ‘or non—rewarded for such deviance, but he may find great ;f"\

3

intrinsic satisfaction in resisting thew experimenber" (parent, teacher,l

B S RRPEOn I
. - . 3 . B .

: manager) Bruner notes. this is the ‘case. with mauy students who supposedly have

K
8

’ behavioral and learning d sorders (1969 ghapter 7)

| [Kc
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The rat in hi$ natural ehvironment ‘is a mUch more complex, interesting, ,
. 3 .

'problem solving and. self-controlled organism than\is the rat in a Skinner

box._ The work of Konrad Lonenz (1952) and other. eﬁhologists in studying
¥ -
-the behavior of animals in their natural settings yields a very diffexent

)

‘ s .
view of learning. * In their natural habitats_animal&have-tremendous_eapac_ity—_mm X

o -

1,ufor problem solving and self regulation}_ Laboratory studies//f the dognitive

‘ \ ¢ 1

Y !

_capabilities of animals wﬂfch have been undertaken dfe beginning tof%onfirm B
lthe hypotheses of . field studies of animalabehavior (Harlow ‘H. F., uluck ; P;--
J. P., & Suomi S J 1972 Rachlin H & Green L., l972) It would appéar. o

S SETe —»v::-~~.»~- s T ST T T T T S T R

;';7that theinarrow and restricted experimental paradigms whﬁch have been useé ~d

@«

to study human‘and animal learning have given rise to oversimplified and

T, s : b -

. 'mechanistic vieWs of motivation and behavior which are inadequate for in— |

<terpreting 1arge realms of activity.‘ It may be that: the mechanistic behavioris—

-,
e
[ . N

tic views of human learning and motivatidn which have been so prevalent

in American psychology have-been~developed‘selectively.by a. society whichfin' _
us ooy A

4
v large part had already formed a similar view of the ’ ‘nature of human learning -

- -

"and’ motivatiqn. Most American learning theorists may have been, in fact,

g

.- a - . .
busy in the task oﬁ designing experiments which wduld prove what mos{ people N

and they themselves already accepted as true. Some evidence for this
4 f ’ ,‘i’"-
'hypothesis can be foundrin studies of management and educational practices. g

; Douglas<McGregor in his;study of management practices in business and

" industrf“notedvthere-are two mgjor management comologies. He called these = .~
. . ‘ - - ’ . . T . ir . 4' ‘ |“, .. ' .- N - .
theory X and theory Y. These theories are ways - in which managers cOnceptualize :
K . g T . \ B to.

" the nature of man and his motivation. Theory X assumes that people are .

'fpassive, that t?éy‘must be forced to work or to\be productive, to make

(N

'"something of themselves,*that they are not responsibie'and have little - . 4?
. I RS . ) .
self—control Therefore they must be controlled by authoratative managers -

o
\

B
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who ‘plan for the employee what is best for him and the compady. In opposition, -
- / , ” co-
theory Y assumes that the primary motivation for work activity is intrinsic,

- . -
2

. that perle are responsible and capable of self—control, that the, interaction
N ¥
“of manager and employeé is best viewed as a mLtual and collaborative problem

‘

solving activity toward common goals where both are dependent upon the

' other and both exert ‘power- and influence upon the other (1960) McGregor

j suggests that ‘most managers have tended to. believe theory X and have inter-

acted witﬁhthe employees they supervise accordingly,K1967) Theory X is

- memarka y like classlcal;American behavioristic learnlﬁg theory in its.. mlgﬂgwrltmm;“_

assump ions about the - nature of man and his motivation. Many teachers,- _}';

principals and parents have also embraced the assumptions of theory x, ' ;

-(Postman and Weingartner (1969) Charles Silberman (1970) and many other

' observers of the operational patterns of schools show\ysry clearly that
v

.

: students are often perceived as- lazy, foolish irresponsible, incompetent .

Lndividuals who must somehow be forced to learn enough to approximame.

——

becoming human. The problems of this view;g}nt and its effects upon students, filo:

'

. - ; R 7'..
;and teachers have been discussed extensively by the author in another
. . S . . L
k document (Cole, 1972) L | R B S
. . -
, WhereiMcGregpr ] ﬁﬁiory X is well grounded in/the empir1cism of v
./

behavioristic learning theory, his theory Y is equally as well grounded

in the empiricism and much“ktronger rational—theoretic view of‘fognitlve .

N

learning theory.. There is overw ming evidence to believe that man is

a quester, that he acts, works, plays and learns not because ‘gomeone: forces

him to but because- he is- naturally equipped to- do so and derives p1easure

L from doing so.‘ Piaget s work contributes greatly to this view. His work

& wr




/ K
s

. raisingtquestions and producing formulatibns about how humans grow and .8

learn. As HUnt (1969, P. 516) notes:’

- ‘1 “ ’\ 'm ’ 4 s » ’ - - o
-\ | Piaget's observations “agd his theorJ;ing provide evidence -
: i and’ conceptions ‘disson with-the conception prevalent e
. among S - R behavior theorists that organisms, including ®
o : human beings, tend to be passive and inactive until driven \
e : into action by impelling. stimulation. . L o, _ o

uBruner, through his work in the study of cognition and problem solving

_are forced bylthe design of. their nervous systems to quest to create
.(Bruner, 1969,.Bruner, Olver, & Greenfield, 1966) Lo ~:' é'/

'theory and the motivational theory of Maslow (1943) and Snygg and Combs (1949)

- has been calfed process education." The basic. difference_between process T

-,‘management the cosmological view adopted by the supervisor determines the

: Theory,Y fits well with an unstable changing society where the educated

© person is the highly convivial sélf—actualized indiv1dual Curriculum_‘"

ie also a major contrlbutor Lo thewview that people seek‘experiencesand RO
'neaning, not because they dre forced by others to do so but because they

2

i'atructure and order in a world of infinite -and: chaotic stimulus events L L

.,

e

Educational practice based upon the assumptions of cégnitive learning

3

_education and more traditional approaches concerns the locus of motivation

r

’ 'A_for human'action McGregor ndted t/Z%he practice of business and industrial J?g;&

e

-

operational practices he will use. Likewise the bias of curriculum developers

and educators ‘toward theory X or theory Y viewpoints of ‘man and his mot1vation

F, I ¢ .
will greatly effect ‘the types of materials,,programs and teaching‘practices e
f'prescribed for the classroom.r/Theory X viewS~fit:well with a,stable, . o PR
ST ot S . ' ' EEE o o

v i S o o o . A 7o
controlled society where the educated personwis the authoritarian'personality. . !

/_‘ y

¢ .
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materials and programs in career ‘education under theory X assumptions would

be: prescriptivehand designed to "socialize certain numbers and types of persons .

. to cerain numbers of clearly specialized and differentiated occupational

N

‘roles. Change of vocatﬂbnal rgle would be difficult after initial selection

and'special treining Career education curricula designed under theorv Y

£

Niews of man. would be more truly educative. Rather than being prescriptive

they would be” informative and utilitarian for. the individualt Ideally

-

-the career. education program of a-school_would'beva,valuable tool with great

conviviality. It'w0uld somehow enable anyone to”learn what he needed to‘e

dabout himéelf ansthe occupational world so that he might acquire the skills

~ and resuurces to auest after what interests him most. Ideally this questing ' e

activity should be nis vocatlon and his questing should continue 1ife. long
in that vocation or its career family.v . ; . .

.
o
,/' D
. '
v .

*

-

Fidelity vs.fAany

-.,5“ As a child grows and matures he must develop a belief in somethrug.

;He must be ioyal to some set of ideals and -chiCS. He must develop a. sense '.'/

of industry and a work ethic which provides him with the motivation to work

*®

and results in his feeling he is striving toward his goals through his work |

A‘activity. Given such a sense of industry and the development of an internalized_‘

d
work ethic the child begins to take pride and joy in his occupational ) B

3

activities.‘ He then becomes a responsible person who,_ consistently does

-
. [

vhia#work, contributes his share, and carries his load without being watched

“or coerced by someone else" (Smart & Smart 1972, p< 596) s Erikson (1963) v - -

describes such a person as one who has developed fidelity.

,

As they become adolescents all youth must: develop fidelity ‘to something




‘ - L ¢

..

_People must come to believe in something which give° purpose -and meaning

v.to their existence and life act1vities.' Individuals express their fidelity

X

to the causes thev become loyal to in a variety of life activities. ;

3.4
0ccupational activities are perhaps more impcrtant in this expression ’ -
1 - . C

' ’of fidelity effect” than many other life activ1ties simply be"'s; they o

K persist longer, and are the means'to the acquisition of materials, wealth

V'and status which meet basic physiological, emotional and social needs. In

' short, as an adult, the nnnetary rewards ffom one 's, occupation are the means

'by which many of the basic needs in ﬁhe Maslow hierarchv are consistently

A3

' and‘adequately-met. To -the extent that the individual sees his" occupational ‘ ‘.f

- « [
5

- activity as having meaning and purpose within some cause. to which he is’

.

’ loyal he. will construe his work activity as contributing to advancing hisy:
ideals. He'will become a happy, accomplished, responsiblé wdrker.f‘In terms‘

of the Maslow paraaigm, he will fill many of,his higher level "being needs"‘

~
-

thrOugh his occupational'or career activfties. To the extent that the individual ";v

sees his work activities as the means only te meet his basic needs and not-

“
‘ 7

to’ implemen- nis"ideals, he~will be less_happy, enthusiastic, joytul and

. committed~to hisjoccupation.' Hefmay oontinue=his work passively;;or eyen

grudgingly, seéking to meet the needs of self—actualization in otb rrlife :

1.

activities completely unrelated to his work activiry.

”i‘ . Many people follow'this-pattern and contribute much to their own

personal growth and development as well as to the strength of the community

T é

through yolunteer work in many religious and community organizations. In
'such cases, the paid occupation of the individual really bccomes a :econdary

occupational'role. -An example might be the Boy Scout Troop leader who works

[ «,

well, regularly'but'not over zealously-at”hisns’to 5 assembly line job ar
o Lo “ ) .o

. - .
[N o
N - . . ~
v oo .
. .
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the local plant for 30 years while devoting nearly all”of his creative»energy,p _
strength and idealism to teaching, leadership training and’ program building

within the local Scout organization. His secondary occupation//working at

a
.

thé plant meets his basic financial needs.. dis primary oc<upation, for :

ft«

'which he receives no\pay, meets his needs for voeational actjvity consistent

AY

"‘"with his ideals. The present and probably future, structure of society

does not allow all persons gainfully employed to achieve thelr Maslow .

&

being level needs wifhin their paid occupation. There are many legitimate
: ways in -which persons can express or act out. their fidelity outside of their -
‘8 to 5 job We should remember, however, that persons like the scout
"troop leader also have a strongly developed value system and work ethic.
‘:, They have simply found ways to express their fidelity outside of their paid
voccupation. Many great writers, musicians, artists ‘and scientists-nave
operated in similar patterns throughout recorded historv...

Sometimes §¥vdé§rs fail to develop a sense of fidelity to anything. .
' Tart of the process of growing up to be'a healthy_and productive person«;
binvolveshdeveloping a sense of diversity:as well asha-sense'of fidelity.
_Diversity and fidelity are in ooposition yet they are both needed. Asv:

i ,
“w.nrikson notes, "Fidelity without a sense, of diversity can become an obsession -

' and a bore, diversity w1thout a sense of fidelity"an empty relativism :
'(1968 P 42) Too. much fidelity and too li le diver51t" leads to the r1gid,
\inflexible\authoritarian personality who will advance his cause by any
means.. Too 1ittle fidelity and too much diversity leads to anouw . o

| .Tidelity is being~loyar to some set of ideals and build1ng asstrong i'.

.ipentity by engaging in 1ife activities toward achieving those ideal |

: Diversity is being skeptical of those ideals anu'other ideals. It involvesﬁf:‘

T

,questioninn basic purposes and assumptions. It results»in tolerance for

we o

wll Toxt Provided by ERIC
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atypical patterns of values and behavior.- It carries within it the potential
‘to deviate in’ thought, action life style ‘and vocation from tried and true L
ways. It is ‘the reason-people_can be independent, adaptive,,inventive and A -
‘creative. 1t also causes a,person‘to be less sure about who he is'and S

what his ultimate purpose is. It causes him to question his own, ideals,

e ~ .
motives and purposes.““ﬁiyersity, although a necessary and valuable com— -

-

T ponent in personality development, can be destructive. Sldney Mead S 4

;&l €S powerfully about this chara tic of diversity in. hLa article‘;ﬂii ,. -_:
"The Lost Dimension and the Age of Longing” (1968, pPp- 292-298) Mbad
points out tifit many youth'in our culture grow-up without developing an .
adequate sense of fidelity. ﬁead postulates afvalue vacuum-for many of

" the" nation s youth Where living is casy and basic needs are-met questions‘

P .

L

- about the deeper purpose and meaning may become more pressing and urgent.»

'For many maturing young adults for many reasons there-is little they‘can
?internalize as a grand purpose. For many people God is dead and notes

E2)

 Mead, for many more who profess belief in God - the shOCk of realizing that

they and their leaders often act and ‘1ive as if He were dead makes it

]
'

impossible fcr them to internalize spiritual *ideals and values. In‘earl?er-

-

times in this century many . people placed their faith in man, his goodness,k

compassion and~competence. But,ﬁsays Mead the A bomb was used to wioe -

) s : / !
out-entire cities. Mag' s cbmpetence and creativity "has increasingly been

o n A -

turned to the task of destroying life, dignity and property of other men
" on scales never before witnessed . Thus,, man too has fallen from his place

of glory Man can no longer inspire. If many youth cannot_believe.in God_

rand cannot believe‘in man what can they believe?‘fWhat can they learn to . '

- . . . L.
- : . . . '

value? = - -7 . o : S . S,
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#

X\ . Youth long and search for something of value, sométhing of untarnished . -~

fgyodness toward which to'express fidelity“in,prder that life'may have'meaning.
" Mead argues that many youth fail in this_striving; They end up‘believing B
in nothing not because they don't'wantvto“believe but because they cannot .

..

Without values there is no. purpose to any life activity.. Alienation and~
, anomy'develop. The observations of Mead and others such ‘as Friedenbergi

(1960 1965) help us better comprehend why many . adoleszents who cannot find

L]
some prodgvtive ideal or cause to become commiQted to become drop outs,

-

heavy drug users, lifelong drifters or members of a Charlle Wason family.

s

- Problems of fidelity and diversity, alienation and anomy do not end

withradolescence, As Rappoport (1972) clearly shows they continue through—'
’fout theilifevspan. This may»be even more true in the future where rapid
”cultural change brings about the "knowledgeg%nversion and necessitatés

the rethinking and retooling of his career activity by the . individual
several times in his lifetime ot |

"Againvthe implipations are serious'for:career developmentrpfog&ams.

How canba'work ethic;be develoPed in‘school children’ What role ca&,the
school play in this task? What types of programs and activites are. most
likely to yield the proper blend of fidelity and diversity needed to develop

. o
=’ healthy and productive individuals with strong identities and a strong

Y

sense of industry while retaining adequately independent d1vergent, tolerant

and-open~attitudes “to changing_cultural_pa;terns?
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i

’ General CuidelineS"for Career;ﬁevelopment'Curriculau'
.\.. : \’) oy .

P & :

What are some of the major qualities a career development curriculum .

»

|
must:have if it is 'to assist the growth and continued development of individuals

. in, their life long career aqtiVleieSV How does resolution of the\basic issues

diScussed previously logically determine ‘criteria for such programs’ Before

.....

answering these questions it is necessary to state assumptions which resolve,_j“

in part at least, the five major issues discussed in the first portion of

o . . Do . .
. B . . .
§ . B . F . . : - .

Assumptions ' " . o '., S ,t' ,f P

o,

i decade not to have a tremendouséeffect in changing human 1ife in majgr ways

,one can conceptualize

S
-31.3 In the future,the rate of change will continue to be very great.

Althbugh dwindling resources may force a reduction in the avceleratién of
change and cause . change to be more - tational planned and controlled it

. o

is ektrenely doubtful that a highly static culture with stable s0cial and

\

occupational roles will emerge. 'mhere is simply too much new knowledge ' _;F,‘;

8ud ianntion currently availab e from scientific activities“i" the past

\

-4

in the future In particula basi knowledge in the area of genetic
g

),.,,“...,__..._._.. JEPUU S oo

mahipulation, the biochemistry of learning, memory and aging,.studies of

’Controlled nuclear fusion new data and theories of social’ organization,_

: t

group intel]igence and behavior of human and non-human species; and major -

exteneions 3% computer logic and technology all inSure an interesting and
f B 'Q‘. : '
quite different world in the>near future. Life styles, occupations, values,

'sociaﬂ and political organizations, in tutions and any other human endeavors

,are likely to be modified, some eytensively,'others L

q El

(v

» R : 5 "
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//v 2. Society can. achieve a much greater degree of conyiviality where
. ~

more and more people are freely in command of more and more technical skills,

o

knowledge ‘and any othervtools. Increasing conviviality of society will

'1combat individual S feelings Of impotence and dehumanization and increase o

their sense ‘of agency and caﬁhcity for destiny control This will help

individuals become more valuable to themselves and their society. Significant /.
trends now occurring in conviviality are'apparent. Medicine is becoming

more preventative'an& communi ty oriented. More and mcreuindividuals,are'ﬁ
& Ty - o ) - . :_,: R - , L . v ) . . . .

'1earning the attitudes, skills.and techniques which;allowithem1to' e&;esponsiblef, ;

for the nurturance and preservation of, their own physical and emotional

¢

health rather thgh to allocate this responsibility to the. dentist, physirian

g

Y

or psychiatrist._zAs—more'and more people are educated to higher and broader
degrees ever greater conviviality becomes possible in the general population.

'¢3. The educated person of today and toanrrow is the.personality described
.W o
by - Maslow (lQ\? 1962), Rogers (1961), Rubin (1969) and Cole’ (1972, p. 10)

His profile has been described in a previous section. It will suftlce
. .o\ : .
here to say that he is fluent and flexible in his perceptions, feelings

- . -

, and artions while being confident and competent in. his identity as .a. prOcess

_ in transition from his present level of meaning and purpose in existing‘to e

ever;greater levels. He qun'sM to become more noble-and'to build a better

-\

h world. ne simultaneously points ‘out and confronts the ever present conrllct

with his ideals. . :y

°between ideals and actions, his own and others, toward clarifying the meaning

“of his life and developing personal and social patterns of behavior consistent

: 4. People have a great capacity for self- regulated responsible behavior
' \

“' and function best from both a personal- and societal standpoint under a system‘

oo



.g Postman and Weingartner and others about educational practice. Plato is

30y °

td

‘
.

'.of‘intrinsic motivation. This viewpoint is both practical and moral- - - -
The oppos%;e viewpoint that people mist be forced by others -to learn and grow,

that they are irresponsible, lazy and only effectively mgtivated\through{

¥ G

extrinsic rewards is both immoral and impractical. ‘The latter view leads
' easily to a dichotomy of specially endowed god+men vs.'"common;men”

theory. Jensen_e“(l969)'argument thac there'are persons funétionally

" capable of only Level I or- associative learning while other persons are
capable'bf both Level I learnlng and Level II or cognitive learning clearly_
implies master and*ﬂlave society where learning aq:lity, power wealth

and feelings of worth would all be controlled through assortative mating

. e

withig social classes. Jensen s arguments for heritability of intelligence
1

'strongly suggests tﬁftxonly through eugenics could one change the capacity
of human groups deficient in "' to become Level 11 learners. Although

'Skinner has been a champion for making clear that experience, not genetic

‘pfendownPnt, is the primary difference between people (l971 1972) one sometimesi

&

wonders if he doesnot'in fact vperceive the wholé\world as Level I learners.

If this is so, 'who does‘he see as-providing the essentia programming to -

| build the planned society he suggests’, One cannot help but assume that

'ldeep down ‘he too may harbor notions of the programmed and the programmers,

the establishers of the contingencies of reinforcement and the manipulated
: ~

1.masses.. SPinner quite properly points out that soc1ety is presently like

*J c' .

' this in many ways. As 1 have noted earlier, McGregor reaches similar

v»conclusions‘about industrial and business management as do-Silberman,
‘not the only scholar, behavidégl scientist, philosopher, teacher, manager. -

or politician who has proposed a master and slave society.

Q ‘ o
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The immarality of such a view is apparent. It achieves'highllevels

b

fof development'ef individuals in the ruling class only through insuring the

attenuation of'the development.of others in feelings of=worth“and dignity, .}~vv

o

- and achievement of economic, social and political well being.‘ The.impracti;al—h,
-ify is also apparent. It leads Qo defending rather than coping by both T
groups. It uses energy and resources to maintain the %tatus quo rather , o

" than adapt to changing conditions. Given the first assumption .about a |
rapidly changing world such views about motivation are extremely impracsical

invthis day,and)age.l ‘l.‘ “\ : ,‘“’l -

5. People must'developla value system'whichfprovides a basic reference .,

for'their decisions and actions. Children must begin to develop a sense

.

of fidelity to some set of ideals. One aspect of this fidelity is a sense

-

-ilot induatry or a work ethic. The child must begin to believe that he can
express his ideals and beliefs and- find joy as well as. the means. for. basic |
xistence in work activity. As he’ matures he will be most joyful, self-

.:actualized, committed, competent and productive if he continues to grow
‘l, v . . .
* 4in his life work activities to patterns of behavior more con91stent with is

' ideals.» The: changing wgrld and society in which he lives change both his -

“own ideals and the ethos of his culture. He must, thernfore be skilled

[ - — ST S - -

in the art of constantly questioning and clarifying his wvalues: and the | o,
1 N .
: normative values of his social groups toward achieving a better consistency

between stated ideals and habits or customs of action.‘ He must continually ."

ask himself the questions, "Do you believe what you do?" and "Does doing
»

"what you do advance you toward your ideals7" To raise and deal with.such-

[

'questions, to notice diScrepancy between stated ideals and everyday patterns :

of behavior in himself and others he must also develop a strong sense
. %’.
of diversity. Perhaps his major fidelity should be centered around a

Q Eidence and excitement in himself and his fellowmen as capable problem

ERIC
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solvers who are‘engaged‘on a great quest to learn”who‘they are and what

life is about . It is amazing how comfortable and excited young children

.- are in their quest to learn who they are and what life is,abouts They

.raise allvtypes of very basic questions and play intently inidiverse and

'1maginative ways. to learn‘more about their environment and'themselves,-

A
¢

It 1is equally amazing how ‘a few years later some adults are so cFrtain a- .

: | 4 :
bout who aney are and what the neaning of thli egistence-is, ho% threatened

N\
, they are about thinking div\rgently about ba; ic questions of meaning and-

existence, and how authoritarian, moralistic and pres riptive they become
\
in dealing with their children, students, employees and fellow countrymen. (f

/

Pecple wlth too much fidelity and too little diversity are dangerous. "a - T~
In the name of reason, truth and salvatioﬂ thedeestroy others emotionally?
and physically.\ They fail to realize that one man ' 's salvation is another
ma%,s damna&ion, one man S grand theory another man.s iron maiden.‘ Ultimately
. y
’ they dehamanize both themselves and those around them.=3ﬁ_m-w,‘. '
Given uhese assumptions what essential qualities of a career development
Vmcurriculum can be inferred? - . _' ‘ .. ‘ - o .:A .
: :

* ,Qualitiesifor CareerfDevelopment‘Curricula

Quality 1——A capacity for dealing with change and an acceptance of

':.uncertainty must be fostered. The curr1culum-should raise many questions—
about the future and the student s possible roles in that future.' It should
present many issues to students for possible resolution, e. g "What is
work and what is play and what s the difference between them9” “"Why‘
is something which is ‘work for one person olay for another9" (Bailey,‘197l

Zimmerman & Bailey, l973) - The curriculum should strive to achieve closure

P

» .
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s
T

and consensus.only on facts and, empirical information. ft‘should.not:en-

' cOurag uniformﬂconcensus or closure on the multiple inferences and. gen—'
. a.' . . .

: eralizations which can be produced from those facts.

Quality —-A basic fluency and flexibility of perception, feeling, '
.ethinking,.expression and action should be developed. Curriculum activities
~ should never be designed to give the impression that . there is only ‘one

‘way to define a term, to categorize events, people, jobs or ideas or to
'interpret a given set of empirical observations.. Rather the curricULum.
ishould present the student with opportunity to reorganize, reclassify and

reinterpret concept31 generalizations, methods and stereotypes which

are the content of any curriculum When students are engaged in learnin
. 8ag g

any’ skill, such as categorizing a group of objects, eveggs, people or jobs

by common attributes; they<should never-be askedvto,develop only one solusionv:
to‘the.problem.' They should be encouraged'to seek'multiple ways xo‘achievea

/.ftheir goal using different methods of categorization. Furthermore if the¢v

skill is deemed worth teaching the curriculum should present opportunity :
for its use in many contexts. If learning to categorize events, situations,
conditions, occupational Ioles, likes and dislikes and objects is an

important skill a wide sample of categorization activities should be designed

.

' Furthermore any given categorization activity ought to he designed such
’thaf'the student will be forced to examine his choice of attributes, select.
3y : - o )

-_other attributes and recategorize the array of. events, situations, etc.l-.

-h in multiple ways.- The activities should also be designed to encourage and

'Lallow diversity in the choice of attributes and the subsequent formation '

PO

—_—

. of categories across students. The curriéulum activities should deliberately '

be designed to- communicate directly to the’ individual Lhild the different

.

,perceptions, assumptions, values and selection of attributes which operate'

»

ng his peers'and-cause their categorization.to often differ from his
LS : : ~ : o . _




of one's views. The princdiple can best be-implemented by building a

,with in a spiral fashion in’'new and increasingly diverse and more complex

. / . . (34) o o .. . .

own. This genéral principle of multiple ‘organization and interpretation e

applies not only to skills of categorization but most skills such as . -

communication,;bbserving,'making inferences,'evaluating and persuading.others

~ 3
basic fluency within each activity in the curriculum Each individual ST

activity should require and insure a variety of differing,but logical responses

- . . o

tboth within dnd across students. The practice should extend beygnd a. given.

.activity as basic skills deemed eSsential in the curriculum are dealt

’ - )

'situations as’ Bruner has suggested (1960 1967)- This principle of*curriculum N

¢ . N , - ".;
organization is well recognized by many'curriculum'developers who seek

~

to develop capacity for divergent thinking, problem solving, and\expressive
behavior (Torrance, 1965, Willia 1972}, It is functionaliy achieved
in a number of exemplary process curricula (Cole, 1969, 1971, l972) As

/ : :
1 have pointed out earlier this does not mean the curriculum should ignore L

_dealing with conventional highLy denotative and standard coding systems

. ;which are necessary for communication. These systems are perhaps best

Arepresented in spellino- vocabulary and word meaning, grammatical constructlon,

e

«mathematical operations, relationships and assumptions which are the basis_'— ;-
_for much. other learning activity. They should be learned convergently
but not as the truth : They should essentially become understood by. students

to- be standard but arbitrary ways to represent aspects of reality and to

o ~

. communicate with self and-others. Their mastery Q;-these basic toolsAendows'fA

necessary and even undesirable to teach for convergence and concensus. -

great-convivfality.uppnbthe-individual. Howevef& in~most othér content
of the.curriculum,gand especially in’career'deVelopmentu,itjis much less



'Zi‘orientation we come to view the fontent of oarticular curriculum activities

(35‘)" : L
¥ .

gualitz 3_-The curriculum must regpect th@'questing, imaginative and

playful nature of the child It should provide activities whieh insure the ¢
retention of the basic motivation to quest ror meaning - Torrance (1965) N \

”,has noted.frdm-empirical evidence that egcessive concentration of curriculum -~

I
.

activities on developing converg;7cy in thinking, intérpretation and'operation'
anN . . .
\=‘ ) .
'“cause a reduction in basic~&luency and flexibility of ‘action and thinking
. 4
He has referred to this as the fourth grade slump (1968) Many other

:scholars have noted similar patterns resulting from schooling. (Williams,
.—1968 McKinnon 1969) The playful questing of the child ‘can perh&ps best e Y
. P .

. be fostered if curriculum developers, t\achers ‘and parents can themselves
;emain.open to_the idea that.any/propess_skill organizeu.curriculumaneed -

not be overly concerngﬁ about'the content-experiences a given.child.encdunterS‘ -

or fails to'encounter. CIf certain process skills are stated'as objectives IR

:H,for a curriculum, if. these skills have a good rationale which 1ustifies
,their selection for attention, then we, must take seriously on1y the opportunity

‘to provide enough specific and varied topics, materials and activitieq for SN
students to engage in the use of these skiils so that 1hey may be interndlized

'generalized and broadened in the way Piaget describes the process invariénts

'~of integration and coordination (Flavell 1966) With such a process R ' W

and topics as a sample of perhaps an‘infinite array of contenttwhich serves . ' ,

4 &

as a- vehicle in developing the skil which are the stated outcomes. We‘

_begin to stop being overly concerned. with whether or not all studenﬁs

.

have mastered partiCular content on—concepts.‘ The,content “of the curriculum‘“ &

' becomes‘less of a sacfed cow ‘and the cyrriculum .designer, teacher. and

4
b
: v

T . . -"\ .




sbudent areJall much more free to play within a. wide array of . topics.
It becomes an impossible task to teach for mastery of all content.‘ It
t-”:v - .

’ demoralizEs students ‘and teachers. "There 1is simply too much to learn '

~and too little reason for learning all that is knoWn. It becomes much

more possible, exciting and efficient to develop skills which enable one"

to know when he wants to know, what he needs andowants to know. Most

T of the knowledge which is taught in classrooms is information pure and s 7.

( . >
‘simple. Mbst of’the-learning which students are required-to do is the‘ S

. A : - ! . Co R

memorization oﬁ this information and its relationshios to other. information..

" o
A

Information is available from many sources. It is stored in many places.,

The skills to, render data (information) meaningful and useful in meeting .

S

one s needs, 4in questing and-problem solving,are not. stored in librarieS"
and other}places.; They*are the strategies which are learned over time by

P

competentiindividuals. 'Such process skills or strategies lead to the:

t
(

wise and powerful use of information. Such skills are the most basic o

. “foundation for decision making

v
1

. Qua litz 4—-The curriculum must provide :the student with many opportunities o

. l
for him to be successful in solving problems in clarifying his own values

‘kfand meanings ‘and 1A, recognizing“ambiguities and ambivalence in hls owm

beliefs and beliefs of others. It must develop the understanding that it

is natural and normal to raise basic questions about one. 's purpose -and

ideals; lt;must-somehow develop a-selfﬁconfidence in the student.ﬂ He must

' . » E ) " . ) ] . . . . - B - ..
come to feel that he is an adequate reasoner, that he isg equipped "ith the
‘means to interpret situations in his life ﬁroductively and adaptively.

The curriculum must present numerous- opportunities for ‘him to test his )

speculations and solutions to problems to. determine the consequences.

.For‘example, in junior high school,students might explore their own views s .

IRIC P T e
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. - . . I e e

o
, Y

about the amOunt of control and freedom they desire for themselves in their

-* -

career activities. A nunber of curriculum activities could be designed

~

for ‘them to test the adequacy of their formulations about themselves.mmm.w

“-They might list ‘the recent accomplishments of which they are most proud,
S ' ' : . _ 1 o ' .
_ They might examine and discuss the reasons they. - rived toward. and completed’

e . 3 v o ‘ ' ’ .
those'accomplishments. They might examine the methods of influence they
J
’use on their brothers, sisLers, parents and peers as ‘outlined in certaiu ’ o

JR—

&

SRA Social Science Laboratory Unit exercises. Thev might also examine the

.

5“’"““types of control and influence ofher people Use on “them’ and think about and
4Nk‘\ xplain how they respond to each of the five types of control commonly
used. Activities of this type could be extremely useful in helping the

student understand himself and what type of life activites in a career

+ f.".

family appeal to him or ofrend him Hershould have the opportunity to

v

translate some of this newly acquired information.about himself into ‘choices
.of roles he wishes to play- in short cifssroom activ1ties and projects, y
Curriculum materials like the MAT&H unlts (Cole,,1972° Seferian & Cole
l970) provide excellent opportun1ties for such exploratlon. If possible
the.curriculum should provide opportunities and activities for,the‘student.
toueonduct further'testing of.his views about himself andAofﬁers in |
’non-school‘cd%rEth.- B . '_ AR \ . L |
g guality S—-Thezgurriculum must broadly inform‘the student about the o
diversity of beliefs, roles and responsibilities in- career activities
. of people. It>should brlng him in contact from early.elementary years
through high school years. ‘with a variety of persons who are currently working N
”‘out their ideals and meeting their basic, ‘economic needs in their occupations. | %

- It should inform the student of the role expeétations which def1ne the
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-

~—

. privileges and responsibilities of various occupationalcroles within career,

categories. It should provide the student with the means .to categorize

K !

different occupational activities as being alike and different/in‘the services
andaproducts"rendered and the'statuses; rewards and sense of_agency achieved.
It should develop the capacity‘of the.student to seek~but and explore |
multiplekuays in which he may meet,his'basic.economic needs and his being
needs through tentative planning for;career development within a ‘given

occupat‘~nal family or across scveralVrelatéd occupat.ional activities .

—- o [P A o [

&
The curriculum designer for career development should reCognize that much -

'significant learning cannot and should not be confined to the classroom.

,..

.As DeCarlo~fl969)-notes——most—significant learning of this type occurs

outside the classroom in the student sscity and territory. To the extent
- k kel c
,that it is possible,the caréer aevelopment curriculum designer should

_incorporate and build upon other communitywactivities and’ programs which

) allow students to test'themselves in avariety of temporarywwork_roles which- "~

““involve sUpervision of others and'being supervised by others. All of these

£

~ activities should be designed to achieve'thellikelihood that the student

/ <

will take an. active interest in his own career::development and achieve

‘;a'capacity to perceive multiple»routes toimeegihis goals. These outcomes’
- would result in a senserof agency . ‘. - fhﬁ
Quality 6——The activities in asoareeradevelopment curriculum must
develop a chilid' s capacity for tolerance, compassion and empathy. As’
"~ Piaget and Kohlberg have pointed out the process of maturing as a moral
,nperson is 1life long (Stephens, 1967). An important aspect of development .':

from childhood into adolescence is the transition from ' moral realism

to moral relativism according to Piaget (Flavell, 1966) In some respects

" the child in middle childhood is like the'authoritarian personality.' Heb~
o . , . .
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1

‘ sees’issues of‘right and-wrong, good and-evil in a categorical framework

without the ability ‘to recognize other factors which confound the issues.

N, :

He lacks empathy\and the ability tovconceptually reverse - roles w1th -an

adversary Concequently he can comprehend no view but his own and can

"

onlyocategorically reject_the idea, value, or behavior of someone who .
offends him. He sees the offender as wrong in an absolute way. - In the
development of moral'and'responsible ‘behavior the child learns to be

\ . -

more relativistic in his reasoning -about good and bad, right and wrong.

3

" He begins to understénd'howythe context of given situations determineiif""

T a given act is more or-lessvappropriate;~ He develops“IHE“conEEptual and
emotive ability to put himself in the place of a~person he disagrees with
This is best defined as the ability to .adopt’ other roles, to empathize
_with others_toward better comprehending why people behave‘as they do in
given situations. Stephens (1967) points out that some people never devblop

i1' 7fully their moral capacity for tolerance and"understandingg
A good deal of the ability of the child to develop to. such a level
is.probablyfa function of the child rearingnprocedures used with him by
his _parents and teachers. Singer and Singer (1969) present interesting
. generalizations based on. empirical observations and studies which indicate
that loving and permissive parentsﬂproduce‘children who develop;these types
og moral Characteristics as welldas'a self4reliant; creative personality. |
Hostile'restrictive parents tend to develop fearful; anxious.self—destructiveg
h'children.' hostile permissive“parents tend to‘develop children;with strong
R - .~ e

!,identities who are'self—reliant but are outerly agressive{ hostile andd | | L ;

eocially destructive. Warm permissive parents tend .to. develop children who

2

’ are anxious, overcontrolled, achievement oriented and conforming Although
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‘-Singer.and Singer make theSe'generalizatiohs'primarily about'the child

rearing practices of parents, it appears that teachers also can be globally .

categorized into one- oretheﬁfour quadrants—of—themtwo dimensional paradigm S

'.o for child rearing It seems clear that the type of creative, self-motivated

responsible and moral person called for as, the product of career development

,curricula is best socialized thrOugh,the warm—permissive dimension. The -

career development curriculum should probably be designed to foster such

’ <ansatmosphere. The teacher, of course, must also adopt such a-view and

implement it if the curriculum is to achieve this goal " A curriculum

designed to be warm and permissive‘toward students does not mean there

would be no structure and planning. . On the contrary, there should be a

'

great deal of structure "and great planning, much more so than in a typical

narrow prescriptive program which needs to plan for and carry out: only one

'}set of*activities*for-aii—chiidren—for—each—iesson.- It wouid slmply mean ‘

) . : &

‘ that ‘the’ people who develop the. curriculum activities and the teachers‘

must have a basic and strong feeling of interpersonal regard for students.'
\/

In addition as they plan activities to develop the skilla which are stated

N

as outcomea a great deal of planning and structuring must take place. <

The curriculum hould‘be permissive through offering the 'child guidance

toward'deveIOping skills and competencies through allowing himﬁgreat choice S

- in the particular content tasks,.and activities he will seleCt. The child

where there is great structure and planning ev1dent in the curriculum,

should be largely free to select the means by which he will practice the
skill: The situation is similar to a properly operated Montessori preschool
but tremendous freedom of option and &hoice by students (antessorl, 1965).

A capacity for ‘tolerance, compassion and empathy progabi} contribute

more to a person s ability to interact productively with his peers than

anv other set of skillS. This set of basic skills is the cement whioh
Q

.
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holds the'matrix of any'social organization together.. The,ability of éq;”

person to get along with others, to understand their acts and motives,

[

to empathize with their feelings and values ig probably‘more important,

in one's occupatlonal role ‘than in any other social situation with: perhaps
_the exception of one' 's immediate family."Career development curricula A
.should incorporate many activities which foster the~capacity for interpersonal

'”regard Again the SRA Social Science Laboratory units provide a number

. of activities~wh1ch are designed toWard such ends- Curriculum activities

should include a Iarge number of well designed activities which allow :

. children to adopt others roles and viewpoinfs and explore their interpretations-’

~

~M} of the mot1"es and actions of the persons in these roles.
guality 7--The curriculum must help the child find ways to contribute

neaningfully toqggg‘welfare'of some group.. There are currently Tmore children

*r

: who would like to deliver papers than paper routes in many neighborhoods._ \

Increased specialization and years of formal education ‘have prolonged
' the period of economic dependence of children ‘upon their parents.b Many
N

B cd%ldren have difficulty feeling that anything they do contributes in a

significant way to the welfare of their family or community., Children

someathings and esteemed for their contributlon, Some children satisfy these I

need%hthrough their schoolwork and school and community activities. Many_-
s bmfother children fail ‘to see the relevance of such.activities to anything ' o
) . s e
[of significance or worth Some-encounter'this problem at grade three;
7; ‘many others in junior high,. high school and some 1ater. Minimally‘thebcareer
development curriculum should provide ample opportunity for these feelings
of anomy -and purposelessness to be shared, examined and discussed These '

K - * ' 4 .
q,._ are powerful feelings experienced by most people sometime in their lives., £

**[Pkc
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Théy\need'not be viewed as abnormal or improper. There is no'needrto
.believe that'children should accept trite answers as to the ultimate

s

“purpose of their doing their homework, getting an A, mowing the Tawn, ™
[ ol - . . :

working‘for'a_merit badge in Sc0utslor.going to»college. 'Children should ‘

be aware that'all persons experience such feelings. They should have the b-"

"”‘opportunity to explore with others in various later stages of career .
.developmentjthe'problems theSe»people have encountered,and how they have.

. or have not’ solved them.

[ali.

. At best,activities in a career development curriculum should provide

vthe means for students to generate ways and outlets ‘for the contribution N

H Q
i i ~

of their talents to some constructive cause, to explore and seek out ways

.

<tq express fidelity. This is an acute problem; Bruner calls it the
o l ) ot

conflict between soc1al and personal relevance (1968) ~He notes that, S

unfortunately,»most of the.curriculum which is perceived'as being of.great

. 1)
ey ..

‘social relevance by educators and parenfs is at’ the same time perceived

as; being of little personal relevance by students. A career development'
P .

,'curriculum could vrovide the means for students, teachers and community

N

. .,is%anfissué‘oﬁe:can almost always rally,a”group of‘studentéfto rap.abOUt.
‘Lt 19 an issue which has. no ultimate resolution. Tt Ls also an%issue -"

slﬂhich continues life long in one's career activ1ties and is well worth

:being equipped to think about and deal with Once again-it is.the.process:;

- for dealing with and adaptively resolving such conflict between personal

meaning and goals and social-organizational missions which should be the

° s

goal of. instruction. It is not thqﬁtonvincing of the student or emvloyee ‘

.

- ¢

'that the social relevance of his studying or working must have personal

relevance for him because*it is ‘decreed somewhere by ‘some great authority

et Provided by ERC

- leaders-to deal with and attempt to’continuOUSly'resolve this issue. It .
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These, then, are the basic qualities which career development curricula

. must meet. if they*are to_he_consistent with the basic issues faced bv our,fw;_' i

v society 4n educating youth toward productive wccupational roles. 'They are

; ‘.lr, ) S ’
deliberately broader in scope than the usual approach which chooses to

o . . Coy

present the student. with information about the economic aspects of various

occupations-and think about what_he would like to,do when he grows'up.

S

LT ~Anegign_grinciplesiformCareer;Development;Cﬁrfi0"13

. . . ) ‘ ( ) N a
The basic ptinciples of curriculum design for career devélopment
* - 1 '» RN oty PO

icurricula are'like those for most other programs:’ Many of these princip1es

have evolved out of major curriculum building and.reform activities which ;'
‘occurred in the 1960's and are still underway; The principles stated here ;m :
vare based in part on the author sﬂwork‘in the study of curriculumrdesignf ,ii

"and validation carried’out at the Easternnggiona15 Institute for Education

'~(ERIE) Some of this work is reported in Research into Process Curricula
. =

volune I (Co‘e, 1970) and Process Education (Cole, 1972) The principles

set forth here are also based in large part on the recent work of many

°
-

| other curriculun developers and,theorista,dv”

~

"Principle l o _“' -"‘// h .
The soclal purpose and utility of tne curriculum as well as its value .

_ . . ,
Hﬂto the individual student should be clearly stated and based in some logical- v

- " I_-.

_ theoretical framework. JA rationale which justifies the expense and effor_)

¢ '

of instruction in .the content of the curriculum should be well developed _ :,

\ -
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A clear statement of the values which the curriculum espouses should be

A prepared and be available for examination by prospective client administrators,~

”iwteachers, parents and students.' The statement of rationale “should probably

- deal with basic'issues such as were discussed in the first portion of this

[

-paper. The asSumptions the program developers choose to make within the

contekt of those_issues should,be,clearly-identified. The logic of the

choice of‘assumptions should be presented:.

. some overall“paradigm which récognizes ; e'developmental'capabilities;

Principle 2 . - L
The. structure and organization of the curriculum should'be based on
. . . - - . C “ﬁ‘a o ) .

o

: £ L
1interests”a:d limitations of students at various levels. vThe'paradigm

./1“.

. for the overall structure and organization should also have functlonal

utility for generating a variety of learning activities, topics and

: materials to be’ used to meet, program obJectives._ The organization'and'
- sequencing of activities, topics and the design of materials should be

sbased upon some commonly empirically understood and/or theoretically con-

ceptualized’ theorauof learning and development.. For example, a curriculum

S T ¥ . '
“in career development might be organized in a manner suggested by ‘Gagne

(1970). Eirst the curriculum developers wOuld study persons.successful ‘

in their career building\activityu They would examine people in- various
fcareers at various levels of" development and attempt to infer the typeQ

. of akills which are’ most common and most useful in making career decisions

toward achieving satlsfaction with one 's self and one's work . They‘would'

.

then attempt to pnvduce a learning hierarchy of . skills and perhaps attitudes’

. feelings,'attitudes or. other competencies must a person have before he .

i .-

- N

- and motives. The. 4uestion which would be asked is, 'What skills, knowledges,~;'“‘”"



o,lregard toward peers, superiors and subordinates _in. occupational roles”

sy

gan exhibit a particular terminal skill viewed as essential to successful

‘career_development?"i An example terminal skill might be “interpersonal

<

' . ¥4
Thus ‘the structure of ‘the curriculum and the rearning activities, topics

and materials would be generated and selected to develop certaip skills
believed to be prerequisite”to other more&advanced skills.j In selectino
_ particular activities and topics appropriate for primary grades simple‘

~

i'conceptions of cumulative learning according to Gagne s theory would not

‘;i

thought, speech actions and {nterests would greatly contribute and modify

5be—enough~——Knowledge-of«the developmental~charaeteristics—of~children 5*———4——“——~—~

3

the types of ctivities, topics and materi als finally, selected or generated. ¢

Another approach might be to specify the cognitive and social characteristics _

of children as determined by developmental psychology., Piaget s cognitive ‘

developmental categoriéation of children, the work of Bruner or many others

’ /

might be used as a basis for the-program'structureu Hege the approach would

ol

i

.

. not be a task analysis of the terminal skills to determine a learning hierarchy

,‘.'

‘but a series-of developmental tasks which children need to- master before

‘a being able to cope with activities, choices and problems at a higher and

v

g:‘moretcomplex level.

' In_practice'there.are some. excellent curricula which have used both

approaches, The.AAAS Science: A Process Approach‘curriculum was developed
. o ot

cording to the theory of cumulative learning and béhavioral task analysls

of the terminal skills hypothesized as be1ng used by scientisrs to explore

| the world The book Piaget s Theory Applied to an Early Childhood Curriculum

_.and associated curriculum materials adopts the latter approach to curriculum

”lidesign (Lavatelli 1970) The Man A Course of ‘Study Program is based

-

very centrally upon the theory and empirfcal developmental psychology studies

s el

wll Toxt Provided by ERIC
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of Bruner, his colleagues and students (Bruner, 1960 1967; Bruner, éyver & -
bdGreenfield 1966) The Resnick (1967) early learning curriculum is based on :
—a- combinat101 of bothﬂcumulative~learning—toward-process skills learning*“»“—r“f —
hierarchy approach and developmental psychology theory 1. All ‘of these

o

curricula are aided tremendously in the design of their matgrials and’ activities

and their achievement of objectives through . having a rational and consistent .
theoretic basis.; Any curriculum should have some such identified and organized

basis in the Dchhology of learning and development most do /pt. (Cole &

— Seferian T970)

Principle 3

The curriculum should have stated obJectives These should be of

several types. First there should be broadly stated objectives which are e

designed to convey the general intent and purpose of the curriculum to:‘
teachers,'students and parents.. There should be relatively few of these -
objectives; Their purpose is primarily to inform and influence‘ vThey
should reflect and be consistenc with statements which describeithe!program's
values and asSumptions about basic issues.' The second‘typerof'objectives
should be greater in number and specificity. They'shouldidefine areas:of

PN
' N . '

1The Career Development for Children PrOJeCt is quite strong in’ this -
. principle It is ‘based more on a developmental task-cognitive é%agesv
;[ approach than a cumulative learning hierarchy viewpoint (Bailey 1971, l973)
'~ Vinacke's interpretations of the developmental characteristics of chlldren
are used.to justify the organization of various tasks. The.influence of -
Piaget s theory is also.apparent. The notion of spiral curriculum design
advanced by Bruner. is also incorporated.’ Relationships between broad and
. specific objectives reflect something of a cumulative learnlng task analysis
‘ approach. : : L , -




~

competence, perhaps as in clusters of process skills which are quite performancef

[
>

N
specific but situation generalizable. The third type of objectives shoulds

N be large in numbe “and quité highly performance and somewhat moremsituation'pmr-pbﬁufﬂ

lspecific. They should be viewed as a sample of a given number of possible

objectives within a universe of acts‘or performances which might reasonably
4

be inferred to ioster the intermediate and general objectives. ‘Perhaps an

: example will help.

LI

.SuppOSe a career development-curriculum had.as one of its broad objectives

e e e e e A et S e 4 s e et e

the development of the individual 's capacity to show interpersonal regard e SR
_h and empathy for his pe R superiors‘and subordinates in social task oriented
VCwork) settings._ An intermediate obJective might be, "The student shows
‘respect‘for-others. Another intermediate objective might be, "The student
: canwadopt and role play the role of-a peer, Superior or subordinate'and
.adopt the feelings, mannerisms and actions normal . to that role in resolving ‘
a'given issue.' There are many other intermediate objectives which could

: . o
- be gtated. Let us, however,’continue w1th the one which concerns showing o
. D - . |

’ |

respect for others.' The curriculum designer must ask himself what are A

some ways in which peop‘e show respect for others. He can look around him, \f
watch people think reflectively and gather information from other people

toward beginning to list a numb&; of speciFic activities which indicate
: [

.respect for’ others.' Some of the activ1ties he might list could’ be sharing,.

Q,listening; helping, waiting for and.being patient with otners, caringhfor .

propertyfof others,‘complimenting‘others, being'tactful}kasking others for l
.thdir opinions or_advice‘and so on. He can; armed with his list, begin to

|
|
.;conceptualize; identify and selecRga multiple but"finite,set of activities, |
' Co S o o - ‘ : o
—---topics; situattons-and-materials—for-instruction- whith-allow-these-specific -
v - I . ] , L . . . . . . [
f
I
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performances (skill) to- be engaged in. . He can further separate and refine

the activities to make them more appropriate from a . developmental psychologv .
'd standpoipt and a prerequisite learning standpoint if he wishes. ‘Thus helwwww;w

may generate an entire series of act*vities within a given curriculum lesson

which}illustrate and provide opportunity for practicing'the skill. He can

also stage later lessons for the further practice and generalization of the‘
- gkill in new and umre complex contexts.l Again an example may help clarify

—

this.

i

. SuppOSe "sharing' is one area of activity which the curriculum designer

v<~-feels is particularly important to developing the intermediate goal of
respect for others. He may then generate a whole list of sharing activities.:'
‘First he may ask himself what things sh0u1d or do people share with one

another when they respect each other? He might 1list ideas, - riends, feelings,

food, experiences, fears,}material objects and tools such as crayons, scissors

~money, wheelbarrows; ladders, and coggepts.l 'i The curriculum,designer

vmight‘then decide toLconStruct n number of lessons at the primary,’intermediate,
""junior high and highuschool level around the ‘topic (or skill) of sharing.

He could choose within a given age level those activities involving sharing - ,.

which are most relevant, of interest and likely to be carried out with o

enthusiasm by children. Within the context of a particular lesson he might R

-want to arrange for children to examine the advantages and disadvantages of.

»sharing«and engage in and experience actual sharing activity in multiple ways._;.

Thus lessons at the primary level might involve sharing crayons, ‘food, time

Iv(as in which to show and tell aBOut something one has or has done when every~

d one wants to talk and there is only a limited time), feelings and friends. fl
;—-uater~aetivities—might be;ere conce-rned~with—sharing—-ideas-,-—observationsT ------ e—;é;

and'inferences.- Upper- elementary and junior high activities should continue

[:R\f: activities related to sharing feelings, friends, ideas, information'

€
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and perhaps begin to place'more emphasis upon sharing influence,-responsi—v

i

bility, worriés and concerns, and classroom—cooperate—community resources,.

R ey e -

V'and services.v Each activity would be different depending upon the age level

'characteristics of the children. An activity built around sharing food

»

would be quite different from 2nd grade to 9th grade’ ' '.'3;

.FIE is very important that a curriculum have such a network of logically
- o , : ) . . |

" related objecfives.' Recent emphasis upon'behavioral objectives, while

being very useful in many respects, has also been damaging to curriculum

vdesign by some. One wide1y ‘known advocate of behavioral objectives developed

- a project where teachers in given;curriculum areas simply wrote as many

¢

pecific behavioral objectives as - they could, without any kind of reference .

framework.in broader goals,or purposes. This is indeed a foolish task

sincevtheremare'an infinity of precisely stated behavioral objectives "

. for any content area of a curriculum.' Logically and pract1cally, however,’

»

there are usually only a few generallzable skills which are the purpose: -

of‘vhe curriculum in the first place. If the curriculum designer attends
E] h] .
-not at all to these broad outcomes and ideals, but only writes very precise

. behavloral objectives and designs the curriculum around these he usually

© ends up. being victimized by his own technology

Another common error that some. behavioral objectives advocates havev
. \

made isjto promote the 1dea~t- , "If.you can't state it in behavioral

,rso’foolish.b'Nothing can‘be stated ip absolute,

terms,‘throw'it out!”—This is.
.behavioral terms. The types of‘acts spec1fied as outcomes by behavioral
fobjectives are only partially oﬂservable. Much of the.behavior which produces
the product of performance is unobservable. AslGagne'(l970)fnotes it”is"'

>

~——~4morefappropriate—tofspeakrofwbehavioral—objectivesras_performance~objeetivesr—f—w~+~~—




Such objectives always call for the person to perform some action or series

[

of actiens or create some product.' We judge the adequacy of his learning not .

y S
by observable behaviors (movement of muscles, changes in enzymes and hormone

“levels in tissues and cells) but by his performance which is a ‘compendium

of:manyldiffergnt behaviors. " In fact, different behaviors may often be‘used'.

by the'student to produce'the sample product. An example'is when a student

. subtracts 9 from 23 .by recalling 23 - 9 = 14, or by thinking 23 - 10 = l3

f .

and 9 is one . less than lQuso 23 - 9 must equal 14, or by counting on his

fingers, or by thinking\ 20 - 9 = 1I" and 3 extra: are 14. - His behaviors
-are different in each case. . The product is the same.. ‘The ‘curriculum o

designer who writes an objective which sﬁys,'Given the relationship 23 - 9 = 27

~ the student shall produce with’ 1007 accuracy _the correct answer Which is

‘digit numbers*or_the regl objects the symbols represent_ the studeut should .

l'

14, and who thinks this is'behaviorally specific is fooling himself It
is somewhat performance specific, is product specific but most: definitely

behaviorally ambiguous. A more appropriately stated performance objective

which recognizes the diverse behaviors and routes to determine the mathematical

differences between numbers would be, "Given any comblnation of one or two
/.

.. and lesser value (number) Furthermore he should be able to do so by several

»alternative methods which he can. explain and demonstrate and which all

i

yield the same answer.. Now with this objective and information about the

basic mathematical properties of number systems an entire series of lessons
- | .

can be designed and taught around'this'performance obJective.' : o }“<

1
i

i“-Another common;error which some behavioral obiective'advocates'make is'"

* o

4

be able.to accurately determine the difference in quantity between the greater-

n
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\_1§vthinkingjthat broad goals can be achieved simply by translating.the broad
. .. goal into one specificAperformance objective. Let melprovide another example.
'Supposing we_began'with.the broad objective suggested earlier as appropriate
vfor a career'development Curriculum. Thisfbroad objective was ”interpersonal
‘,regard and empathy toward one's peers, superiors, and subordinates.’ Suppose
we followed the suggestion of some helpful educational psychologists who .

.tell us to narrow this down to one intermediate type of behavior. .Let us

-

.select again "sharing. Suppose we further narrow this down by operationally
deciding what it is which can ‘be shared. We' ‘decide it is crayons. Now we

write a "behavioral" ogf\ctive for elementary school level students as

-

‘follows. "Given a color1ng task and too few crayons and colors in the

o possession of any.one student to-complete the task, individual students .

will share with one another their few individual crayons enab]ing all students'

.to‘complete;the task thh many crayons-of many colors.' This is a reasonably

good objectiVe. It has meaning and relevance within the broader obJective
R . .
from which it was derived. It is operational and logically appropfiate..

)

"However, having generated this one- obJective and’ designed one, two, r1vem

or fifteen lessons;abOut the specific activ1ty of.sharing crayons.cannot

berassumedfto;have met,the broad objective‘or even greatly'generalieed the»
skill of sharingl BEEE
There are in existence books and tralning materials and fllms for
) ;neachers which suggest that one,nee@ only govthrougu‘such a procedure to
'achieve instant success‘in meeting all-those‘noble,goals for-students.-
Nowhere,.in some of‘these materials;fis it suggested that the process‘of
narrowing down the‘broad goal must be engaged'in'again.and againﬁ Th@i these

: multiple intermediate goals must be in turn each narrowed down .again and

again'. .That one- ends up with a whole large number of intermediate objectives

[:R\!:~erned with interpersonal regard not Just shéring, and that each

v
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intermediate objective generates .a whole host 6f specific objectives, not

‘ just sharing crayons, but sharing many other things as well : Unbelievably,
~ .dome of these experts deliberately communicate to teachers the idea that

'_if you narrow do.m" interpersonal regard and empathy to 'sharing" and.',

g

and develop crayon sharing actlvities you will

sharing to sharing;crayons

have replaced ambiguous‘and largely»worthless goals ( interpersonal regard"
~and ' sharing 1)) with good operational, achievable, measuxable goals. After
~ .

"ail——anyone"can determine if a student shares his crayogs. The tragedy

“ 1
“is tha any'teachers and some turriculum designers practice this nonsense.

! ’
.-

'The resultant curriculun designs are actlvities concerned with sharing crayons,

,sorting squares from circles, maklng straight lines and curved lines,_reciting

lists of words, naming major job categories, etc.qall of which may be- appropriate
activities, most of which have little logical'relationship.to one another
and collectively which have little promise of enhancing any generalizable

concepts, competencies'or skills. I have.deliberately chosen not to reference
: . K ) . . - ' ’ ,. » . ’ o ’ .' a‘ i’
‘the works of educational psychologists whao have produced such foolish advice.

This is not out of concern for~embarassing them. They deserVeﬂto be‘embarrassed
p ;
and worse. Perhaps failing to reference them will help prevent any further

dissemination of their foolishness. ' 'i S bv o -

PerhapSJthe frenzy and fanaticismbwith Whichssome educators have

_ approached converting the world to. their new found rellglon of behavioral .
objectives is based in an 1nadequacy in their own personalitles to deal

with uncertainty. lhus it has become for them a new and r1gid fundamentalism

_-which if practiced in its narrow sense seems certain to make -the curriculum '
R

eveniless personally ‘and socially relevant. R
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Performance objectives are powerful
: ' tools. -
They are -thought to be noble only
' by -fo0ls! .

Used properly they help one to kihow
‘"How to insure that great ideals
Can be apprehended and used
Toward doing that -
Which needs be dond
Joyfully and with zest.
"By .almost anyone.
. . .They are not a way
N To avoid.the deeper meanings
<~~w~——~"*«0f -existence--and purpose.
R There -is no escape from
- asking "'why?" : _ :
No technique to banish uncertainty : L -
and doubt.- . ' ' \ '
Questing for meaning and morality'
That s what life s about.

L]

Principle 6 .

The content of a curriculum must consist of a wide array;of multiple

‘ A
activities, materials and topics both within given smaller units of its

"'content and across 1ts total program. To the . extent that a curriculum
,has a proper logical theoretic basis and a set of appropriate broad obJectives
and multiole logically derived intermediate and,speciflc-objectives it is
~possib1e to achieve such a wide array of topics, materlals and activities
-as the rontent of the curriculum To the extent that ‘the broad and inter~
Tnediate goals -are’ generalizable skills, strategies or. processes for . dealing .
_i with aspects of problem solving and . copiné behavior the array of possible
actlvities, topics and materials becomes wider-and'the_choice of particular -
content‘less crucial.' | “

o -
-~

lhere are'at least four reasonsvwhy A”cﬁifiéﬁiah should contain such

'la wide variety of materials, topics and activities. )
'l}- The generalization of - concepts and skills is best achieved if those
concepts and sPilLS are shown.to be: and experienced as useful and’

O

~
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s . ﬁ

'applicabie in a wide array of situations'which differ in many

ways. - This is how copcepts and skills are naturally internalized -

“and " come -to be generalizable in their application (Elkind & Flavell

1969)- Piaget's process invariants of assimilation, accomodation,

coordination and integration are based upori such multiple expressions’

and experiences of concept systems and skills (schemata). Bruner's
(1960, 1969) notion of the development of meaning and conceptual-
ization through building structure and "going beyond the information

- glven" by capitalizing upon redundancy in perceptual—cognltive

patterns of an éver changing world is still another recognition
of how:learning of ‘concepts and skills occurs. Gagn&'s (1970)

. notion of vertical and especially horizontal transfer of training.

as well as stimulus and response generalization in development

of intellectual skills is a third formulation which.recognizes the
same phenomena by which concepts and skills are learned, internalized
and applied. If a skill or concept is to be well learned and in-
ternalized, if it is to have great utility in as yet unencountered

- future situations,: it must be learned through a set of diverse

activities and experiences.

Multiple sets of activities, topics and materials organized as e

-a means to achieve certain goals provide students.with many options.:
.Students may-exercise choice.’ They may make decisions about how’
“ they choose to define.and extend the llmlts of a concept or to. test

.the strength of a strategy or skill. This {s the essence of -

':indiv1dua1ized instruction, not the usual 1ndiv1dually prescribed

instruction approach where 'the only individualization is of learning
rate. Most individualized: learning programs provide for less

" individualization. Typlcally all students follow the same route:
'through the program, do the same things in the same sequence,

being ‘allowed individuality only in how fast they. choose to go.
Individualxzation should  offer more choice than for different rates

of learning. It should offer choice. for topics studied materials
, used and activities in which students are engaged

.. The assembly of multiple sets of topics, activities and materialsr

for -given lessons -and units of . a. curr1Culum which are all concerned

- with promoting the same concepts or skills produces an array of o

situational test—ditems: - Any given topic, activity or set of ;
\¢hich are designed for use in learning- activities cap— ~
be set asidg to be used to pretest or post-test student competencel-’
The . instruct onal activities and tasks are no different from the'.

ties in’a properly des1gned curriculum. .They
activities designed to develop competence toward-

‘tertain concepts and skills.' ‘Sotle- subsample of these can simply

__ be reserved for pretesting to diagnose for the student and the

teacher; the students. level of competence in a given area at:a .
given time. Depending upon - the diagnosis the ‘student may or ‘may

not need to have additional experience in generalizing and internal;,

izing a part1cular concept or sklll Suppose "sharing" is the skill

.- R . : . ‘ ) . ) . ' _.."”’ .
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~of interest. Perhaps he already shares very well in nearly all
situations. He needs, therefore, not to*be futther instructed
) . in sharing skills. He perhaps mneeds instruction in “accepting
- responsibility skills." Diagnostic tests provide the student.
©  add the teacher with information important in making decisions
about what to do next in the progression of career development
decisiuas. ‘This is not unlike the process the student will be
engaged- in as an adult worker. : .

. Other tasks .can he" reserved to measure the ‘growth in concepts and
skills of . the student after he has participated im n —learning—
activities. The completion of the test task is itself instructive

" since it prov1des one more situation -in which the studen;/can
'generalize his skills or concepts. :

4, Variation'in.the_topics, activities and materials of a curriculum
' combats habituation and stimulates motivation and attending behavior.
~ The wider and more diverse the activities, topics, materials -,
and media of instruction are within' a common core .of concept o¥r .
skill objectives the more - interesting the program will be. This.
was a design. pr1nc1ple often ignored by early . training films and
'pen and pencil linear learning programs. Both were equally adept .
at often putting even normally motivated and interested’ learners
Anto a near state of sleep. Berlyne hypothesizes on the basis of
many experimental studies that a lack of wariation in stimulation
in an environment leads to a reduction of arousal and ultimately.
to sle€p. A stimulating, varied environment leads to exploratory
and questing behavior (Berlyne 1960, 1963) : .

0

Again excellent examples of curr1cuI _THTTT—__et‘thismdesign criteria,'

are the AAAS Science. A Process Approach curriculum and_the Man. A Course

~

.of srudy program. Others which.are.addition;l good edepLes are the Elementary

: Science Study Units, MATCH units and the Science Curriculum Improvement Study

'pxogram. When properly used the good motiyational effects of these programs :

.on students is -very apparent as has been documented’in variousfevaluations.

Principle 5

The curriculum should- include a teacher education component.. lf the

: curriculum is a major program wh1ch spans multiple grade levels and which

‘is expected to be widely disseminated the teacher education program-should_

necessarily be more- complete. The methods, techniques and content of the \

-~

Q 1cher education program shouId be consistent with the curriculum organization,
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;content and value orientation. The teacher education program is itgelf

A

L a curriculum and it too ideally should meet the design principles ch
, ] -eh

-~

‘have been stated previously.

To the extent that the curriculum,requires extensive~teacherfeducation

activities the agencies and persons -who usually train teachers must eventually

— Py

; become involved in the training if the curriculum is to be ﬁidely disseminated
' Suggestions and guidelines for involvement of such groups in teacher training

-['activities are provided in numerous sources (Cole, 1972 Cole & Herlihy,

a

1971; Havelock 1969,-1970). _ ' : 7

g Principle 6
" The curriculum should be evaluated during its development its trial

utilization and;its~diSsemination. Evaluation should be largely formativef

. | -, in nature with summafive'evaluation occurring periodically to-determine

: - . ‘:\\, . C By . o '. v . " .' ) S
‘how effective components cf the 'program are in meeting certain objectives.’
Procedures for'eonducting'fgrmative and summative ‘evaluation are well -

f

‘outlined in a number of recent sources.-l J

: Formative evaluation is the process of making rational decisions L i

]

7ab0ut how to design'and implementha new curriculum or program to~meet

o specified broad intermediate and specific goals.A Summative evaluation ‘

v

'is the determination of how well certaxn aspects of the curriculum (learning o

-.activities,_topics,.materials, etc.)_are functioning in mee__ng these',
stated_quectives. Summative evaluation should also,aﬁd ultimately always

does, include "goal free evaluation”VWhere the outcomes and effects of the

-

ﬂ'*%~curriculumfare examinedfagainst the goals of : ny‘other'groups,which-may

I
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and explains in greater detailcthe_procedures.of formative, summative and

"goal $ree? evaluation is "Evaluation of Experiential Education Programs"”

(Cole, 1972). This paper.reyiews and presents some of the recent thinking

about these.aspectS’of curriculum'evaluation?b

q

Not only must the instructional products,. materials, and methods

: -
of a curriculum be evaluated, the procedures, tactics and plans for dis- .

. o S

‘ seminating and implementing_the program must also be formatively evaluated

if the\curriculum is to become widely-used and adopted. Some general |

‘procedures for these‘activities are . contained in "Guidelines for Project

'[ Design, Implementation Monitoring and Evaluation" (Cole & Herlihy, l97l)
Procedures for the formative and" summative evaluation ‘of the. instructional

_materials and methods of a curriculum as well as the teacher educationvv \

program and dissemination and installation plans should all be clearly

'_established and followed throughout the design and implementation of any n

major currlculum,

,Principle 7 \_ ;-ﬂ. s” S
The curriculum should be exportable and replicable- if it is to be

. widely useful and influential Th1s is a design princlple which’ is often .

. /
s

1.'not met ‘by programs which may be excellent in attention to other/principles
(Cole 1970 1972) If a curriculum depends upon the presence of a given
_.individual Fo* its proper use it will be very limited in its use. Likew1se;
£ it depends on special and unusual materials wh h are not generally -

'available or whiohweannot be'made easily available at moderate cost it will

~

balso be quite restricted in its dissemination.g
Existing curriculum materials can- be categorized into . three general

‘ groups. _Oneégroup consists'of—extensive’sets of activities,,topics and

N . . - . e e
- " °

o ;sical“equipment_organi2ed*in_some sequence.. A second group consists S -
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.of "teacher education ‘strategies and no physical\materials. Programs of
this sécond type seekvto,cause changes in the way the teacher uses the

: content'and:materials which presently comprise the curriculum. Often no
new materials are neéded but'rather‘eew ways to use the existing materials
and new roles for teachers and students within the learning a&{ivities .

°

* centered around those _generally available materials and topics. A third

type of curriculum materials.are 'short duration, well organized “and defined

- instructional packages. Examples would be the MATCH units or specific
: : ER
oom gaming activ1ties‘which come in a kit and include all the materials

.

And instructions for use. " These: various types of curricula have the bility

) communicate to teachers and students different types of information.
Pro ably a major curr1culum design should include all three types.i

The finished curriculum packﬂge should be ‘well defined and packaged
A It should include a body of available materials for use in learning actIv1ties
' : s . K . .

with students identified topics of study, instructions and~suggestions

~

-'for the use, further organization, adaptation and generation of’ materials

\ &8

topics and activities to meet the stag@d objectives, and procedures for
*v‘vevaluating student progress toward those obJectives. As noted.previouslv.

there must also be instructional and training materials for teachers which

-

“develop proficient and flexible use of the curriculum materials to meet
local needs and capitalize on local resources. A paper which deals with ™

s(me of - these properties of. curr1culum materials and procedures for ‘the

":vlogical validation of given ex1sting curriculum procedures, materials and

Aer

N

components against broad program goals is "Exemplary Curricula as Vehicles

-for Facilitating Creativity" (Cole, 1970y. . -

‘ These general principles of curriculum design will help insure a .

v
t

product likely to be worthwhile and functionally installable in many schools

wll Toxt Provided by ERIC . . A - . R . .
. A -
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2 T 1)

Logical Validity‘of the CDCP Paradigm - ' I L,

~

TLelprevious issues, qualities and principles concerning curriculum -
design may provide a useful framework from.which to examine the logical' ™

validity of the‘CDCP'paradigm as’well as other career education programs._

Time does not presently permit the author to complete an extensive and
&

._’detailed analysis of the CDCP paradigm against this framework - ‘ » -

It is apparent that-theACDCP paradigm does meet most of the suggested
criteria quite well\in its present stage of formulation.- It builds upon
“and extends the fundamental conceptions of career development and career

'maturity which have been in development through the work of. Parsonsa Ginzberg,

S

"Super, and- Crites._ The program perhaps goes beyond this earlier work in

Vproposing that career education has a dua1 role o helping individuals

]

L,toward a Maslovian ach1evement of being needs within the context of doing e

“growth and development of seif-thrust which is often lacking in pro ams

.nnre impersonally concerned with producing -workers for’a strong economy.

Becau""of this rooting in histor1cally evolving concepts and ideals the

f*long range*outcomes its- programs and materials produce should be quite

’ B}

,easily and appropriately evaluated in a summative way through presently

e

The program in bo its supporting rationale documents and its proto-

e

-type 1earning activ1ties does convey quite clearly its assumptions and

' values about most of the jor-issues which have been discussed ..In large
. ‘ ; :
‘measure those assumptions are similar to the ones which Eave been presented o

in this paper and logically defended The rationale and tHe paradigm for - s

“.
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..the. program appear to be directed toward and capable of meeting the qual—
ities suggested as baslc for.a sound career development curriculum.

The CDCP paradigm meetsvwell-the design”principle ofvlogical—theoretic
/’framework to justify its effort. ltbmeets even'better the second,principle
which calls for a structure and organization of the curriculum within some

empirical logical-theoretical framework of developmental psychology and -
learning theory | The program also has broad objectives with stated rationales‘
'and appears to have sampled appropriate numbers of specific‘objectives
for use in“generatingvand designing instructional activities ann;materials
and sampling topics for study '.The"program could be'strongerfin.generating
and perhaps better réelating some specific objectives to major goals at
: qome points but it generally approximates this idéal much better than.
7most curricula. 7 - |
The program could better meet the design principle of : having a wider
1_array of topics, materlals and-. activities within given levels designed
: -
to achieve stated-competencies. The prototypevcurriculum materialsﬂare
fairlyvbroad and varied'and_begin to meet this.criterion.-jThé\curriculum."
generation paradigm seemS'capable of:fostering‘such diversity in instructional'
'materials designs.“ Itl' ' be presumed that as more development work is r*—;;t‘
bcompleted the program w l be strngthened in this respect._ One procedure.
;whivh*might help achleve more diversity in instructional materials and act- . = . _
'-ivities while-also building a bett logical relationship between broad | |
-intermediate and snecific objectives is tue translation and reorganizatlon

'of the six domains of behavior (Bailey, 1973, p. 7) into process skill

categories.: TheSe are essentially process skills now but could perhaps'

b better ekprejsed as clusters of skills. For example concepts of self”

e V . /( " . R . -' -'j-__“ 5 . " -
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z'might be translated into-"knowing self"; "liking self", “feeling_esteemed",
-,"being loved",:"inferring self" or whateveruother skills'areigenerally I
thought'to be involved in nurturing'strongfself concepts. ~"Information
"Processing Skills" might be translé%edwinto "gathering or - seeking information
organizing‘information., 'using information to make decisions , Voﬂ%erving
;and_inferring information", etc.v "

" The program cannot, of course, fully”meet design principles 5, 6 and

7 at'this'time since it iemstill in the planning and prototype development
sﬁhge; It appears, hoWever, that in future'program development attentionh
- shOuld bergiven to each of these dimensionsfﬂ Evidence of planning toward
_nneting adequately the’ criteria of ‘each of these dimensions is found in -
the "Request for Publisher ASsistance produced -and distributed by project
pereonnel attempting to collaborate w1th commercial publishers and '

ﬂ.distributors‘of curriculum materials in the next stages of curriculum -,
development,'teacher education, program evaluation, and dissemination.

3

',Thie'document is an excellent indication that the program developers'are

aware of these needs and are attempting to meet them. One note of ‘caution
: - . I S '

.-

‘needs to be raised. Many cOmmercial producers7are'not intefested in or

"willing to invest much time or money in developing teacher educatﬂon programs

or conducting proper field gtudies and evaluation prior—to wide scale dis-

I

~semination and implementation. Rather they wish to deVﬂlop the materials
TS . / R
quickly and disseminate them rapidly to return money on production and )

' )
. development costs. Consequently it may be wise to write into the contracts

v

o e
with commercial producers, agreenents for teacher education and evaluation

be carried out by_some other groups, Local universities and

‘functions
- g - . . |
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o

Doctoral students often have difficult times identifying significant reaearch
topics for their dissertations. Designing compenents of'a teacher education

program and evaluating them or designing and carrying out evaluation plans
: Y

¥

to determine the effectiveness of.certain curricular components would be
most WOrthy topics for doctoral students in educational psychology and
curriculum“and-instruction'departments: 0f course in using these college,(;
!and university resources, the program developers should prescribe very '
'carefully the type of’ program or evaluation to be designed aﬁd carried

. out_as most_graduate students and»professors~will not have the necessary
broad conceptualization{of the program Vhich'may'be necessarykto proceed '
with a proper and- effective traiding and evaluat on. design In.such situations
it is wise to establish a series of tasks and milestones which are designed

to insure keeping the’ work onAtarget.. Such activities cannot -simply be.
globally subcontracted They must be carefully planned and supervised

oy
by the project*staff if the results are to be logicallv integrated and

meaningful.

K
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