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FOREWORD

Volume II (Section G of the appendixes) consists of all
of the major presentations at the Institute for Curriculum Personnel
Development conducted by the Department of Vocational Education of
Colorado State University under a grant from the United States
Office of Education during fiscal yesr 1973. The entire report
(including this section) is pursuant to completion of that contract.

Three separate institutes were held to gerve parcicipants
from all parts of the nation. The lncations were: Fort Colline,
Colorado {(October 23-27, 1972); Wsshington, D.C. (November 13-17,
1472); and Auburn, Alabama (Pebruary 5-9, 1973).

In general, each consultant gsve a presentation(s) at each
of the institutes, thus otly one paper 1is included for the topic
discuased. When a different consultant served at another institute,
this presentation is alao included in this volume. The reader
should consult Volume I, Section D of the appendixes of this report
as to the actual location at which a particular consultant made the
presentatien.

Special thanks is extended to Dr. Elizabeth Simpson,
Director of the National Curriculum Center for Occupational Education,
and Mr. Bill Berndt, Program Specialist, Curriculum Center for
Occupational and Adult Education for their capable agaistance in
the implementation and completion of this project.

In addition special recognition is givzn to Ida Lou Delehoy,
Secretary; Patricia Hemby, Secretary; and Ralph H. Green, Research
Agsoclate for their attention te details of conducting the
institutes, and data collection, analysis and aasistance in the
preparation of the final report.

It 18 the hope of the institute Co-Directors that the
compilation of these preaentations as a separate volume will assist
those seeking further study and resource material relatad to the
development of personnel and programs to improve Vocational
Education and Career Education.

Di:. M. E. Larson, Co-Director Dr. I. E. Valentine, Co-Director
Professor of Vocational Education Professor of Veocationmal Education
Colorado State University Colorado State University

Fort Collins, Colorado 80521 Fort Collins, Colorado 80521
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ROLE OF THE CURRICULUM CENTER IN U.S5.0.E.

by
Flizabeth Simpson*

The Curriculum Center for Qccupational and Adult Education
in the Bureau of Adult, Vocational, and Technical Education has
been in existence for something less than a vear. The Center was
instituted at the bureau level in order to provide for coordination
of curriculum development and management efforts across division
lines and to address natiocnal concerns in curriculum development
and management in vocational-technical and career education, the
latter in cooperation with other units of the (Office of Education
having career education as a priority.

Members of the curriculum center staff include specialists
in curriculum development, collection and dissemination, teacher
and leadership education, and career development guidance and
placement. A specialist in Manpower Education Curriculum Develop-
ment was assigned to the Center for 90 ¢ays and continues working
in close association with Center staff. Close liaisgson with
curriculum development efforts in adult education 18 maintained.

As the new Bureau of Occupational and Adult Education
comes into being, headed by Deputy Commissioner William Pierce who
will be meeting with you on Thursday, some reorganization will
take place. The Curriculum Center will become a branch in a
Division of Vocational Fducation Research. 1Its mission and objec-
tives will remain essentially as they are now. The new division
will bring toge+her the research, development, and demonstration
efforts in vocational-technical and related career education. Such
coordination should make pcrsible more significant impact on major
problems of our field.

The role of the Curriculum Center (or branch) 1s more
than that of a dispenser of grant and contract awards. However,
grant and contract awards is part of this unit's business. A
number of projects funded under Part I, Curriculum Development,
Vocational Amendments of 1968, are coming to completion and result-
ing products will be made available to the field. For example:
eleven products of curriculum development projects funded in FY
1970 wunder Part I-Vocational Education Curriculum Development,

*Elizabeth Simpson, Director, Nstional Curriculum Center
for Occupational and Adult Education, BAVIE, U. S. Office of
Educativn, Washington, D.C.



are to become available 1in approximately the next six
months. The printing and dissemination ef the eleven curriculum
related products are being carried out tarough five curriculum
laboratory projects which were funded in FY 1972,

Each of the five curriculum laboratories will be respon-
gible for the printing and dissemination of one to three of the
products. A quantity distribution of each will be made to each
State vocational and technical education department. After this
dissemination, copies will be available for purchase only from the
Superintendent of Documents.

The following publications will be printed and disseminated:

CURRICULUM GUIDES - 2 year Post-High School

Library Technical Assistant
Alr Pollution Technology
Soctal Services

Teacher Alde

Medical Radioclogic Technology
Veterinary Science Technology
Law Enforcement

Educationsl Media Technology

MISCELLANEQUS MATERIALS

State Instructional Materials (7 annotcted listings)
=Agriculture
~Distributive Education
=Health Occupations
-Heme Economics
-0ffice Occupations
=Technical Education
~-Trade and Industrial

Organizing Consumer and Homemaking Programs fcr Out-of-~
School Youth and Adults
Administration of Ncecupationsl Education

Information can be obtained as to availability of these
publications atter April 1, 1973, Contact the:

Curriculum Center for Occupational and Adult Education
Bureau of Adult, Vocational, and Technical Education
U, §. Office of Tducation,

In Fiscal '71, major curriculum projects furded were con-
cerned with curriculum derelopment in the following occupational



clusters: transportation, communications and media, construction,
manufacturing, public services, and recreation and tourism. Con-
tinuation funding of these projects in '73 will make possible

fur ther development and fleld testing before the curriculum guides
are made avallable generally.

In fiscal '72, 33 projects were funded. You will be
provided with lists of these projects, which are categorized as
follows: curriculum manzgement, bases for curriculum decisions,
occupational education curricula, general career education, groups
with special needs, and consumer education. TFerhaps you were among
those who heard progress reports of most of these projects durini
the AVA Convention in Chicago 1In December. We are now in a funding
period in fiscal '73. Decisions regarding what to fund have been
nade but the amount of paper work, review, and just plain bird-
dogging to achieve closure on '73 funding is tremendous.

One of the major goals of the Curriculum (enter has been
to develop a more coordinated approach to curriculum development
and managemen’ at the national level and to encourage coordination
at State and reglonal levels. 1In this regard, five State curricu-
lum laboratories have been funded for an 18-month period to improwe
their capabilities as curriculum management centers and to re-orient
their efforts toward career education. Proposals from 32 states
were received, and, after careful review of these, the five funded
weret Oklahoma, Mississippi, Kentucky, Illinois, and California.
These States are now meeting with neighboring States for the purpose
of coordinating and regionalizing their efforts. The results
should be improved decision making with respect to needs and as-
gignment of responsibility, less duplication of effort, and improved
dissemination.

The Curriculum Center has a role in determining areas of
need for curriculum development in vocational-technical education.
One objective has been not only to support the development of
curticula in the occupational cluster areas and the updating of
curricula in more traditional areas, but alsoc to move into areas on
the cutting edge: curricula for new and emerging occupational
fields such a8 nuclear medical and electro-mechanical technology;
curricula related to the special needs of such groups as blue collar
workers, gifted and talented, handicapped, etc.; and curriculum
adaptations for media for home study, such as CATV (community
antenna television) audio-video cassettes. With respect to new
areas of interest, an excellent proposal for a toy-games curriculum
has been received.

Having specialists in teacher and leadership education and
career devalopment and guidance in the Center means that We are
constantly made aware of the importance of every curriculum effort



having teacher education and guidance components. In fact, a
policy with respect to funded curriculum development projects is
that they should have teacher education and guidance components.

Early on, when curriculum center staff constituted a task
force, rather than a center staff, the following national problems
related to curriculum development and management were identified.
The center branch is commitisd to addressing these problems:

1. There is no comprehensive state—of-the-art study
of curriculum development in vocational-technical
and career education,

There are now some bits and pieces for
example, career education of Indiana and
those in correctional institutions, DE
and career education. Every major cur-
riculum development project begins with
a state of the art study.

2. Much work in curriculum development is in prosress,
but efforts are spotty and uncoordinated. There 1is
much duplication f{n some areas whereas others are
virtually ignored. There has been a tendency to
give legss attention to those that do not fit
easily into traditional vocational education
categories.

3, Little attention has been given the relative effective-
ness to the various procedures and products of
curriculum development in vocational-technical and
career education.

(A variety of patterns of development and
testing curricula - no study of cost
effectiveness of the method,)

4, There has been fnsufficient attention to the bases for
curriculum decisions.

Most of our curriculum development in voca-
tional-technical education has been in a very
linear mode. There has been little attention
to social condition and needs and value con-
siderations as related to curriculum decisions.
Our Wednesday sessions at this ipstitute are
related to this problem.

5, Many curriculum materials in use have not been
varidated through rigorous testing.

o




6. In general, curricuium development does not
reflect the continued advances that are being
made in educational media and technology.

7. There are vast curriculum needs of special
groups. TPor example: curriculum materials do
not reflect cultural values of minorities.

8. Prequently, major weakness has been failure to
disseminate and to provide for effective use of
curriculum materials.

9. Increasing geographic mobility of persons in the
labor force seems to indicate the necessity for

. emphaais on standardization of certain types
of curricular content; certainly an emphasis
on adaptibility 1s needed. But, among some
educators, there is still a feeling that all
curviculum development must be done at the
local level.

10. There 18 no provision for a systemati: :ad
continuous review and updating of ruvvicula,

In this brief presentation, I have tried to touch on some
highlights of the curriculum unit's role and responsibility. The
Curriculym Center{branch)is in the 0ffice of Education to serve
national neede in the area of curriculum development and management
in vocational-technical education and that in the context of career
education. We are making every effort to coordinate our work with
that of States, regions, other agencies of govermment, and pro-
fessional organizations. We solicit your help in these efforts
and your suggestions for improvement of our operation.




INSTITUIE OVERVIEW

by
William Berndt*

Thank you, Dr. Larson. Let me welcome you to this week-
long institute for Curriculum Personnel Development. I am
responsible, as you may know, for monitoring this project. This is
one of the many projects that we In the center have to monitor. Dr.
Simpson and I will share this monitoring time as we alternate our,
attendance here during the week. We do asgk each of you, if you
have any problems or issues in regard to the sessions, to offer
suggestions that will assist us in conducting this Institute arnd
the Institute which follows in February at Auburn, Alabama.

) The Office of Education has, in previous years, done
ccuasiderable to extend both manpower and funds toward curriculum
dnvelopment. However, much of what has happened occurred in
curriculum conferences, workshops, and the 1lilke. Five were held
duriag the period of 1967 and 1970. These five different workshops
were funded by research funds. Another one we funded directly in-
house in the Division of Vocationsl-Technical Education with what
we call 5 and E funds or salary and expense funds. There also has
been some EPDA wmoney used for one of these conferences.

The first one of these five that was held was the National
Curriculum Materials Clinic that was held in Kansas City in
January, 1%967. My intention here is to i{llustrate that the center
has triled to do something in the arza of curriculum development.
Prior to these five conferences sponsored by the Office of
Education: the Nationmal Leadership Conferences, the Conferences
for State Directors, the Conferences for Teacher Educators, all had
as part of their programs some emphasis on curriculum development,
although the entire conferences were not curriculum related until
the f£ive I have mentioned previocusly. Unique to the Kansas City
conference it was the first time all of the vocational services
got together and talked curriculum.

A research project was funded with Penn State University in
July of 1968 in which they held two Institutes on Innovative
Curricula. The research people had funded a variety of projects.

At these two institutes they communicated concepts and procedures

*yi11iam Berndt, Program Specialist, Curriculum Center for
Occupational and Adult Education, U.S5. Office of Education,
Washington, D.C. 20202,



of these projects, such as Project, Quincy, Massachusetts, and
others on which they had done much work. Another institute was
held at Virginia State Collefe in August of 1969 and was titled
"Design and Modification of Curriculum Materifals.”" The next
institute was Leadership Development in Curriculum Planning which
was held in Kentucky and funded with EPDA funds. PFourteen states
participated in this conference with each state developing a curri-
culum leadership development plan for their state, then on
returning home to put that plan into effect.

The fourth conference was the National Conference on
Curriculum Development which was held in Dallas in March of 1669.
This was one of nine other conferences which came~out of the
thrust of the 1968 Amendments for Vocational Education. It was
conducted on a project basis by UCLA and funds for this came from
evaluation dollars. Each of these ten conferences was then
incorporated into regional conferences with the purpose to study
the gections of the Act that related to curriculum development,
to develop guidelines for interpretation and action for the gix~-
purposes that are spelled out in Part I of the Act, and to answer
questions as to who, what, why, where, when, and how with regards
to curriculum development. As a result of this conference, a guide
for Development of Curriculum in Vocational and Technical Education
was developed and several of you should have received a copy of
this several years ago. Twenty thousand coples of this gulde were
distzibuted through the regional offices to the State Departments
of Education. Coples of the document are not now available in our
office, and 1f the regional offices did not distribute them,
perhaps they are still available from them or the state departments.

If all of the issues and problems cited in this document
were solved, we would have no need for this meeting this week.
Obviously, they are not solved. A lot of suggestions for the
resolution of the problems.are cited, and if you have an interest
in curriculum, you should read this report again. One of the
purposes cited in this document is the tralning of curriculum
personnel. This 1is yhat ye are trying to address ourselves to
today. We are trylng to be responsive to that sub-purpose spelled
out in the Act; but, overriding that is the fact that there is a
great need for developing, updating, and improving the curriculum.
It can only be done through the training of people.

As I mentioned previously, Part I contains six sub~purposes
and the specific one that relates to this institute ig the training
of curriculum personnel. As you yell know, we did not receive
curriculum funds under the Act until fiscal 1970. We attempted,
both that first year and the second year of funding, to address
ourselves to this issue and the problem of improving curriculum
through the training of curriculum personnel. However, we were



unsuccessful 1n each of the two years to do what we desired and
intended, As of last year, in fiscal year 1972, we did get this
one project underway.

Let's take the issue at hand - this training institute,
Three of these institutes are being sponsored under one project.
The project is with the Colorado State University. Projrct co-
directors are Dr, Larson and Dr, Valentine, whom you no doubt
have had contact with through the past few weeks, This project is
supported with our fart I curriculum funds. The three institutes
are the one that was held in Fort Collins, this one here
(Washington) and the third one at Auburn, Alabama, in February
of 1973, The three were setup to cover all three sections of the
country. Fort Collins covered the western part of the United
States, this one covers the entire eastern seaboard and midwest
aad the third conference will cover "he southern half of the
country. In keeping with the Act and Amendments of 1968, this
institute 1is intended to assist you to meet the needs of curriculum
development as we sSee them,

Now, let's take a look at how this program was developed,.
We want your feedback as to whether it meets vour needs, This
group is diverse and it won't meet everyone's needs to the same
extent, but do let us know your feelings about the institute as
it develops. A project advisory committee was formed with elght
individvals from eight states, These elght persons represented
teacher education, state directors, curriculum labs, and the Ohio
Center, In addition to that, Dr., Simpson and I participated in
this advisory group as well as the two project co-directors. We
had a day long meeting in which thig program was planned and many
contacts thereafter resulting in revision and redirection., One of
the items spelled out was who should participate in these
conferences, First of all, the meetings are directly for
curriculum personnel now in wvQcational and technical education,
gsecond, for those In teacher education in vocational and technical
education, and a third category was other, At each of these
institutes we are trying to include eighty peo,.le. About 150
persons were suggestad for each of these institutes with
suggestions originating with the state directors. If they provided
the proper information, then those of you here are the ones that
can benefit most of all,

In addition to participants being from the two categories
that I mentioned, it 1s also designed for our central office staff
here in Washington and for our regional people, Hopefully you will
meet some of them thls week as they will be working right with vou
in upgrading their capabllities,.

i0



Curriculum development persomnel require many multiple
competenclas. Let me enumerate briefly some of them. This 15 not
an exhaustive listing, but these are important to possess in order
to do a good job of curriculum development. These are as follows:

1.
2.

10.

11.

Be able to organize and coordinate the work of a team
Have knowledge of the various theories that relate to
curriculum development, have the ability to analyze
those theories and adapt them for use in vocational and
technical education

Have the capabilities for diagnosing the present and
projected needs of the learner

Have the ability to make competent Jjudgements as to the
validity and the importance of content material

Have a comprehensive understanding of sociological and
psychological principles of learning

Have the abllity to develop objectives in behavioral
terms

Have the capability to organize content and learning
processes into a sequential activity

Have the ability to develop procedures for measuring the
learner's progress

Have the ability to translate objectives and
instructional procedures into plans for curriculum
materials and facilities

Have the abili:y to design and conduct programs which
will assist 1In testing and evaluating curriculum
materials

Have the acumen and acquaintance with the dynamics of
the soctal and pelitical action in order to implement
change in curriculum.

How many of these competencies do each of us have? How
many do we need to sharpen.up and/or develop further? I am
certain the individual does not exist that has high competency in
all of these I have enumerated, and this is not an exhaustive list.
The broad purposes of these institutes are to:

1.

2.

Update key persomnel in the concepts, techniques, and
methodologies of the total curriculum building process
Relate the curriculum bullding process to the
implicstions of career education.

The project staff, when I finish this morning, will be
zeroing upon, more specifically, the intent of the Institute and
the specific agenda items on the program that are designed to meet
these overall broad purposes. Hovefully, as far as the Curriculum
Center 1s concerned, we expect some impact resulting from your
attendance at this institute. First of all, it should upgrade the

11



perse v.el here In attendance te varving degrees, dePending on your
background and skill in this field. There should be an improvement
in the multiple competenciles that are regquired. Tt should result
in better coordination of the competencies and thelr relationship
for an improve curriculum. The curriculum that meets persons’'
needs more effectively will be designed, hopefully as a result of
all of this, rather than what the school needs. I am emphasizing
the individual's needs over the school's needs.

We cannot justify the time involved, unless we can get a
multiplier effect from this institute. Unfortunately we had to
limit this to elghty people at each of the three institutes, and
it will not meet the needs of each state unless the benefits that
you gain here are taken back and shared with vour immediate staff
or the group that you represent. Unless you do this after the
session closes Friday, I don't think we can justify, at least on
an accountability basis, the monev that we have put into this
training institute and the effort of the staff to couie up with a
viable program. So, I challenge you to take back what you have
learned, share it with your own colleagues, both immediate and a
broader group, so that we can have a better accounability
reflected upon the curriculum development efforts 1ln your state,
or whatever group you are representing. Thank you kindly.

12
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CURRICULUM DEVELOPMENT FOR CAREER EDUCATION

by
Byrl R. Shoemaker*

Our preasent syatem of education in the high school isa
based upon the concept that the purpoae of high achool 1is
preparation for collepe. Thirty vears of research has failed to
prove that the present college preparatory program in high achool
1a even the beat way to prepare for college.l Such research,
however, has not encouraged any significant changes in public
education. As reported by Dr. Sidney P, Marland, Commissioner of
the U. 8. offlce of Rducation, moat of the young people 1n our
public education secondary school program aye enrolled in the
general program. This penerasl program leads only to general
unemployment. No nation can compete in the modern world which
thruats milliona of unskilled dropouts from high school and college
{and graduates from "general programs'') into a world crying for
akilled workers in industry, business, distribution and public
gservices.

The unemployment rate among our youth ia approximately
three timea that of our normsl adult population, despite the fact
that these young people are stronger, taller, better nourished,
more mature and more experienced than any preceding genevration.
Qur concerns, however, are not only with “he unemploved youth, but
the massive number of youth that are underemployed in terms of
the potential contributions to society and to themselvea. The
technologic: 1 age demands skills and technical knowledge as a
price for employment in a meaningful occupation.

Our public aducation system, which has reflected this
maasive societal influence .toward profesaionsa, is now being
impacted upon by theorista who tzlk about z workleas soclety.
There 1a no evidence that such a society can, will, or should
exist. The "College only" attitude and the "workless society"
¢concept undoubtedly have contributed much to the problem that we
face. Youth cop out from a system that denies them recognition

*Byrl R, Shoemaker, Director of Vocational Education,
Department of Education, Columbua, Ohio.

1Gtudies dealing with the Relationship Between. a
Prescribed Pattern of High School Units for Entrance Requirements

and Academic Success in College, Dr. “Collins Burnett, Unpublished
Monograph, Ohio State University, 1967.
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for any goal except a college degree, which will be achieved by
perhaps 14 out of every 100 that enter the first grade. We have
talked about equal educatlen in our nation, but assumed s7Jual
education meant the opporturity for all to prepare for coilege.
Such education 1s very unequal ecucation; intellectual snobbery
attempts to force young people into one educational mold.

Catch~up education may be necessary, as reflected in programs
such as Adult Basic Education, National Alliance for Businessmen,
Manpower programs, and WIN programs. Such programs, however, offer
no solutions to the dilemma which we face iIn America. The future of
America rests in the future of the youth and the future for most
youth rests in preparation for jobs at the completion of higl school.
There is a need for a change in the total curriculum of the publie
school as well as for improved curriculum organization within the
sections of thrusts in the school program.

CAREER EDUCATION

Career education has become a popular term, but in some sense
it attempts to avoid the word "work." I have supported and applauded
Dr. Marland’s efforts to arouse the nation to the need of the masses
of voung people for preparation for work. The need is for a career
continuum within the structure of public education to provide for
work motivation, work orientation, work exploration, and wvrk
training through "survival" education under the leadership of the
federal, state and local relationships present in vocational and
technical education. There is a need for a massive change of parental
attitudes, industrial attitudes, business attitudes and educational
attitudes. We cannot afford a public educational system geared to
serve the 14 percent of students who will complate college.

Within Ohio we have developed a career continuum as a total
curriculum pattern to: guide youth to a point of career cholce;
provide preparation for entrance into employment; provide for
retraining or upgrading instruction throughout a person’s work
life.

It is obvious that such a career continuum greatly
complicates the process of curriculum development. Curriculum
development for the career motivation, orientation and exploration
is still in the development stages within our nation. Nationally
rhe U. S, Office of Education is spending several million dollars
to develop the curriculum processes and materials for six rodels
throughout the nation. The process involves the development of
materials and processes at the Center for Vocational Education and
assistance from staff of the Center to the school districts
involved in the model to integrate career development concepts into
the curriculum.

16



Within Ohio we have followed the procedure of developing
guldelines calling for:

1. The program t{o te centered within the curriculum,

2. The program to be provided by the existing teachers
in the school,

3. An allocation of time within the curriculum,

4., Experience centered base for the career development
program,

3. An allocation of funds for additional costs for the
program.

A framework has been established for curriculum development
for the total career motivation, orientation and exploration
program as an aid for the inclusion of content and experiences
within the curriculum at the various child development levels.

The units providing the framework are as follcws!

1. Individual and his Enviroument,

2. World of Works

3. Education and Training,

4. Economics,

5. Employability and Work Adjustment Skills,
6. Decision Making,

7. Self.

CAREER EDUCATION IN OHIYO

Career education is defined as a program which endeavors,
through the regular curriculum, to provide all youth in the school
with motivation toward the world of work, orientation to the many
job opportunities available, and exploration of occupations
consistent with individual iInterests and abilities which help youth
benefit from and plan for pre-professional instruction or
vocational education. The career education program also provides
preprofessional instruction leading to further educationm,
vocational education leading to successful entry and advancement
in an occupation of personal choice, and trainins, retraining and
upgrading instruction throughout an individual’s work life which
is consistent with the technology of the world of work and the
individual interests and the needs of ocut-of-school youth and
adults.

The successful career education program combines the
efforts of the home and the school to prepare youth for Buccessful
entry into the world of work. The school integrates the career
motivation, orientation, and exploration program with the regular
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curriculum and includes a strong family-life program to develop
the positive influence of the home to its fullest potential.

A total career education program consists of the following
phases:

1. A total Family Life Program within the school
curriculum with special emphasis for disadvantaged people to help
improve the care and motivation of pre-school children and assure
a more positive impact of the home on the needs of school age
youth.

2, A Career Motivation Program for all youth in kinder-
garten through Grade six which develops a positive attitude toward
the world of work, inspires respect for all work and creates a
desire to be a part of the world of work.

3. A Career Orientation Program in grades seven and
elght which provides all youth the opportunity to become aware of
the many occupations open to those who prepare for them.

4, A Career Exploration Program in grades nine and ten,
or age fourteen and fifteen, which provides all youth with the
opportunity to examine and gain firsthand experiences with several
career opportunities consistent with individual interests and
ability.

5. An Occupational Work Adjustment (0WA) for drop out
prone fourteen and fifteen Year olds which uses work as an
adjustment process to prove to them they are worth something and
to encourage them to stay in school and make better choices of a
vocational program at age sixteen.

6. A Career Preparation Program for yvouth age sixteen
and above which includes:

A, a comprehensive vocational education program
which provides job skills and technical knowl-
edge and develops work habits and attitudes in
preparation for employment,

B, a comprehensive pre-professional education program
which provides krowledge and foundatiomns 1in
preparation for professional education beyond high
school,

C. an Occupational Work Experience (OWE) for drop out
prone boys and girls sixteen years of age or older
to prepare them for employment through a
cooperative type program.
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7. A Coreer Training, Retraining and Upgrading Program
for out-of-school youth and adults which provides the opportunity
throughout adulthood to train, retrain and upgrade skills as
technology changes and societal and individual needs and desires
dictate.

In scecrdance with our plan for inclusion of motivation,
orientation and exploration within the curriculum of the existing
teaching areas in Grades K-10, separate curricula are not prepared
for each of the career areas. Teacher committees from operating
programe, however, have prepared teacher guides to assist all
teachers to incorporate career education in their curriculum on
an organized basis.

Career education in grades K~10 is essential to a sound
choice of a vocation or profession. It should be for all students.
It is logically relsted to vocational education and becomes a
part of a 'career continuum." Concepts of curriculum organization
for vocational education point to the wisdom of the addition of
the K~10 progrem effort pointed towards careers. It is as
gignificant a development as the early efforts in guidance ae the
necessity for vocational choice led to the development of the
guldance programs.

It 18 believed that the principles of curriculum organiza-
tion for vocational education have a relationship to the need for
the expanded career continuum concept and provide leadership to
curriculum development at that level.

Let me review in a little more detail a basis for and
some concepts concerning curriculum development for vocational
education. Perhaps these are applicable to any goal centered
education program leading to employment, whether employzent 18 as
a vocational, technical or.professional worker,

Vocational education cannot be classed as & unique
discipline within the educational system of our country. Rather,
it can be identified ae & program in which we combine the skills
and technical content of various disciplines with the practical
requirements of the world of work in order to prepare a young
person to succeed technically and socially in that world of work.
Vocational education, while not unique as a discipline, is unique
as a programr and this uniqueness 1s reflected in facilities needed
for the instructional program, equipment, instructor qualifications,
student goals, and the curriculum provided for the instructional
program. Within thie listing of unique factors for vocational
education, the student goals become paramount and serve as the
basis for the development of the curriculum, facilities, and
equipment. Also, instructor qualifications grow out of the
curriculum plan.
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This part of my presantation will focus on the area of
curriculum and curriculum materials for the vocational phase of
the total program. It would be possible to discuss these two
items in great detall based on the mechanical process of curriculum
organization for the various areas of vocational education since
each would have a uniqueness in content which would make some
differences 1In the pattern of organizing and reporting the
curriculum process, While I propose to discuss some principles
dealing with curriculum and curriculum materials in this paper, I
believe it 1s extremely important to discuss some concepts and
theories which serve as a basis for decisicens about curriculum.

Many of our arguments over curriculum organization,
curr iculum material development and the amount of emphasis to be
placed npon vocational education curriculums within the public
education proceas grow out of differences in understanding or
lack of understanding of principles in the learning theory or
the educational process. Disagreements over curriculum often start
in differences 1in opinion over:

1. Purpose of Education,
2. Learning Theory and Principles of Learning.

3. Attitude Towards Present Collegiate Preparatory
Curriculum,

4, Scope of Curriculum,
5., Principles of Curriculum Organization.

I would suggest that a person will make a shallow approach
to curriculum development unless a study 1s made of these factors
and some principles of education developed. A paper of this type
cannot adequately condense the many volumes that have been written
on each of these toplcs but I would propose to make a brief
summary of the importance of each of these factors.

PURPOSE OF EDUCATION

The overall purpose of education in any society might be
stated: "To prepare people to adjust to and improve the society
in which it exists.” The educational process, therefore, is
constantly affected by the society in which it exists and by the
soclal and economic factors prevailing in that soclety. Early
efforts in education, therefore, emphasized the ilmportance of
literacy and citizenship trailning, since a democratic socilety
depends upon & literate, informed and concerned citizenry. As our
socliety grew more affluent, more complex, free public education
was extended upwards into the high school years. At the time the
early high schools were organized, the large mailority of the youth
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attending the high achool did so as a preparation for attending college.
Job skills other than the professions were learned through a

pasa-on procedure of father to son, through a process of apprentice~
ship indenture or through the pickup process, asince much of the

work involved unskilled process needing only strong backsa.

Since the major goal of the early high schools tended to be
that of preparation for college, it was natural that the curriculum
in our high schools was organized around the subject-centered basia
that one would find in the normal college or univeraity. The high
schools graduzlly established a Carnegie unit of organization which
would allow the colleges and universities to identify those students
who had completed the course of atudies each college assumed was
the beat one to prepare for further education at the collegiate
level.

while every set of objectives including the “seveun esrdinal
principles of education,” "the ten imperative needs of yout:" or
the "developmental needs of youth”" as identified by Havighurst all
established the importance of preparing vouth for employment who
are not going on to college. The high school curriculum of yester-
day and today, however, has essentially remained 2 subject-centered
college preparatory curriculum. Our present high school curriculum
is oriented tc the college preparatory purposes with a smattering
of liberal arts, co-curricular activities and cultural subjects
serving as the basis for calling a achool a 'comprehensive high
school."”

The obscurity of the organization of the preaent curriculum
and the fact that the moat intelligent students have tended to do
well in the college preparatory curriculum has grossly misled our
people into assuming:

1. That the subject=-centered curriculum was the best way
to prepare for college,

2, That this curriculum was the best way to prepare for
life.

The present subject-centered college curriculum assumes:

1. The preparation for work cannot prepare for living and
citizenship as well as for earning a living,

2. That liberal arts which tend to contribute to enjoyment
of living tseskes precedence over preparation for

employment,

3. That moat of the youth participating in our public
education sysetem, including the large number that drop,
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out from the system, can continue to get training for
work through the pilckup method, ignoring the techno-
logicsl nature of our soclety, the economic .‘rgani-
zation of that soclety and the soclal changes taking
place.

It 18 my thesis that:

1. The price of our technological sge is pre-employment
training for the msjority of youth who wish to enter
employment in business and industry,

2. Curriculums planned for pre—employment training can
also make a major contribution to the development of
good work habits and attitudes and the education ef

youth as a participating citizen in our form govern-
ment,

3. Curriculym planned at the high school level cannot
agsume the role of education for a lifetime,

4. While both cultural sublects and occupational training
are worthy services of educational programs, our
economic society and the opportunity to participate in
the cultural vslues offered are dependent upon
employment in that society.

The heavy unemployment among unskilled youth in the ages
of 16 to 24, particularly in the ghetto areas of our major cities,
snd the growth of numbers on our welfare roles even in this period
of high employment would suggest that unemploymeni creates poverty
and that people in poverty do not participate economically or
culturally in our society. In an article in The Wall Street
Journal, Harley J. Lutz, Professor Emeritus of public finance
at Princeton University said:

"Poverty 18 essentially a problem of distribution
of wealth. It has three significant uspects, snd for
each there is a specific remedy.

"The three aspects are: An excessive number of
people need employment; the skills needed for
remunerative employment are lacking, and capital to
provide the needed Jobs 1s insufficient. The obvious
corresponding remedies are population control, better
training facilities and more cspital investment. . .

"Better training for the new skills. New msterials,
processes, and machines have been developed at an
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amazing rate, but edurators have not revised and
adjusted the educatio.al process to conform with
these changes. In consequence, too many people have
been unable to acquire the skills called for by the
new industrial age.

"The fallure of educatora to keep pace with the
changing economic and social environment may be laid,
in large part, to {undamental differences of theory
regarding the purposes of education. These purposes
are training in some gort of craft, occupation or
profession in which the individusl ~an earn an income
gufficient to provide a comfortable living for himself
and his family, and orientation in the culture of his
gociety that will give his life greater fulness and
meaning. BEoth are important and neli%er can be
adequately achieved by the time the individual arrives
at maturity. However, whatever 1is to be done by school-
ing with respect te the first objective, sc far as a
large proportion of each new generation 1s concerned,
mugt cccur within the first 20 years or so of the life
gpan. To this extent it should have priority. The
individual’s cultural developnent is not limited in
time or extent to the knowledge and understanding
acquired in college, although many assume that the
bacheleor's degree is a certificate of a complete
education,"

I would suggest, therefore, that vocational education is a
very worthy purpose in the educational program todsy and that it
should become a primary purpose of education at the secondary level
in order tec enable young people to enter, to adjust to and to
improve a technological scociety.

LEARNING THEORY AND PRINCTIPLES OF LEARNING

Early practitioners and theoreticians in the area of
education, such as Pestalezzi, Rousseau and Freoebel had no need to
concern themselves with preparation of youth for employment since
the youth were prepared for emoloyment in a father-son relationship.
They found, however, that education separated from the life
experience of the youth was not effective. Without understanding
the psychological principles behind learning, they found that they
had te relate the teaching in schoeol to the work life of youth,

So we find that early in the history of formal education, proposals
of the educaticnal process should invelve a half-day in scheoel and
a half-day at work with relationships te be drawn between the

two experiences.
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Psychelogical studies confirmed the experiences and
obszervations of the early theoreticians in education. Through the
psychological studies, principles of learning were developed which
could serve as guldes for instructional methods and curriculum
organization. Gerald Leighbody, in nis book "Teaching Industrial
Subjects", gummarized the principles of learning as follows:

1. Ve leasn beat when we are ready to learn. When we
have a strong purpose, a well-fixed reason for
learning something, it is easier to receive the
instruction and to make progress in learning.

2. The more often we use what we have learned the
better we can perform or understand 1it.

3. 1If the things we have learned are useful and
beneficial to ug, so0 that we are satisfied with
what we have accomplished, the better we retain
what we have learned.

4. Learning something new 1s made easier 1if the
learning can be built upon something we already
know. It is best to atart with simple steps
which are related to things we can now do or
which we already understand, and proceed to new
and more difficule tasks or ideas.

5. Learning takes place by doing. Before the learning
can become complete, we must put into practice what
we are attempting to learn.

These psycholugical principles of learning were not
developed for vocational education or by vocational education, but
even a cursory review of these principles will show the massive
poasibilities present in vocational education programs to utilize
theae principles in both curriculum organization and teaching
methods. John Dewey, a modern theoretician in education, put
together the experiences of the early thecreticlans, and the
principles of learning developed by the psychology studies and
made popular the phrase "Learning by Doing."

Prosser’s sixteen theorems for vocational educaticn, so
well knowm to the people within our field and so applicable today
as they were at the time they were written, put into language for
vocational educators the proven principles of learning and the
educational theories s0 well expressed for the total educational
program by John Dewey.

All experience in education, zall the results of scientific
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studies have indicated that to be effective education must be
experience~centered. A gound curriculum, therefere, must have
experience as its center if it 18 to be effective in the education
of youth and adults. Vocational education requires an experience-
centered curriculum.

Discussions with most high school principals will indicate
that they believe that most of their graduates go on to college.
In the state of Ohio, however, the facts show that for every one
hundred students starting the first grade, seventy-nine yill
graduate from high school, thirty-two will start to college and
fourteen will finish college.

Our curriculum in our public schools, therefore, tends to
point {tself towards the needs of the majority of the students.
If research showed that it was necessary for a young person to make
a choice between a college preparatory program which prepared him
for a success in college and a vocational program which prevented
him from attending college, perhaps most educators would take the
view that we must make sure that all young people have the
opportunity to prepare for college. Fortunately, however, research
has indicated that it isn't necessary to make this kind of choice
even when the student invests himself in a depth program of
vocational education involving three-fourths of his day during the
last two vears in high school.

In Ohio, all graduates of vocational education programs
are eligible to attend state universities. If universities would
believe thirty veatrs of research, those yho can think, write and
read batter than the average student--all could be entered into
universities of their choice. The Carnegie unit appreoach to
curriculum organization Iimposed upon the public schools by our
universities has absolutely no basis in reasearch. Thirty years
of research dealing with success in college has proven that
success in college correlates more clearly, more directly, with
how well a student did in whatever he took in high school than it
did with any certain set of subjects.

To report just the findings of two such studies, David
Cook, in his study on '"Predicting Success in College'" at the
University of Indiana, symmarized his findings in these words:

“It did not make a great deal of difference
whether a student took a college preparatory course
(with more mathematics, language and science) or a
non-college preparatory course 80 far as grades
earned in college were concerned. . .

"Advanced study of languages in high school had

no relationship to grades earned in foreign language
in college."
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Paul B. Diederich in an article "The Abolition of Subject
Requirements for Admission to College' made this statement:

"The only requirement for entrance to the
University of Chicago is 'that students be able
to read, write and thirk a good deal hetter than
most students are now able to do.'

"Simple tests of these three abilities have a
higher correlation with marks in all courses than
any other major has ever devised.

"Our system of public secondary schools, there~
fore, 1s in the grip of a standard curriculum which
is based on the fundamentszl premise that the pursult
of certain prescribad studies is essential to
gsuccess in college, It has bheen proved as completely

ag anything in 1life 1s ever proved that this premise
is falsge."

I would submit to you that our present high school
curriculum is bankrupt. It i1s sublect-centered in opposition to
all that we know about the learning process. It worghips at the
altar of math and sclence as gods rather than as tool subjects.
It assumes that the Carnegle unit requirements for entrance into
college has a basis in fact fo:' success in college and this
asgumption has been thoroughly digproven. It accepts an 1850
concept of a curriculum orgenization pointed towarda preparation
for the professions as the basic curriculum for all youth. The
curriculum in the majority of our high achools is not relevant to
either the needs of youth or the needs of our modern soclety and
must face a massive change,

Curriculum organization for vocational education must avoid
the same practices and problems which have made the preaent high
school curriculum bankrupt and must not allow itself to be
restricted because it might interfere with the real high school
educational program, "the college preparatory curriculum,"”

SCOPE OF CURRICULUM

In the early 1940's the term "progresgive education” became
a popular term in education, but then fell into disrepute as a
progregsive education movement became mistakenly aligned in the
minds of people with the few in the movement who thought
progressive education was related to the question of, "What do you
want to do today, kida?" The progressive education concept,
however, envisioned a concern for the whole student and not only
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a responslibility for teaching him subject matter and skilis. A
concern for the whole student would indicate z concern not only
for his exhibited educational progress in the classroom or
laboratory, but also for the social, economic, physical and mental
health conditions that had a bearing on his participation in the
educational program.

While educators for years have given lip service to this
concept of concern for the whole student, education hag not had
either the understanding, the financing, or the staffing to do
more than give lip service to this concept. I am suggesting that
the educational curriculum cannot be separated from the supportive
services involving enrichment or remedial education, social
services, economic support, and physical and mental health
services. Our experiences in the Job corps centers and in the
programs operated within the states under Manpower Development
and Training would suggest that schools that ignore the importance
of these supportive services are encouraging high dropout rates
of youth, particularly those from the low socioeconomic families.
Experiences today would also suggest that the cost of welfare is
such that it would pay society to make sure that an investmeant 1s
made in every ycung person to enable them to enter and pai “icipate
in our society as tax producers rather than tax consumers.

Investment in education and supportive services are perhaps
the only solutions to our social and economic problems of our day.
Funds invested in these are truly an investment, not & cost. If
thiy concept were to be accepted with the schools, it would affect
all facets of the educational program, including facilities,
equipment, staffing, student participation and curriculum
organization. Most approaches to curriculum organization have not
glven attention or consideration to the integration of support
services as a part of the curriculum.

Scope in curriculum for vocational education must alsoc
recognlize the interests and abilities of the youth and adults who
are to be served by vocational education. The Vocational Education
Amendments of 1968 indicate that any youth or adult who wants and
needs vocational education should have the opportunity for a
program of high quality. The varied interests and abilities of the
persons to be served and the broad opportunities in the labor
market point toward the importance of a broad studant base and tax
base to provide for an adequate scope of program. The inability
of the population snd the movement of persons from the rural to the
urban emphasize the Importance of the goals of the Vocational
Education Amenduents of 1968.
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PRINCIPLES OF CURRICULUM ORGANIZATION

Studies in curriculum organization have pointed the way to
improve practices in education. While all of us have had to study
curriculum organization, public education has tended to ignore
improved curriculum organization because the teachers coming from

the colleges are prepared ro enter into only one type of curriculum
pattern.

At the time that our high schools were organized, the
discipline~centered pattern of higher education, in which the
dicciplines were divided into subjects, was passed on down to the
new high school organization. This organizational pattern was
established on the basis that if students were to succeed at the
college level, studying subjects as they would in college was the
way to prepare for success., It 1s sad, but true, that the junior
high school also tends to follow the same subject~centered
curriculum as established for the high school.

Curriculum theory as studied in your colleglate classes
would point out that one way to encourage interest and learning on
the part of the atudents 1s to correlate instruction within two or
more subjects in such a manner that a point of interest 1s used as
the approach. GUnder this approach the student can see the rela-
tionships between the subject areas. Experiences reported ,
indicate that such a procedure for correlating subjects does serve
aa an interest stimulator for students. It 1s obvious, however,
that the instructional program 1s still centered around the
subjects and an observation of the educational programs in our
public schools indicates that very seldom does a correlated
subject-centered program continue such correlation for very long.

Another curriculum organization pattern encouraged 1in
curriculum theory is that of integration of subject areas into one
block of time such as combining English and social studies. The
concept here, however, is that you still have & block of subject
matter to be imparted to students, but that you would use the subject
matter of one to teach the subject, content and theory of the other.
Such integrated programs have bean from time to time successful but
since they still are centered in terms of teaching subjects, there
has been no broad acceptance of this pattern of teaching within our
public schools. While this integrated subject approach provides
a better method of curriculum crganization, it is still subject-
centered rather than student-centered.

The eight-year study growing out of the Commission on the
Relation of School and College established by the Progressive
Education Assoclation in 1930 focused attention on a new process
of curriculum organization called the "core curriculum.” Dr.
Harold Alberty, then Professor of Education at Ohlo State
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University, was one of the foremost proponents of the core
approach to curriculum organization. While 1n some sense the
integrated or correlated subjects' approach might be identified as
a core curriculum apprcach, Dr. Alberty's concept started with the
problem of the student as the center of the core with subject
metter. skills, technical knowledge Interjected into the program
on an experience-centered base. While much of the core curriculum
work in the eight-year study was bullt around social prohblems or
arouti.d adolescent needs, Dr. Alberty in his development of the
theory of the core program, identified a pegged core concept in
vwhich the occupational goal of the student could become the center
of the core and the experiences and knowledge necessary to prepare
for this goal could become the basis for the curriculum
organization.

The Smith~Hughes Act of 1918 and the sixteen theorems of
Prosser envisioned vocational education as & core program in which
the student's occupational cholce became the center. The core
curriculum concept was proven sound in the eight-year study. This
curriculum approach, however, 1s the moat difficult approach in
curriculum organization, since it does not provide for neat little
blocks of subject-centered learning which can be organized and
taught easily by the instructor and measured easily by appropriate
tests. Essentilally, people in vocational education have been
operating under the core curriculum concept.

Construction of & curriculum can be compared with a three~
legged stool. Each leg of such & stool 1s necessary and the
balance between the three legs 1is important. The three ""legs” of
curriculum development in vocational education are:

1. UWhat you believe about the individual and education,

2. What you believe about society and economics,

3. What you believe about vocational education.

As with the stool, all three are important, all three must be
balanced. Your judgement concerning these factors will affect

your curriculum development efforts.

Some suggested considerations for each of these areas of
conelderation are as follows!

Individual and Educational Setting

The purpose of education ig to perpeiuate and
improve the society in which it exists. Our
technologlical society requires all persons to
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receive the opportnnity to earn an adequate living.
It further requires all girls to be prepared for
home management and/or the dual role of wage earner.

Each of us has a development potential going beyond
environment and heredity. We are not clay to be
molded or rugs to be unfolded, but individuals with
the rights to opportunity to develop to our fullest
capacity full intellectual development.

Each individual in our state must have the opportu-
nity to develop in accordance with interests and
needs. No one should leave our education system
without the ablility to earn a living.

Any unemployed out-of-school youth or adult must be
provided with training for employment,

The public education system must accept the respon-
sibility for the education of the whole child and
nust be provided the tools for the: PHYSICAL,
MENTAL, EDUCATICNAL, SOCIAL development of the
child, including funding for remedial deficienciles,

No individual should ever be permitted to leave
school with a serious socilal, mental or physical
problem. Our schools have a basic responsibility to
provide for such individuals.

Work-orilented education should be recognized as an
effective means for selecting and preparing for
employment. It must also be seen a2s a means of
individual fulfillment.

Meaningful education must be based on sound
principles of learning. It must be experlence-
oriented.

Educational innovation requires increased
categorical financial ald for specific programs and
general aid for overall development. This aid must
come from federal, state and local sources,

To survive, public education must accept greater
responsibility. Services must bLe expanded and

improved. Education must be prepared to account for
successes and failures,
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Public education must adopt and put into practice human
resource centers.

The educational and supportive services needed for our
wodern society will require a broad student base und broad
tax base.

Social and Economic Setting

Most jobs today and in the future will require formal
training.

We must choose between increased welfare or an expanded
program of preparing for work.

Job preparation and remedial education programs for adults
too expensive to serve s a continuing solution to current
social and economic problems.

Expanded and lmproved system of vocaiional education and
guidance must be a major part of the change in our
educational system.

Vocational Education

A total vocational education program will include:
1., Pre-employment programs for youth and adults and,

2. Programs recognizing different interests and
abilities, including programs for persons with
speclal needs,

3. Programs providing workers necessary for the
soclal, econowmic, mental and physical well-being
of the population,

4., Supportive services to provide for physical, mental
and remedial education needs of the individual,

$. TFour essentials of the vocational education
process sre:

A. Faculty occupational experilence,

B. Broad time base and core curriculum
offerings for occupational needs,

C. Adequate facilities and equipment to
prepare for occupational competence,

D, Clearly defined student poals with a
reallstic chance for success.
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Programming for vocational education must provide for:

Zero Reject
Zero Dropout
100% Placement

Properly taught, vocational education can serve as a
"humanity." Methods and scope of instruction, not
discipline content, identify 2 "humanity.”

Yocational education 1s not only a means of preparing for
earning a living, it is a method of education.

Industry, business, parents and the public must be inveolved
in the initiation and continued operation of vocational
education programs.

Vocational education provides an established federal, stats
and local relationship to channel leadership and funds from
federal and state sources into local communities for
educational improvements and program expansion.

Occupational expertise 18 more Important in teaching the
disciplines related to an occupation, rather than
expertise in the discipline,

Vocational education programs on an area basis provide a
more realistic approach to vocational education in the
suburban or rural areas than small school districts so
prevalent in many areas.

Accountability is the determination of specifically stated
educational goais and the post-evaluation of results.

The concept of accountability in education applies to:
Instructional programs,
Local and state leadership,

Teacher education.

CURRICULUM ORGANIZATION PROCEDURES FOR VOCATIONAL EDUCATION

On the basis of the information suggested in the sub-heads
above in this paper, I would submit, therefore, that curriculum
for vocational education must be organized on the basis that:

1. Preparation for initial job entry is a basic
responsibility of the public education program,
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2, The curriculum must be goal-centered at Qge 16 years
and above and for most youth, this goal can be most
meaningful when related to preparation for employment.

3. Curriculum changes are demanded in order to make the
curriculum more relevant to the social and economic
conditions of our day and the maturity of our youth.

4, A core curriculum concept based upon the occupational
goal of a student can provide both a meaningful
preparation for employment and a means of education of
youth to participate effectively in our technological
society.

5. A curriculum for the future will concern itself not
only with the need for the knowledge of skills, but
with a total educational, economic, social and
physical needu of each student.

Your attitudes or decisions concerning the concepts and
recommendations listed earlier in this paper provide the basis for
curriculum organization for vocational education. Sound
curriculum organization involves hard work, understanding of
learning theory, understanding of educational procesaes and
procedures often beyond rhe ability or time available to the
individual teacher. While iz 18 true that all teachers must
participate in curriculum organization, it does not follow that
all teachera can succesafully organize a sound curriculum. Too
many of our efforts in vocational education have been pointed at
experiences in starting and understanding curriculum organization
rather than with the complete development of effective curricula
for the programs.

An understanding of the process of curriculum organization
is easy, but the job is tedious. The first step in the process
seems rather obvious. If you want to prepare a young person to
succeasfully enter an occupation, you must know what the occupation
requires of the successful worker. We've identified the first step
in the process of curriculum development as occupational analysis--
what the successful worker must be able to do on the Job. There
are many formal patterna for occupational analysis and most are
based on analyais of "Do'" and "Know." Some of the less technical
oriented areas or occupations could possibly be developed under
these two simple headings, but such an approach often will ignore
some of the important elementa within a job. A broader pattern
for analyzing a job would include a review of the job under the
following major units:

1. Work Units, Jobs or Operations,
2. Skills and Work Practices,
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3., Safe Practices and Work Precautions,
4, Equipment, Tools and Materials,
5. Mathematic Applications,
6. Science Applications and Occupational Information,
7. Specification Interpretations,
8. Occupational Terminology,
9. Work Habits and Attitudes,
10. Personal Relationships,
11. Physical Capabilities Required.

The first eight items identified above are recommended by
Elroy Bollenger and Gilbert Weaver in their book on trade analysis.
This approach 1is not new with Bollenger and Weaver and is found in
similar format in most of the literature suggesting processes of
occupational analysis. None of the literature, however, has
concerned itself with the last three items. Perhaps these last
three items have gained added significance as we are committed to
the concept that we must prepare all youth to enter effectively
into our business and industrial society.

It should be observed that not all occupations have
mathematic applications or science applications and in some cases
other tool subject areas can be added to this list of topics. The
underlying principle is to make an analvsis of what it takes to be
successful on the job.

A second step in the process of curriculum development
would be to develop a course outline. A course outline 1is usually
prepared from the occupational analysis and traditionally includes:

1. A Title,
2. Objectives of the Course,

3. A Listing of the Skills and Technical Knowledge
Topics to he Covered in the Course,

Suck a listing should be in a logical teaching order. The
course outline will also normally list prerequisites for the course
and the length of the instructional program.

The third step in the process of curriculum development is
a development of a course of study. Gilachiro and Gallington in
their book on course construction say that a really comprehensive
course of study should include:

1, A general introductor statement specifying the main
concepts of the course,
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2, The grade level for which the course is intended,

3. The main divisions of the course with a time limit
for each,

4, Specific practices that are being followed in teaching,

5. Philoscphy and objectives pertaining to the specific
area of 1nstruction as well as the course aims,

6. An orderly arrangement of the manipulative operations
to be lesrned,

7. An outline of the essential related technical infor-
mat1ion,

8, The media to be used in learning the established skills
and knowledge (projects, jobs, problems, et cetera),

9. The activities which are designed especially to foster
the development of desirable attitudes and good work
habits,

10. The nature of instructional aids that will be used to
simplify learning.

Many other authors provide a similar outline for a course
of study. The uniqueness of the proposals by Gilachiro and
Gsllington is the inclusion of activities designed to foster the
development of desirable attitudes and good work habits.

It is my experience that to be effective in a developing
of work habits and attitudes, there nmus: be specific plans included
in the course of study and instructional practices established to
achleve sguch goals.

The next step in curriculum organization is normally
assumed to be the development of the instructor's lesson plans.
My experiences in the navy have indicated to me that it is not
essential that each instructor develop his own lesson plans, but
it is essential that each instructor adapt any lesson plans
provided him to his own personality and instructional situation.
Many examples of lesson plans can be found but most are based on
the four-step method of instruction which includes:

1. Preparing the Learner,

2, Presenting Instructional Topic,

35




3. Providing Applications of the Knowledge Learned,
4, Testing Student Understanding and Ability to Achieve,

CURRICULUM MATERIALS FOR VOCATIONAL EDUCATION

A selection and development of instructional materials 1is
an 1lntegral part of both the organization of the course of study

and & development of lesson plans. Such instructional materials
may include:

1. Teacher and Student Materials,
2. Materials for Group Instruction,
3. Materials for Individual Instruction.

Education as a whole, and vocational education in
particular, have always placed great emphasis upon the importance
of instructional materials. Significantly, most of the materials
have been based upon the group instructional process rather than
the individual instructional process and even when materials have
been developed for use by the individual student, they are seldom
used effectively by the instructor for that purpose. If
individualized instruction has been basic to vocational education
in dealing with the teaching of manipulative skills, the same
emphasis upon individualized instruction has not been placed on
the teaching of technical knowledge and understandings and on the
needs for remedial education on the part of youth participating
in the program.

Vocational education can serve as & motivation to a
total learning process and the modern technology of today makes
possible the adaption of instruction to the varied ability and
educational levels of the gtudents involved in the educational
program. A serles of guidelines for the development of sound
curricula materials might be listed as follows:

1. Reasonable Basis in Authority,

2. Accurate Technically,

3. Adequate iIn Scope to Cover the Learning Unit,

4., Written at Educational Level of Students,

5. Divided into Simple Learning Units,

6. Organized for Individual Use,



7. Provide for Individual Student Response and
Learning Evaluation,

8. Easy Procedure for Teacher Checking of
Student Achilevement,

9, Attractive in Appearance.

A man highly skilled in the area of computer operations
met with me to raise questions as to why education was not moving
more quickly into the use of television-instruction, computer-based
instruction, audio visuals of the tape loop type. He pointed out
that in one of the new schools bullt recently in his area, each
classroom had two walls covered by blackboards. He raised the
question as to why blackboards were needed, except in a few
isolated instances, when overhead units would be so much more
effective. It is sad, but true, that most of our educational
efforts in vocational education, as in all education, except for
manipulative instruction, tends to be group centered and we have
nelther the hardware, instructional materials or teaching skills
pecessary to make effective use of the broad media available to us
today.

In Ohio we are in the process of building massive numbers
of new facilities for vocational education. Curricular decisions
must be made in order that these decisions can be implemented in
the phyeical facilities and equipment planned for the building.
Modern curriculum procedures would suggest the importance of a
heavy investment in facilities and equipment for individualized
study. Our observations are, however, that even when facilities
and equilpment are provided, the materials to implement an
individualized study program are slow in coming and teachers are
even slower 1in adapting thelr instructional methods to new concepis
of education. .

Vocational education offers the greatest opportunity to
establishing broad blocks of time for the use of the new
instructional methods and materials. Experimentation in the
training of the unemployed for employment shows that the use of
modern hardware, materials and methods provide remarkable sucCcess
in teaching the less able and the illiterate. Such advantages
would undoubtedly give the gifted students a massive boost in
their achievement.

The answer to this problem, therefore, 1is twofold. It
calls for the expenditure of funds-~-either new monies or
redirection of monies—-for the necessary hardware and materials to
individualized instruction, for the improvemert of teacher
attitudes and skills in the use of individualized instruction, and
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for the improvement of teacher attitudes and skills in the use of
individualized instructional approaches.

We know that industry has been willing to invest in the
individualized instruction approach because they can measure the
results of their efforts in terms of increased profits resulting
from increased productivity. The public, however, unaware of the
possible iucreased learning (product of public education) on the
part of the students, 1s not ag ready to invest tax dollars in
such a program.

The answer to the change in teacher attitude i1s a function
of {f{n-service training and administrative leadership on the part
of supervisors, principals, and superintendents. There cannot,
however, be effective teacher acceptance of some of the individ-~
ualized instruction processes until we provide the teacher with
the type of supportive personnel which will enable him to function
as a professional and to give leadership to the instructional
process without having to do all the menial time~consuming
functione that could be served by aldes or technicians.

SUMMARY

I would suggest the following guidelines for the evaluation
of the vocational education curriculum. A curriculum should:

1. Consider the individual, society and the content
of the area of instruction,

2. Be organized around the student's goal,
3. Be psychologically sound,
4, Be experience-centered,

5. Cover skills, technical knowledge, work habits
and attitudes, supportive educational services
and evaluative techniques to analyze student
achievement,

6. Provide sufficient time for the student to
prepare for entrance into employment in keeping
with his goal.

Vocational education should not be viewed only as a means
of getting a job. It should be viewed as a method of education
and the curriculum should reflect this concept. Curriculum
development starts with a Job and ends with a student on the Job
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technically competent and able to succeed. Work itself means more
to the individual than the paycheck they receive. Without work,
there can be no leisure. The future of our nation rests on the
productivity and work attitudes of the people. Jobs--not welfare—-
are the answer to the social and economic problems of our nation,
and the unique function of vocational education 1s the preparation
of youth and adults for employment.
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OVERVIEW OF CURRICULUM DEVELOPMENT NEEDS
FOR VOCATIONAL AND CAREER EDUCATION

by
E. L, Kurth#*

A cultural phenomena emerging in the beginning of the
decade of the 70's 1is the sociological, psychological, economic,
and educational recognition of the work ethic as a neglected aspect
of the American ideal. New terms are being used to identify
leveloping concepts which interrelate the various elements of our
technological culture. Work fare and 1life fare are in the
vocabulary yhich 1s being used as a credibility base to offset the
regressive characteristics of welfare. Psychologists discuss self-
awareness, self-fulfillment and self-actualization as stages iIn
developing a positive self-concept. Social disintegration and
allenation are pointed to as symptoms of a sick society. Business
and industry are concerned with the economics of absenteeism which
doubled during the 1960's to 5% of the work force and now often 1is
157 on Mondays and Fridays. Production ratios that do not increase
at the same rate as wages, labor's demands for humanizing
production lines, and employee refusals of overtime are symptoms
that the economy has concerns that go deeper than unemployment,
underemployment and the unhappily employed. Education 1s being
asked to account--to be accountable--for falling to give meaning
and relevance to curriculums whether in elementary and secondary
schools or college, to prepare for living a productive and rewarding
life. 1In short, for not preparing students to cope. Cited are the
students who score below thelr grade level in basic skills, high
drop-out rates, absenteeism, academic failure, drug abuse,
vandalism, assaults on teachers, fellow students and administrators.

These are the fruits of the 60's which were launched in the
lexicon of ''soaring” and landed with a "sorry" thud among riots
and demonstrations, drug addictior. and increased crime and violence
and vandalism.

Throughout the history of this country, education has been
the hope and aspiration of people for achleving the American goal
of the "good life'; of realizing the American dream. The disparity
within our culture that Gunnar Myrdal defined, “that not everyone

*E, L. Kurth, Professor of Education, Auburn University.
Auburn, Alabama.
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has the same access to the opportunities and benefits of a free

society,'” has caused many to doubt that America can, through its
social, economic and educational structure, solve the illnesses

that have now gurfaced.

Hopes that 1t can, are exemplified by a resurgence of
commitments to work by youth. The Peace Corp and VISTA which were
launched in the 60’s are continuing examples of self-actualization
through service which attracts many youth and adults. A recent
poll by Yankeluvich showed that among college~age youth 79% believed
that commitment to a cavser 1is essential; 75% believe that
collecting welilare 1s irmoral for a person who can work. Qther
surveys show that youth and adults take their work more seriously,
expect more from education which prepares them for werk, and
indeed, request more and demand more accountability from thelr
education,

Tliese forces and factors are resulting in another
opportunity tc make education relevant to the socioeconomic needs
of youth and adults and synchronize it with the transformation
occurring in the work ethiec.

The U. 5. Commissioner of Education, Dr. Sidney Marland,
has given national priority to the concept of career education.
He has also glven support and encouragement to the development of
this concept as 1t 1g emerging in many states and localities with
a variety of definitionse as an answer to some of the pervasive
soclo-economic educational, economic and political problems cited
earlier. He has stated often and emphatically that all education
must have a defined, stated purpose. For elementary and secondary
education in this country that purpose is to prepare a2ll students
as well-developed people to enter successfully either a job or
some form of post-secondary education as soon as they leave X-12
system. The overall goal is to develop citizens who function well
in soclety, who can cope with the social, economic, psychological,
educational, political and technical complexities of our culture.
This goal must include those who may need to leave the system at
any point and re-enter for further study for job preparation. The
national goal in essence is to prepare every person for meaningful
work or meaningful further education as a part of a productive
career and personal fulfillment. They must have the competency
to cope.

This 1s career education. The concept includes the entire
educational program from kindergarten through the secondary school
and the post-~secondary level and adult and continuing education.
It will give youth and adults an opportunity to make decisions
about their 1life work. It is involving changes in curriculum
content and teaching procedures. In brief, it holds that all
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students need to learn about the wide range of career possibilities
in our technological culture; what is involved in getting a job
and holding it; sound guidance and counseling to assist them in
considering their interests and abilities in relation to possible
careers; the occupational needs of their community, state and the
nation; specific job skills and actual help in finding a job. Too
often a majority of our school leavers, whether by graduation or
before career choices have been made, get little or no information,
experience or assistance, Job choice happened or was selected with
the same accuracy as making a choice from a gum machine, A better
way is the concept illustrated by the following diagram (1). This
basic structure will be used to discuss what is happening in career
education and some of the rationale which accompany its
implementation. The career development concept starting in kinder-
garten provides for increasing informatilon and experience related
to job requirementa, skill development and job entry and upgrading
skills. The depth of study or information about occupations or
careers increases from the kindergarten on up. Superimposed on
thig diagram is a broken line triangle which illustrates the
decreasing breadth but greater concentration of information and
experience related to career choice and job preparation with
Increasing education and maturity. The need for awareness and
exploration may apply again at any level —- high school, post-high
gchool or adult.

Career choice or decision-making is a cumulative process
which results from a growing awareness of self and a growing
awareness of career options and requirements, With maturity and
education, the cognitive (knowledge) and affective (attitude and
value) base broaden while the psychomotor (skill development) both
broadens and deepens as career choices become more specific.

The school curriculum should be built around the reading,
writing, and computation skillls needed for jobs and work. Ninety-
five percent of people between the ages of 24 and 54 will at some
time in their life need to work and will be employed. The work
force of this country is employed in more than 20,000 distinct
jobs under 35,000 job titles as listed in the Dictionary of
Occupational Titles. To provide a base for categorizing these
Into units which can be managed in a teaching/learning situation,
they have been codified Into 15 major groupings or career clusters
and 86 sub-clusters or job families. The 15 clusters sub-~
categories and factors considered as shown in chart (2) are:
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1. Agri-Business and Natural Resources Occupations,
2. Business and 0ffice Occupations,

3. Communication and Media Occupations

4, Construction Occupations,

5. Consumer and Homemaking Occupations,

6. Environmental Control Occupations,

7. TFine Arts and Humanities Occupations,
8. Health Occupations,

9., Hospitalicty and Recreation Occupations,
10, Manufacturing Occupations,
11. Marine Sclence Occupations,
12. Marketing and Distribution Occupations,
13. Personal Services Occupations,
14, public Services Occupations,
15, Transportation Occupations.

The basis on which this grouping was done took into
consideration five criteria: (1) they must encompass most’
existing jobs; (2) they must be capable of being used for training;
(3) they must be congruent with labor market entry jobs; (4) they
must be translatable into curricuilim materiale and instructional
strategies; (5) a person with basic skills in one job in a cluster
would have entry level potential in other jobs in the cluster.

School-based models for career education, accordiné to the
U.S.0.E. concept have been experimented with iIn numerous states
and school districts: Michigan, New Jersey, Arizona, Georgia,
Colorado and California. Many other models have been put into
operation in numerous other states and localities.

In the first six grades in the school-based model, all
students are to become familiar wich career clusters through
instructional materials and first-hand experiences including field
trips and the kinds of teaching approaches now used to complement
courses in language arts, social studies, science and math. The
career information in regular subject matter can be identified
and emphasized by the teacher. Many of the pilot projects have
already developed supplementary materials and teaching aids for
each subject area.

At the elementary grade level career education can become
the method by which the content of the regular curriculum becomes
relevant to the interests and developmental needs of children.

Since the days of Comenius, Pestalozzi and Rouseau we have
known that children learn more quickly and best in situations that
are non-verbal, manipulative, inductive and kinesthetic. They
learn best when knowledge taught has an experience bage. Behavior
changes~-motivation to learn-~occur when children have an
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opportunity to try out, to make things, to see, to hear and to
smell work. Personal, social and economic attitudes toward work
and the necessity for work develcp best from experience.

In grades 7, 8 and 9 pupils would explore the clusters
that interest them individually and which are taught and can be
chosen in business education, industrial arts, home economics and
agriculture. How the content of other subjects relates to
occupations can alsc be taught.

In grades 10, 11 and 12 the students can concentrate on
gelected nareer areas for specialization with the options of:
skill development for job entry employment after high school;
combine academic and job training courses as preparation for post-—
gsecondary education; or academic and technical content courses
for enrollment in higher education for a professional degr=ze.

An important aspect of career education would be that after
reaching non-compulsory school attendance age opting back into
school would be as easy as opting out. With maturity come changes
in interest, more realistic and sometimes higher aspirations, more
need for economic security, any one of which may be a reason for
returning to Jchool. Schools and colleges need to provide for
easy re-enrcllment to meet individual needs. Close articulation
must be developed between all facets of career development, but 1t
is crucial between high school and post-high institutions.

At the post-high school level, there needs tc be great
flexit?1lity in meeting needs of individuals and many opticns for
supplementary job preparation, upgrading skills or if a change of
jobs 1is necessary, new job entry skill programs. The trend in
some industries to hire as part-time workers, women who have home
responaibilities, older men and women who are near retirement,
eligible to or have retired has resulted in numerocus benefits for
both employee and manager such as increased production, less over-
time, plus increased enrcllment in classes to learn new required
skills., These need to be a part of career education.

Career education is much more than what 1s included 1in ocur
school based models. Diagram 3 shows that it extends into the
community as well. Families are involved. Business and industry
also have responaibilities to provide meaningful jobs and make
adjustments of production job routines to huranize work situmations.

Because families, communities, businesses and industry have
responsibilities in career education, three out-of-school models
are also being developed. One is a home-based program which makes
extensive use of television, correspondence courses and possibly
tutors. It combines adult education techniques and methods with
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occupational gkills to open career opportunities to mature
individuals who have litctle hope of advancement at present.
Mothers with small children at home, handicapped and other home-
bound individuals would be a primary objective of this program.

A rural residential model 1s designed to serve entire
families who would train together to enhance their opportunities
for better employment. A pilot program is in operatic: at Glasgow,
Montana. Some reports of results are to be forthcoming tiiis fall.
This center is to serve a six-state area.

The employer-based model 1is to be created, developed,
operated gnd supported primarily by industrial firms, businesses,
labor and government agenciles in cooperation with the schools.
They will operate work training programs related to thelr own
varied employment needs. Students will obtain basic academic
learning in school while learning on-the-job skills, by being
employed and by being instructed on the job.

So far an attempt has been made to present an overview of
some of the ways the concept of career education 1s being
implemented to develop the competency to cope.

In summary, we must keep in mind that this is a time of
ferment and change in society, the economy and in education. There
is a tremendous amount of research, experimentation and evaluation
directed toward establishing new or changed goals--universal lic-
eracy, raising levels of selfesteem, compensatory programs of all
gorts to overcome physical, social, emotional and cultural handicaps
of youngsters in school; job preparation programs for real work
and placement in jobs that are appropriate for the ability of the
worker and have meaning for him. Each of these goals has a special
concern and a specific population to be reached. Career education
is a concept whogse time has come. It can provide the philosopnical
base for the content and the method.

Career education 1s viewed as giving new meaning to
learning for all young people in school. It can embrace the
special concerns and special needs of 311 educational objectives
which have been hoped for but unrealized in the past.

Finally, Career Education -- at the stage it is now in,
has some agreement on the following concepts and practices.
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1. (Career education can represent a major part of American
education that 1is life long.

2, Vocational education represents only a part of career
education.

3. Career education exists for the benefit of all students
and 18 not restricted to vocational education students.

4. Career education represents a process that begins in
the prekindergarten years and continues through all of adult
education.

5. Career education involves efforts of the total school
and the total community.

6. The basic nature of career education revolves around
efforts to make work meaningful, possible and satisfying for all.

7. Career education represents an educational commitment
to the full employment ideal. It embraces the values of a work-
oriented society and introduces them into the curriculum at all
levels.

8. C(Career education embraces all occupations--career
cluster arrangements are means, not ends~-career clusters are
stepping stones which lead from generality to specificity; they
may be compremises,

9. Career education should prepare individuals for the
full range of remuneration in employment, from the least
remmerative jobs to the most.

10. Career education 1s the primary responsibility of the
public school system which:

a, Isg the best environment where individuals can
discover self in relation to the world of work,

b. Is America's best institution to provide the
multiple delivery systems needed for career
education, 1.e., inatruction, guidance, placement,
compunity interaction,

c. Can provide the basis for implementing the concept
that decision making is best when each individual
has adequate information and experience to make
decisions,

d. Reguires an expanded program for job entry skill
development at the post-high school and adult
education level.

Your week here at this institute may develop new concepts
of career education and perhaps concensus on a general definition.
Hopefully also, it will bring a sharing of ideas and successful
practices which will implement the opportunity this country has
to make learning, labor and life meaningful, rewarding and uplifting
to all its youth and adults.
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CAREER FEDUCATINN: CONCEPT AND CURRICIT.UM

by
Nuane J. Mattheis*

As curriculum specialists a peculiar power lies in your
hands. The curriculum is one of the most potent instruments of
educational change. TIf career education is to become a reality
for all, it will come about largely through curriculum development
and manafement interplaying with appropriate delivery systems,
administration, and settings.

Broadly conceived, the curriculum is 2 plan for a teaching~
learning program. It has five major elements: objlectives,
content, learning experiences and teaching strategies, teaching
aids, and evaluation. Make decisions about these five elements
and you are making decisions that get to the very heart of any
educational program. And that, of course, is exactly what your
work is all about. Some of you, in addition to developing curri-
cula, are involved in curriculum management.

Curriculum manafement includes decision making, planning,
and implementation with respect to: development of curricula;
diffusion and dissemination of curricula: basic research in the
foundations of curriculum development; coordination of curriculum
effort with developments in educational technology and the systems
of delivery and administration: the preParation of curriculum
development specialists; and the preparation of educational
personnel for adapting and usine curriculum materials.

I cannot emphasize too strongly the oPportunities and
challenzes that are vours as curciculum speciaslists--as curriculum
developers and managers--in helpinz to make possible for our young
people and adults in education that is relevant, wmeaningful, peared
to the development of occupational competence, and preparation for
continued education, as well as broadening in terms of personal
horizons, expanded vocational self-concept, and increased motiva-
tion toward educational poals. Your role in career education is a
power ful one, indeed!

It's been over a year now since Assistant Secretary of
Health, Fducation, and Welfare, Pr. Sidney Marland first talked of
career education--and since then manv hundreds of thousands of
words have heen  written and svoken on this tonic.

*puane .J. Mattheis, Neputy Commissioner for School Systems,
U, 8, Office of Fducation, HEW, Washington, D.C.
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We have held regional workshops and public forums across the
Nation; we have produced a film and 8 brochure; we have even
enlisted the help of a panel of critics” to tell us what educators
really think about the concept of career education viewed from
their vantage points as teachers, administrators, guidance
counselors, etc.

I think by now all of you know what career education is
and what {t is supposed to do. The basic reason for career educa-
tion is evident. It lies in our present public school system.

And we see it in the ranks of our unemployed. Too many of our
Nation's youth are coming out of school ill-prepared to get a job.
Often these boys and girls are dropouts; almost as often they are
high school and college graduates with general training that
"educates" them for potential failure. Today, nearly 2.5 million
students annually leave school——either nigh schooi or college--
with no planned career and few if anv marketable gkills, Some
850,000 of these are dropouts from our elementary and secondary
schools; another 850,000 entered college but left without a degree
or completion of an occupational progrsm. The remaining 750,000
are graduates of a general high school curriculum, traditionally
the dumping ground fer students whe do not elect vocational
training or plan to go to college.

Such a high rate of failure is in itself distressing. But
even more distressing is the high cost of educating these youngs-
ters for fallure. Together, these three groups represent a
combined outlay of nearly $28 billion -—about one-third of the
entire amcunt spent on education in this countrv last year. And
there are other losses, too-losses we cannot calculate in dollars--
the loss of confidence and self-esteem, the sense of alienation and
drift, the terrible sense of gshasement and nonfulfillment that
burdens millions of young people as they embark upon their adult
lives. The aftermath of these early defections is seen in our
unemployment, welfare, and crime statistics.

The other extreme, of course, is the over-educated young
person, at least in terms of the career opportunities available
wvhen he or she 18 ready to enter the labor market. This year
young American college-level teachers with doctor's and master's
degrees are teaching in German gymnasiums or Australian high
schools because there are not enough teaching opportunities in this
country. In some fields there are seven applicants for every
opening. And there are disturbing instances where highly qualified
but also highly specialized engineers and other technicians,
displaced in the aerospace and related industries, have turned in
desperation to running hamburger drive-ins or tending bar.

n
[N

Aruitoxt provided by Eic:

E\.



These are people who have been forced out of their
profession. But there are others, too, in need of career training--
those who are not willing to retire after 20 or 30 years on & job
and who would like to select 2 second career or be retrained for
gsome other type work in a related field. Career education 1is 2
life-long experience. It is for people of all ages, for anyone
who wants to upgrade hia occupational and learning potential, to
develop more fully in any way.

Dr. Marland tells of several friends of his who are seeking
new careergs in their retirement years, He points out that "at a
time when life expectancy is moving into the seventies, the notion
that a person should be trained for a single vocation or profession
is costly and obsolete.” "Nothing," the Assistant Secretary
believes, "is more wasteful than human energies and talents that
are not being utilized.”

So here is another facet of career education=--making it
possible for an adult to re-enter the educational system to receive
further training in his chosen profession, to expand his knowledge
go he can obtain another job in a related field, or find a new
profession in his later years. As you can see, career education
extends all up and down the educational ladder, from kindergarten
to college--and beyond, To make career education really work, we
must refocus our programs to meet the realities of today. And we
must do so without downgrading the student who chooses not to go
to college. By making education more relevant to one's life work,
we can increase motivation (keep our dropouts in school longer)
and improve educational performance.

Thia then 18 the purpose of career education as I see it--
to develop an educational syatem directed at maintaining academic
excellence yvet overcoming the two malor faults of our present
system: (1) the lack of ocrupational relevance, and (2) the
undesirable and invidioua distinctiones that exiat between the
academic and vocational curriculum. Career education would in-
crease the opportunities and options available to all individuzla
instead of focusing on a particular group or segment of society.
It is for everyone-—people of all economic, racial, ethnic, and
social backgrounds, and levels of ability.

Career education is concerned zlso with labor market needs.
We are still training students in skills that are no longer needed;
we must, inatead, focua our training on occupations in short
supply, on skills of the future. And we must take into considera-
tion the needs of the community, its ethnic background, its history
and culture.

L% 1
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The Office of ¥ducation has set forth eleven basic opera~
tional objectives for its career education program. Because they
define the program in most precise terms, let me reiterate them
here for you. The program should=—-

(1) Provide students with a more unifying, relevant
curriculum; infuse academic and general curriculum course
offerings with career relevance; and channeling of students into
tracks.

(2) The program should provide educational experiences
to give students increasing knowledge of occupational alterratives
and the world of work. This experience should begin in elementary
school and continue 28 long 2s needed.

{3) The program ghould provide nonacademic career options
(at secondary, postsecondary, and adult levels) which have equal
status with academic career options. The unfairly discriminating
distinctions between the academic track and the vocational track
must be eliminated. This is the most difficult objective to
achieve, but one that in the long run will be the most important.
Now that the pay for many careers has grown so that it equals or
exceeds that for many bachelor degree occupations, this may become
more reachable. It can also be helped by upgrading the quality
and status of the training given to skilled workmen.

(4) The program should provide students with & comprehen-
sive and flexible program of career-qualifying opportunities--one
that will allow students to progreas at their own pace and yet will
not lock them into a particular track. It should increase the
options available at the secondary and postsecondary levels through
greater breadth of course offerings, more meaningful content {{obs
with a future) and availability of different types of learning
modes. Career knowledge that has a high degree of transferability
must be emphasized.

(5) The program should provide for greater involvement of
employeea in the educational experience of all students. Employers
can make an important contribution through work-study and coopera-
tive education programs, involvement in occupational guidance,
career orientation, and placement activities, and in emplover
conducted alternatives to be the "in school house™ education.

{6) The program should provide students with career
counseling that begins early in the educational program and follows
through to job placement or further education. While the system
should be built on the principle of maximizing individual choice,
students should be provided with options that are realistically
related to labor market conditions. A job placement function
should be located in the schools.
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(7) The program should provide opportunity for counseling,
for reentry, and retraining for those who have exited the system--
both for those who have failed to gain employment and for those
in the world of work. Individuals whose skills are no longer
marketable, those in dead-end jobs, and those who want & career
change for personal happiness ghould be able to reenter the system.

{8) The program should provide its graduates from the
gecondary level and each level thereafter with either the skills
to enter the world of work or to embark on additional education.
Many career options will require education beyond the secondary
level, and the systam should provide this experience. The criter-
ion gshould be that at the exit point for each career option the
student is qualified to enter that career.

{9) The program should provide students with some notinn
of what is wrong with the world of work particularly the way jobs
are gtructured. Simply preparing students to accept the occupa-
tional system 1is insufficient.

(10) The program should provide the consumers of Career
Education with a role in its design and implementation. If
individuals are to gain greater self-autonomy and control over
their destiny, it is important they be involved in the planning
and development of Career Education. ’

(11} The program should provide students with credentizls
that overcome discriminating distinctions both in school and in
the society at large. Give credits for vocational courses that
are of equal value to those given for college preparatory courses.
For those whose work performance qualifies them, give credentials
of competitive value for educational or career options. This will
require an active role in seeking to change the credentialing
procedures for entry into the world of work.

While these are the operational osbjectives of career
education, they also will go far towsrd meeting other broad
educational goals. For example, bv increasing and improving
occupational knowledge, preparation, counseling, and placement, we
will also promote more meaningful career options for all individ-
uals entering the system and particularly for those who presently
have the most limited career options. Further, by better matching
individual needs to career preparation, we will increase the
personal satisfaction individuals derive from their work and this,
in turn, will improve their self-esteem and satisfaction with life
in general.

Of interest is a recent report on "Work in America released

by the Department of Health, Education, and Welfare which states
that, "It might be worthwhile to view school as a workplace, and
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to understand that the proper precursor to satisfying work is a
satisfying education.”

Most of you are specialists in curriculum development in
vocational-technical education. Some few of you have been design-
ated as specialists in curriculum development in career education.
Whatever yout orientation, your training, your professional
responsibility, your presence here indicates your interest in
rlaying some role in curriculum development in career education.
Even those most interested in confining their efforts to the
development of curricula for occupational preparation in specific
job skills are seeing these efforts in the total context of career
education--related to other efforts at d eloping career awareness
and providing for career exploration. In a very real sense, all
of you are involved in the engaging task of re-orienting your
curriculum efforts in terms of career education. Let me explore
some 'hows' of this endeavor.

First, most curriculum developers and managers need to
raise their consciousness of career education and its basic tenets
and the implications of these for curriculum development at pre-
school, eiementary, secondary, postsecondary, and adult levels.
This means keeping abreast of the developing literature, research,
development, and experimentation in the field. For example, all
of you will want to watch the progress of two career education
projects funded in '72 under Part I of the Vocational Education
Amendments of 1968. As a result of a competitive proposal process,
contracts were awarded to Eastern Illinois University for the
development of career education curricula K-6 and to the American
Institutes of Research for career education curriculum development
in & somewhat different model, K-6 and 7-9, One product is already
available after only six months--zn annotated bibliography on
career education prepared by Dr. Marla Peterson and her staff at
Eastern Tl1linois University.

"Consciousness raising” also involves viewing social and
economic conditions and problems in terms Oof their relationship to
career education needa and programs. The recently-released HEW
report, '"Work in America" could provide ammunition for a number of
staff seminars on career education needs and means.

Second, there is a need for curriculum developers and
managers in one field to get together with those in other fields
of endeavor. Fusing, integrating, coordinating, relating general
and vocational education are less likely to take place if the
vocational educator and the academic educator work in isolation
from each other. Happily, some of our recently funded State
curriculum laboratories have added curriculum specialists in
elementary education to their staffs of vocational education
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specialists. And, they have devised ways of working with curricu.
lum specialists in areas of communications, mathematics, social
studies, and the natural sciences. The marriage of vocational and
academic education which is one of the baaic concepts of career
education is taking place and you are in a position to facilitate,
promote, and support connubial bliss! But, just as in all happy
marriages, each area will wish to maintain its own integrity.

Third, another need is for more sharing and utilization of
the many good career education and related curriculum materials
that have been developed. Many such materials have been developed;
a number are under dewvelopment. Most need to be adapted somewhat
for use 4in a local situation.

According to curriculum specialists in the Office of
Education, the most glaring weakness of most curriculum development
proposals is failure to indicate a knowledge »f the state of the
art of curriculum development in the area addreased. Did you know
that nine agencies of the Federal Government are funding approxi-
mately 90 curriculum development projecta in only two career areas:
marine sciences and allied health? Some of these efforta are quite
limited and no overall evaluation of the effectiveness of the
curriculum materials has been made. Yet, these numbers are
impressive®

Did you know that the Office of Education is funding
curriculum development in six occupational cluster areas:
transportation, construction, communications and media, public
services, manufacturing, and recreation and tourism? Plans call
for testing in fiscal '73 of curriculum materials that are being
developed in these significant career areas. Did you know that
requests for proposals for curriculum development, K-adult, in
business and office occupations and distributive education will be
issued this gpring?

Now in progress at Western Michigan University is a project
aimed at determining the implications of the metric system for all
occupational fields and the development of curricula to facilitate
the change-over. Certainly you will wish to keep in touch with
this effort. State of the art atudies in curriculum development
related to career education of Indians and those in correctional
institutions are in progress. These are ¢nly a few of the
significant curriculum projects funded by the Office of Education
and related to national educational priorities.

In crder that curriculum materials may be more readily
traneferred and adapted for a varietv of educational settings, let
me urge that yvou give attention to a riporous testing of such
materials and that they be presented in a format that is easily
understood. If materials are packaged in such a2 way as to require
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two courses in how to use them their general usefulness 1is
limited!

The tools and strategies of curriculum development are
becoming more and more complex and more and more likely to con-
tribute to the development of curricula that can make a difference
in the behavior of the student. Such meetings as this are
essential as a means of learning about newer methods and techni-
aues. I congratulate vou on your attendance at these sessions.

Again may I remind you that vou have in your hands a
neans for making career education work! You represent a variety
of institutions and a very large number of teachers and students.
Your influence can be felt in this new educational thrust.

You are needed to provide leadership in the career educa-
tion movement. I know that you will be keenly awyare of your
responsibilities as leaders in career education as you work
together this week. I wish vou well in your deliberations!
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ANALYZING OCCUPATIONS WITH
IMPLICATIONS FOR LEARNING

by
Leon Lewis*®

I would like to talk to you about occupations, one of the
goals of vocational education in training for gainful employment.
We, in the Labor Department, attempt to provide vocational education
groups in the States with pertinent labor market information on the
occupat ional outlook in an area. There are problems in this
activity, many of which are concerned with the concept of what 1is
a job. The concept of what is a job versus an occupation or "work™
probably will vary with each person in this room.

We have attempted to catalog all of the legal ways of
making a living and have published this information in the
Dictionarvy of Occypational Titles. Cataloged to date are
approximately 22,000 different wavs of making a living. These
22,000 jobs can be reduced to 14,000 definitions of occuvations and
jobs. A methodology for obtaining factual information about jobs
has been developed called Job Analysis. This methodclogy is based
on an observation and interview technidue and has bern published in
our Handbook for Analyzing Jobs. The handbook has been found use-
ful by research groups, universities, and others as a manual for
training and as a textbook.

Techniques of analyzing jobs for various purposes have
stood a test of time. We recently came out with a new approach
to job analysis embodied in the handbook I mentioned and that is
what I would like to discuss with you. Normally, Job Analysis
is primarily concerned with the work duties themselves. However,
we went a step further and identified those worker trait character-
istics that would lead to successful performance on the job. We
analyze jobs at the duty and task level. Our Job Analysis
technique sometimes is called ''Task Analysis.” At other times You
will near this identified as "Element Analysis."” Lately, in the
world of education, there is a new phrase "Performance Objectives."
All of these identiiications mean the same thing.

One of the problems in dealing with concepts is the use of

the £nglish language which has many synonyms with shades of
different meanings making consistency of interpretation difficult.

*#Mr, Leon Lewis, U, S. Employment Service, U. S. Denartment
of Lanor. Washinfton, D. C, 202Z02.



In an attempt to insure consisfency of meaning, we developed a
series of slides in an attempt to explain concepts, on the
assumption rhat a picture is worth 2 thousand words.

{Slides) The subject is Job Analysis. Job Analysis, in
addition to its value in curriculum development has its value in
recruitment and placement, since knowledge of the job becomes all
impertant. That's not te Say that some recruitment doesn't take
place wichout knowing where you are ®oing to put the person in
terms of placement. This is one ¢f the problems that exists in
industry and government. It is also one of the bases for
determining a better utilization of workers in terms of work that
has to be actuallv performed. Job Analvysis is the basis of fob
"restructuring."

For this we developed a methodology based on our Job
Analysis technique concerned with job restructuring as a methodologv
which 1is belng used in a number of categorical programs sponsored
by the Federal government in attempting to structure new entrv
lavels for the disadvantaged. 1Tt alsc has input in vocational
counseling since vocatiocnal counseling is concerned with the world
of work. It is not enough to know about a "iob area;’ one must
know something about specifics within the job area.

For training purposes, Job Analysis is a must, because this
enables training to take place in terms of specific work activities
to be performed. In performance evaluaticn, it's the basis of
evaluating an employee in terms of the work activities rather than
on ''lle doesn't look right; I don't like his personality; and a
hundred other subjective factors.” In plant safety, it has its
primary input in determinine where hazards exist in the work
activity. In recruitment it enables selecting the wovker who is
best qualified for the cpening. In placement and better utilization
of workers. it facilitates matching the individual with the icb,
utilizing his knowledges, skills and abilities.

For career development, this slide attempts to show
startin® at the entrvy level. If one gets on the right escalator
in cerms ¢of learning job activities, here is the potential for
promotion and transfer to a hiecher level.

As I indicated, Job analysis provides the base for job
restructuri=g. It is a rather detailed joh analvsis that tales
place which gets into the level that educators todav call
Performance Objectives, and sometimcs goes dowm to the "nitty-
pritey’ of identifying and deserihine suh-tasks. In vocational
counseling, it provides ctne basis for discussions on educational
training, aptitudes, phvsical capacities, physical demands of lobs,
interests, temperaments and relnted items.



Job Analysis is a basis for determining curriculum
content. Job dutiles are identified with knowledge elements, such
as blueprint reading, machine set-up, shop math, or machine
operation.

A group of experts could sit around and determine the
specifics of a job., We have found in our own experiences that
groups of experts tend to set standards of what a job should be,
rather than what it is. In that area you can run into a huge
conflict concerning the practicality of training for specifie
vocational objectives. In performance evaluation one has the
basis for identifying the workers' sctual performance. There
could be an award 1f it 1is above normal or it could be 3 dismissal
slip if it 18 below normal. The plant safety job analVYsis could
identify the hazards and also identify the remedial measures that
should be taken. For example, when using a grinding wheel, one
should use safety goggles or run the rigk of an eye hazarxd,

I thought it might be good {f we identified the terms my
organization uses and it 1s within this context that we can then
talk about job analysis. An "element" in the job is the smallest
part of a work sctivity. A "task" 1s one or more elements of an
activity in the work performed so interrelated that one cannot
be performed without the other. A "position” is a collection of
tasks and a total work assignment. A “'job" is a group of identical
positions. In any given establishment one position could be one
job. You could have 14 positions which is one job. For example,
if in an organization you have fourteen drafting clerks all doing
the same thing, the position is drafting clerk. The job {ig
drafting clerk. There are fourteen drafting clerks on that one
job. So the position is really the incumbent or the actual person
on the job. A number of positions that gre the same equates to the
job. In this particular case, four positions are the one job.

One of the problems in job .analysis is to determine where a job
starts and where a job ends. The questions here are where does 1t
end? If you went out to do an actual job analysis, that would be
one of your first problems, what 1is the job? Where does it start?
and where does it end?

For the machine operator there is a situation on a job
where the individual is concerned with the regular tgsk cycle.
The set-up may be done only once, the adjustment once, then from
that point on it is a straight operation. However, during the
operation, he cgn %o back and readjust.

A professfonal chemist, in a sense has no resular task cycle.
tils tosks are really functional. A chemist could szet involved in
research, analysis, testing, reporting, lecturing, teaching and any
one of these areas, in itself, could be a full-time activity. You
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may well say to yourself, is this a job or not? At this point let
me introduce the word "occupation.” Many times one job equates to
an occupation. In this instance the chemist is an "occupation.”
Within the occupation there are a number of different jobs;
research chemist, analytical chemist, test chemist, editorial
chamist and instructor or professor.

Now, let's consider an engine lathe operator. The slide
shows three of them deing the same thing, so those are three
positions and that is the same as one job. Our next slide shows a
situation where we have four positions which are really four jobs.
The workers do distinctively different things and they interchange
only in an emergency. There is a filling activity, then capping,
labeling, and boxing activities to perform. Vhere the workers
rotate or interchange their duties is cne job, and where they do
not rotate, there are four different jobs.

Now, what does job analysis deal with? It deals with two
broad categories of information; one, the actual work that is
performed and the cther worker traits or the traits reduired for
successful performance on a job. Im the work performed area, we
have developed a system whereby in describing the job or
identifying a task within a job, we deal with worker—functions;
work fields; and materials, productg, subject matter or services.
Thus, for each job in our worker—functions we have developed a
system that would relate a job's invelvement with data, peonhle, and
things. These are concepts. Each of these concepts consist of a
hierarchy which has a built in level of complexity. The only cne
that does not is the pecple function,

With work fields we are able to identify the machines, tcols,
equipment and work aids that are specific within the job activities.
We can identify materials, products, subject matter or services
that are involved in the performance of that job. Put all of this
information together and you have an excellent statement of yhat
is the job. Wnat is 1its level of difficulty? wWhat are the
machines, tools and equipment work aids' used? How are they used?
And what matertals, products, etc,, are involved in the performance
of the job? On worker trait: we have identified what would be
significant in the performan:e of a joh. The worker traits are:
training time, aptitudes, temperaments, interests, physical demands
and environmental conditions. FTanvironmental conditions and working
conditicns maybe construed as the same.

When we identified training time we also tock & neood hard
look at what was training time and we found that traininf time is
2 very tenuous type of item., It is identifiable as two factors,
general educational development and specific vocational preparatiom;
in combination, that is training time. Then we tock a good look at
feneral educatiocnal development, which I refer to ag GED. For GED
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we built our own scale or levels. There is no standard in the
school systems in this country. You may take a graduate of the
Boston Latin School with its former reputation and it could equate
to a junior college graduate in some other part of the country.

Or you could take a grammar school graduate in some parts of the
country who still cran’t read or write. If one says eighth frade,
that doesn't mean anything. Of course, our scale is meaningful

to us and may not be meaningful to anyone else. We recognized

that after we released it and subsequently developed a relationship
between our GED scale and school coursework. To illustrate, we
could say that this GED level equates to elementary fractions,
multiplication, and similar math items. In one school system

that may be the fifth grade and in another system it maybe the
eighth grade. Presently, the GED is composed of three factors;
reasoning, math and lanfuage development. These three factors

in combination are General Education Development, For specific
vocational preparation (SVP) we developed another scale. The scale
really ties back to the scales developed in World War II for skill
critically, deferrments and similar purposes.

On the job side in determining what the worker does in
relation to Data People, and Things, we get our primarv input in
terms of levels of complexity, whether the job 1is more a mental
job or working with concrete items, or a people to people
relationship. This is shown as structured worker-functions which
are defined. We define what we mean by synthesizing, coordinating,
analyzing, compiling. computing, copying and comparing. This is
in our new Handbook fer Analyzing Jobs. As shown, the higher the
code number, the lower the level, and the lower the number the
higher the level. Any given level subsumes everything under 1it,
so that if a job is identified as compiling, it subsumes,
computing, copying and comparing. The lowest level of complexity
in the data function 1is comparing.

In a relationship of a job to people function, we have
arranged it to show identifications as functions as mentoring,
negotiating, instructing, supervising, diverting, persuvading,
speaking-signaling and serving. This is not a hierarchy. If one
looks at incore, divertineg is one of the highast paid activities
in the country while among the lower paid are those who are
mentoring and those who are involved with instructing. To repsat,
the job or worker's involvement with things is not a hierarchy.

However, a job’s involvement with the things function is
a hierarchy. The highest level is setting-up, their precisicn
working, operating~controlling, driving-operating, manipulating,
tending, feeding-offering and firally handling.

The Job Analysis approach also identifies the methodologles
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and techoniques that are invelved in a job. There are about 100 work
fields which would reflect that. An illustration of some of them
are appraising, sawing, boring, and shearing-shaving. The analysis
would alse identify how the machines, tools, equipment and work

aids (MTEWA) are used in the work activity and also determine the
materials, product, subject matter and services (MPSMS) that

are involved. There are 580 categories for MPSMS.

Now we come to the worker traits. Let us look at general
educational development and vocational training. The twe in
combination are training time. Aptitudes - we developed a
technique whereby we can estimate the important aptitudes required
in the job. We do not estimate criticality but estimate in terms
of job content the important aptitude required to perform the job.
In terms of interests and temperaments, ldentlfy these in terms
of a bi~polar scale in ocur system.

Under physical demands the technique identifies the demands
that a job physically makes on a person. The counter part of that
would be a medical examination that would identify the capacity of
the individual to perferm in terms of those physical demands. For
example, if you are teaching sowebody how to be a telephone
linesman, and the man only has one leg there 1s no point te it.

Or if you are trying to teach somebody to be a speed typist and he
or she has two arms amputated, there 18 no point to that either.
Environmental conditions are as important as the physical demands
because a lot of industrial jobs have build in hazards. They
should be identified s¢ that where appropriate the use of safety
equipment, clothing and precautions that a worker has to take
could be built inte the instructional program.

& form for recording job analysis data was devised. Some
analyses may be as much as 30 pages, but as you can see the data
are summarized as a job summary. This provides a basis for the
10b definitions in the Dictionary of Occupational Titles.

The back of the farm deals with the requirements for the
job in terms of general education, vocational preparation,
experience, orientation, licenses, relation to other johs and
workers -- promotion from this iob to what, transfer from another
job to this and kinds of supervision received. This information
normally is secured from the employer. Based on cur own Sscale
system, we can then identify more realistic hiring requirements.

That, in a thumbnail sketch, is the approcach we use when we
do a lob analysis. How many analyses aof this type do we have? T
would say about 250,000. Most of them are now on microfisch. OQur
collection includes abbreviated analyses and full-hlown analyses
having, as much as 30 papes.
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A number of educational groups have contracts on "Core
Curriculum Development.” We are in a pesition to accormodate
requests for analyses., If you have a need for any of these, 1
would urge you to write for them. Identify them by the specific
Dictionary of Occupational Titles title and a code number because
that is the way it's filled. We have done a number of other
publications that relate the instructional programs from HEW to
specific wvocational objectives. We have published comprehensive
job description volumes in the health area for those of you
concerned with hospitals and related health work. 1 brought with
me the Handbook for Analyzing Jobs and a handout on other

publications from my Division which would be of potential interest
to you,

This completes my scheduled time. 1 hope you have a
rewarding time at the Institute. Thank you.
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APPROACHES TO VOCATIONAL FDUCATION CURRICULUM

by
Patrick J. Weagraff*

INTRODUCTION

Since I have been asked to devote a major part of my
remarks today to the subject of approaches to vocational~technical
curriculum, it seens appropriate to begin by mentioning that I.find
these institutes ar> most timely and needed by many in our field.
In less than ten years we have witnessed many changes in vocational
education. From educational offerings of rather narrowly defined
programs serving a relatively small number of students to the
emerging broad concept of career education for all, mnakes
institutes such as this one essential.

The subject of this presentation is an absorbing topic
lately within the U.S. 0ffice of Education, in state departments
of education, and certainly in numerous colleges and universities.
In essence many of us in vocational education are attempting to
answer « very large question: what is right and what 1is wrong
with the vocational curriculum and what can be done to build on
our strengths and eliminate our weaknesses?

Because the guestion is a very broad one, this presentation
has had to focus on specific aspects in an attempt to provide you
with improved skills in vocational education curriculum work.
Accordingly, this presentation is divided into two broad parts.

TRANSPARENCY #1
ORGANIZATION OF PRESENTATION
1, Various approaches to vocational curriculum
2. Guidelines to follow in the preparation of voca~

tional education curriculum and instructional
products

VARIOUS APPROACHES TO VOCATIONAL EDUCATION CURRICULUM

There are at least four major approaches to curriculum
which can be used in the practical arts or vocational education.

*Dr. Patrick Weagraff, Coordinator Curriculum Laboratory,
California State Departmen: of Education, Program Planning Unit,
Sacramento, California .

n9



Thev are: (1) a broad fields approach; (2) subject centered
anaroach; (3) a core approach, or (4) an eclectic approach.

TRANSPARENCY #2

APPROACHES TD CURRICULUM

P
-

+7 BROAD FIELDS >,
V4
/ \
CORE APPROACH SUBJECT CENTERFD
\\ P
 NECLECTIC APPROACH

— T

.

Nur field has relied almost exclusively on a subiect
centered approach. To some extent this has been due to whst I
choose to call "historical determinism.”" Or simply stated, a
historical background which 1is the principle source of current
programs. To further introduce this point, let me expand on it
slightly more. Many of our vocational progrsms are rooted in
legislation such as the Smith-Hupghes Act, George-Barden Act, or
the George-Dean Act. These pleces of lezislation established a
subject centered curriculum for vocational education.

Vocational education legislation passed *n 1963 and 1968
were not subject centered. These acts mipht best be described as
"people orientated." Their concern was one of providing vocational
education programs to more people of varying ages and in all
geographic areas of our country. The consequence has been a shift
from a subject centered curriculum to other approaches.

A significant spin-off .of this shift from a subject cen~
tered curriculum has been the emergence of occupational cluster
systems as a base for curriculum building in vocational education.

CLUSTER APPROACH

The cluster concept is an organizational approach which is
directed toward the preparation of individuals with skills, knowl-
edpes, and attitudes required for job entry into a family or cluster
of occupations. 1Its basic premise is the development of individuals
with 1ob entry capabilities for a number of related occupations
rather than indepth preparation for a specific single occupation.

The cluster concept approach to organization of content and

instruction differs from canventional organizational approaches in
terms of scope and depth. The typical vocational education program,
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for example, is found at the secondary level and is desifned to
prepare an individual extensivelv for a specific occupation such
as carpentry, masonry, or plumbing. The cluster concept as it
has emerged in career education provides an individual with early
awareness and exploratory learning opportunities culminating in
the development of job entry competencies for several occupations
found within an occupational cluster such as construction. The
cluster approach does not purport to produce a highly skilled
craftsman but job entrv competencies for a number of velated
occupations.

AN OVERVIEW OF PAST CLUSTER SYSTFMS

The term cluster while still in a gtate of evolution has
taken on & variety of meanings. It may refer to a simple grouping
of seemingly like jobs, to broad institutional groups such as
transportation, manufacturing or public service, to BToups based
on similar job products, to groupinfs based on analysis of work
tasks, and 80 on.

Much work has been completed during the past twelve years
to find methods to develop clusters. In general, such work may be
grouped into three broad approaches. They are: descriptive
approaches, task-analysis approaches, and sociological /paycholog-
ical approaches.

TRANSPARENCY #3

CONCEPTS OF CLUSTERING

TASK DESCRIPTIVE
ANALYSIS APPROACH
APPROACH «
VOCATIONAL
EDUCATION

CURRTCITLUM

SOCIOLOGICAﬁtPSYCHOLOCICAL

APPROACH

It i8 notable that all three methods are valid, usable and
in almost every instance meet the needs of the organization con-
cerned with their development. However, the clusters are not clear
orf unmixed groupings. Like the clusters or families they cover,
they possess many inconsistencies, mixed catefories, and blank
spaces.
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Descriptive Approaches. Educational workers generally
have been interested in categories that relate heavily to teacher
and student training, that reflect job categories as they presently
exist, and that are readily adanted to current vocational and
technical curricula, staff, equipment, and guidance facilities.
Although these systems may include consideration of student skill,
knowledge, attitudes, and other personal characteristics, they are
primarily based upon an informational approach to occupational
areas or families rather than on analysis and svynthesis of broad
Job needs and their relationship to student characteristics.

Such systems are intended for emplovment market information
and vocational guidance and are exemplified by a joint publication
of the U.S. Department of Labor, and Health, Education, and Wel-
fare, entitled Vocational FEducation and Occupations or by wvarious
Department of Labor publications, such as the Occupational Outlook
Handbook and like publications. To a certain degree, the very
complete draft of 15 occupational clusters developed by the
Division of VYocational and Technical Education of the USOE falls
into this descriptive approach, although its implications are
considerably broader.

Sociological ~Psychological Approaches. A second broad
class of systems comes from psychologists and sociologists inter-
ested in various aspects of worker characteristics as these relate
to life styles and occupational choices. A great range of personal
attributes, such as job satisfaction, mobility, personality traits,
work attitudes, personal value systems, vocational interests, and
the interaction of total 1life style and work, have been studied.
Much has been written on such variables as status, leadership, and
work performance,

In an attempt to svstematize these wide-ranging variahles,
some writers--Roe, Super, and others--have developed one-, two-,
or three~dimensional matrices of occupational families arranged in
order of vertical (status) and horizontal (occupational areas)
position. The Dictionarv of Occupational Titles {DOT} represents
a mammoth categorization that handles the several variables of
status, occupational family, worker characteristics, and working
function (i.e., emphasis on people, data, or things), Robinson,
Athanasiou, and Head have wnerformed a detailed and valuahle task
in attempting to descrihe and draw together some of the many ap-
proaches., Thev themselves outline a simplified method of coding
occupations in a2 listing that comhines status and occupational area
characteristics.

Task—-Analytic Approaches. The development in recent vears
of two approaches to occupational traininf results in another
means of classifying 1ob or occupational characteristics.
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The first 1is typified by Smith's work in which he described
methods for analyzinz job and task needs and reduirements and for
carrying these job-functional characteristics back to the training
site for the purpose of defining training objectives, means, and
eauipment in preparing workers or students-for specific jobs or
job families. This approach led to emphasis gp highly funetional
preparation, fixed mastery levels, variable trszining-time schedules
and other properties of a job~function approach to training.

The second approach is that of Maley in utilizing the Smith
or similar rationale to study the common task regquirements and
characteristics of a wide ranpe of skill families. The combined
outcome has been: a renewed consideration of actual task require-
ments based upon hehaviors or actions of persons doing the task:;
training gchemes based upon total job-functional characteristics;
recognition and development of functional similarities relating
jobs and job families; recognition and development of underlying
functional skills and knowledges that are common to several jobs
or job groupings.

One of the most obvicus difficulties confronting curriculum
work by local administrators or teachers concerning clustering is
deciding which type of cluster approach should be used. In the
end, there is always a2 judgmental factor, selecting one of the
three approaches which best meets local needs. I do not want to
suggest there 18 or should be & single approach. Rather, the
problem 1s deciding what criteria the cluster must account for and
still remain feasible in 2 specific situation.

CURRICULUM DEVELOPMENT PROCESS

The last segment of my presentation today deals with guide-
lines for developing wocational instructional products or curricu-
lum. The rules should in mo gsense be regarded asg mandatory, but
may be of use to those who have not already learned the rules 'the
hard way."

For presentation purposes, the rules are organized under
catepories denoting components of the curriculum development
process: formulation, design, verification and installation.

TRANSPARENCY #4

CURRICULUM DEVELOPMENT PROCESS

FORMULATION |-» DESIGN || VERIFICATION{—( INSTALLATION
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Formulation involves ifentification of knowledge, skills
and attitudes to be taught. Design entails preparation of proto-
type materials and procedures considered most likely to achieve
these outcomes. Verification includes the field testing of
prototyne products to determine the extent to which they assist
learners in achieving outcomes, and the revision of prototypes
until objectives are attained. Installation consists of providing
for efficient administration of products in schools. Although
some tules apply to more than one category, they are classified
under the heading considered most appropriate.

FORMULATION RULES

TRANSPARENCY #5
PORMULATINN RULES

1. 3tate curricula outcomes in terms of learner
behavior

2. Base program on empirical evidence

3. Use the needed approach, not the one which
we are most comfortable with

4, Limit research time

Rule One -- State product outcomes in terms of learner
behavior, the conditions under which the behaviov is to occur and
standards of acceptable performance. Comprehensive specification
of outcomes provides an unambiguous criterion for judging product
success. Writing test items to measure objectives at the same time
objectives are constructed helps further define outcomes and in-
sures early development of an instrument to measure hehavioral
goals.

Rule Two -- Gather empirical evidence to determine
knowledge, skills and attitudes to be taught. Data should indicate
their usefulness outside the classroom, even if the data is only
a consensus that certain behaviors are important. Other research,
such as word count studies to delimit vocabulary for reading pro-
grams, can also be conducted., In addition, the population of
learners for whom the product is being developed should be pre-
asgsessed. A diapgnostic pretest, whose items are hased on program
objlectives, will provide information necessarv to determine the
scope and sequence of ohjectives and entering hehaviors of
particular student populations.

Rule Three -~ Select the curriculum approach based on
student need rather than the approach with which teachers are
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comfortable. If a broad fields apprroach is reguired, use it--

don't feel all vocational work has to he grounded in Job analvsis
to be valid.

Rule Pour —- Limit research time. Development work in
vocational education can ground-work their way into oblivion.
Existing research, even if incomplete, is often sufficient for
beginning development of a curriculum. Additional research data
can be obtained as a propram is being designed and tested. This
information can be employed when making curriculum revisions.

DESIGN RULES

TRANSPARENCY #6
DESIGN RULES

1. Provide all materials and procedures reguired

2. BRuild in established 4imstructional principles

3. nevelop alternative procedures

4. Free programs of cultural hiases

5. Give explicit instructions

Rule One —-- Provide all materials and procedures essential
for attaimment of curriculum objectives. Teacher preparation of
materials cannot be assumed. Tests should also be provided,
because measures of outcomes are often inadequate or invalid when
constructed by persons other than the product developers.

Rule Two -- Build established instructional principles
into product desipgn. Materials should be made that do more than
merely present information. Manv educators and psychologists
have described characteristics of effective instruction. Strive
to design & curriculum which will:

Control learner attention

Provide for learner motivation

Stimulate learner recall of informatiom

Deal with the real world of work

Require participation of learners
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Provide immediate feedbamck
Provide for transfer and generalization

Rule Three -- Develop alternative teaching procedures.
Merelv remeating the same instruction when learners fail to
achieve objectives inadequatelv provides for individual differ-
enceg. When curriculum is designed for classroom use, provide
auxiliary materials that can be used by students individually, or
with the assistance of teacher aides, older students sad parents.

Rule Feur --~ Free materials from hidden cultural biases
and discriminations. Some programs, like those teaching forelgn
languages, may relate to particular cultures, while other programs,
1ike those teaching science and mathematics, may not. Using theme
characters and examples from a variety of cultures or restricting
exemplars to objects familiar to learners with diverse culture
backgrounds are ways to reduce subtle discriminations. Multi-
ethnic development teams and cumltural consultants can reduce
cultural) imbalance.

Rule Five ~— Give explicit directions to production per-
sonnel {(particularly if they do not have classroom experience as
a vocational teacher). Write precise descriptions of how proto-
type materials should be constructed, and include drawings when
appropriate. Meeting frequentlv with production personnel as
prototypes are being constructed, reduiring single copies of
nrototvpes for review before mass production bepins, and placing
production personnel and those who design prototvpes in close
physicael proximity will further reduce the possibility that
prototypes will be appreciahly different than intended by designers.

VERIFITATION RULES

TRANSPARFNCY #7
VERIPICATION RULES

1. onhtain information in addition to pretest
and post test data

2. Try out curriculs first
3. Evaluate measurinr instruments
4, Collect more information than you think you need

5., Work with teaching staff
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6. Encourape constructive criticism

7. Don't detract from program effectiveness bv too
much testing

8. Encourage teachers to fill the voids
9. Schedule tryouts effectively

Rule One -- Obtain information in addition to pretest and
post test results. Curriculum verification involves pretesting
a population of learners to determine their knwledge of product
outcomes, trying out the product, and post testing the population
to determine the degree to which the produce promoted improvement
in learner performance. Comparisons of performance on these tests
identify weak program components, but fail to reveal the reasons
why they are weak, Instruments such as interviews, observations,
questionnaires and scales can be used to obtain these additional
data from students and teachers.

Rule Two -- Try out the curriculum 1 instructional pro-
ducts on individual learners and classes as materials are being
designed. Data from early trvouts can be used for revising
materials before beginning expensive mass production for more
extensive field trials.

Rule Three =-- Evaluate measuring instruments. Poor tests
can vield inaccurate data. Observing students as they take exams
and interviewing learners to obtain their reaction to tests can
help determine whether data reflect the condition of the product
oT weak assessment instruments.

Rule Four =- Collect more information than initially
thought necessary for making revisions. Turning back the clock
on a tryout is impossible. Data collection can be cut back after
the first trvout of a curriculum has enabled identification of
information most useful for making improvements.

Rule Five =-- Make sure teachers and learners associated
with field trials understand they are not being evaluated. Care
should bhe taken not to make comments that can be construed as
judgments of their performance, Freduently ask teachers and
learners for suggestions about how the program can be improved,

Rule Six -- Encourage constructive criticism. Wwhen honest
comments about a curriculum's shortcomings are accepted in a
positive manner, teachers and learners involved with field trials
are more likely to describe the weaknesses they perceive in a
program. These comments can be used to remedy weaknesses.
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Rule Seven ~— Curtail collection efforts that detract from
program effectiveness. Often students and teachers are required
to keep voluminous records and undarge so many tests they they are
unable to devote sufficient time o learning and instruction. When
extensive information is necessary, obtain 1t by randomly sampling
some members involved in the tryout. 1In this way, few members of
the tryout population are affected by disruptive measurement tech-
niques, and field results are less likely to be contaminated.

Rule Eight -~ Encourage teachers to develop alternative
instructional procedures when those provided by the program fail,
This 1s especially true during the first field trial, when there
is a lower probability of a program's success. Care should be
taken to document these procedures for possible incorporation in
product revisions.

Rule Nine -- Schedule tryouts sometime is adequate for
making revisions between field trials. If tryouts need to corre-
spond with school years, the revision process must be managed so
modifications are made on time.

TRANSPARENCY #8
TNSTALLATION RULES
1. Test nnder actual conditions

2. Densign programs to require minimal mechanical
and logistical support

3. Build teachers "into'" the program
4. Turnish teacher trzining materials
5. Provide transition to other curricular areas

Rule Mme ~— Test programsg under the conditions in which
they will he used. Products developed for general school use
should be tried out in schools and used by regular school teachers
during development.

Rule Two -- Design programs so they require minimal amounts
of mechanical and logistical support. Materials that require sim-
ultaneous operation of three proiectors or applications of
computers are not likely to be in demand by schools hecause equip-
ment costs would be prohibitive.

Rule Three —-- Build teacher hehavior into programs. This
can be done by simplifying procedures for a program's administra-
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tion. When procedures are simplified, teachers are more likely
to use products correctly. Some techniques for making teacher
administration of programs essier are:

Design materials so minimal directions are required
Make teachers' manuals 2s small as possible
Avold new terms and jargon

Rule Four -- Furnish teacher-training materials. These
incresse the likelihood that products will be administered as
intended by developers. Wizn training materisls are self-instruc-—
tional, the training of personnel to teach athers how to administer
a proprsm is no longer necessarv., Training materials should be
field tested snd revised along with other program compcnents.

Rule Five -- Provide transition to other curricular areas
and grades. A ninth-grade career orientation program should
relate to those in the seventh and tenth grades, particularly
when materials used in those grades have been developed by others.
Materials should be developed to insure that learners can proceed
from various programs within 2 curriculum with ease.

CONCLUSTON

One could, of course, list further rules. It would be
unprofitable to do so. The point I have been trying to make
should be clearly demonstrated. There are several valid approaches
snd rules which can be used in vocational curriculum work. If you
do not have prior experience, I would strongly suggest you start
to apply some of the rules to a specific approach.

Melvin Barlow, a former yrofessor of mine, recently spoke
of the curse of neophobia. He indicated that neophobia -~ the
fear of anything new -- will plague work in our field. While this
is undoubtedly true, we must accept the fact change is required if
we are to effectively and efficiently meet the challenges facing
the vocational education program.
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EXPLORING CURRLCULUM TASKS AND GUIDELINES
IN RELATION TO CAREER EDUCATION

by
Henry J. Hermanowicz*®

Long after he passed away, I can still remember the advice
that my father, a Polish immigrant to the United States who never
completed his elementary education until age sixty-five, gave me
as a boy in grade school. He advised me to get as much education
as I could including a ceollege degree so that "1 wouldn't have to
work for a living.” Of course, he meant so that I wouldn't have
to work at hard physical labor, but his message still conveys some
of the popular prejudices that exist about the world of work. T
took hils advice and exceeded all of his expectations for longevity
in education. I became a college professor and later a dean.
Today, some of my colleagues would insist that I have followed my
father': advice literally.

This true anecdote caused me to reflect upon many concerns
I have with respect to occupational activity and formal education.
There seems to be an unfortunate but pervasive attitude in American
culture suggesting that basically a person must work in order to
obtain the resources to provide for himself and his family and to
pursue his recreational interests. One’s work or career was not
to be enjoyed but to be endured. Formal sducation was to be
pursued as a credentialing and seoclal gtratification process
enabling one to acquire a position less distasteful than what
would be available with less schoeling. Thus, we have created
an army of position-seekers with little or no actual career
commitment whose education offered minimal relevance to their
cccupation. To be sure, man does not live by an occupation alone,
but it is tragic not to recognize that a gubstantial portion of
his life is taken up by his vocation. It seems that we educators
have Intensified this problem by dichotomizing academic and
vocational education and assigning less respectability to the
latter., Furthermore, we have planned programs and educated people
with little attention to their subsequent employability and the
manpower needs of soclety. I take it that these are some of the
problems that the newer developments In career education are

*Dr. Henry J. Hermanowlcz, Dean of College of Education,
Illinois State University, Normal, Illincis 61761,
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attempting to resolve.l

My task in this presentation is threefold:

A, To tell you what I think is the emerging nature of
""career education,"”

B. To describe major tasks or components of curriculum
development,

C. To provide some illustrations or examples of curriculum
guidelines that may be helpful to your work in
curriculum planning.

THE NATURE OF CAREER EDUCATION

There seem to be no clear stipulative definitions of
career education in the professional literature. However, we are
finding some general propositions commonly identified with career
education. For the purposes of this discussion, let us assume that
career education involves the following:

1. Providing fundamental understanding of the nature,
complexity, and dynamics of major occupational fields
within a8 societal-cultural context, .

2. Cultivating positive attitudes toward the world of
work and the human satisfaction that can be derived
from an occupation,

3. Fostering preater self-realization of individuals by
relating their abilities and interests to career
exploration and development,

4, Developing individual propensity for wise career
decisions over a lifetime based upon realistic
assessment of personal abilities, interests, and
goals as related to occupational opportunities and
needed preparation or retraining,

1Special thanks is given to Dean Charles B. Por*=r, a
respected colleague and friend at Tllinois State University, who
generously supplied me with pertinent literature and counsel to
reduce the substantial naivete I broupght to matters of career
education as a curriculum generalist.
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5. Providing cprortunities feor the development of feneral
cccupational competencies compatible to cach
tndividual’s ahilities and roals.2

Career education thus conceived would have program
implications ranging from the elementary schocl through continuing
adult education., Furthermore, career educarion thus conceived
would require cooperative ventures between the school and the
larger community including business and industry. In addition,
career education so conceived would have to be planned with a
responsiveness to the changing manpower needs of the region and
nation. The brecad program structure of career education would he
somewhat as depicted on the chart which follows:

MAJOR TASKS IN CURRICULUM DEVELOPMENT

A number of individuals have attempted to identify the
major tasks or ingredients of curriculum development. For example,
the late Hilda Taba descrihed curriculum development in terms of
the feollowing major tasks:

Diagnosing educational needs,

+ Formulating objectives,

Selecting appropriate content,

Organizing the content,

Selecting learning experiences,

Organizing learning experiences,

Determining the ways and means of evaluatineg the
effectiveness of what is taught,3

- B ) R

Robert Gagng, on the other hand, provides a much narrower
conception of curriculum defined as “a seduence of content units
arranged in such a way that the learning of each unit may be accom-
plished as a single act provided the capabjlities described by
gpecific prior units (in the sequence) have already becnu mas, ared
by the learner.” From this definition of curriculum, Gagné

2There are A number of descriptive statements regarding the
essential nature of career education. An excellent summary of such
statements as well as background information is provided in:
bdwin L. Herr, Review and Synthesis of Foundations in Career

tducation. (Columbus, Ohio: The Center for Vocational and Technical

Kducat lon, The Ohio State University, March, 1972.)

3Hilda Taba, Curriculum Development: Theory and Practice.
(New York: Harcourt. Brace, and World, 1962), p. 12.
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indicates that the major curriculum development tasks are:

. Stating terminal objectives,

+ Describing the sequence of prerequisite capabilities,

. Identifying the initial capabilities assumed to be
possessed by the students.%

1
2
3

Gagné’s behavioristic-content model of curriculum design has been
employed in the rather successful AAAS elementary school project
"Science--A Process Approach.”

For over three decades, the ways of analyzing and
describing curriculum development have been dominated by what has
been called the "Tylerian Rationale.” This rationale was developed
originally in 1936 by Ralph Tyler as part of his work wiith the
eight-year study., The rationale later was modified as a result of
its use in a seven-year project devoted to the improvement of
collegiate general education in some twenty-two colleges. In 1950,
the rationale was outlined by Dr. Tyler as the syllabus for the
curriculum course which he taught at the University of Chicago.

Tyler's syllabus, which has become a classic in curriculum
literature, begins with identifying four questions which allegedly
must be answered in developing any plan of instruction.

1. What educational purposes should the school seek to
attain?

2., What educational experiences can be provided that are
likely to attain these purposes?

3. BHow can these educationzl experiences be effectively
organized?

4, How can we determine whether these purposes are being
attained?

Each one of these questions is examined and an explanation is given
of procedures by which the questions can be answered. The
questions and the proposed procedures for answering the questions
becomes the rationale offered by Tyler for not only developing
curriculum but also for viewing curriculum as a field of inquiry.

The Tyler syllabus provides a number of rules, principles,

4Ralph Tyler, Robert Gagné, and Michael Scriven,
Perspectives of Curriculum Evaluation, {Chicago: Rand McNally &

Company, 1967), p. 23.

5"":_-11ph Tyler, Basic Principles of Curriculum and Instruction.
(Chicago: The University of Chicago Press, 1950), pp. 1-2.
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or suggestions for dealing with the four questions initially
identified as fundamental to curriculum development. Taba also
offers various rules, principles, or suggestions for effectively
dealing with the major curriculum tasks and so does Gagné. These
rules, principles, and suggestions usually take the form of
prescriptive statements or conditions indicating how the tasks
should be dealt with if a sound curriculum i8 to be the end result.
It i3 such prescriptive statements that I believe most people are
looking for when they talk about "curriculum guidelines."” Thus, I
would regard a guideline as & condition to be met or a prescriptive
statement designed to direct, regulate, or influence the way we
deal with curriculum development.

Regardless of how we wish to perceive the major tasks of
curricuium development, educational programs or proposed programs
can be characterized by their purposes, their content, their
instructional material and strategies, theilr overall organization,
and the changes they purport to bring about. Let us assume that
the major tasks iunvolved in curriculum development are the
following:

1. The identification and description of :he oblectives
of the program,

2. The selection of content considered most significant
and appropriate to the attainment of the objectives,

3. The translation of the content into instructional
strategies and potential learning situations,

4, The organization of the instructional strategies and
learning situations into an overall pattern,

5. Acquiring evaluative data relevent to the internal
objectives of the program a8 well as external assess-—
ment of the program itself.

SOME ILLUSTRATIVE GUIDELINES

At this juncture, let's explore some illustrative guidelines .
in conjunction with curriculum tasks. Three interrelated k'ads of
guidelir2s seem to be needed in curriculum planning projects:

A. Broad clarificaticn or delineation of the area or field
of possible curriculum develcpment {(i.e., the nature
of career education and the role of certain fields
such as vocational education in career education
programs),

B. Basic conditions that should be met for any acceptable
curriculum proposal in career education:
e.z., 1. Any program proposal should include:

a. A description of objectives,
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b. Criteria for selection of content,

¢. Proposed instructional strategies,

d. An outline of its organizational pattern,
e. A plan of evaluation.

e.g., 2. There should be a2 broad base of participation
in formulating the proposal including experts
in content fields, curriculum generalists,
experts in vocational education, puidance
experts, instructional technology experts,
psychometricians, practicing teachers, and
students.

C. Suggested qualities, conditions or procedures for
dealing with the curriculum tasks would be a third level
of "guidelines."

In terms of the latter, each one of the curriculum tasks
could be pursued by considering certain conditions or perscriptive
statements serving the purpose of guidelines. The guidelines may
be useful or ineffectual. They may be derived from a base of valid
knowledge or invented from practical experience. They are
invariably suggestive of values held as desirable or functional
in dealing with the curriculum task. To illustrate, let's take
four of the tasks and consider some possible guidelines.

Objectives

The goals or objectives of any educational program represent
expregsions of attitudes, preferences, or values., In listing the
objectives of a program, we are generally told not to render them
functionless by making them too broad, flowery, or ambiguocus.
Furthermore, we are asked to establizh some degree of priority for
the objectives g0 that we can tell which nnes are reparded as most
significant in the enterprise. In addition, it is generally
suggested that the objectives be stated in illustrative student
behavior clearly indicating expected performance. In addition,
the objectives may be stated with some attention to standards, i,e.,
the desired level of performance anticipated as an outcome of the
program.

What I have given you are some guidelines with respect to
the formulation of educational objectives for a program. Simply
stated, these are nonambigulty, priority ideutification,
specification in behavioral terms, and performance standards.

Other prescriptions encountered in curriculum literature suegest
that appropriate attention be given to affective and psychomotor
objectives rather than exclusive concentration on those of a
cognitive nature. Furthermore, we are advised to specify objectives
covering a range of learning and performance sophistication versus
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preocccupation with the simplest forms of knowledge, attitude, and
gkill development,

Content

In analyzing knowledge for purposes of curriculum
development, we are confronted with problems that have defied
satisfactory answers. We are still asking Herbert Spencer's
question, "What knowledge is of most worth?" Knowledge forms are
pluralistic rather than monclithic and they rest on different .
foundations of validation. For example, we can talk about ethical,
aesthetic, empirical, and logical foundations of knowledge. However,
any one field or discipline usually contains each of these different
forms of knowing. Furthermore, there are distinctive elements
of knowledge within each field that we generally identify as
individuas facts, concepts, general facts, and theories., Individual
facts are regarded as the least significant and most perishable
form of knowledge to teach students. While an individual fact
attempts to convey knowledge about the world, it is not a statement
conveying regularity, replication, or recurrence of the phenomenon
to which it i3 addressed. Tor example, "There were 'X' registered
Democrats in Rochester, New York, in November of 1968." '‘There
are 'Y' bloodcells in this particular blood sample.” "In the
presidential midterm elections of 1938, the Republicans gained
81 seats in the House, eight in the Senate, and fifteen state
governorships.” Such individual facts are considered trivial unless
they are connected with other facts.

A concept on the other hand is a word or word combine whose
definition involves a set of relationships, characteristics, or
categories of phenomena. A concept may denote characteristics of
physical things such as "hydrogen" or "isomorphic rock'; or the
concept may even denote characteristics of societieg, such as
"totalitarianism" or "corporate enterprise.' The concepts of a
given field usually distinguish it from another field although
there are no neat boundaries separating man-made fields of
knowledge. Concepts are invented by schelars in their various
fields of study as a means of giving system or order to the
phenomena being examined, Because concepts are the fundamental
cognitive building blecks by which we order and try to understand
all cypes of phenomena, it is generally assumed that they will
represent the basic substance appropriated for ingtructicnal
content. However, not all concepts are equally useful or
important. Concepts are sald to be meaningful and significant,
They are meaningful if they have adequate understandable referents,
i.e., 1f they are defined with comprehensible characteristics and
word substitutes. Concepts are significant if they are connected
with other concepts, i.e., if thev enter into generalizaticns or
general facts.
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A general fact 1s a connection of individual facts or a
statement indicating that all things having a certain characteristic
also have another. To put it in other words, whenever we have an
instance of one concept we always have an instance of another. For
example, "Every time you have a right triangle, the sum of the
squares of fts legs will equal the square of {its hypotenuse." "Bad
money drives out good.” Such general facts are attempts to express
the discovery of regularities and therefore are often called laws.
General facts may lead to the construction of theories. A theory
in scientific knowledge 1is a deductively connected set of laws.

In other words, a theory involves systematic relationship between
a number of generalizstions and it can be verified by tests of
experience besiges having the power of observational
predictiveness,

To oversimplify the matter, we are advised to build
curriculum content largely on the more significant concepts in a
field or fields and their relationships to each other. But another
guldeline for content selection 1is the general social utility of
the knowledge, i.e., how the knowledge has potential application
in a wide variety of situationg individuals face in life. 1In the
case of programs for career education, content selection ruidelines
would prescribe the appropriation of significant, socially
utilitarian concepts and generalizations from a variety of fields
as such content appears functionally germane to the program
objectives,

Learning Situations

The translation of content into instructional strategiles
and potential learning situations 1is an extremely complex task. It
begs such questions as, how will instructional technology be used
in the program? Do some of the objectives and content lend them-
gelves to effective development and use of autoinstructional
materials? yhat content is best emphasized through inquiry
strategies? What learning outcomes are best pursued through
tutorial or seminar gessions? What outcomes reguire direct
experience in the community, business, industry? Where and how
should simulation or pames strategies be used?

In his curriculum syllabus, Tyler cited a number of
“principles” or guidelines suggested for organizing learning

‘GMay Brodbeck, "Logic and Scientific Method in Research on
Teaching,” in N, L. Gage (Ed.), Handbook of Research on Teaching.
(Chicsgo: Rand McNally & Company, 1963), pp. 44-93.
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experiences. For example, "For s given objective to pe sttained,

8. atudent must have experiences that give him an opportumity to
proctice the kind of behsvior implied by the objective." “Lesrning
experiences must be guch that the gtudent obtsins sstisfactions from
carrying on the kind of behavior implied by the objectives."
Reactiona desired in the experience sre within the renge of
possibility for the gtudents involved."’ These prescriptions

stated in other words are meaningful practice, positive
Teinforcement, end readiness aagsessment, Another type of guilde-
line that way be stipulsted is that all instructionsl strategies

must involve rield teating in actual situstions as 8 test of
their practicel usefulnees.

Organization

Organizing the instructional strategles and learning
situations into an overall pattern involves a veriety of
considerations. A prescription found in curriculum literature and
repopularized by Jerome Brunzr is the notion of a ''spiral
curriculum.'® This notion suggests that more sophisticated treatment
and reeaforzement of fundamental concepts be systematically
emphasized in the program progressing from one instructional level
to the next, Tyler, on the other hand, described three major
criteria »r guidelines to be considered for effective organization
that are still pert of our conventional wiadom. These were:
continuity, sequence, and integration. Continuity simply refers to
"vertical reiteration’ of major curriculum content. In short,
there should be planned reoccurrence of the teaching of certain
content and skills. Sequence involves an emphasis analogous to what
was previously described as the "spiral curriculum.” This is
provision for cumulative development of concepts, skills, or
attitudes with greater breadth and depth. Integration, on the other
hand, is a prescription for building planned relationships !:ztween
what 1s taught in one field to snother field so that the student can
s2e a proader application of the content and skills he is learning.

I suspect that this tour of ¢urriculum tasks and guidelines

7Ralph Tyler, op. cit., pp. 42~43.

8Jer0me Bruner, The Process of Education. (Cambridge!
Harvard University Press, 1960} pp. 52-54.

9Ralph Tyler, op. cit., p. 55.
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has raised more questlons than 1t has provided answers. Neverthe-
less, I hope the questions help clarify the difficult job ahead.
How best can we design, organize, and implement programs in

career education that will make significant contributions to the
lives of children, youth, and adults are empirical questions tiat
have no simple or final answers. The questions will demand the
best talents we have available. But it should be professionally
exciting to see what can be done.
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DEVELOPING HIERARCHIES OF OBJECTIVES
FOR
VOCATIONAL EDUCATION
CURRICULUM AND MANAGEMENT

by
Patrick J., Weagraffx

INTRODUCTION

Have you ever heard a person say anything like the following:

I wish my staff knew more about the relationship of
objectives to goals,

I wish our performance objectives didn't deal with
such trivial things,

How does what we are trying to do relate to the goals
of our organization?

Som~atimes it seems we waste a lot of time writing
objectives for programs.

I feel cartain that you have heard such statements many
times and you may have reiterated them yourself on occasion. If
you believe, as I do, these statements represent some clues to the
problems of working with hierarchies of objectives, then you should
be interested in this presentation.

My remarks today can be grouped into three broad categories.
First, in bold brush strokes I will review the dilemma of the
instructional objective, Second, we will look at types of
obtectives and how hierarchies can be developed. Last, we will
look at the implications of using hierarchies of objectives.

PARADOX OF INSTRUCTIONAL OBJECTIVES

It is indeed paradoxical that a fielid which has spent untold
amounts ¢f money on instructional objectives should be so mired in
controversy concerning their use.

In the early 1960's, with a wave of systems approaches to
education upon us, many pecple started to use instructional

*Dr. Patrick J, Weagraff, Coordinator Curriculum Laboratory,
California State Department of Education, Program Planning Unit,
Sacramento, California.
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objectives which contained "some degree’ of measurability., In
general this was good for education. ¥ith measurable objectives
ve were able to measure progress in 2 program, as well as conduct
instruction in a more effective and efficient way.

The practice of using complex objectives to plan and
control programa was used by a variety of agencies. Our nation's
objective to land a man on the moon and return him safely is
probably the best example that cam ba cited. That single
reasurable objective resulted in literzlly thousands of sub-
objectives that ultimately guided the activities of literally
hundreda of thousands of workers to achleve program success,

Use of measurable objectives also had 2 number of negative
results. The early leadership in the use of measurable objectives
were strong advocataes Of programmed ipnstructional materials.
Because programmed instruction deals with "small bits" of
information the use of measurable objectives usually was associated
with small taaks.

Recoynizing the danger of citing personal experiences, I
would i1ike to recall an incident which occurred nine years ago. As
Curriculum Director in a large Job Corpa Center wy staff and I were
involved in formulating “terminal performance objectives' for a
nuwer of occupational areas. We called om Dr. Robert Mager to
assist ua with our task. After a great deal of effort, time, and
meney was apent we developed over four thousand auch objectives.
Two years ago I had occaaion to ¢alk to Dr., Mager again.
Reminiscing, he indicated we made the "'mistake of mimutia.” Or
gsimply stated, we were too precise and parsimonicus in our work,

In fact, Dr. Mager suggested the appropriate number of inatructional
objectives for a three-vear doctoral program would probably not
number more than twenty-five.

An additional problem has been the many overlapping and
svnonvmous terms which grew out of thig perioed.

TRANSPARENLY #1
OVERLAP OF TERMS
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Although these terms suggest various things and types of application,
they share the common quality of messurability.

The point I wish to make should be clear. While measurable

objectives are usable and appropriate in vocational education or in
any educational endeavor, they have been grossly misused.

TYPES OF OBJECTIVES

No matter how sophisticated we become in writing objectives,
the technique will not be useful unless measurablz objectives are
used at most levels yithin instruct’onal programs. In the case of
the Apollo Program, the participation of owver half million people
wat required during the nine year period. (oordination of such
activity does not come about withc:t careful attention to the
interrelatedness of objectives for the many people within an
organization. In instructional programs, objectives must also be
interrelated and coordinated if we wish to assure quality results.

In order to coordinate the various oblectives within the
total instructional program, it's useful to think of them as being
of three types or categories. The tevminology to follow 1s offered
as a simple classifization scheme for orgacizing a program-wide
effort in refining objectives. Without such classification, the
efforts of the many people required can easily become misdirected
and overlapping, thus causing unnecessary waste of human Tesource.

TRANSPARENCY #2
THREE TYPES OF OBJECTIVES

LEARNER
OBJECTIVES PROGRAM
OBJECTIVES |[PRGANIZATIONAL

OBJECTIVES
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Most of the exampies that you dealt with to thisz point have
been objectives for the learner. They describe a prediction that
post instructional attitude, competency, performance, or ability
of learners resulted from their experiences in the instruction.
This majJor category is referred to as learner objectives.

Equally important are those objectives which guide the
staff of an instructional program in their role as members of the
overall orpganization. Objectives in this category describe
nredicted, measurable accomplishments of the organization as a
whole, or of units within that whole. This group of objectives
will be called organizational objectives.

In addition to learner and organizational oblectives, a
third category to be called program objectives 1s suggested for
your use. During the past decade the ability to accurately control
costs and report results has become increasingly important to the
management of instructional programs. The tools of program
budgeting and cost effectiveness analysis rely heavily upon
mzasurable objectives. Program objectives provide this information
by integrating learner objectives and organizational objectives in
long-term statements about large numbers of learners.

As thesgse objectives are being develcped there must be.
guldes to direct their formulation. This 1S the role of policy in
an instructional program, most tvpically taking the form of
directives, by-laws, or rules and regulations. Policies exist to
define the broad houndaries and aspirations which are ultimately
translated into measurable uvbjectives. Just as there are different
types of objectives, there are distingunishable levels of complexity
within the learner and organizational categories.

Lec's look briefly at the first of these, the levels within
the learner objectives category.
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TRANSPARENCY #3
LEARNER ORJECTIVES

RICULAR CURRICULAR CURRICU

INSTyUCTTONAL INSTRUCTIONAL INSTRUCTIONAL

I | l ! | l

TASK TASK TASK ! TASK TASK TASK

The broadest, most comprehensive and most slowly achieved oblectives
are called curricular objectives. These describe abilities,
attitudes, and knowledge acquired by the learner as a result of his
total experience during an entire program of studies. TheYy 1re
objectives which are contributed to by a variety of instruciors

over dozens of experiences and may involve knowledge or skiil from
more than one discipline.

At a lower and less comprehensive level are instructional
objectives. These cbjectives typically are accomplished in a
relatively short span of time and include knowledge or gkill that
is broad enough to be meaningful or useful by itself yet narrow
snough to be perceived by the learner as manageable or attainalble.

Certain learner objectives call for competencies which by
themselves seem relatively unimportant or limited, yet collectively
are crucial to the completion of instructional obJectives. These
small easily accomplished objectives which deacribe simple tasks
most learners have little trouble mastering are calied task
objectives.

The second type of objectives, which I refer to as

organizational objectives, also can be thought of as having
different levels.
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TRANSPARENCY #4
ORGANIZATIONAL OBJECTIVES

VISION DIVISION PIVIST

UNIT UNIT UNIT

] 1

STAFF STAFF STAFF STAFF

Thegse are defined by the organizational pattern of an agency. The
large divigion or departments within an organization have divigion
objectives which provide subsequent direction toc units and individual
gtaff members. Since these are the broadest of the organizational

objectives, they facilitate program evaluation and cost effectivencss
analysis.

Each division objective 1s typically achieved through the
efforts of several special purpose units which should have their
own measurable objectives., These will be called unit objectives,

Objectives for individual personnel are called staff
objectives. These provide a basis for the procedure known as
management by objectives, which includes such techniques as self-
gppraisal and performance reviews.

7ot me hasten to add the terms learner and organizational
are not set in concrete. You may wish to alter terminology to fit
your particular need. The key point I wish to make 1s that there
are three levelg of oblectives which are generalizable to 7 wide
range of instructicnal programs.

Before we move Iinto the last part of this presentation it'sq
appropriate to look at an example of a hierarchy. The following
page deplcts such an example and shows the relationship between the
definitiong we have been using and specific objectives.
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DEFINITIONS

(1> LEARNER OBJECTIVES -~ Measurable predictions of what a learnper

(2)

will be able to do or produce in order to demonstrate his
knowledge, skills, preferences or beliefs resulting from an
instructional experience. May describe a learner state,
action, attitude competency or product. Three levels of
learner objectives are;

(a) curricular level - the broadest in scope and most time-
consuming of learner objectives. A measurable competency
acquired by the learner over a period of months or years
as a result of many curricular experiences. Typically

involves knowledge, attitude or skills from more than
one "Giscipline,"

{b)} instructional level - the learner knowledge, attitude or
skill described 1is broad enough to be meaningful in
itself, yet narrow enough to be perceived by instructors
and learners as a "manageable unit." Typically not
accomplished until after several instructional events or
sessions over periods of time ranging from a week to
several months,

{c) task level ~ specifying a2 very small measurable
accomplishment, Limited in scope to that outcome that can
be accomplished by a typical learner in a single
inatructional event or session, Knowledge or skill
covered is relatively useless in itself, however, it is
regarded as relevant since it clearly contributes to the
accomplishment of an instructional objective.

ORGANIZATIONAL OBJECTIVES - Time-constrained statements
deacribing predicted measurable accomplishments of an
organization or sub~units of that organization. Cost factors
are frequently incorporated to serve as level of achievement
indicators. Three levels of organizational objectives are:

{a} division level - the predicted accomplishment of a large
operating division {(e.g., a school or a discipline area)
of an agency or organization. Facilitates division
evaluation as well as cost/effectiveness analysis.
"Division" 1s defined LY size and functional pattern
of the organization,

{b} unit level - the predicted accomplishment of a sub-unit
of a division., Accomplishment of the unit objective
contributes to the accomplishment of division objectives.
Pacilitates evaluation of the unit and cost/effectiveness
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(3)

raalysis. Typlcally represents the common efforts of
fewer than seven staff members,

(c) staff level - the predicted accomplishment of a single
staff member. Contributes to the accomplishment of unit
objectives, Facilitates the use of "management by
objectives' procedures which include such techniques as
gself-appraisal, performance reviews and periodic
negotiation of staff personal development.

PROGRAM OBJECTIVES - Broad, long-term predicted outcomes
determined by thcse responsible for policy and guidance of
instructional programs. Predict a state of measurably improved
competency for the constituents of a program. Usually framed

in terms of large numbers of learners with time and/or cost
indicated. Reflect an integration of both "learner™ and
"organizational" objectives. Typically require sampled measure-
ment of accomplishment.

EXAMPLES

"...volunteers at least one type of evidence during the vear of
having had a successful job interview in the occupation
gpecified in his career plan. Evidence will have been verified
to be the result of activities which were independent of those
devoted to meeting counseling and class assignments."

", ..produce & career plan that satisfies his own expectations.
The resulting plan will exemplify all of the stated principles
of career planning taught in the counseling session(s}."

", ..select an instructional program for the coming semester
consistent with his interests, abilities, aptitudes, as
measured by trained career counselors using reliable measuring
devicesa."

"Each year for the next three years the Counseling and
Guidance Division will provide at least two presentations
before the Board of Education on the need for and evidences
of increasingly more effective vocational counseling and
career planning."

"Within two years the school Principal will have on hand
sufficient counseling staff and/or support staff to provide
counseling services on a counselor-trainee ratio of 550/1."

"By the end of this school year the counselor{s) from each
schoeol will submit evidence of having counseled individually at

102



least the 300 students assigned to him/her and verifiable
evidence 0of the noticeable tenefits of those sessions
presented.”

"Within three years, the counselor-trainee tratio will be 300/1,
enabling the counseling staff opportunity to individually
counsel each student in a career planning session a minimum of
once each semester.”

RATIO OF OBJECTIVES

You may be wondering how many objectives (both learner and
organizational) are typically derived from a policy statemeat. The
tatio of the number of policies to curricular, instructional, and
task objectives will vary widely depending on the scope of the
program. A tule of thumb, however, is of the order of 1323123305100,
Or simply stated, one policy statement may have two program
objectives, which in turn, requires twelve curriculum objectives,
fifty instructional objectives, and one hundred task objectives.

Pictorially, this should be remembered as shown on the
following page.

IMPLICATICNS

Finally, it seems appropriate to simply list some of the
implications of using hierarchies of objectives. This list is
intended to be illustrative of things that do exist in an exemplary
way somewhere in the country, but which, in spite of their great
need, are 8still largely missing from ourtr field.

First, any vocational education curriculum guide developed
by the U. 5. Office of Education, State Department of Education, or
other organization should specify the level of objective being
used. Curtlculum guides should be concerned with the program or
curricula level, not the task level. The task level is vightly the
responsitility of the teacher.

Second, we should start to evolve measurable objectives
from the policy level downward. Too often the objectives we use
are at the program level. This tresults in confusion and frequent
change.

Third, we need to exercise better “"control” on policy anc
program level objectives. We must avoid "fads'' or popular causes.
Educational change must and should occur, but we should have some
degree of assuranca that the change is for the good of the student.
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Fourth, as program wonitcrs, curriculum specialists., or
teacher educators, you must atart to deal with more than objectives
at the task level. 1In this regard I would also suggest you look
closely at the type and level of objectives coming from
"instructional objective exchanges."

CONCLUSION

Most instructional specialists agree that the use of goal
statements In precise and measurable terms hag been a major advance
in education. Now that thia practice is established to gome degree,
ve need to look beyond a superficial level. As a profeasional, I
am certain you are anxious to accomplish this. You can if you,
in cooperation with your colleagues, refine and use hierarchies of
objectives.
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DEVELOPING AN ORGANIZATIONAL OBJECTIVES HIERARCHY

(QUESTION SET)
AL:

The single most Important goal {(aim, purpose, thrust,
aspiration) of the program is to...

PROGRAM OBJECTIVE:

In order to do this, we must see to it that our program
produces the following single outcome... {include two or more
observable forms of evidence such as time, money, portions of
student populations, eic., which can serve as indicators of
accomplighment.)

DIVISION OBJECTIVE:

{1) Before the above major accomplishment can occur, some
important sub~accomplishments will need to be achieved by
varioug major work divisions. One of theve is... {(include
division's name and ite primary outcexz.)

{2) The indicators we will use £0 measure how well the above out-
come 18 accomplished are...

{3) The conditions which will be held constant when we check
accomplishment are...

UNIT OBJECTIVES:

{1) Before the above objectives can occur, other, less-
comprehensive sub-objectives must be achieved by smaller
vorking units. Two of these are... {include unit's name and
its primary outcome.)

{2) The indicators we wi{ll use to measure how well t":e above out-
come 18 accomplished are...

{3} The conditions which will pe held constant when we check
accomplishment are...

STAFF OBJECTIVES:

(1) The accomplishment of the Unit Objectives above relies upon
the effort of individual scaff wmembers. Three of these out-
comes are... {include person or position name and one of their
many objectives.)
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(2)

The indicators we will use to measure how weil the above

outcome is accomplished are...

3

The conditions which will be held constant when we check

accomplishment are...

DEVELOPING AN ORGANIZATIONAL OBJECTIVES HIERARCHY

GOAL:

PROGRAM
OBJECTIVE:

DIVISTON
OBJECTIVE:

UNIT
OBJECTIVE:

STAFF
OBJECTIVE:

(EXAMPLE RESPONSES: VOCATIONAL EDUCATION)

Meet the demand for qualified graduates in the Health
Occupstions field.

Within five years, reduce by more thsn one-half, the
present discrepancy of 30 to 1 between Allied Health
occupation job opportunities in California and the
number of trainees currently being certified in
California in Health Occupations.

By the beginning of the 1974 school year, the Health
Occupations Instruction Division will have increased
its student enrollment capacity by at least 50% without
reducing the number of graduates who are able to pass
state certification exams and without increasing the
number of stsff by more than 10%.

By June 1972, the Inhalation Therapy unit will submit
Jta detailed plan for incorporsting new instructional
mathods and medis which are projected to increase
enrollment without degrading learner outcomes. The
plan ghould include all sections defined in the
District Guidelines for Plsns.

Mr. Thompson, Inhalation Therapy Instructor, has agreed
to complete at least 6 units of instruction in
Educationeal Technology being offered at the University
Extension, by the end of this Semester, provided he 1s
given no sdditional work assignments.

110



DEVELOPING AN ORGANIZATIONAL OBJECTIVES HIERARCHY

{RESPONSE FORM)

L]

GOAL:

PROGRAM
OBJECTIVE:

DIVISION
OBJECTIVE:

UNIT
OBJECTIVES :

STAFP

OBJTCTIVES ;-

*NOTE :

O

ERIC

Aruitoxt provided by Eic:

T———————--—.-*

I

1

*

- e e e —

' r

— | — ——

Con't let the spaces provided limit ¥Your thinking.

Use

additional sheets or cards as needed to expand the hicrarchy.
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PROBLEMS AND ISSUES IDENTIFIED WITH
DEVELOPING CURRICULUM FOR INNER~-CITY YOUTH AND ADULTS

by
Harry Huffman*

In this presentation, I will base my remarks on exper-
iences in curriculum and other projects conducted while at The
Center for Vocational and Technical Education and here st
Colorado State University; alseo in cooperation with Hunter College
of New York City, Temple University and some Philadelphia
tearhers, Southern Illinois University and East St. Louis, Detroit,
Laredo, and Denver. These pre¢jécts concerned curriculum building
and modification for students who are yacommitted, drop out,
suf fer from deprivations and prejudice, and are "put down” =-- in
short, inner-city youth; also related in-service and pre-gervice
teacher education piojects.

Several publications resulting from this work are
publiahed by the U. S. Goverument Printing Office. Ome 18
MODIFYING DISADVANTAGED STUDENTS' PERCEPTIONS OF OFFICE WORK and
another 18 still in process entitled DESIGNS FPOR VOCATIONAL
TEACHER EDUCATION OF TEACHERS OF THE DISADVANTAGED, about which a
great deal is proposed for teachers of inner-city youth. A third
published by McGraw-Hill is WRITING PERFORMANCE GOALS: STRATEGY
AND PROTOTYPES.

In my presentation I would like to talk about four things:
(1) the curriculum designer's syndrome with seven symptoms,
(2) seven evidences of "mouth over muscle,” the usual problem of
failing to put the action where the talking is, (3} the resulting
curriculum, and (4) seven issues.

So first, let's look at the seven symptoms that lead to
the curriculum designer’s syndrome. The first twe will need
little discussion eince I think that they are obvioua, but they
are symptoms perpetually with us whatever we do, whether it is
curriculum development or project development. TheBe two are
limited financing and the numbers game. Limited financing, the
scarcity of financial resources to carry out the miasion, ia a
constant problem and thus sllows us much less time than we would
desire for problem definition, needs identification, and
curriculum design. The numbers game is one of producing so many
curriculum guides with S0 many pages, the key idea being
production.

*Dr. Harry Huffman, Professor, Department of Vocational
Education, Colorado State University, Fort Collins, Colorado.
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The third problem i5 equal priorities. 1In curriculum

-wvelopment, hasty planning on account of limited financing and
the numbera game often results in a laundry list of peeds of
equal value. A laundry list can be likened to the problem where
loads of laundry are brought in to be ironmed. If endless loads
are btrought in, the manager can see no end to her work and thus
loges drive and motivation. The curriculum maker's laundry list
of needs should be studied for priorities and for organizationm.
Unless priorities are established You have a kind of "hip pocket"
operation where each item 18 handled with equal attention and with
little sense of urgency.

The fourth problem I call ambiguous ambiguity. I can
illustrate it by curriculum planning meetings we have had with
inner city schools in which a number of school personnel were
taking part, such as the assistant superintendent, the senior
high principal, the middle grades/junior high principal, the
vocational director, and some vocational teachers. Even after
several meetings we often obtained general descriptions of
problems, but few specifics. Feelinga were expressed about needs
which often remained undefined and undescribed; and again no
priorities were established. In one particular project, we went
arouynd and around on attempting to help an imner-city achool
develop a project which could be funded. The results of the
meetings can be characterized by the comments of one or two of
the harassed participants who said, '"Who's going to do all this?".
These meetings ended with ambiguous ambiguities which gave us no
specific mission and hence no funding.

The fifth item is the early occupational choice symptom.
Examples can be given of state board-sponsored films in various
states that attempt to portray the need for good vocational
programs, One of these films was reviewed while I was at The
Center by a number of vocational and practical arts educators
whose criticism of this film was that it appeared to require
junior nigh students to make early occupational choices. The
problem constantly arises, "Are we forcing our students to make
ecarly occupational choices?". Do students have too little infor-
mation about too few occupations or occupational clusters tc make
decisions? Perhaps too much film production i3 turned over to
media specialists who do not have a clear conception of vocational
program development, Perhaps also we are unable to convey our
beliefs to media specialists (1) that students need to study their
interests, feelings, and aptitudes constantly in relation te job
requirements, 1life patterns, and opportunities in many occupa-
tional clusters, (2) that students need the early valuable
experience of finding out that you don't like something, life
would be miserable if you had to stay with 1it, and school 18 a
place in which you improve your choice and committment., Inner-
city youth need many of these experiences.
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Curriculum development should provide for a good student
data system to record individual astudents' interests, aptitudes,
capabilities, occupational cluster explorations, occupational
choices, and training experiences. As students review their
records against job requirements, they can make tentative
decisions. This learning and tryout period may run for a much
longer time for some than others. Even those who leave achools
to take jobs may need a great deal of assistance in examining
their experiences so that they have a basis for better choice in
subsequent educational programs. A curriculum developer is
frequently forced to operate as if the student had made his final
choice and could never change, which is obviously unrealistic.
Rather, I think the emphasis should be on constantly studying
interests, aptitudes, and capabilities against requirements in
various clusters of occupations, and then making tentative
decisions to try them out. Perhaps this is a never-ending process,
an it hap been for many of us.

The eixth symptom that I have experienced several times 1is
the can of worms. In working on the extensive project of modifying
the perceptions of inner-city youth, particularly girle, toward
office work and compzaring those perceptions with parceptions of
employed office workers in mome of our larger cities, we set up a
workshop at Hunter College of New York City ama developed units
which we thought had potential for helping cnange the feeldings and
perceptions of young people about office work so that those who
chose to go into the businesgs education curriculum did so with
their eyes wider open than they would have otherwise. When these
units were tried out in intensive experimentation in Phiiadelphia,
Detroit, and Laredo, one of the difficulties became immedfately
apparent--schocl regulations or sdministrative regulations.
Anocher problem was the support of the community in using
community and employer resources as extensively as we had
daveloped in our units. Unfortunately, employers aleso do more
mouthing cthan acting. When we reanalyzed our effort, we found
that we had not taken into consideration serious planning about
how to obtain administrative cooperation, community and employer
cooperation, parent cooperation, and so on. Hence, systems
development for curriculum building opens a big can of worma.
with limited Tesources, you need to develop the whole system,
but then delimit your effort to something manageable.

The last probiem is program standards. In classes that I

teach in the summer I frequently hear vocational teachers say,

"I have my standards in my class and I cannot lower my standards."
Even teachers who have been involved with performance objective
development and the accountability laws say, ''Seventy-five per-
cent of my students will get 75% or more on my exams,” and they
call that their accountabilicty. To me this is opposed te the
concept of performance objectives development and prescriptive
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treatment where you do diagnose students' needs, you do propose in
some established order a series of performance objectives, and you
do permit students to work at these at their own rate and to
perfect each one.

Rather than program standards as a measure of accounta-
bility, how much better it would be to play the numbers gSame by
tabulating how many students perfected performance objectives
which enabled them to find jobs, whatever jobs at whatever level.

These seven symptoms lead to the curriculum designer's
syndrome. They confront you constantly.

The second group of these problems, let's call "mouth over
muscle", the failure to put the action where the talking is.
Again, there are seven different kinds of situations.

The first 1s limited staff to work on curriculum, which
goes rTight along with limited financing.

The second one is teacher's innovation. Everyone agrees
we should have it, but the action is missing. For example, the
units developed at Hunter College were taken back by a teacher
to one of our large cities who finally wrotz me that they :d all
been layed aside. The teacher was not going to be allowed to
attempt to Implement any of them. In fact, she was discouragad.
This 18 not as bad as a school system in which carecer educatien
curriculum materials were to be introduced in September and the
teachers were given a training program on how to use them without
even having any of the materials to examine. This procedure
positively stifles teacher innovation. In Project Tomorrow during
the school year 1970-71, thirty vocational teachers, many of whom
came from the Metropolitan area of Denver, individually developed
projects to meet the needs of potential dropouts and other typical
problems of inner-city youth. In some cases the teachers were
unable to implement their projects or dropped them as soon as the
parent project was dropped because they had difficulty getting
permisgsion to carry out their projects or their efforts were not
reinforced by superviaors and administrators.

A third "mouth over muscle' problem is failure to use
gtudent input. It zeems to we from way back we constantly said,
"Take into account student needs, aptitudes, and interests.”

Since aptitude and other tests often fail to glve accurate
information about inner-city student's interests, aptitudes, and
feelings, it geems likely that formal or informal student advisory
committees should be used in curriculum development. About a

vear sgo, I approsched a vorational director in one of our large
cities about preparing an article concerning student input for

113



the AV JOURMAL and was about laughed off the telephone. He told
me in no uncertain terms that students had very licttle to
contribute to curriculum development. Even so, in Project
Tomorrow we have three demonsatration exemplary programs, one of
which 13 in Fort Collins, which of course does not represent an
ioner city but could possibly become one in a few years. Another
is in one of the systems near Denver. Our objective is to make
certain that student input contributes to total program and
curriculum development. The person employed in each school is
vocationally credentialed. His purpose 183 to act ag an advocate
or an ombudsman for the students, largely in program and _
curriculum modification. One ombudsman tells me that many students
have a gevere dislike for the school and see the school as
“"putting them down” every day. They see students in classes who,
because they are cheerleaders, athletes, or members of the student
council, get away with insubordination, mischief, and other things
that they themselves are "put down about” every week. The
ombudsman tells me that these students recognize that they need
an education but they are against the school and they are against
the teachers. They find teachers imposing things on them and
impoaing the teacher's way of doing these things without students’
feelings being considered. Thus, these teachers are in the
process of building a value system on the part of students against
schools, authority, teachers, and the system. The resulting value
gystem puile upon the feelings of the students may be part of our
most severe problems in the public schools. In B. P. Skinner's
book, BEYOND FREEDOM AND DIGNITY, the chapter on values, whatever
you think of the entire book, seems to have a great deal to offer
us here. The feelings of the students about what they are taught
is equally important to the things they are taught. More about
this later.

The fourth problem in "mouth over muscle' involves
ineffective use of advisory committees, I could cover a great
deal on this because I have a doctoral student who made a care-
ful snd detailed study of the 2ffectiveness of advisory committees
in Colorado. I have 8 feeling that if the study were replicated
in other states, you would get much the game results. This
gtudent conducted with trained interviewers interviews with
advisory committee members on their home bages. It was astounding
how little they knew their role on the advisory committee and how
lictle they felt they were of asgistance to the schools. In my
work with advisory committees, I found that we frequently missed
and failed to properly interpret what was being gaid.

In many cases the members were telling us in general terms
gome of their problems, but we often failed to pursue the problems
far enough to get the detaila., As you well recognize, advisory
committee membere are often untrained in establishing educational
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obiectivea gnd they find difficuity in describing theilr needs. 1I
remember in one city an advisory comnmittee member was constantly
saying that personality and character traits were very important
and, when questioned, he mentioned initiative, responsibility, and
the usual words. Ouly a couple of weeks ago, a speaker repre-
senting Martin-Marietta told us to send him employees who had a
mission, who know where they wanted to go. Unfortunately, these
words are difficult to convert into reasonably precise perform-
ance objectives, When 1 was in Los Angeles a couple of years ago,
I talked with an advisory committee and visited one member at
Mattel, the toy manufacturer, who finally pursued one of his
problems in sufficient detail for me to see it gomewhat as &
performance atatement. Actually, a similar statement appeared in
the recent issue of EDUCATION U,S.A. This advisory committee
member talked about the fact, and not in connection with labor or
unions, that the employee with discretionary functiona, that 1is no
regular task cycle, should be able to "negotiate' with the boas.
Since then, I have found a similar atatement in EDUCATION U.S.A.
saying that some employees should be able to ''paych out" what the
boss wants and have enough control over his personality to provide
the boss what he wants. I have been writing some performance
objectives along this line. For example, objectives dealing with
the problem of eliciting sufficient information to carry out a job
and recording or remembering enough of the details to carry it out,
also one on negotiating or "payching out" what the employer needs.
In comnnection with office work, one employer in a large publishing
house was greatly upset, as many of us are, because he was golng
to lose his administrative assiatant--secretary. He waa very much
diaturbed that it might take a whole year before his new secretary
could f111 her shoes. My analysis is that he needed someone who
could aggreassivaly "psych out" enough about his work and responsi-
bilitieas so that she could anawer questions, anticipate job needs,
and master a new vocabulary. In the manual WRITING PERFORMANCE
GOALS: STRATEGY AND PROTOTYPES, we build a model, an elaborate
one, for writing performance objectivesa. In this model there are
gome 12-15 conditions that ought t, be considered in every per-
formance goal. My belief is that when the student becomes aware
of aome of these conditions, then he has the background to ask
sufficient queationa of the job supervisor or manager to whom he
Teports, to obtain a clear picture, or psych out what the boss
wants. Such questions might include: "What is given? How do I
recognize 1t? Ia it a physical object? Is it recorded infor-
mation? Is it people? 1Is it intangibles? Where is the thing or
things that are zoing to be dealt with? Is there somebody waiting
for this to be completed? How fast should it be done? How should
it be done? Of possible alternative procedures, which is the best?
Do I need assistance? Do safety measures need to be taken? Will
I have supervision? What will the outputs be like? How will I
know whether the output meets the quality standard? 1Is there a
time limit or priority rating? and aso on."
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Presumsbly, a person who can “paych out" can mentslly run
down such 8 list, select, snd ssk significant queations that help
him find out what needs to be done and then is sble to work
effectively and efficiently, particularly in diacretionary
operationa. I carried this procedure through with an accounting
teacher, who promptly altered his instruction so that all atudent
sctions are initisted by Lusiness papers and forma from the firat
day of instruction rather than from abstract narratives as found
in 8 typicsl textbook.

Finally, sdvisory committees, if we listen, will :ell usas
they need employees who have ability to persusde s customer and
to look a person in the eye without seeming to stare.

The next problem is "blue sky," but the problem is
actually a blotted out blue 8ky. Another term i8 the overly-
cautious curriculum director. As opposed to csution, one wvoca-~
tionsl director in & Ohio city said that his major job was to
blue sky and be thinking about what ought to be done in the totsl
vocational system by 1980. A good example is one that occurred
last year in Project Tomorrow where my resesrch associate
established 8 team in 8 achool with a large number of Spanish~
surnamed students. The team developed 8 project in which they
were golng to obtain student input in modifying the curriculum.
On the team ware some sdministrstors, & vocational director, a
Spanish teacher, sand some vocstional educatora. After they
finally defined the problem, they needed input from the atudents
sbout what they felt agbout the achool. Thuas, the committee began
developing 8 queationnsire and preparing to distribute it among
the students. At one stage this plan got to the attention of the
superintendenta. My research associate had thought the superin-
tendent was fully aware of all that was being done since we were
invited in to develop 8 project. The superintendent became very
frightened about the project snd thought it might lead to student
rebellion snd unrest. It wsa, however, the opinion of the Spanish
teacher, who was also Spsnigh-surnamed and was well identified
with the students, that there was no such posaibility., It waa a
sincere desire on her part and the students with vhom she was
relating to have some input into the program and gecure 8 change
of attitude on the part of some of the teachers. Unfortunately,
there are numerous instsnces of insecure snd overly-cautious
curriculum makers who fail to "blue sky.”

The aixth problem results from overuse of the Peter
principle, when writing performsnce objectivea, in particular.
In writing performance objectives, it is very essy to write the
traditional onea-~the ones that Mager illustrated snd to write
paychomotor ones, particularly with reference to akills such 8s
typewriting, welding, quantity cooking, where some messure of
skill 18 involved. The Peter principle states that you buay

121



yourself with these at the expense of trying to write the ones
that involve the feelings and the affective goals related to these
skills. Ome of the thinga that Skinner made clear to me wasg that
the feelinge of students about what they were learning eventmnally
developed a value system that they operated by. Unless we are
concerned with seeing that good feelings emerge and reinforcing
them, we are tearing down the very knowledges and ekills that we
are developing. I would like to recommend a moratorium on the
knowledge and psychomotor business of writing performance
objectives and write the "feeling' ones. Perhaps we have for the
moment written enough of the knowledge ones and should now be .
concerned with the feelings about what students are learning and
how these will affect their lives by relating them to the feelings
of successful people on the job. The University of Minnesota has
spent a great deal of time on matching job satisfactions wicth job
satisfactoriness.

“Too many shortcuts,” the seventh problem, results from
"mouth over muscle." An easy way out 1s to take a shortcut.

There is no real shortcut to writing performance objectives,
particularly if you take into account the affective domain and the
detailed procedure described in the publication--WRITING
PERFORMANCE GOALS: STRATEGY AND PROTOTYPES.

As the result of the syndrome and mouth over muscle, I
would 1ike to describe the curriculum designer’s output. As a
result, we have a "traditional instead of an innovative
curriculum.” We find, as one teacher told me in Denver, that
students hide in the imner city to seek a more interesting
environment, He thinks that the curriculum is punishing the
students, for example, putting students in a basic education
program that attempts to teach 15- or l6-year olds of third~ and
fifch-grade reading levels how to read is a punishing curriculum
however much they need it. A .second result iz an "all things to
all people" rather than a '"one-to-one" curriculum. Probably the
factor leading most precisely to the "all things to all people"
curriculum ip the lack of student input.

A third resulc is a "throw-away instead of a trailblazer"
curriculum. A curriculum builec wich a limited financial resource
results quite often in a curriculum guide that is ignored or
throwm away. An example of the cost of curriculum building
according to some authorities i8 a minimum cf $3,000,000 per
occupational cluster. Twenty clusters would cost $60 million.
Furthermore, each locality needs to adapt it to their style of
teaching which means an additional expenditure of money.

A final result is an "ivory tower" curriculum rather than
a2 "workroom" curriculum. A curriculum built without adequate
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input from advisory committees, teachers, and students results in
an "ivory tower" curriculum. A curriculum developed by teachers
with expert advice, student input, and advisory committee input
results in the "workroom" curricuium.

Finally, I want to mention seven high priority issues:

(1) Whether or not we can be provided adequate staffing
and resources for curriculum development.

(2) Whether or not we can accept 8 major mission of
vocational education to build materiala for what the National
Advisory Council to the Preaident calls the student most difficule
to teach, the one that leaat desires education, and the one for
vhom educztion can do the most.

(3) Whether or not we will implement a prescriptive
education program wherea diagnoatic efforts are made to find the
needa of students, where individual performance curriculums are
written and where students progreas on an individual basis.

(4) Another recommendation of the President’s National
Advisory Council on Vocational Education leads to whether or not
vocational educators can and will take leadership with busineas
and industry in reorganizing jobs to fit people. We have long
subscribed to the idea that people should be molded to jobs.
Today we know that such a procedure results in large numbera of
unhappy, disenchanted, resentful people in the United States. We
have been challenged to help business and industry begin reorgan-
izing jobe to fit people's needs and provide a satisfactory work
1ife for cthem.

{5) Whether or not we will try the concept of positive
reinforcement, which 18 probably most effective with the attitudes,
personality traits, and feelings of people about themselves and
their work. Ulctimately, it involves a "work ethic" value system.
The chailenge 13 whether or not we will use a system of positive
reinforcement about work 1ife rather than imposing our owm work
ethics which may be in many cases out of date.

(6) Whether or not we will provide for achievement
motivation by writing performance objectives and using the positive
reinforcement system to get people to want to achieve something
gatisfactory in their lives.

(7) 1 will wmention only briefly thia item and that is

whether or not vocational education 1s a "real tool for equal
opportunicy.”
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CURRTCULTM PROBLEMS - INNER CITY YOUTH AND ADULTS

by
Cleveland Dennard®

Good afternoon fellow atudenta. I say fellow gtudents
because we are conatantly in a process of learning. In our
environment we are alleged to make aybatantive decisions and
implement programs as a result of those decisiona. Because of the
nature of change, and the necessity of staying aware of what is
going on, we are in an eternal atate of learning.

I would like to ghare with you today some of the ways in
which I view curriculum development for inner city youth. First of
all, I find it essential to give some definition to what we refer
to as the "Inner City - 1970's." After looking at data from the
1970 census, we find that the population migration that started in
1947 with those of yg with the GI Bill heading to the cities to
buy houses as veterans, or attend collegea and univeraities, also
brought families to the cities. The migration that took ua from
the rural areas into the urban areas in the late 1940's, the 1950's,
and the early 1960's later reversed itself. Those persons with
sufficient means moved from the rural farm to the urban areas
during this period, but are now moving back to the rural non-farm
areas, or wve refer to it as the sub-urban areas. The residue left
in the cities are what we refer to ag the inner citv.

Invariably, if you have followed some of the research or
news releases on the changes of fertility rates and the ‘‘baby bust',
which started out as the "baby boom" during World War II, you will
find that inatead of producing an average of four children per
family the average 18 now counsiderably lesa. There are all kinds
of reasons why people are not ‘having as many children as before.
The group which moved from the central city back to the suburbs now
alao follows the current nationzl trend in this way alao. Those
people who remained behind in the inner cities tend to have more
children than those who have gone to the sub-urban are-=.

When we examine the age structures of those over 65, we
find wore of the population living in the cities. Put snother way,
you will find a much higher proportion of people that are retired
living in what we call the inner city or central city. You'Il find

*Dr, Cleveland Dennard, President, Washington Technical
Institute, 4100 Connecticut Avenue, N.W., Washington, D.C. 20008,
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a higher percentage of persons of school age, also in the central
city. A higher percentage of the population, 19-44 is living in
the suburbs. This represents a larger part of the work force.
When we try to place this in perspective relative te curriculum
development and to assure the educational experiences that prepare
individuals for jobs, or to upgrade individuals on jobs, with this
distorted distribution of the population within the inner city,

it requires a much more substantive examination than purely the
thetoric of providing education that fits individuals for gainful
employment. Somewhere we have te identify the employment.

A fyrther examination of the standard industrial classifi-
cations for any inner city will show in the decade of the sixties
that the percent of out-migration of businesses from the city to the
suburbs was phenomenal. This was not peculiar to any region of the
nation. Fastern Airlines headquarters office decided they nezded
to move out of Manbattan. In the District of Columbia, we have had
company after company move to the suburbs, We have had community
confrontation over whether-or-not governmental facilities could
relocate in the suburbs, so that there would be better arterial
flow by traffic routes. When we examine this kind of information
we will find that the characteristics of the city snd its
vopulaticn i{s guite different in the United States in 1572 thsn it
was in 1942, 1952, or 1962,

What this suggests then is a careful examination of the
employment characteristics of the city itself and the region that
it serves, 1If curriculum development for the residents of a city
is to have validity, it must be based upon the kinds of jobs that
are growing as fast ss the population is growing, or the kinds of jobs
that are growing faster than the population is growing. We must
determine cooperatively opportunities to maintain educational
experiences for students in those occupations that are growing slower
than the population rate of growth. So, when you laok at your
ctandard 1ncdustrial classifications and the kinds of husinesses,
it is important, in my judgment, to know, whether in the District
of Columbia, or in any one of the 106 major metropolitan areas,
or any of the fifty standard largest statistical areas, what are
those jobs that are growing faster than the population growth
in those communities? This suggests that there will be a demand
for the products of the vocational-technical and adult education
school. If job growth is not known, it appears to me, that all of
the planaing and executing is for naught, and it is unrealistic,

It is important, therefore, in thinking through the
rationale of curriculum development it ought to be predicated first
upon what do people do for a living, and what is the probability
that this need will exist one or two decades hence. Out of this
kind of decision-making must come the _needs for an educational
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environment for which the curriculum is designed. The investment
in equipment and brick ard mortar to assuyre that the experience is
valid ought to be based on the fact that, at some point in time,
the cutput of students will have been justified, based upon what
was required to create the environment in which they were going to
be trained. This to me makes a lot of sense when spending public
funds.

The second consideration, essential for curriculum
development, 18 an examinatisn ©f the magnitude of demarnd. In ihe
District of Columbia, for example, cur manpower projection through
1980 shows that 3% of the district's population will work in
aviation., In the five county metropolitan area 3% of all the jobs
are in aviation. This includes Washington National Airport, Andrews
Air Force Base, Friendship Airport near Baltimore and Dulles
Alrpcrt. Every airplane has to be monjitored by traffic controllers
to get them on the ground., Every airplane must be validated as
airworthy by aviation maintenance men in order to get it off of
the ground, There must be people on the ground directing it te an
appropriate gste. Once you get off of the plzne and into the
terminal someone has to be there with the food, magazines, daily
newspapers, etc. Whether the person is in aviation as a mechanic
or whether he ig in aviation deliverying services that the citizene
require, 3% of all jobs are in the metropolitan area are concerned
with aviatioen.

Prom the validity standpoint, it is logical that you should
design the curriculum te match this need, not only what is going
on now, but what will be occuring in the future. In examining this
further, the necessity of knowing the processes that are carried on
in a specific eanvironment, aviation for example, we tend to go to
the desk counter and tell the person that we have reservaticns, and
rather than someone taking our word for it, they turn to a terminal
typewriter, type your name and flight number and receive an answer
which verifies that you do, in fact, have a flight assignment.
That one phenomena is an example of on—line data processing
in the aviation environment. This has direct curricular
implications as to what goes on back in the inner city. If we
don't see that as a part of validating what should be included in
the curriculum in the inner city, then we are missing something
very basic and very fundamental.

We are not now discuseing all of the sophisticated
techniques of program planning, nor all of the things which happen
in a city. But, rather, what are the implications that we can
validate that relate to design of the curriculum to serve students.
I think we now know how to do this, and do it well. I think we
need a different kind of orientation sensitivity.as to "how do we
deal with the intangibles and imponderables as they rclate to the
residents of the cential city itself?”
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First, let us verify s technique to reinforce ourselves.
Learning, we say, 1s the modification of behavior as a result of
one having gona through an experience. Curricula, then, is the
aggregating of the learning experience through which one must go
in order to exhibit the behsviors that the curriculum inculcates.
If that is true, it reslly should not make any difference 8s to
whether or not we prepare curriculs for students enrolled in the
inner city or the outer city, if we say that we are preparing
individuals pursuant to the provisions of the various legislative
sects related to vocational education. It really should not make
any difference if we are designing curricula experiences through
which individuals may go in order to fill jobs that are gainful
in their perspective.

There should be no problem in this design, until we come to
another set of realities. 1In 1946 Congress passed the Davig~Bacon
Act, krown as the full employment act. The purpose of that act was
to structure some kind of framework for viewing what we mean by full
employment opportunities in the United States. That act hag always
been viewed by the Council of Economic Advisors to mean that if
96% of the employment age group (l4-64 years of ageT were provided
employment opportunities, we would have a full employment economy.
The four percent of thset age group left over could sppropriately be
accommodated through various typee of social legiglation, .including
education. In 1946 it probably was a valid assumption because my
family, and others, had not moved from Florida to Baltimore, Detroit,
Chicago, New York and other places, Some of your families, also,
had not moved from rural areas into the cities. Once you begin to
concentrate the population into the fifty large metropolitan areas,
what would look like a four percent unemployment Tate on a2 national
basis might escalate to a 31% unemployment rate in a2 given
community. To ssk the school system, then, to come up with a
curriculum that is going to prepare a student for gainful employment
in an eunvironment where there are no jobs is a2 cruel hosx to play
on the aspirations of both the professionals as well 8s the
citizenry itself.

Whet we have feiled to do se an educational group is to
address the social restrictions and inhibitions that exist in the
larger society ss they relste to the placement of our graduates.
That is a different problem altogether with what we must deal in the
procesg of curriculum development. It also hae greater implications
in the inner city than anywhere else, because, in the absence of
dealing with that kind of reality, we tend to identify for ourselves
all of the sociological impediments of a group, or group of groups,
who happen to reside in a city at a point of time. I don’t think
thegse are valid assumptions.

In New York city you have Puerco Ricens, and in Washington,
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D.C. we have everybody. You name it! And in the Southwest you have
one group and in the far Northwest you have another group. 1In the
Southeast you have another kind of group and in the north Atlantic
states you have another. As we look at the cities who get the jobs
versus who goes through the vocational curriculum ani ZJoes not get
the job it imposes on us a different kind of analysis. You might
ask, 1s the problem one of curriculum development, is the problem
one of cooperative relationships between business and industry and
the school, or i3 the problem one of rethinking what we actually
mean by an occupational attitude?

I think we have come to the point where we mist recognize
the short term brushfire behavior of Congress that has existed
since 1958, This began when the rural population moved to the city
and ¥e gtarted with the area redevelopment act to develop the rural
areas. Then we suddenly realized the people were in the cities,

80 we needed a manpower act in 1962 to transform people with rural
skills to compete in urban activities. Then when the Civil Rights
Act was passed we had to do it a different way; and then the QEC
Act was passed we embarked on a different course. Now, whenever
Congress meets it tries to deal with what was allegedly that four
percent unemployment rate with 5ix percent unemployment statistics
staring it in the face at a time when we gre 8till tryins to carry
on the vocatiinal education program which some say prepares students
for jobs that do not exist.

If we had solutions to this problem, we wouldn't need NASA,
DOD, and any of the other kinds of agencies. It is important in
the solution, therefore, to identify the problem and 2pply our
energies in finding solutions which in our judgment makes sense
toward improving the quality of life for the students who go
through our curricular areas, and who go through with an awareness
that leads :o some productive employment for them. I think this
i important for the persons engaged in manpower experiences,
whether these are academic or in a vocational education program
in the high schools, an adult school, or a manpower program operated
ancillary to the regular curriculum., We bave a responsibility to
know what 1s the behavior of an employment market as an input to
what should be included in that curriculum that prepares a student
to go out and cope with the problems of employment.

Now, how do you do this? How do you find out whether or
not a company will hire ap individual who is not a member of the
ethnic group that the company hires in general? Is that a valid
question? How do you find that out? Try a test case. Send a
fellow down to the personnel office, tell him to put on a pair of
shamrock green pants, alligator shoes and chartruse shirt. Send
him down to see if he will be interviewed. 1If they won't interview
him You can Say they are discriminating because of his appearance,
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or because of the way his clothing looks, or something else. Does
the schpol have a working relationship adequate to say, "Here are
the characteristics of our copmunity; these are the people to be
educated; how many people do you need in this curricular area this
year; and how many the fellowing year?" There are industries that
make projections, but, do we include in our planning mechanism
what 1s going to be the growth relationships in our community?

If we don't, then we are deficient in a basic ingredient that goes
into curriculum planning.

Second, where we use advisory committees, do we talk to
our advisory about these kinds of things? Is this the kind of
advise we get? Or do we really hope that by the time the class
graduates all of the problems will be solved? How do we do thim?
If we are not using these levels of basic honesty in analysis,
then what we sift through does not provide us with the rational
basis from which to plan a curriculum. It Seems to me we must
take the analysis type of apprcach, or scme facet of this type of
approach, in designing the experiences. Are we in a reasonable
position to improve the quality of the type of experience on the
one hanu and the opportunity of placement on the other?

Also, what kind of feedback do we get on how well the
students who come through the system perform once they are on the
job? Are there any critical incidence analyses that permits us to
know what a gstudent should have known at the time there was a
breakdown, either in manipulative skills or in an emotional
relationship? Has a critical incident analysis been made? 1In a
job situation, between employees OT between an employee and an
employer, someone has to have a de-methodologizing capability. The
student has to be sensitized, while a student, to anticipate the
situation. There ig 2 point in time where certain intellectual
gkills have to be brought to bear on how to analyze a problem and
how to act on it to assure that you remain in that employment
gituation. Most of the studies show that most people lose their
job, not because of inadequate capabilities, but because of
attitudes. How you perceilve it and how You behave in terms of
that perception! It seems to me these are areas of concern which
form the basis for starting with a content analysis or a job
analysis. What are the aggregates of activity carried on
on-the-job for which a content analysis can be done and from which
that analysis can be converted into narrative experiences through
which that student must go to assure that he or she has the
performance capability to discharge the work of that job? It seems
that this is the area of concern that is particularly applicable to
the inner city.

There are a lot of people in the inner city who are angry.
They perceive educators as perfectionists, who assume that they will
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not be misled. They believe everything they hear from a profeasional
educator 1s true, When it is determined that 18 not the case, the
behavior exhibited by the student is invariably deviant. During

the past five years you have seen a great deal of this on college
campuses. QOur neighboring institution just locked the door and
called the National @uard. They don't evem discuss 1it.

That 18 not the way to synthesize information as it relates
to the realitizs of the enviromment in the city. We must try to
understand what ar:z the precipitating fasztars that prrnduces this
lavel of behavior on the part of gtudants. I think we are now at
a point when, in order to make vocational education vibrant,
meaningful and responsive it has to have its sociological base as
a curriculum in the sense that Charles Prossey described it.

I chink it ia more meaningful as we develop vocational courses for
use in high schools and adult programs and elementary schools in
our society today than 1t has ever been. I would hope that after
advancing these notions we can get into some kind of dialog that
will have more meaning to you and prove more valuable for the tima
you are spending at this instituce.
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PROBLEMS AND ISSUES IDENTIFIED
WITH DEVELOPMENT OF CURRICULUM FOR
INNER CITY YOUTHS AND ADULTS

by
Lavrence Davenport#

"1 do wish that all of us had learned cne manual
skill. We live in rcoms using lamps that we
cannot repailr, teiephones and television sets
that we cannot explain. This alienation between
the kand and the objects that serve it is a
serious handicap."

—--"A Conversation with George Steiner,"

by Elizabetl: Hall, Psvchology Today,

February, 1973.

The svhbject I want to discuss with you is curriculum, its
problems and issues that are identified with the development of
curriculum for inner-city youths and adults. Curriculum reform is
neceasary in order to achieve the needed changes in ocur schools.
What is needed i3 a total restructuring of the American educaiional
system around the concept of career education. This restructuring
would call for change in curricuium, teacher training, re-education
of administrators, improved support services, especially wvocational
guldance and counseling, and even getting students out of the four
walls of the school itself to explore the world of work.

PUBLIC SCHOOL EDUCATION

Public schools have failed to be relevant to the needs of
students, the community, and the society. The school svystem saw
as its main job the preparation of students for college, rejecting
from its curriculum planning the fact that less than 20 percent of
our students ever attained a baccalauveate degree. The others wake
up the day after graduation to find they have little preparation
for the worid of work.

It's estimated that 50 percent of job openings im the 1970's
will require training beyond high scheool, but less than four years
of college. An additional 30 percent of job openings will require

%¥Dr. Lawrence Davenport, Vice-President for Development,
Tuskegee Institute, Tuskegee, Alabama 36088.
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only occupational training at the high school level. However, our
schools with their 19th Century concepts and values continue to
plan their curriculum for the small percentage who will go to
college, even though college serves only a small percentage of the
population and carries an exaggerated aura of prestige and social
status, making other types of education other than college seem

undesirable.

Today more and more black students are entering colleges and
universities. But the percentage is still small. According to the
1970 census figures on the educational attainment of employed males
between 25 and 64, only 5.7 percent of blacks (compared with 17.7
percent of whites) had 4 years or more of college preparation.
Blacks having 1 year of college education constituted 12.6 percent
of the employed group, compared with 30.9 percent for whites.

In this age group, 39.6 percent of blacks had high school
diplomas, compared with 67 percent for whites. Add to this the
younger generation, and the figures f{or high school diplomas are
somewhat better, but still far from acceptable.

The proportion of blacks 20 yeais of age and older who have
high school diplomas rose from 24 percent to 35.7 percent between
1960 and 1970, an increare of two-~thirds. For the same period,
the percentage of whites + “h secondary diplomas rose by one-
third from 45.% percent to ....8 percent. In the age group 20 to
29, the percentage for blacks rose from 40 to 62, and for whites
from 65 to 85! The number of black students graduating from high
school 1s continually increasing, yet only a very small percentage
are going on to college.

While our high schools continue to ignors the needs of the
majority of students., our colleges and universities’ "cups runneth
over' with a surplus of degreerholders in many fields.

The American people have kept the faith in the value of
education. They bought the idea fostered by most in the
educational community that the only good education was education
which climaxed with the baccalaureate degree. They accepted this
idea as a fact as though it were the eleventh commandment. YNow
they are having second thoughts and are beginning to realize that
this goal 1is neither a practical one with respect to the needs of
our society, nor desirable for a great number of students. A false
sense of prestige and value has sent many students down the
academic path who would be happier and more productive in other
fields. This has been true for students regardless of their
gocial or economic condition. Unfortunately, society has succeeded
in implanting the idea that any choice other than college is a
lesser one, and less worthy of attention.
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Inner-city residents have tcoo often shunned vocational
and technical education as being "“second-clags' education. This
is unfortunate, for in so doing, they have restricted the
opportunities available to themselves and their chifldren.

Education must be challenging, relevant, and offer students
a variety of choices. The career education concept, 1if properly
formulated and implemented can wmeet that criteria. The need is
desperate. Of 3.7 million youngsters leaving formal educaticn in
1970-71, nearly 2.5 million lacked skills adequate to enter the
labor force at a level commensurate with their academic and
intellectual promise, Many left with no marketable skill whatever,

If properly implemented career education can greatly
increase the opportunities available to a2ll students. It should
provide an awareness of the full range of career options. Career
education by no means will downgrade academic achievement, but
rather will sharpen the basic intellectual disciplines and make them
more relevant to the students' interests and experiences. There-
fore, students can see the practical application of algebra,
spelling or geography, as they relate to the world outside the
classroom.

There is really nothing new in career educatlon. All the
elements exist in our present system. Simply stated, career
education is a medernization of our curricula, making the best use
of what is there, putting emphasis where it is needed most, and
seeing that the greatest number of students possible reap the
benefits,

Career education is not & tracking system. It increases
the avenues available to the students and allows them to make a
rational and educated cheice. All students would take both
academic and occupational courses, and their interests in one area
would not preclude them from switching to another.

Career education will set the tone and create the awareness
of the variety of opportunities. It can lead to technical
training, scholarly studies, modern service-oriented Jobs,
professional degrees, indusrrial crafts, or any of the other
careers which are part of our complex society. Vocational
education 1s one facet of career education which has to do with
the skill development necessary to qualify for the career
opportunities available.

Teachers would revise their course guides to include the
work career concep:s. The teaching of basic academic subjects
will be more interesting and relevant. The academic achievements
of the mass of students will be increased.
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This aspect of career education 1s not untried. In
Baltimore and New Haven, potential dropouts became interested all
over again in gchool when courses leading them into health
occupations were introduced. Out of one group of pupils in this
program, 60 percent received better grades in ALL subjects, and
over half of one class of 23 students not only finished high school
but are now in college.

Generally, the dropout rate for students taking
occupational courses is much lower than for those taking general
education courses. These students stay in school because they are
motivated and are learning something which has relation to the
world around them. They are not dealing in the abstract, but see
clearly-defined paths and goals ahead of them.

The level of unemployment experienced by this particular
group is significantly lower than that for the total population of
the work force at comparable ages. All 16 to 19 vear olds in 1969
experienced 12.5 percent unemployment. All schocl dropouts, 17.5
percent. Blacks and other minorities 24 percent. Figures on the
unemployment rates of the academic and general education high
school students who did not make it to the university, but went
directly into the job market, are not available to compare with
the 5,2 percent record of the students with skill training.
Obviously, however, it must be well above the 5.2 percent figure
to raigse the overall employment rate to 12.5 percent. Of those
individuals who upon completion of occupational training programs
were not available for placement, 69.6 percent were reported as
continuing their education full time.

Many aspects of the career education concept can be
implemented as we presently work together to build a curricula
which will be responsive to all students.

Urban communities throughout the nation should be deeply
involved in the integration of career education in the curriculum
in order to help mold the concept to meet the needs of Inner-citwy
students., Such a career education concept wili require a great
change of attitude on the part of educators (the public attitude
is already far advanced beyond that of educaticnal professionals),
massive teacher retraining, and the development of guldance
counselors to assist students in such a curriculum revision which
would create a new system of education.

The main questions that we should be concerned with 18 how
to prepare students for relevant education which will allow
development of their fullest potential and offer them the full
range of career options. OQur educational system must change, and
not just superficially; the meat ©f these curriculaz must change to
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meet the changing educational requirements of ocur soclety. 1In
place of the unskilled worker, we must have trained technicians.
Educaticnal professionals must overcome some of cur own prejudices
and parental attltudes concerning education, and help broaden the
cholces available to all students. We waste our time, and we waste
the talents of our students, if we delay curriculum reform one day
longer. The need for change 1s evident. The career education
concept could serve as a hasis for change. We have an unprecedented
opportunity to renew education in our country, and to develop a
system which will be truly responsive to modern needs.

We have not been successful in the past in insuring equal
educational opportunities. All of these efforts have been well
intentioned, but as far as results are concerned, they amount to
idle rhetoric. We have talked enough: the problem is well-defined.
We do not need more thetoric, but we do need meaningful education
reform.

THE CURRICULUM - A VEHICLE FOR CHANGE

"The curriculum ia the total of all school directed
experlence."” Every individual is descined to participate in three
general forma of activitiea and therefore the secondary schocl has
three fundamental areas, (1)} the social-civic aim, involving the
preparation of the individual aa a prospective cltizen and
cooperating member of soclety, (2) the economic-vocational aim,
invelving the preparation of the individual as a prospective
worker and producer, and (3) the individualistic-avocational aim,
involving preparation of the individual for the participation in
those activitiea of life which primarily concern proper use of
lelaure and the development of personality. Since every individual
is at once a citizen, a worker, and a relatively independent
perscnality, and since those phaaes of his activity cannot be
divorced, it follows that a fundamental principle in the
organization of curricula 1s the conception that no curriculum
vhich ignorea or minimizes any one of thoae concepta can be
acceptable. Vocational education and career education are
esaentlal componenta that must be kept in mind when planning
curricula.

The activitiea in respect to curriculum planning that the
teacher engages imply four major responsibilities: (1) the
construction of courses of study, (2) the installatien of courses
of study, (3) the utilization of courses of study, and (4) the
adaption of courses of study.

In the construction or reviaiona of couraes of atudy, the
teacher's dutles are two~fold: (1) the personal participation in



activities, and (2) facilitation of others' participation. The
teacher must know the characteristics of a good course of study,
but also be familiar and sensitive to the problem of inner-city
youths and adults 1in order to build a sound curriculum.

The objectives of curriculum must be defined if education
is to be meaningful for the individual and soclety.

THE TEACHER IS THE CORNERSTONE

The major responsibilities for revising the curriculum
rests on the shoulders of the classroom teacher because the teacher
is responsible for implementation of the curriculum. As the late
President Harry S. Truman used to say, "The buck stops here."

Thinking and planning in terms of the educationai
philosophy should goviin the teaching and learning experience.
Teachers should be given every opportunity to familiarize themselves
with the revised statement of aims through participation 1in the
construction of every major division of the course of study or
illustrative aciivities influencing installation, keeping in mind
those items discussed earlier 1n the paper. The teachers and
parents should be given an opportunity to review, re-evaluate and
revised proposed curriculum, thereby providing a total conmunity
basis for understanding and utilizing the curricula to effectively
meet the needs of inner-city youths and adults.

The problems of American schools is that we are living in
a changing soclety and the schools have not kept pace. The
problems which have affected the community as a whole have in turn
been neglected in our current school prograis.

The goal of career education is to assure that every
student, when he leaves school, be prepared either for higher
education or have the skillls needed for entry into a modern
occupation. All students would participate in career education,
starting in grade K snd continuing through grade 12, and beyond
to post-secondary occupational training or the universicy.

The student who pursues mechanical drafting under the
career education concept could decide later that he wanted to be an
englneer and that route would not be closed to him. His earlier
cholce would not have been an irreversible one. On the other hand,
the college~bound student who later drops out of college would have
the skllls necessary to compete in our society, and would not be
viewed either by himself or others as a failure.

Career education will offer students a wide range of
possibilities in many fields. It will be z totally flexible but
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interconnected system operating on a continual progression from
elementary to sSecondary school, through two-year institutions,
universities, and graduate and professional schools. The student,
according to his own interests and abilities, could avail himself
at any point along the continuum.

Career education can lead the student to a law or medical
degree, or it can lead to equally desirable non-degree careers such
as computer programmers, TV-radio technicians, jet engine mechanics,
and others. It will offer the means for the mass of urban students
to gain the skills and expertise to qualify for the technical,
para-professionsl, and modern service-oriented careers which will
account for the bulk of job opportunities in the future.

In designing curriculum we must be aware that about 10 per-
cent of anur nation's voung people could be absorbed each year in
unskilled fields ten years ago. Today it 1s down to less than four
percent, and is decreasing rapidly. At the other end of the
spectrum, job opportunities for college graduates in many fields
are diminishing.

With this in mipd, we must design a curriculum that reflects
the needs of a changing society and recognize the fact that our
education system as it exists today is outmodad and is in drastic
need of curriculum revision - a point which I believe is beyond
debate,

The majority of students who do not prepare for college
recelve general education courses which are boring and irrelevant
to most, and contain little to spur their interest and enthusiasm.
Even those who do enter college are often poorly preparel. The first
year of college has become a remedizl course to make up for the
failure of our public schools.

The public has been registering its objections to the
educational system by voting against bond issues and increased
taxes for education. They are not voting against education as such,
but agalnst educational curriculum which has been producing
millions of Youngsters unable to read at the sixth grade level, and
unable to do math at the 8th grade level. At the same time, the
students are saving, ''No' by dropping out or demonstrating against
a system which they find out of tune with the world around them.

We must respond to this demand for change, and career
education is one approach which certainly deserves close scrutiny
as a means for making education relevant &snd useful for every
student.

Some may object that the role of education 18 not job
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training, but is rather for the purpcse of turning cut well-rounded,
cultured, and literate citizens. It in neither one nor the other,
but 1t must be both. A4ll education 18 car-eer education. The
student who enters medical schecol, or pursies a degree in teaching
oT the social sciences, is preparing for a career. That student
should also have an adequate background in other subjects of a

more general nature. The same should be true for the student who
selects other career chcices, which may require only a high school
education, or one or two yvears of post-secondary education. Again,
it 1s snobbishness which dictates that professional or scholarly
careers requiring a higher academic degree are desirable, while the
preparation for other careers has no place in our schools.

We in America have always believed that the function of a
public school education was not only to provide basic education,
but to prepare those who passed through thelir doors for a Job., We
believed that the high school diploma was the membership card for
the entry-level job, and that students who went on to college to
receive a baccalaureate degree would get 2zn even better job.
Education was believed to be career preparation, and economic
security. It wasg expected to be relevant, not only occcupationally
but in cther ways to equip the student to make his ot her way into
the 1ifez of the community.

Schools falled to keep up with changes in technology and
today's job market to the point that a general high school program
is of 1little value in preparing students for modern Jobs. Now our
schools must change their curricula so that a high school education
cnce again has some value in preparing students for the job market.
Since modern jobs require new modern skills, the schools must
agsume the task of teaching those skills and the curricula must
change. For schools to continue ¢¢ leave the urban Youths and
acults to job training by manpower programs is an abdication of
responsibiiity. The growth of manpower training programs 1s a
reflection of the failure of ocur school system. These manpower
programs are comprised of thousands of individuals who are
casualties of our public school curriculum. Blacks and other
mincrities who comprise less than 20 percent of the labor force
make up 44 percent of manpower trainees.

But these programs are remedial in nature. They are not
only remedial with regard to skill training, hut most of them also
include basic education courses to make up for basic skills poorly
learned in public school. Manpower and on-the-job training must
never be an escape hatch which allows our scheol system to avoid
making the changes needed in the curriculum to provide education
responsive to modern needs. That would indeed constitute a track
system where 2 gmall number of students would receive college
preparatory education, and the remainder would have the option of
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sitting out their time in high school or dropping out, prior to
entering a job training program outside the school system.

Career education would provide the gtudent with numerous
avenues to choose from, built on a sound basic education consisting
of the 3 R's: reading, writing and arithmetic. Career education
is8 an evolving concept and still means different things to
dif ferent people. 1If properly implemented, it could forge great
changes in our antiquated educational system.

We shall and we must overcome the obstacles in the way of

curriculum reform because the very survival of public school
education hangs in the balance.
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ACCOUNTABILITY IN HIGHER EDUCATION

by
A. R. Chamberlain®*

I propose to visit with you today on the subject, "What
are Universities Por,"” or alternatively, "Accountability in Higher
Education.” We are all hearing the term accountability, generally
from people who do not even know what it means, and certainly do
not know what it means as applied to education. I intend to exam-
ine, first of all, the origin of the excitement about account-
ability. Secondly, I propose to discuss that in the context of
colleges and universities so that we can determine how to use the
term accountability in a context of performance auditing.

How can the rules of the game be defined such that colleges
and universities can understand whether we get a good rating or a
bad rating about what 1is being told to us? Certainly, if there are
not definitions of what goals we are attempting to achieve, it is
not particularly appropriate to carry through an accountability
process against undefined goals. Let us examine several alterna-
tives which are purported to account for the origin of this concept,
as viewed from the level of the post-secondary educational
environment of this country. ‘

One of the alternatives that is gquite popular is the
proposition that the unrest of the late 1960's and early 1970's
on our campuses generated by students and faculty so angered people
in our society that they began demanding accountability. Perhaps
that was a contributing factor, but I do not think it was very
fundamental. Another factor that 18 frequently alluded to has to
do with the perception on the campuses of economic insecurity.
worry over inflation, the trends in living costs, the level of
government expeditures, deficits and high taxes, all coniribute to
a mood of little confidence in the economic future by our policy-
makers, faculties and school boards. Such concerns, it 1is per-
ceived, can only be accommodated by attempting to reduce expenditures
or controlling the growth of expenditures by virtue in introducing
concepts of accountability, such as performance auditing, program
budgeting and corollary activities, These concerns, of course, have
led to a certzin crisis of confidence and higher education has been
caught in {it.

A third major factor that has contributed to the desire to
pursue accountability has to do with a lower priority for higher
education in the overall social gcheme of things in this country.
And perhaps logically so. Given the increasing complexity of our

*A. R. Chamberlain, President, Colorado State University,
Port Collins, Colorado.
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society I suspect it is appropriate that higher education be taken
off the pinnacle, at least to some extent, of being the highest
priority social institution in soclety, to being put into the
category of a very important, but not necessarily the most im-
portant, social institution.

I assert that the real reason for this cry of accountability
has little to do with any of the factors that I have outlined. The
call for accountability i3 a call for control and reduction of
expenditures. Tt is predominately a call for control by those who
have the financial resources.

If 1t is true that the primery motivation behind the cry
for accountability is a desire for control, then I believe what is
called for ig an entirely different strategy than when one perceives
that accountability s simply due to unhappiness over student unrest.
The indications that support my particular proposition are the
activities across the land to reduce the autonomy and authority on
the campuses, the increasing authority of all manner of coordinat-
ing or super-governing boards across the country, the increase of
line~iten budgeting by our genersl assemblies, the categorical
funding or narrow restrictions of funding by the Congress and
legislatures, and the enactment of mandatory teaching loads in some
states., All of these are simply expressions of control under the
tubric of accountability.

If we are working in an agrena in which control under the
tubric of accountaebility is the primary wmotivation, how can one
gsucceed in continuing to develop vocational education, community
colleges, gtate colleges and universities generally? In attempting
to guide people to developing definitions that perhaps give us 2
falr chance to be appropriately evaluated, we have to start from
a position of asking ourselves, '"What are the major goals of
universities and colleges?”

It i3 probably fair to conclude that during the decade of
the 60's we in higher education did attempt to be all things to
all people at every turn. When money was avallable there were
plenty of us with a tin cup ready to carry out the activity that
money called for, whether or not it had anything to do with any
primary mission that we might identify for our institutiom. But
that is no longer true in most of higher education. Moat of the
campuses now are ready to accept that ye no longer have to respond
to every opportunistic situation in front of us. We no longer feel
that we must admit every student who has any kind of interest in
any university program, nor that we must initiaste new programs
simply because a few students find out that we do not have a
particular program in which they are interested. T think we have
finally reached the stage, though it has been slow in coming, when
people ask what institution You are from that they will not have
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as the next question, "Well, how big is the place?" All of you
have listened to this routine which assumes once it has been
deternined how bir your institucion is that its quality has been
defined, We are beginning to get through to people that size is
not synonymous with quality. As a matter of fac:, it is possible
that in some instances exactly the opposite is the case.

We can begin to get some public credibility for the idea
that each instituction will have a particular role. That role will
call for a correlation between mission and size of program that
relates to both educational effectiveness and financial etfficlency.
This is the beginning of meaningful accountability.

In talking about definicion of role, let us examine a few
things which I assert are not proper functions of colleges and
universities. Unlike che period of the 60's when it was thought
we should do everything, 1f we can now get acceptance, there are
some things that colleges and universities should not do that the
delimicing approach by itself will assist us in formulating
definitions of those things we should do and against which we can
be evaluated.

I do not think that cthe university should be expected to
be a custodial institution responsible for keeping non-students
off the streets or out of the job market. Some of our economists
will defend that one of the functions of colleges and universities
ig to keep people out of a job market until such time as the job
market truly needs them. We should not be expected to perform
such a function. Obviously, too, I do not endorse the idea that it
should be expected of colleges and universities that we be a haven
for non=-students.

Institutions should not be construed to be adjustment
centers to help young people develop good self-concepts and solve
personal problems. We should hava first-class counseling and
payvchiatric programs available, at least in the diagnostic arena,
but it is not our function to provide the adjustment center func=-
tion on & long-term basis for young people.

Institutions of higher educatian should not be expected to
be recreation centers designed to entertain and amuse students., I
have enough involvement in athletics to believe it is essential
that universities and colleges have athletic programs that provide.
enter tainment, but they should not have to perceive that a purpose
of the institution i8 to serve as & recreation center for their
comrunity or for simply the amusement of the young that may be
hanging around,
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The colleges and universities should not be social research
agencies to which soriety delegates the responsibility for solving
current social 111e. In other words, colleges and universities
should not perceive themselves as social action agencies. Those
of us in universities should construe ourselves to be one of the
most effective sources of knowledge and studies upon which action
plans can be formulated by the public policymakers. The university
should not be the social action agency.

Universities have to accept that they are not in a position
to carry out many of the remedial functions that perhaps should
have been done in the elementary and secondary schools. This is-
a function that must be done, but I do not believe it is appropri-
ate for the major universities. Certainly some of our community
colleges and high schoolis can and should provide remedial programs
that will assist young people in achieving subsequent goals.

Having considered this series of negatives, we can now
begin to look at the things that colleges end universities can and
should do. We can now get through some of the public disenchantment
of the American taxpayer and in turn begin to achieve definition
of our goals in a manner that will make accountability more
meaningful,

What are we for? The overriding premise is delineated by
asking oneself, "What can the college or the university do best?"
What we can do best is provide an enviromnment for learning. That
may sound trite and simplistic; but to provide a true environment
for learning on a campus is much more than providing a professor
in each classroom or laboratory. An enviromment for learning
necessitates both an in-~the~classroom and out-~of-the-classroom set
of tools and resources that can assist young people to learn.

But it is even more than that. The institution is not
carrying out its function unless it alsc provides an environment for
faculty to learn. I believe that faculty are simply students who
are further along in their intellectual development than the stu-
dents that appear before them in their clasges. So, 1if the univer-
sity is to do 1its job, its primary reason for being iz to provide a
learning environment for both faculty and students~-and administra-
tors as well.

Given the above direction, we can narrow down the goals in
a gufficiently definitive manner that an accountability structure
can be created that makes sense. The structure should make sense
in terms of measuring the effectiveness of the learning enviromment
and in assessing financial efficiency. It could be a participatory
system in which faculty, students and the administration, as well
as the external people doing the accountability analysisz, all could
feel that the accountability study output would be helpful, rather
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than einply 2 witch hunt.

In carrying cut such 2 plan we need to examine job
definition for each position in such 2 manner that performance
can be evaluated. This can be done by several established techni-
ques,

Given that we have the ability to discriminate between jobe
as well as between programs, the question remains, "What kind of
learning ie appropriate on a university or college campus?” Here
we come closer to the special interest of each of you; career
education or career orientation,

Career education certainly should stress reality in the
classrcom but at the same time it should not smother young people
in dubious tradition. "Por every child, learning, in itself, is
a sufficient reward for this tiresome journey,"” according to one
of your colleagues, Sid Marland. If that happens to be one ap-
proach to coneidering the learning eituation, whe should partici-
pate in attempting to put meat on this particular skeleton? Many
in our socciety are saying, "Who needa a college learning opportun~
ity?" Some say that only one out of five jobs in the coming
decade will require a coliege education. The most important thing
to conaider is the need for diversity of opportunity on different
soclal/institutional bases that permit students to discriminate
among the institutions they want to consider attending. With that
discrimination in mind, eechk kind of institution can then be held
accountable for ite explicit miseion. An institution like
Colorado State University should not carry out vocational~technical
programs that would be in competition with what many of our
community colleges can more -effectively do. But Coloradc State
University does have a primary reepconeibility to assist in the
development of the leadership talent that can be employed to carry
out the teaching functions 'in vocatiocnal-technical insetitutions.

Who needs a college education? Who needs a university
education? I am quite concerned that our campuses still do net
really understand how to sort sut their reapective roles. I am
algo concerned that our university faculties geneirally are continu-
ing to convey to too many voung people that the only way to go ia
to attain a master's or doctoral degree. It is trus that there
will be more opportuniiies than some of the current natiocnal
rhetoric indicates for people with advanced degrees. We are over-
reacting in trying to reduce the graduste education program of thie
country. On the other side of the ledger, it is time for us to do
what the framework is being laid for; enhancement of vocational-
tachnical or career-oriented kinds of education. That really means
carear orientation at several levels, whether it be a one-year
post-secondary program, or whether it be a unfversity program at
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the bachelor's, master's or Ph.D. level. It is feasible to give
education more career emphasis than was seen during much of the
60°a. It will behoove us all in colleges and universities to try
and make that point to our young people.

It 18 good to see some of the quick shifts in atudent
intereat that are taking place. Students are more slert now than
they were even 12 monthas ago, certainly much more alert than they
were three years ago, to changing job markets. They are asking
such questions as, "If I major in this particular department, will
I find a {ob at the end,” or '"What are the odds that I might find.
a job at the end?" It is good to mee the students do that,
whether they are thinking of a one-year program or a ten~-year pro-
gram. Given such an orientation of students, I hcpe college and
university faculties will do a better Job of being truly honest
with young people in telling them, realistically, whether there
are johs at the end of a particular academic program., If we fail
to do this, disenchantment will continue between our clientele
and the institutions. I, of course, am optimistic about such
things and think we are moving fairly rapidly in the direction of
syatems analyais of our overall state and national programs in a
nanner that will permit better choices to be made by young people.

What muat be the reaponse of higher education to asome.of
the new demands of society? Higher education was easily seduced
intc assuming & societal role far beyond its capabilities and I
reiterate that we must not get drawn into such a trap. We need to
recognize that one of our responsibilities is to acknowledge snd
to reinforce that higher education is not the appropriate alternma-
tive for every American. We should agsert thst higher education
has and will continue to have 2 major and necessary role in our
society, but it will be a more limited and directed ome.

We must not overlook snother point, probably more funda~
mental to getting the money over the long term to support the
programs in which you are interested and in which all of our
colleaguens in higher education are intereated. This point relates
to the behavior of the human being. We can talk all we want agbout
whether or not we are emphasizing too much career education,
whether or not we are emphasizirg toc much libersl educationm,
whether or not we are emphasizing too much engineering, veterinary
medicine and so on, or whether or not we are pursuing too wmuch the
of f-campus learning opportunities such as the university without
walls. The moat important underpinning element of all that will
stand higher education in good stesd, regardless of the political
temper of a given period, hag to do with the behavior of the human
being. That is the individumal’s innate need and desire to learn.
Not neceasarily to learn any particular thing, but just the human
being's need to have the opportunity to learn. What is important
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ie that human beinga need and want to learn from the time they

are 8iX months of age t¢ the time they expire, or at least up

to the time of senility. That particular human need to have
opportunity to learn is the major supporting pillar on which we
can always go to our publics in seeking monev to support the
educztional programas in which we are all interested. That particu-
lar need, when reinforced by the kinds of programs in which voca-
tional-technical or career-oriented education is involved and by
bullding on such concepts as the land-grant inetitutions’tradition
of professional aeducation results in an absolute aasurance that
those of us involved in the kinda of gducation we are, wtll in
subsequent dacades continue to be able to obtain financial support
for our programa. Granted, we would always be able to utilize
more money than we are going to get. We can have confidence that
we will always be Bupported, but not necessarily to the level of
our desirea.

Given that we are going to be supported, and given that we
are defining our goals more carefully, then we have nothing to
fear from the societal drive toward accountability. We have
nothing to fear from the public's aspiration to brimg inte being
accountability syatems and imposing them on us. But while we need
not fear accountability, we should come forth with proposals for
mechanisms of achieving accountability, messured against yard-
sticks that we think make some educational and financial sense.
The concepta now related to accountability are most frequently
oriented to holding one accountable for credit hours, for FTE staff,
or for the percentage of thoge studants enrolled who actuazlly got
a degree, C(riteria of this nature miss the fundamentsl point of
what takes place in the mind of any person, faculty or student,
when they are on campus.

Higher education needs to come up With mechanisms to give
indications ¢f the value added to aach individual in the system
regardless of the level at which he or she started at the time
they joined the aystem. That is very difficult to do, though some
of our national management studies are attempting to do so. Our
behavioral psychologists are going to have to help us more than
they have to dste. If we asgume an sggreaeive posture now and
attempt to develop meagures of educational imputs snd educational
outputs that can be quantified in educationally-meaningful terms,
I believe we can meet this accountability syndrome, even though it
is ceontrol oriented, in a manner that will further reinforce that
institutions for post-secondary education wtll continue to be
financislly supported at levels that will permit us to carry out
moat of the programe we wish to pureue,

In cloging then, I woyld like to challenge you to not put
more of your energy into complaining about the fact that everybody
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wants to hold you accountable and that there are a number of
auditors and outsiders trying to probe into your affairs. Rather,
devote your energy to dealing from & position of positive confi-
dence that you have everything going for you in terms of the sector
of education in which you are functioning and in terms of your
working in an ares that fulfills s basi¢ human need. Uese that
extra intellectual talent which you have to come up with proposals
for ways to measure inputa and outputs that can have accountability
systens spplied to them. Wea can then rest sasured that whether

it is the decade of the 70's or the decade of the 80's, we will
have a viable, aggresaive, dynamic &nd socially-related post-
secondary educational syatem of which we csn all be proud.
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THE ISSUES AROUT OBJRCTIVESL

by .
Robert E. Stake

Ubiguity. All teaching has its purposes. Countless
cbjectives are simultanecusly pursued by every teacher. Some
ocbjectives are explicit; some are implicit. Objectives and
purposes are also known as aims, goals, intents, and hopes. To
understand the objectives people have, you alsc have to know
something of their needs, their fears, their expectations, and
their dreams.

Multiplicity/Diversity. People have more objectives than
they can list. Different people have different cbjectives. Some
people have objectives that are contrary toc other people's ob-
jectives. Each person has cbjectives that compete with, and even
contradict, some other of his own objectives. A 1list of objectives
is an oversimplification of what the group wants and a misrepre-
sentation of what any one individual wants. WNevertheless, it will
sometimes be useful to have lists of objectives.

Behavioral Specificity. A stated objective always
represents a collection of desired behaviors (or phenomena). The
more specific the statement, then the smaller the collection, the
less the misunderstanding about it, and the less useful it is teo
represent some of the complex purposes of education. The more
general the statement, then the broader the collection of behavicrs
the more the misunderstanding as to what is and what is not
included but the more likely it can be used to represent some of
the complex purposes of educatioan.

There is no lanpuage that perfectly represents what a
teacher aims to teach. It is helpful in some cases to state
desired outcomes in terms of student behaviors--~but not always.
The people who hold the objectives should decide which language
expresses their ocbjectives best.

Responsibility. All teachers and all administrators are
regponsible for indicating the school's objectives just as they
are responsible for arranging environments, providing stimulation,

*Robert F. Stake, Professor, Center for Instructicnal Re~-
gsearch and Curriculum Evaluation (CIRCE), University of Illinois,
at Urbana-Champaign, Urbana, Tllinois.

lPrepared for Group Workshops, AFT OUEST CONSORTIUM,
Washington, D.C., April 3, 1972,
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evoking student responses, and evaluating, But each teacher and
administrator does not share equally in these responsibilities.

To the extent that responsibilities are assigned, each teacher's
assigmment should capitalize on what he can do best. Tew of us

in the classroom are skilled in stating objectives. Those who are
not should be invited--but not required--to develop the skill of
stating objectives. A teacher's talents should be used to adapt
teaching to the immediate circumstances, or to motivating students,
or to appraising responses, or to whatever he 1is best at.

Obviously, stating objectives is not a prerequisite to
effective teaching nor should it be considered a universal remedy
for poor teaching. Sometimes--but not always—~it vill help matters
to have a teacher state his objectives.

Priority. Different ohjectives will have different
priorities. Priorities indicate how much effort (money, time,
heart, etc.) should be allocated to each objective. Priority is
based on need, resources available, and the probability that a
given use of resources will alleviate & particular need. It makes
little sense to be specific about objectives and vague about
priorities.

Ephemorality. Jbjectives and priorities, for any person
and any program, change with time. Statements of objectives, if
to be used to mean something for an ongoing program, should be
updated periodically.

Disclosure. Usually high-priority objectives should be
apparent to both the teacher and the learner. Sometimes it will
increase teaching-learning effectiveness to make the students umore
aware of objectives; sometimes it will not. It will not help to
identify objectives which at the moment seem to the student irrele-
vant or contrary to his self-concept. The teacher should not
deceive himself or his students by implying that he has indicated
(or should or could) all the objectives involved in the learning.
Of course, the teacher should candidly discuas the objectives with
students who have & concern about them.

Evaluation Utilitv. Some knowledge of teacher objectives
is necessary for a complete evaluation of a program. Specific
statements may or may not help. The statement that evaluation
cannot occur without specific statemert of objbctives is nonsense;
evaluative judgment of merit and shortcoming does not require an
avareness of objectives. Evaluation projects can be organized
around learning activities, management decisions, or teaching
problems just as well as around objectives. Objectives may be more
usefully considered after studying program activitiez than before.

The choice i3 made by deciding wh¥ the evaluation is being done
#nd who 18 it being done for. 1It's s matter of judgment.
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ACCOUNTABILITY IN RELATION TO VOCATIOMAL PLANNING

by
Roman C. Pucinski*

I want to thank Dr. Larson and Dr. Valentine for the oppor~
tunity to speak to you today on the subject of Accountability.
As I sat here during the past day and one half listining to the
apeeches, I was impressed with the high degree of sophistication
with which you approach curriculum development #nd its implications
for career education. As we look back to the early 1960's when I
first became interested in your field, as a member of the House
subcommittee on education, the progress you are making is most im
pressive compared to a decade ago.

Our job now is to bring up-to-date our critics who have
been historically against vocational education and continue to be
80 because thay seem unaware of what is taking place today. You
should be congratulated on being here.

But my responsibility this morning is to discuss some of
the problems we have and the subject is Accountability. You may
have read a couple of weeks ago that the Metropolitan Museum of
New York has just re-evaluated what they considered to be their
priceless paintings - and found that 300 paintings had to be
downgraded because they were not executed by the famous painters
whose namea they bore. This massive re-evaluation was forced upon
the museum and has cost the museum tens of millions of dollars of
losses because art scholars began challenging the validity of these
paintings and, costly as the results were for the museum, it took
this bold step to preserve its Iintegrity. America's educators,
particularly those charged with the responsibilities of curriculum
development, must demonstrate a similar boldness in revising
curriculum standards 1f we are to preserve the integrity of the
American educational system. We're living in a very changing
soclety.

We are here today to discuss, among osiher curriculum issues
and problems, the concept of educational accountability., Ob-
viously, this 18 a concept to which many meanings attach.

Efrem Sigel and Myra Sobel say, "Accountability is a demand
to know what, 1f anything, has been accomplished with the money."

*
Roman C. Pucinski, Former Representative from Illinois,
Chicago, Illinois.
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Judith Seltz says, "Simply put, accountability is the
honoring of promises made by educators to children and their parents.

Dr. Leon Lessinger, professor of Education at Georgia State
University and a strong proponent of accountability defines it as a
three part policy involving: 'the measurable accomplishment of
students, an independent educational accomplishment audit or a test
of the student's progress by someone other than the teacher, and a
public teport of the success or failure of the program."

Professor Lessinger further states that, "A more sophisti-
cated public is demanding evidence that every Johnny can read and
that he has been provided with the other basic skills necessary to
employment and a useful life in a complex society. The public 1is
demanding product reliability . . . and will no longer accept mere
asserticne of professional superiority . . . Application of a new
process of accountability ia an activity we can use to confront sope
of our most critical education dilemmas."

On the other hand, Howard Storm, less enthusiastic, sounds
what amounts to a word of warning: 'We have educators now who are
enamored with the word, 'accountability.' Although there is
nothing wrong with the word, there is a great deal wrong with what
these gentlemen would hold us accountable to. They want teachers -
and, in turn, students - accountable for discrete bits of informa-
tion and they want teachers to specify in behavioral terms just
what it is they want the student to accomplish. Thus to appreciate
poetry is a poor objective, but to demonstrate knowledge of metonymy.
is precise and accountable . . . Behavioral objectives run riot is
but a small atep to a cybermetic world of push buttons. What's
good for Rand and the Pentagon is not necessarily totally applicable
for kids. Accountability is a trap unless one balances such a
notion with human intentions, for we are not machines. We are
flesh and blood who desperately want to appreciate all aspects of

life. We, as Dewey urged, should celebrate life by reconstructing
it."

There you have 1it. You can see that the educaticnal
commmity is sharply divided on precisely what we mean by account-
ability and 1f history is any teacher, and it is, we can expect
for sometime in the immediate future a national dialogue on educa-
tional accountability, and one which will have many ramifications.

Taking a position for or against accountabllity is the
newest "in" thing in education. And it is somewha’ amazing for me
to see the growing lexicon on this entire subject.

You can always count on the phrase mekers and the alphabet
goup devotee to get together whenever a new dialogue comes into

154



being. Let us then look at some of the new alphabet taking shape
in systems that have been suggested as means by which accountability
may be explicated and realized:

P.P.B.S. (Planning, Programming, Budgeting System) ~ a
management technique which was designed to identify the
relationships between the quantity and quality of products
and the costs of alternative methods of production.

PERT {(Program Evaluation Review Technique) - a management
tool designed to assist school personnel to describe and
monitor the operation of a program or system.

Systems Analysis - a varlety of operatiomal research tech-
niques including computer simulation which will define and
analyze the components of a system and their interaction.
Performance Contracting - a school system specifies desired
outcomes with a desired pupll population and enters into a
contract with an agency for the provision of educational
eXperiences that will produce the desired outcomes in the
pupil population. Guaranteed performance contracts
specify that the contractor will not be paid 1if the
speclfied outcomes are not achieved.

Turn-keying - the process whereby a program established and
operated effectively by a performance contract is adopted
by 4 school system and operated by its personnel,

Program auditing - the independent examination of an educa-
tional program or performance contract to verify results,
processes, personnel, and the contents of the activities.
Education vouchers - suggests a means by which parents
could buy in a "free market" the particular school program
they selected by presenting a voucher for tultion issued
by a school district or government agency. The implementa-
tion of such & plan implies the availability of financial
and program audits, standards of educational quality and
evaluation data to potential parent purchasers.

Incentive pay - the rationale sugpests that teachers will
Bz paid on the basis of the performance or achievement of
their pupils.

Ae a matter of fact, we are getting to a point now where
80 many educators are 50 busy divising new techniques for acecount-
ability that we lose track of the basic thrust in education.

I am in no way downgrading this growing demand for account-
ability.

As Chairman of the House Subcommittee on General Education
for several years prior to last November, I have been well aware
of the growing unrest among taxpavers with their educational
sy s tem,

155




I have tried to play a key role in turning the system around
so that education in the '70's would be more responsive to the
needs of our students and our ..ation.

It is for this reason that I view with some skepticism the
growing emphasis on accountability as has been suggested in the
current dialogue on the subject.

I think that Henry Dyer stated the case well when he said:
"It must be constantly kept in mind that the educa-
timmal process is not on all fours with a manufacturing
or industrial process; it is a social process in which
human belngs are continuaily interacting with other human
beings in ways that are imperfectably measurable and
predictable. Education does not deal with inert raw
materials but with living minds that are instinctively
concerned, first with preserving their own intecrity,
and, second, with reaching a meaningful accommodation
with the world around them. The output of the educa-
tional process is never a Ffinished product whose
characteristics can be rigorously specified in advance;
it is an individual who is sufficientlv aware of his
own incompleteness to make him want to koip on growing
and learning and trying to solve the riddle of his own
exlstence in a world that neither he nor anyone else
can fully understand or predict."

In my Judgment before we can intelligently discuss account-
ability, we ought to perhaps at least try to agree on some of the
problems that this newest rage in education poses.

Richard Harsh has raised some very valid points when he
asked among other things what the schools should be =ccountable
for. Are they to be held responsible for all aspects of cognitive,
affective and psychomotor development and accomplishment?

Such implies that there must be explicit and detailed
statements of the anticipated outcomes in behavioral terms that
are susceptible to observation and measurement. (Thus, the concept
of educational accountability has been closely tied to the concept
of behavioral oblectives.} It is held that accountability is
dependent upon clearly defined objectives. I agree. I think that
I favor, what may be called the Tylerian approach, of determining
objectives in terms of a more global sense and then defining more
precisely the behaviors, i.e., behavioral objectives, which indicate
progress toward the global objective. This two-part process is
essential if we are not to throw our the baby with the bath,
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Harsh asks further: '"Who should be accountable? Cold logic
would suggest that each person whose task it is to influence leamm-
ing ~ teacher, principal, curriculum coordinator, counselor, or
whoever - should be held accountable for precisely that part of the
educationel outcome which he can effect directly through his efforts.
Ambivalence to such specification is born from a reflection upon
the complexity of human behavior as well as the infimite inter-
relations of environmental effects.

How shall accountability be established? Obvious to all is
the need for a method of relating input factors to process and.cut-
come 1n a manner that wiil permit appropriate attribution of the
outcomes to the wvarious input elements. Accountabilicy requires a
comprehensive information system for providing reliable information
on the input, content, process, and products of the educational
program.

By whom should accountability be determined? The insistence
that self-evaluation is biased has promoted the notion the inde-
pendent -- external auditors or evaluators are desirable. On the
other hand, program participants have recurrently voiced suspicion
about the relevance of the process, measures, snd data treatments
that will be used as a means of judging the effectiveness of
educational programs."

I submit to you here this morning, with all due respect to
this growing rhetoric on accountability, the average citizen and
parent of school children is lookirg for a substantially less
sophisticated method to judge whether his child’'s education at
least the elementary and secondary level has been a success.

The fourth annual Gallop Poll on public attitudes toward
education gives us a pretty good insight into how the averaze
American parent wants to judge his child's education.

In Iesponse to the question: "'People have d-fferent
reasons why they want their children to get an education. What
are the chief reasoms that come to your mind?" Forty-four percent of
those responding said they want their children to get an education
"to get better jobs.”" PForty-three percent said, "to get along bet-
ter with people on all levels of society." Thirty-eight percent
said "to make more money - achieve financial success." Twenty-
one percent said, "to attain self-satisfactiomn.” Fifteen percent
gaid, "to stimulate their minds." Eleven percent said "for
miscellaneous reasons."

These responsecs show a Gallop conclusion that the public

thinks of education largely in a pragmatic way. This heavy
emphasis on material goals, at the expense of those concerned
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with intellectual and artistic development, should come as no shock.
Americans are a practical people who believe firmiy that education
is the royal road to success in 1life. Too many of our academics
seem to want to forget or ignore this.

The fact that the large percentage of American parente want
their child to get an education so they can get "a better job"
should be a sobering reminder to our educational institutions that
real accountability lies in whether or not the child can even get
a job upon graduation.

As one who has spent fourteen years carefully viewing
America's educational concept, I agree with the avarage American
that the true test of education is whether my child can become a
ugseful citizen of society by above all, getting a meaningful job.

In my judgment this is the new challenge for academis in
general and vocational education in particular. It is even more
of a challenge to you ae curriculum developers.

I have stated wany times, our critics notwithstanding, the
last third of the 20th Century belongs to the vocetional educator.
If you fall, the whole system fails. No one is more important in
this entire spectrum of vocational education than You curricu}um
developers. You have 2 huge challenge aghead of you, and I think
you can meet that challenge.

I am g0 pleased that a presidential commission on educational .
goals last year recommended that we bury once and for zll the gen~
eral education curriculum and devise in its place an educational
svatem which will put college preparation and career education on
an equal plane. Make them co—equal in the learning process go that
our Young people ~- a1l of them -- will be prepared for the world
of work through career education, and 1f their talents dictate, to
gc on to college if they so wish. (This report is extremely im
portant in recognizing the need for career educatien for all our
young people).

May the era of credentiability rest in peace. You as
vocational Planners have 2 range of responsibility unprecedented
in the history of American education, for this new emphasis on

career education ig the keystone of finding answers to many of our
problems,

We talk zbout productivity and we talk about blue collar
blues. We can achieve neither productivity nor overcome blue
collar blues within the basic structure of gur present educational
system. All the demands for accountability will not change the
results.
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The system itself must be changed.

The teacher alone can no longer be held responsible for the
fallure of her students when we impose on her an educational
curriculum that bores her students and gives them little meaningful
challenge.

I hope that this conference can put into sharp perspective
a firm determination that the dialogue on accountability in educa-
tion will find true meaning only when the curriculum we present
young Americans will have a meaningful component of vocational
education and provide our students with a respectful awareness that
sooner or later, each of us as human beings must enter the world of
work in one form or another.

You have an enormous challenge at a time when much of
academia continues to block your efforts.

Career education means different things to different people.
Let us not be "hoodwinked” into taking the old general education
course, let them put a new dressing on it, call it career education,
give the youngster a few slides and what not about job opportumities,
and call this a2 turn around of the system. You have demomstrated
to me in the day and one half there is more to career education
than "window dressing." What you lLiave been talking about must be
an integral part of the educational system. Otherwise we will have
failed and be back where we started. A meaningful career education
Plan must have a vocational education component, otherwise we are
kidding ourselves, parents and students.

We're a country of change. Why should we all of a sudden
say to our gstudents that we are not going to offer career educa-
tion because he might change his mind, Modern technology forces
the average American to ‘change his skills five to twelve times
during his 1life. Why should we be shocked if we teach "junior"”
one thing and when he leavec higih school he goes to another job.,
What's important is that this child has a "fall back" position if
a lob doesn't materialize. That's the value of vocational educa-
tion.

I'm pleased that you have thisg conference. You have one of
the biggest challenges in this country today. Your job is tough,
there is no greater challenge in my judgment than the job of
curriculum planner and developer. How well you discharge your
duties and how well you respond to the needs of AmerTea with the
changing requirements for job skills and with the legislative
tools we gave you in the 1960's and the new amendments in 1970
will determine the future of vocational education.
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I have every reason to be extremely hopeful. Our studies
show impressive use of these new laws by schocls throughout our
land. We are depressed, however, with high levels of govermment

trying to downgrade vocational education. But as they say, 'hang
on, a better day is coming."

I'm confident if American education is to be saved, and
cbviously it must be saved, then we must train young Americans for
jobs and pecple like you in this room will and can save our school
system. Thank you very much.
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SOCIAL ASPECTS AND CONSIDERATIONS
OF CAREER EDUCATION

by
L. Sunny Hansen*

International Perspective

About 12 years ago I had an opportunity to spend a year in
Norway studying Norwegian educational reform. At that time
Norway, a small, democratic, homocgeneous nation with 99 percent
literacy, was in the process of changing its school structure
from a seven-year folkeskole to a nine~year youth school. At the
heart of the educational change was a desire to broaden the role
of the school, to provide students greater opportunity for choice,
to open up options in & system that previously had been fairly
prescriptive and tracked, and to provide am opportunity for
students of diverse backgrounds and abilities to come together for
nine years of common educatior but also with opportunity to
exrlore their own unique Interests and abilities through an
expanded curriculum and co-curriculum. The ultimate goals were
that the new plan would open equal educational oppertunity for all
and that students would be better prepared to choose vocational
goals. A counselor was to be introduced in the system for the
first time to assist in the process of providing educational and
vocational guidance for all. The reform was legislated in the
School Reform Law of 1959 and was to be implemented by the
Ministry of Church and Education under Norway's national system of
education. In other words, politics and education were acting
together to achieve ends which the societ¥ deemed good. They were
meking major educational changts to make what already appeared to
be a good educational system even better.

What 1s of special significance for this curriculum
institute is not only that the change drew heavily from the model
of the American comprehensive school but that there was a strong
and deliberate focus on vocational orientation through curriculum
in grades 6, 7 and 8, Of additional interest is that this
educational reform in Norway came about the time of another
significant event which has had an impact on American education.
Sputnik, as we are well aware, provided an impetus in this country
for the discipline-centered curriculum changes of the 60's which
sought to improve subjlects - especially math and acience ~ through
such projects as SMSG, PS5S5C, Project English, and Project Social

* L, Sunny Hansen. Professor, College of Education,
Univeraity of Minnescta, Minneapolis, Minnesota.
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Studieg. Thus, we have the irony of a country emulating usz and
broadening the focus of curriculum at a tine vhen we began to move
in 2 direction of tightening up, especially the academic
curriculum. We are also aware of the curriculum movements prior
to the '60's when there was at various times focus on child study,
the core curriculum, and the Dewey Action School.

I mention these things because I think it helps us to get
a better handle on what is happening to education in our society
when we sdd a little historical perspective to the present context
of curriculum reform today ~ which has in the last two years been
labeled csreer education.

Lest we think we are in the midat of a revolutionary new
movement, Herr (1972) reminds us. . .

"many of the elements which appear to be incorporated
in present descriptions of eareer educstion have been
advocated in one form or another for at least the past
century."

Whether "old wine in new bottles" or 'mew wine in old bottles,"
the best of current and emerging aystems "are more broadly
conceived, have drawn more heavily on the behavioral sciences for
an understanding of the developmental needs and motives of clients,
have more effectively organized the institutional resources in

the schools and community agencies where guidance is performed,®. ,
and appear to have expanded aims and bolder strategies (Hansen

and Borow, 1973).

National Perspectives

Besides the interrational curriculum developments, there
alsc have been some national developments in career guldance which
were precursors of career education - pragmatic efforts of
humanitarian social workers, vocational educators, and counselors
which were focused on the needs of human beings to develop and
adjust to an occupational role. There are three major thrusts,
two of which go back to the turn of the century, one. to the mid-
forties. They are 1) vocational education, 2) vocational guidance
and 3) career development. Let me deal with each of these briefly.

Vocational Education. Most of you as vocational educatora
are more famillar with its history thaen I am. But I think it is
important for me tc call attention to the impact of wocational
education back in the 1890's when it was recognized that indi-
viduals needed more training and better skills to prepare them {otr
a complex industrial world and that manual training or work as an
apprentice with a master craftsman would provide importsnt kinds
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of experience that Lad been lacking prior to that time. Although
it had a2 primarily cognitive information and akill orientation,
vocational education gave rise to the firat national vocational
guidance movement. {(And it ia largely through vocational
education legislation and funda that major innovative programa
in career education are under way.)

Vocational Guidance. About the aame time an idealiatic
social worker named Frank Parsons became concerned with providing
2 new aet of human services and set up his Vocations Bureau in
Boston. Parsona, who ia generally considered the father of
voecational guidance, had a fairly aimple and explicit model for
kelping people vocationally. He said you help them obtain
information about jobs - occupational information about require-
ments, worker characteristics, and working conditions; you help
them to look at themsalves -~ their abilities and interests; and
then you engage in "true reaaoning'” about the two ~ and make a
vocational choice. That “true reasoning” has come to be called
"coungseling” in our modern Society. And with the advent of the
psychology of individual differences and the test and meaaurement
movement, there was developed a variety of tools and inatruments
through which decisions could be made for people.

Tne problem, however, is that the teata given to get
cbjective measures of differences between atudesnts became testis
for Bselection and placement, especially used Ly collegea and
induatry. And the model presumed the existevce of an expert who
had the answers and could tell you which way to go. Thua the
original Parsonian approach, created out of humanitarian motives
to meet a aocietal need, became a matching model of individuals
and jobs with easentially a prediction and placement function.

And of course that matching model has found expresaion in whst has
been the chief vehicle for vecational guidance in the scheols, the
ninth grade careera or occupations unit in which the young person
looks at himself, studies a couple of occupatious and chooses oue
that he wants to be. Mne of the problems with this medel iz that
it waa oriented toward a stable job market, unchanging individ-
uals, and asgsumed a once~for-all career decision at a given point
in time, 21l of which have proved inappropriate for modern times.

Career Development. Since then - about the mid-fortiea
and early fifties - some ogther important educatienal developments
have occurred, Wwith the emergence of counseling psychology and
especially the work of Carl Rogers, there waa a strong focua on
the self ~ on swareness of self - linking peraonal feelinga about
gelf with goala, achievements, aspirations and external realities.

Concurrently a new line of inquiry was going on at
Columbia when Ginzberg identified three stages of vocational
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development and Don Super and his associates began their longitu-
dinal Career Pattern Studies and in a2ffect helped create a new
discipline and 2 theretofore neglected aspect of man development
called career development. Their unique contribution has added a
dynamic dimension by helping us look at the developmental aspects
of occupstional behavior and 2 new construct called vocational
maturity. They defined career development as sclf~development.
While the study of how people develcp vocationally ~ their
occupational socializstion - ig 2 relatively new field of study,
thare are some things that we hsve learned not only about adult

workers but about occupational roles and motives of children and
youth, as well.

And thia looking at career development as self-development
using the work world as the vehicle for self-exploration - has get
the stage for what is happening today - thst ig, in effect, a
convergence of theae three historical trends in career education.
This focus in wany ways appears to have moved us toward a2 concern
for the total curriculum; rather than improving subjects in bics
and pileces, it has brought us closer to what Goodlad (1968) back
in 1966 called a "humanistic curriculum’ based on human intereats
and values. Even then he was suggesting the need for attention teo
the entire curriculum and the larger questions of what we are
educating for and why. And as we enter the decade of the '70's
we are of fered a new framework for curriculum which provides a
comprehensive umbrella for unifying learning experiences around
the career needs of youth and adults and attends to the dual
concerns of the individual and society.

Social Dilemmas of the '70's

Asg with Norway, we are trying to make 2 good educational
gyatem better. We are well aware of the social issues and dilemmas
of the '70's which make it imperative that we seek somz additiomal
solutions. I would like to highlight some of theme larger social
issues ywhich in my opinion relate to occupational dilemmas.

1. Changing Meanings of Work in the Human Experience.
The megsage has been coming acrosa loud and clear from a variety
of gources - that people are becoming more alienated from their
work, that they are not getting the gatisfactions expected and
that their poor work adjustment manifesta itself in absenteeism,
lack of productivity, and even sabotage. There has hLeen a
plethora of articles in newspapers and magazines in the passt two
years with essentially a similar message - the meaningleasness and
dehumanization of work, especially on the asgembly line. The
workers are saying that they are concerned about more than just
the aconomic security of the job - they also want what Levenstein
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(1965) calls "peychic income" - personzl satisfaction in what they
are doing and in the work environment. The problem was poignantly
presented in the CBS TV Documentary on the blue-collsr workers on
the Detroit assembly line lsst July.

Another sspect of the problem i2 the message from some of
the students who are not accepting our traditional work vilues.
They are saying, "Don't force us into your traditional 3obs; help
us find work that will help us change snd improve moclaty. We
want activities and jobs thet will make society a befter place.”
They are concerned about the roles various occupaticns play in
fulfilling social and economic needs. While most ~f the people
I know have to work and want to work, fc¢r some work does not hold
the central place in life thet it once had. Increasingly we are
seeing the phenomenon of the adult career shift among established
workers who are tired of the rat race and want to chenge their
life style. Some are saying that while the role of worker is
important, they are slso concerned about their roles In family,
politice, and community. Indeed we are seeing a variety of work
patterns influenced by different work values, changing leisure
patterns, and reexaminel individusl needa and goals.

2. Changes in the Structure and Composition of the Labor
Force. While it is not necessary or poasible for me to deal with
all of these, I would like to cite some of the major ones which
are part of the occupational dilemmas. The first - one we bave
heard quoted many times ~ is that 80 percent of the jobs of this
decade do not require a college education - this at 2 time when
the great American dream of college for everyone still seems to
dominate the American imagination. Among other significant
changes are the increasing gains for Blacks in the labor force
which - though far from adequate - are encouraging. Another is
the fsct that more and more woman are entering the labor force and
are asking for equal opportunity in education and employment. We
have aleo become acutely aware of the problems gmssociated with
employment in the past two years - an anomaly in which we do not
have enough skilled workerz in sgome fields, such as health services
and accounting, but overtrained and comsequently underemployed
workers in others, such as teaching and engineering. We are also
aware of the fact that with technology some jobs are disappearing
through automation and that others are being created and that new
kinds of jobs are emerging with the efforts to solve some of the
major social problems associsted with housing, health, ecology,
and civil rights.

3. Problems Associated with Institutional Dropouts. We
know that in spite of the many programs of the late sixties to
provide akilla, jobs and treining for those unprepared to enter
the job market (the NYC, the Occupational Information and Skill
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Centers, MDTA, and the like), the high echool dropout problem is
etill very much with us. Marland {1972) reminde us that thers are
etill around 30 percent high school dropouts each year, students
whoge needs are not being met by the heavily academic or general
curriculum.

But another kind of dropout hae come to the fore in the
career education movement. And that is the college dropout.
Again we are told that of the 40 percent who typicslly go on to
college, the ones counmeelors are accuaed of espending their time
with, only half of those will obtain a four-year degree, the
others left to flounder without alternative goale or guidance.
The net result is that 80 percent of our echool population doee
not get adequate vocational guidance and placement azeietance
{Marland, 1972).

& third kind of dropout has entered the work ecene and
that iz the corporate or institutional dropout - the adult worker,
already mentioned, who is tired of the rat race in which he finda
himself and the roles hiz work requires. Thie kind of dropout
ie epitomized by the Law School Dean who reeigned and moved his
whole family to the Minnesota North Wooda and the brokerage firm
executive who reaigned not only from hie job but from 2ll his
board membershipa to engage in a year of aelf-renewal and find
another career. Incresaingly we are aeeing thie kind of exit-
retraining-re-entry pattern among workers who are not willing to
spend their lives with the same job or company so they can obtain
the 50-year watch.

4, Probleme Asaociated with the "Walling Off" Dilemma.
With the prolomging of education until 16 and the employers'
ineistesca on at leaat a hifh schkcol diploma for most joba, we
have aeen many youth isolated from the work world. Our tradi-
tional programa have forced gstudents to chooae early between
academic and vocational education, with the result that the
vocat ional atudenta have been the onea given a direct exploratory |
experience -~ which unfortunately has been looked on as aomething
you d¢ if you can’t handle the academic curriculum (Taylor, 1972).°
Except thirough gummer a 4 part-time joba, other setudente have had::.
lictle opportunity to know the work world - how it is organized
and what the options are = or to really test themselves in {it.
The traditional curriculum has aerved to wall off the school from:.
the community. -

Thia walling-off of the employment~bound from the college-
bound hae resulted in an unfortunate dichotomy in which work is
something for the employment-bound, and college~bound studente
defer as long as pomeible thinking in vocatiom2l terma. The
walling-off hes perpetuated a curriculum in which academic subjects
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and vocatlonal subjects have heen in their own boxes and a

tracking system which negates the very purposes for which the
comprehensive high school was created. It has caused 2 fragmented
curriculum which has not capitalized on the possible ways of
integrating academic &and vocational subjects to make school more
relevant to the present goals, future plans, and preferred life
styles of studenta. I believe Robert Frost's words are appropriate
here when he eaid, "Something there is that doesn't love a wall ~
that wants it down."

I think a lot of human beings in the schools are tired of
the artificial wells that have been created to separate them from
one another - college-bound from employment-hound, academic
teachers from vocational teachers, teachers and students from
people in business and industry - and I think career education
speaks most forcefully to this dilemma of getting the walls that
perve only to obstruct human potentials down.

5. The Information Deficit Dilemma. One of the things we
have learned through career development research is that students
and often adults make career decisions with an information deficic.

Katz (1963) has put it clearly when he says, regarding career
decision-making, that students "do not know what [information] they
need, they do have what they want, and they cannot yse what they
have.” There is considerable evidence, for example, that students
have a paucity of information about occupational and educational
options; that they often have misinformation; that they make career
choices from a very limited range of occupations often based on
myths and Stereotypes. We have been quite aware of this kind of
information deficit which often leads to premature occupational
foreclosure. :

However, there are three other kinds of information which
have peen lacking: 1) infarmation about Self, 2) infermatfon about
psycho-social aspects of work, and 3) information about the pxcress
of careey decision-making. Most students have not had an oppor=-
tunity chrough the schools to obtain sccurate information about
themselves, their aptitudes, interests, and values - what they
value, what they can do; what their priority values are and how
they want to act on those values threugh the choices and decisions
they make. Often the information they have obtained ig wf the
objective, logical kind about work requirements, pay, and Job
duties instead of what Samler has called the "psycho-social
aspects" of work - the life style it affords and the psychological
meaning it has in the life of an individual. Moreover, many young
people do not have access to working role models through whom they
can get this kind of information. Third, they need to pe exposed
to the process of career decizion-making in today's world, to
discover that it is no longer a one-shot, one-choice~-for-life
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deciglon but a series of developmental decisions and roles start=-
ing in the elementary years and continuing into retirement.

6. The Special Needs of Bypassed Populations. The special
needs of minorities, poor whites, and other disadvantaged popula-
tions have been given eome attention thrwugh the poverty and
economic opportunity programs of the late '60's. Nonetheless,
many nf these are "band-aid” kinds of operations which deal with
remediation rather than prevention. The Civil Righrs movement has
greatly dramatized the needs of minority persons whose career and
other needs have been shortchanged. As Peldman (1967) points out.
so well, the gchools are responsible for preparing all individuals
for full participation in the economic life, and yet for many
deprived individuals, we have not equipped them with the skills,
the competencies, the sense of agency, or the positive pelf-
concepts which allow them to obtain a better job, which is a key
to a better life and to rising on the socioeconomic ladder.

There i3 a special dilemma now in that at a time when many
minority persons have gained access to a college education, the
college diploma no longer appears to be the key to success. And
there 18 some concern among Blacks that carzer education will
attempt to trein all their youngsters for vocational and technical
careers. Disadvantaged students have suffered most from the
school's unwillingness to accept responsibility for career
preparation, from the heavily verbal academic curriculum which
often has not met their needs, from the unfortunate perception of
vocational education as a dumping ground for the problem student
rather than a positive, viable option which can open up oppor-
tunities. The reluctance of the schools to relate curriculum
to the world of work - with its roots in the old general educstion-
vocational education controversy - has done a special disservice
to those who have been outside of the opportunity structure.
Career education - aa one means of bringing education and work
closer together in an integrated curriculum -~ offers some promise.

Another group whose special needs are just beginning to
achieve special attention is the 51 percent called women. It has
been extremely disconcerting to me that most of the literature on
career education which has come out in the past two years has given
only token attention, if at all, to the important question of the
education and employment of women. Except for Roman Pucinski's
chapter, few writers have shown any indication that there is need
for concern about the career development of women as well as of
men. It seems to me that the facts about women in the labor force,
along with the moderate voices of the Women's Movement {(of which
mine is onea), make explicit cthe need for women to be able to
choose freely from 8 variety of roles in life and not to be forced
into one mold or career pattern for all. The creation of programs
of career educstion geared to tha chsnging role of women will also
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dramatize the need for programs for the changing roleg of men in
work and family. The startling facts about women in employment -
the increasing numbers, the limited opportunity in stereotyped
occupations, the discrimination in salary and promotion -~ are
matched by a cencern about the leesened opportunities for self-
fulfillment which a tight labor market presages,

Twe signs that the USOE is beginning to ghow concern are
1) its sponsorship of a2 work seminar this month on Women in the
Labor Force with Implications for Career Education and 2) the fact
that the official USOE film on career education has been withdrawn
due to the inadequate representation of women and minorities., While
most of the career development research and theory has been on men,
there 1a some evidence that attention is now being turned to career
development of and career education for womean,

The problem of lack of planning, lack of werk orientation,
and lack of identity have been especislly complicated for girls
whose planning typically has been for college as a stop-gap job
until marriage; whose identity haa been through 2 husband’a
occupation; and whose main role has been prescribed by soclety as
that of wife and mother,

New Delivery Systems

All of these dilemmas reflect the need for some major
educational changes ~ in general and vocational curriculum apd in
vocational guidance. Students have told us in a variety of ways
that we are not meeting their needs in the life planning domain.
Studies of early childhood have indicated that srudents develop their
attitudes about occupations very early in life; high school students
have repeatedly faulted the schools - and eapecislly counselors - for
lack of effective help in career planning; and college students are
fzarful and uncertain about alternatives as they face the prospect
of a job market which appeara to hold little for them in some

traditional fields in which they find themaelves overtrained and un-
or underemployed.

There is no doubt that individuals in a2 complex mociety auch
as ours need more help in finding out who they are, where they're
going, what they can become -~ men, women, Black, white, Chicano,
Indiang, all, Counselors as one of the major delivery systems have
been inadequate for a variety of reasons, not all of their own
creation. The curriculum, aa aznother part of the delivery system,
has also been inadequate. And now, 2 different kind of delivery
syatem ia being advocated - a syatem of career education which
prevides for a variety of experiences through the curriculum,
in school and in community, involving teachers, counselore, parents,
and business representatives. It is my belief that career
education in rthe broad sense can be a truly
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liberating force for social change and 2 humanizing alternative

for individual development. It hold= potentisl for unifying the
curriculum, better meeting individval and societal needs and for
dealing with some of these aocial, psychological, and economic
issues which face vs. I would like to spend the remaining minutes
delineating some of the major characteristics of a career education
curriculum in this broad context.

Career Bducation: Liberating Alcernstive
for 2 Humanized Curriculum

Thue far I have suggested that educstional change and
reform is one means by which democratic nations try to implement
goale to which they are committed, that three historical etrands
in American education have converged into a thrust which today 1is
called career education, and that some of the major gocial dilemmas
of our nation affect and will be affected by what happens in the
schools as a result of broad programa of career education.

I am very much concerned about the narrow perceptions that
many educators and parente have of career education. Some see it
ag just another name for vocational ediication, and, as such,
something which they are not buying into. Some see it as a
put~down of general and academic education and ag an attempt to
vocationalize the schools. Some see it as vocational and technical
training for everyone, as early tracking, and as an abandonment
of the college-for-everybody American dream - a2 prospect of
gpeclal concern to minorities who are just gaining greater access
to higher education. Othera see it as a promulgation of 2
traditional work ethic for 211 at a time when work values are
diverse and changing and, even more, as & glorification of work
without adequate attention to the importance of leisure, aesthetics,
family, and community. While many of these interpretations are
inaccurate, the expanded concept helps counteract these fears and
concerns.

But in a more positive vein, I believe that in the broad
context career education has potential to be both liberating and
humanizing - liberating in the sense of opening up more opportu-
nities, options, and freedom of choice for all segments of our
society to more fully develo? their potentials; humanizing in
that it will put the focus back where it belonge - on the gelf-
development of the individual and his human needs and values. I
would like to briefly describe the dimensiona of suck 2 curriculum
ag my colleagues and I at the University of Minnescta har=
attempted to define it. For the last several years Wes Tennyson,
Mary Klaurens and I (1972}, along with a group of very capable
graduate students, have been conceptuaslizing 2 K-12 career
development curriculum to facilitate aelf-development.
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The Career Development Curriculum {(CDC)

In our conceptualization we have been strongly influenced
by Super, by Tiedeman and O'Hara, and other career development
researchers. Super's definition of vocstional developicent as ''a
continuous process of developing and implementing a seli-concept,
with gatisfaction to self and benefit to society” (1953) gtill
holds a great deal of meaning today. Life stages - of growth,
exploration, establishment, maintenance, and decline - play an
important psrt in his theory, snd it 18 these 1ife stsges and the
developmental tasks sssociated with them that form the rationale
for our approach. Super's view of career as embracing the major
roles one occuiples in a lifetime ~ family member, community member,
student, and worker (1971) - suggests that school 18 part of one’s
career and, more important, that the job of student should be a
joyful, humanizing, growth-producing experience.

Katz (1973) contributes to the broad concept when he says
the basic choices of work and non~work are cholces among vslues
and value systems -~ that each individual makes self sppraisels,
evaluates past performance and predicts future performance, and
his decisiona and plans express his self concept.

In cur work on the Career Development Curriculum {(CDC},
which 1s an sttempt to trsmslate some of the broad career ’
development concepts into 8 systematic set of lesrning experiences,
we view csreer development 88 a process, & part of human devel-
opment which occurs whether we do anything about it or not. We
see career educstion a8 the tesching snd counseling interventions
which facilitate that development. We have identified ten major
dimensions that provide a brosd framework for practice - and which
we believe get at & number of the social dilewmas just described -~
and have attempted to state these in behavioral terms.
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Dimensions of Career Education
The student will:

1., Identify his interests, abilities, values,

needs and other gelf characteristics as they
relate to occupational roles,

2. Explore occupational areas and describe
opportunities, potential satisfactions,
required roles of workers and other related
dimensions,

Orientation 3. Describe the psychological meanirg of work and
its value in the human experience,
and
4. Describe modern work structure and its
Exploraticn organizational milieun,

S. Tell how the individual's role in work is tied
to the weil-being of the sommunity,

6. Demonstrate planfulness in striving to achieve
occupational goals and objectives,

7. Demonstrate through his work relevant behavior
that he is acquiring a concept of self as a
productive person in a work-centered society,

8. Describe that relationship which exists
between basic skillse, marketable skilla, and
interpersonal skills and the jobs he can

Training reasonably agpire to in adult life,

and 9, Demonstrate possession of & reasonable degree
of baseic skills, knowledges and behavioral
Advancement characteristics associated with work of some
type or an occupational area,

10. Demonstrate through his work relevant behavior
an ability to learn, adjust to, and advance in
his chosen occupation.

These dimensions clearly support our view that career
development and personal or gelf development are part of the same
package, a2 position which emerged out of an awareness that
gtudents are not fulfiiling their potentialities partly because we
have failed to help them work out the relationships between them-
gelves and their society. This awareness has been reinforced by
their cries for a more humane environment, for a2 more relevant
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curriculum. And relevance is found. . . “when that which is being
learned enables one to understand the meaning of his 1ife and when
experiences are provided which help tie together community and
individual interests" (Tennyson, 1971).

The CDC reflects our bhelief that work and leisure offer a
natural vehicle for self-exploration and self examination - not
strictly an egocentric search for gelf but a aocio-centric aearch
for self Iin society. We have developed a set of objectives and
learning experiencea which provide students with opportunities for
value clarification with respect to work and for reality-testing
of their emerging values and self concepts.

Drawing from the work of Piaget, Havighurat, and others,
we have refined &8 set of sequential developmental tasks framed in
behavioral terms and have translated these into performance and
ensbling objectives. Let me briefly share with you these tasks,
as we gsee them.

VOCATIONAL DEVELOPMENT TASKS OF THE PRIMARY YEARS

1. Awareneas of self

2. Acquiring a2 sense of agency

3. Identification wich workers

4, Acquiring knowledge about workers

5. Acquiring Iinterperaonal akilla

6. Abiliry to present oneself objectively

7. Acquiring respect for other people and the work they
do

VOCATIONAL DEVELOPMENT TASKS OF THE INTERMEDIATE YEARS

1. Developing a positive self concept

2, Acquiring the discipline of work

3., Identification with the concept of work as a valued
insticution

4, Increasing knowledge about workers

5. Increasing interperzonal skills

6. Increasing sbility to present oneself objectively

7. Valuing human dignity

VOCATIONAL DEVELOPMENT TASKS OF THE JUNIOR HIGH YEARS

1. Clarification of a gself concept

2. Aasumption of responsibiliey for vocational planning

J. Formulation of tentstive career goals

4, Acquiring knowledge of occupations and work settings

5. Acquiring knowledge of educational and vocational
resources
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6. Awareness of the decision-making process
7. Acquiring a sense of independence

VOCATIORAL DEVELOPMENT TASKS OF THE SENIOR HIGH YEARS

1. Realicty testing of a self concept

2. Awvareness of preferred life style

3. Beformulation of tentative career goals

4. Increasing knowiedge of and experience in occupstions
and work settings

5. Acquiring knowledge of educational and vocational paths

6. Clarification of the decision-making process as related
to melf '

7. Commitment with tentativeness within a changing world

In addition, we have created learning packages which facili-
tete these tasks at each level - packages which represent the broad
contzxt of career education in such titles as '"Life Styles and Work,"
“"Self-Concept Exploration,” "Women and the World of Work,"
"Occupational Satisfactions and Rewards," "Value Identification,” and
"The Social Contribution of Work." It is intended that these experi-
ences, designed to promote vocaticnal maturity, might be incorporated
at different levels and in diverse subjects so that by the time a
student completes high school, he will have had a systemstic set of
career exXploration experiencea - tied to developmental tasks but not
rigidly prescribed - experiences which will help him to clarify his
goals, to obtain the skills, knowledge and attitudes to achieve then,
to learn who he is, what he values, and how he defines himself in
relation to others and to society. Our comprehensive career
educetion program has eight basic criteria:

L. It 1is designed to meet the needs of all students, K=12.

2. It is sequential, building on vocational development
tasks at each level.

3. It is implemented throughout the curriculum.

4. It includes behavioral objectives and learaning experi-
ences for all of the dimensions.

5. It exposes gtudents to the full spectrum of the world of
work.

6. It provides for directed occupational experiences in the
real world of work, along with simulated and informatlional
experiences to permit focus on career clusters.

7. It identifies leadership and provides for coordination
of teacher efforts.

8. It provides in-service education to orient teachers to
career development and the business and industrial world.

This kind of approach suggests a quite different view of

career development or vocational guidance than merely helping
students obtain occuvational information or choome a Job or
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college. Career education becomes not only a vehicle for unifying
curriculum around student needs but with potential for humanizing
the achool through providing the student with greater opportunity
to experience who he is as a person and to change the achool in
ways that facilitate his development into a vocationally mature
human being aware of and prepared to do something about the major
social issues facing our nation (Hansen, 1972),

The career education curriculum becomes az vehicle for
preventive education, acknowledging that a primary task of the
school 1s development of positive self concepts, helping studenta
obtain control over their own lives, and maximizing their
vocational possibilities. 1t offers a curriculum which helps each
individual examine the meaning he wants work to have in hia life
and the life style he envisions - the needs he has for leisure,
self-esteem, communiry involvement, for family relationships, for
security, for adventure, for status, for power, for self-
fulfillment - in ovher words, & school system which aska not
"Where do Johany atd Janie best fic?" but rather: 'How do work
and leisure fit into the kind of 1life Johnny and Janie want and
_ the kinds of personu they perceive themselves to be?" Not 'How
can they be shaped to work, but how can work be ahaped to
individuala?"’ Not just fitting into jobs which exist but helping
create joba which fulfill their personsal needa and also contribute
to the world's unfinished work: the improvement of society, the
resolution of contemporary sociil iasues, and raising the quality
of 1ife for all. This. to me, is the liberating and humanizing
potential of career education.
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THE CAREER DEVELOPMENT PROGRAM

by
W. Wesley Tennyson*
Mary Klaurens*
Lorraine S. Hansen*

SPECIFICATION OF BEHAVIORS WHICH CHARACTERIZE EACH
VOCATIONAL DEVELOPMENT TASKF.
Primary Level Grades K-3

DT#P1l AWARENESS OF SELF

PO#)l Describes how he perceives himself as different from
those around him.
EO#1 Identifies characteristics which describes his
physical appearance.
EO#2 1Identifies characteristics which describe him
wentally and emotionally.

PO#2 Describes how his health may affect his work performance
or be affected by 1t.

EO#1 Identifies ways in which poor physical or mental
health may affect his work performance now and in
the futuyre.

Eo#f2 Lists ways in which an occupation can affect his
physical and mental health, positively and
negatively.

PO#3 Demonstrates success in coping with new social and work
toles.
EO#1 Identifies social and work roles which are new for
him.
EO#2 Describes how he is fulfilling & new work role.
E0#3 Demonstrates adequate performance in a new social
role.

*W. Weszsley Tennyson, Mary Klaurens and Lorraine S. Hansen,
Faculty Members of Departments of Counseling and Student Personnel,
Psychology and Distributive Education, College of Educatiom,
University of Minnesota, Minneapolis, Minnesota.
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DT#P2 ACQUIRING A SENSE OF AGENCY

PO?1 Defines work snd demonstrates that he is a responsible
worker.
EO#1 Constructs an orsl or pictoral definition of work.
E0#2 Lists work tasks he fulfills regularly and
identifies reasons +hy he fulfills chem.
E0O#3 Describes how his role as a student is like that
of an adult worker,

PO#2 Describes how work csn be a principal instrument for.
coping with and changing his own environment,

EO#1 Identifies ways in which work he does st home
affects his physical, social snd emotional
environment. ' '

EO#2 Describes how work he does in school can sffect him
socially and economically, now snd in the future.

EO#3 1Identifies things he can do to make his environment
more as he would like it to be.

PO#3 Identifies manipulative abilities that have relevance for
work.,
EO#1 Demonstrstes manipulative abilities in a variety
of tasks, .
EO#2 Lists sbilities he is in the process of scquiring.
EO#3 MNames occupstions in which he could uce his
manipulative shilities.

PO#4 Describes his own behavior in a work situation ir terms

of why he does or deoes not do more than the minimum

required. .

EO#1 Identifies the requirements of a given work situation.

EO#2 Lists reasons for and =2gsinst doing more than the
minimum in work situationa.

EO0#3 1Identifies reasons why he behaves as he does in any
given work situacion.

DT#P3 IDENTIFICATION WITH A WORKER

PO#1 Identifies ways in which he is like workers he knows.
EO#1 Lists tasks he performs which are similar to those
performed by workers he knows.
E0#2 Yames at least one chsracteristic which he shsres
with a worker.

PO#2 Describes gelf and the kind of person he wishes to become
in light of his observations of worker models,
EOf1 Lists characteristics of a worker model thst he would
like to acguire.
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EQF2 1Identifies worker chavacteristics which he would like
to acquire and describes how he might acquire them.

PO#3 Demonstratea an awaveness that the effectiveness of workers
he knowsa 18 closely related to the personal impression they

make .

EOff1 1Identifies those students in his class who are
effective workers and describes the general
impression they make.

E0#2 Identifies workers in his neighberhood who male
either positive or negative impressions and describes
their work effectiveness.

DT#P4 ACQUIRING KNOWLEDGE ABOUT WORKERS

PO#i Describes the work of significant persons in his life.
EO#1 Names the occupations held by his parents, close
relative, neighbors, and others who are important to
himo
EO#2 1dentifies tasks which make up the occupation of
several significant others.

PO#2 Observes and talks to various workers in the school.and
neighborhood to gain occupational awareness.
E0#1 Lists the occupations represented in his achool and
identifies tasks performed in each.
BO#2 Observes workers in his neighborhood and describes
the tasks they perform.

PO#3 Increases the range of workers about whom he has knuwledge.
E0#1 1dentifies workers who provide services to his home
and describes their functions.
EO#2 Names occupations whose function he doesn't know and
interviews workers in those fields.

PO#4 Asks significant others what skills they need in their jobs.
EOf#f1 Lists skills which correspond with the occupations
of significant others.

DT#P5S ACQUIRING INTERPERSONAL SKILLS

POff1 Perforwms in a given work situation in a manner which
indicates he understands that work effectiveness depends
not just on proficiency but on quality of interpersounal
relations as well.

E0Of1 Demoustrates in a group task that completion of the

task depends on cooperation as well as indfvidual
proficiency.

EO#2 Describes the effect of pleaaant or unpleasant
relationships on his ability to work effectively.
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PO#2

PO#3

Contributes positively to group effort in a work situation

by demonatrating ability to both compromise and exercise
influence in the achievement of group goals.

EO#1 Lists group goals in a given gictuation and fdentifies

rea:ons why he may have to compromise to reach those
goals.

EO#2 Describes how his influence might help to achieve
group goals.

EO#3 1Identifies advantages and disadvantages of compromise
and influence in a given situation.

Describes how participation 1n individual and group

activities will ald his development or enhance a work=~

related skill.

EO#1 Describes how working with others can help him
devel,y a work-related skill.

EO#2 Identifies similarities in his relations with other
students and an adult worker's relations with
co-workers.

DT#P6 OBJECTIFICATION OF SELF BEFORE OTHERS

PO#1

PO#2

PO#3

Demonatrates ability to use constructively success or

failure In a work situation.

ECQ#1 Identifies factors which contribute to succeas or
failure in 2 work situation. .

EO#2 Describes his performance in a given situation as

succesaful or unsucceasful and asks for constructive
cricicism.

EO##3 Deacribes knowledge gained in faillure to complete
a task which might not otherwise be gailned.

Demonatrates the ability to depend upon others and to be

depended upon in the work environment.

EO#1 1Identifies ways In which he 1s dependent upon the
work of others.

E0#2 Identifies ways in which others depend on work he
does.

EO#3 Deacribes the advantages and disadvantages of
depending on otkars and being depended upon.

Showa a gernulne concern for his fellow workers and

expresses a shared responsibility for success or failure

of the work group.

EO#1 Deacribes how the performance of any member of a
work group can affect the group's performance.

EO#2 Identifies the effects of his actions on other
workers and describes hils responsibilities to them
because of these effects.
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DT#P7 ACQUIRING RESPECT POR OTHER PEOPLE AND THE WORK THEY DO

PO¥#1

PO#2

Describes the contribution of any different workers to

society.

EO#1 Lists the contribution of workers at various socio~
economic levels and identifies Teasons why esach
is important.

EO#2 Describes the interdependence of the people in his
school and neighborhood: how each of them needs
the others.

Describes how the work of women i8 as Iimportant as that

of men.

EO#1 Identifies the contribution women make to his life.

EO#2 Describes the changing role of women in the world
of work,

Intermediate Level ~ Grades 4-6

DT#11 DEVELOPING A POSITIVE SELF CONCEPT

PO#1

PO#2

PO#3

Describes hew he and others perceive his strengths.

EQO#1 1Identifies positive characteristics which
deacribe him.

E0#2 Describes positive characteristics which others
gee in him,

EO#3 1ldentifies the charscteristics he and others agree
he possesses and those on which they do not agree
and lists possible reasons feor their disagreevent.

Describes how he perceives himself in terms of interests,

sbilities, values and goals,

EOf1 Classifies a list of terms as intereats, abilities,
values and goals.

E0#2 Selects from a 1ist his own interests sbilities,
values and goals.

Identifies hias own values as they relate to work

gituacions.

E0#1 States how, if ac all, his behavior would differ
from that of a worker model in a value conflict
gituacion.

E0#2 Identifies values he holds and lists occupations .
tt oough which these values are promoted.

#9943 ldentifies occupations in which it would be
difficult to maintain the values he now holds.
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PO#4 Describes work as valuable in terms of its intrinsic
satisfactions,
EO#1 Identifies gatisfactions in his work as a student.
EO#2 Lists abilities which he enjoys using and identifies
occupations in which he could use those abilities.
EO#3 Identifies satisfactions relating to interests and
values which he can gain through work.

PO#5 Describes ways in which he can express himself through
his work.

EOf1 Identifies personal characteristics which he values
and describes his use of those characteristics in
school.

EOo#2 Lists occupations through which he could express
his interests, values and abilities.

DT#12 ACQUIRING THE DISCIPLINE OF WORK

PO#1 Demonstrates effective work habits by utilizing
communication skills when giving or evaluating
instructions.

EOf1 Instructs another student or group of students in
the performance of a simple task. ‘

EO#2 Pollows instructions to perform a simple task.

EO#3 Asks questions which make completion of a task
poasible.

P0#2 1ldentifies those factors taken into consideration by an
employer when choosing from an abundance of job
applicants.

EO#1 1Identifies characteristics which an employer would
congsider at a job interview.

EO#2 1ldentifies .qualifications an employer would consider
important.

PO#3 Budgets his time effectively by managing his leisure,
work and home time in ways that enable him to achieve
individual goals.

EO#1 Identifies an individual goal and constructs a
schedule of leisure, work and home time which will
enable him to meet chat goal.

EO#2 Identifies individual goals which may conflict in
terms of the time they consume and describes
alternative schedules which allow him various ways
of resolving the conflicet.
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PO#4

Demonstrates a personal involvement inp the work task and

situacion, responding positively to problems.

EO#1 Selects a work task, identifies the problems
involved in it and deascribes means of coping with
the problems.

E0#2 1In a given task selects a positive means of
solving a problem.

DT#13 IDENTIFICATION WITH THE CONCEPT OF WORK AS A VALUED

INSTITUTION

po#1

PO#2

POf3

PO#4

Explains how the things he learns in work make his

leisure time more enjoyable.

EO#1 Describes how work and leisure time pursuits are
related.

EO#2 1Identifies skills he uses in school which make his
leisure time enjoyable.

EO#3 Lists work attictudes and interests which extend
appropriately to leisure time.

Identifies and explores two or more broad occupational

areas which may offer satisfying work activicty.

EO#1 Describes the satigfactions significant others
gain from their occupation.

EO#2 1Identifies the contribution of occupational areas
to society.

Describes how his interests relate to broad occupational

areas.

EG#1 Identifies work oriented interests in the home,
achool and community.

EO#2 1Identifies occupational areas which relate to home,
school and community work-oriented interests.

Identifies the value he places on personal endeavor and

achievement as compared to societal values.

EO#1 1Identifies personal values placed on work and
achievenent.

EO#2 Identifies home and societal values Placed on work
and achievement.

EO#3 Describes the differences between the real and ideal
in our work value system.

E0Of4 1Identifies how and why personal values change as a
result of societal values.
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DT#14 INCREASING KNOWLEDGE ABOUT WORKERS

POf1 Identifies and utilizes non-technical resources available

for gathering information about occupations.

EO#1 Describes human resources available to him in the
school and community.

EO#2 Constructs a sample interview questiennaire for
galning occupational informatiom. ,

EO#3 Lists Tesources available to him in the library,
classroom and home.

PO#2 sStudies workers in various occupationa to learn their
satisfactions and dissatisfactions.
EO#1 Interviews workers in various occupations to learn
their satisfactions and dissatisfactions.
EO#2 Interviews workers in the same occupations and
describes similarities and differences in their
satisfactions, interests, attitudes and skills.

PO#3 Identifies the sources of power and authority in work

situations and describes their effect on the worker.

EO#1 Identifies a source of power and authority in the
classroom and describes its effect on him.

EO#2 Identifies several sources of power and authority
in work tasks.

EO#3 Dascribes a situation in which he is a source of
power and authority and describes his effect on
others.

PO#4 Identifies the reasona why many women will need the
astimulacion and rewarda of a work role in addition to a
family role.

DT#15 INCREASING INTERPERSONAL SKILLS

PO#1 Identifies personal characteristics in his relations with
other people &8s they are relevant to work (e.g -
persuading, cooperating, etc.).

EO#1 Describes his mental, physical snd emotional
characteristics which are apparent in work
situations,

EO#2 Ildentifies characteristics in his relations with
othera which seem to facilitate working with them,

EO#3 Lists characteristics which seem tc hinder his
interpersonal relations and deacribes how he might
chrnge them.
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PO#2

PO#3

PO#4

Describes how a person's welfare is dependent upon the

well being of all people in society.

EO#1 Identifies factors in personal well being.

EO#2 1Identifies factors of societal well being,
including wages earned in work.

EO#3 Describes the effect of local and national economy
on individual well being.

Identifies social, political and service organizations

available to him and describes how he can contribute

to the community and school through them.

EO#1 Lists the local service clubs and describes their
contribution to the community.

EO#2 Identifies the political organizations in the

communicy and deacribes how their policies and
actions affect occupationa.

EO#3 Describes the pressures to join organizations
because of work affiliations.

Displays an awareneas of the dynamics of group behavior

by successfully functioning as a contributing member of

a task oriented group.

EOf1 Identifiea ways in which his individual experiences
will benefic the work grougp.

E0#2 Demonstrates in group interaction the ability to
facilicate cask performance through teamwork.

DT#16 INCREASING OBJECTIFICATION OF SELF BEFORE OTHERS

PO#1

PO#2

Copes with authority exercised by others in the work

environment in ways which lead to effective achievement

of the task.

EO#1 Locates and identifies authority in his environment.

EGff2 Describes how an authority can facilitate completion
of his own cask.

EO#3 Lists ways in which he can complete his vasks with
the help of or in spite of authority exercised by
others.

Elicits and considers suggestions and evaluations

regarding a given work performance.

EOf1l Szlects and performs a task, asking the teacher
for suggestions.

EO#2 Describes his performance of a work task to his
peers} identifies and utilizes constructive
suggestions.
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PO#3 Describes his obligation as an interdependent person
in a work oriented community.

EO#1

EO#2
E0#3

Selects an occupation and describes what would
happen to society if that occupation's functions
were not performed.

Describes how he and his family are interdependent.
Identifies situations in which his failure to
perform makea it impossible for others to fulfill
their tasks.

DT#17 VALUING HUMAN DIGNITY

POf]l Describes how he can contribute to society now.

EO#1
EO#2

Eo#3

Identifies a variety of ways in which individuals
can contribute to the community.

Identifies social and economic needs of his own
community.

Lists ways in which he can contribute towards
fulfilling the needs of his community.

POf2 Describes the social worth of work by identifying the
contribution of a wide range of various occupations to
the well being of society.

EOf1
E0#2

EO#3

Lists workers who directly affect his lifé every
day.

Identifies reasons why some occupations disappear
while others are created.

Constructs a definition of the concept “dignity in
all work."

PO#3 Describes how work in America can help to overcome the
social problems which zonfront mankind today.

EO#1
E0#2
EO#3
EO#4

Identifies -social problems that are present in
society today.

Describes how work has helped to overcome social
problems in the past.

Identifies occupations which aggravate and which
help resolve social problems.

Describes what he does or can do through his
occupation as a student to aggravate or alleviate
social problems.
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Junilor High Level

DT#J1 CLARIFICATION OF A SELF CONCEPT

PO#1 Describes the relevance of his aptitudes and abilities

for broad occupational areas.

EOf1 1Identifies his abilities and 1lists occcupations in
which they could be utilized.

EG#2 Selects broad occupational areas and identifies
abilities required in each area.

EO#3 Describes how several of his abilities could be
utilized in an occupation.

EO#4 Describes how he could develop his aptitudes for
use In several occupations.

P0#2 Describes his own values &8s they relate to occupations,

work situations and personal werk behavior.

E0O#1 1Lists values which are congruent and incongruent
with his preferred occupations.

EO#2 Describes how his social roles are influenced by
the work he does and how well he doesg 1t.

EO#3 Identifies his personal values by participating in
activities which make him aware of himself.

PO#3 Demonstrates sensitivity to the needs of co-workers and
supervisore and describes how he 1s a significant person
in the satisfaction of these needs.

E0O¥1 Describes ways in which his behavior at school
and at home affects his immediate family.

EO#2 1Identifies requirements of students and teachers
in several sltuations and describes how he meets
those requirements.

EO#3 1ldentifies ways in which his behavior in a
preferred occupation could help his co-workers
and supervisors, and ways in which 1t could hinder
them.

PO#4 Predicts and glves supporting evidence for the likelihood
of hie achieving his occupational goals.
EO#1 Describes physical, mental, socilal and financial
requirements for reaching his occupational goals.
E0#2 Ildentifles self-characteristics which may help or
hinder achievement of his occupational goals.

DT#J2_ASSUMPTION OF RESPONSIBILITY FOR VOCATIONAL PLANi{ING

PO#1l Describes how his management of personal resources
(talents, time, money) affects his way of life and
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achievement of life goals,

EO#1 Identifies his actual and potential personal
resources,

EO#2 Describes his present 1ife goals and relates his
personal resources to these goals.

EO#3 Identifies several different ways of managing his
personal resources which may lead to achievement
of his life goals.

PO#2 Demonstrates & commitment to the idea that he should have

a plan for his educational-vocational life.

FO#1 1Identifies various sources of educational-vocational
information 2nd describes their relevance for his
life.

E0O#2 Formulates a tentative plan for his educational-

. wvocational life baaed upon sound information and
selective use of resources.

PO#3 Plans his current school experience so that it fits into
the pursuit of his occupational goals.
EO#1 1Identifies acudemic courses whcse completion may aid
in the achievement of his occupationzal goals.
EOF2 Describes how his behavior in both academic and
non-academic aspects of his school experience can
affect achievement of his occupational goals.

DT#J3 PORMULATION OF CAREER HYPOTHESES

PO#1 Identifies personal needs and sources of satisfaction
which he should consider in planning his career.
EO#1 Describes the relevance of his interests for broad
occupational areas.
EO#2 Identifies those factors which will be significant
for himeelf in the selection of a career.

PO#2 Formulates a2 tentative educational and training plan to
prepare himself for a given occupational field or
preferred vocation.

EOf1 Identifies an occupational field or preferred
vocation and delineates steps necessary for entrance
to that field or vocation.

E0f2 Identifies and seeks information about alternative
occupations for which trsining, experience and
interest requirements are sufficiently similar to
those of preferred occupations that they may servve
as alternative career possibilities.
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DT#J4 ACQUIRING KNOWLEDGE OF OCCUPATIONS AND WORK SETTINGS

PO#1 Increases the range of occupations of which he has

knowledge and examines their functions and requirements.

EO#1 Makes occupational observations in various work
settings as an essential part of his introduction
and exploration into the work culture.

E0#2 Identifies the multiplicity of interests that msy
be satisfied in two or more broad occupational
areas.

PO#2 Gathers information concerning the factors necessary for
success on & job.

EO#1 Debates the benefits of conforming behavior as
opposed to individual initiative within the work
organization.

E0#2 Identifies various sources of information on job
gsuccess and describes how he can utilize them.

EO#3 Identifies social, political, economic and
educational factors which may affect success in
his preferred occupations.

PO#3 Describes those factors beyond his control which operate
within the modern work world to stimulate or retard
vocational opportunities.

EO#1 Identifies eveats of intermational significence
which affect vocstional opportunities (wars,
Sputnik, depressions).

EO#2 Describes the extent to which business and unions
operate either on the basis of private interest or
social responsibility.

DT#J5 ACQUIRING KNOWLEDGE OF - EDUCATIONAL AND VOCATIONAL RESOQURCES

POff1 1ldentifies and utilizes those resources available for
gathering information about ¢ccupationsl characteristics.
EOf1 Describes resources available to him within the
school for occupstional informstion.
EO#2 Lists community resources for occupational
information and describes how he can utilize them.

PO#2 Identifies and utilizes appropriate criteria for
evaluating occupational information.

EO#1 Describes occupational resources available to him
in terms of their accuracy, recency and
completeness.

FOf2 1Identifies factors which may contribute to
misinformation about occupations {occupational
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stereotypes, societal status rankings, incomplete
research, outdated facts).

DT#J6 AWARENESS OF THE DECISION-MAKING PROCESS

PO{1 Describes his current life context a8 it relates to

his vocational decisions.

EO#1 Constructa a definition of 2 value and describes
the valuing process.

EO0#2 Identifies personal values, personal and family
asplirations and family background factors which may
influence his vocational decisions.

EO#3 Identifies the vocational and educational options
available to him and describes their feasibilicty.

EO#4 Projects those factors which may inhibit or deter
hie educational or vocational progress.

PO#2 Describes how the expectations of others affect his career

plans.

EO#1 Identifies significant others in hie 1ife and liaets
expectations they have of him.

EO#2 Describes how his preaent behavior is affected
by the expectationa of others.

EO#3 Identifies ways in which his career behavior
affects the lives of those around him {parents,
spouse, etc.).

PO#3 Projects decisions he ywill face in the future and

deacribes means of facing them.

EQO#1 ldentifiea decisiona he must make prior to entering
an occupation and l1iscts opitions gvailable to him.

E0#2 1Identifies several ethical questions which confront
workers in ‘hie preferred occupation{a) and
describes the ways in which these people have formed
acceptable solutions.

DT#J7 ACQUIRING A SENSE OF INDEPENDEMNCE

POf1 Identifies those characteristics which make him 2 unique
individual.
EQOf1 Describes his phyaical, mental and social abilicies
and aptitudes,
EOff2 Identifies a wide range of pocial organizations and
describea hie own potential as a contributing
member of each.
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PO#2

PO#3

Selects from the advice given by significant others that

which he can utilize in planning his career.

EOf1l Identifies factors which affect the advice given by
others {their own needs, misinformation).

EO#2 Describes similarities and differences between his
needs and abilities and the needs and abilities of
those giving him advice.

Demonstrates an ability to evaluwate and cope with varying
expectations 30 that he may satisfactorily perform in a
given work situation.

EO#1 Describes the motivations of supervisors and co-
workers in the work environment who may hold varying
expectations regarding his present work per formance.

EO#2 Ranks varying expectations according to their
importance in successful completion of the work task
and according to their importance in making the work
situation a pleasant one.

Senior High Level

T#51 REALITY TESTING OF A SELF CONCEPT

PO#L

PO#2

PO#3

Describes his own abilities, aptitudes, and other personal

resources in relation to the requirements for preferred

occupations.

EO#1 TIdentifies both actual and potential personal
resources.

EO#2 Describes the physical, mental, social, economic and
educational requirements of his preferred occupations.

Describes the social roles and social demands he must ful-
fill for successful performance in his preferred
occupation(s). )

EO#1 1dentifies the value he places on personal endeavor
and achievement compared to societal values.

EO0#2 Describes the roles of various workers in his
preferred occupation(s) noting the gimilarities and
differences in how they perform and how successful
they are.

Demonstrates success in coping with new social and work

roles.

EO#1 Copes with authority exercised by others in ways
which lead to effective realizstion of his own
personal goals.

EO#2 Handles his own position of authority in the work
environment in ways which lead to effective
realization of personal goals and development of
others.
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DT#S2 AWARENESS OF PREFERRED LIFE STYLES

PO#1 Makes explicit his life style needs and priorities at
thiz point in time.

EO#1 Describes how self characteristics relate to the
responsibilities and tssks of his preferred
occupation(s).

EOf2 1Identifies life style needs which may be in
conflict with the demands of his preferred
occupation(s) and assigns them a priority ranking.

PO#2 Describes the wsys in which his career choice may affect
his future life style.

EO#1 Describes life styles and ways of living
assoclated with a few occupations in the broad
occupational area or areas of his choice.

EO#2 Describes how different occupations and work
settings vary in the degree of personal freedom
to define one's role and activities.

EO#3 Explains how a vocation may contribute to a
balanced and productive life.

DT#53 REFORMULATION OF CAREER HYPOTHESES

PO#1 Studies and projects a career plan that will enable him to
pursue an occupation which will fulfill the personal needs
and values he considers most important.

EO#1 Describes how the image he holds of his preferred
occupation relates to information he receives
through occupational literature and real contacts
with workers.

EO#2 Seeks Information akout the way his preferred
occupation{(s) may affect his life style.

POf#2 Describes how his preferred occupation can be a source
of satisfaction and human expression of self.
EO#1 Describes the ways in which his preferrzd work
contributes to the welfare of society.
EO#2 Identifies persunzi quslities which can be
developed and expressed througu his work.

DT#S4 INCREASING KNOWLEDGE OF AND EXPERIENCE IN WORK SETTINGS
AND OCCUPATIONS

PO#1 Describes the Interdependency of all workers and work
talents in contributing to the well-being of the
communicy.

195




EO#1 Describes the roles required of workers in various
occupations and assesses the compromises involved
in performing these roles.

EO#2 1Investigates and discusses the ways in which
management ., labor and govermment interact (o
influence vwork life,

EO#3 Demonstrates the ability to depend on others and
to be depended upon in the work environment.

PO#2 Describes work as a principal instrument for coping uith
and changing his own enviromment.

EN#l Describes changes within che modern work society
which have affected the traditional division of
labor by sex.

EO#2 Describes how he can work for social change within
his preferred occupation(s).

EO#3 1dentifies outcomes of his work which assist him in
coping with his environment.

PO#3 Selects potential employers and locates suitable job

opportunities.

EO#1 Describes the roles required of werkers in his
preferred occupations and identifies compromises
he would have to make to fulfill chose roles..

EO#2 Elicits information about what persons with
experience and training in his preferred occupations
are recelving as compensation.

DT#S55 ACQUIRING KNOWLEDGE OF EDUCATIONAL AND VOCATIONAL PATHS

PO#1 Describes the quality of education, job training, or work
experience necessary in preparatian for a preferred
occupation.

EO#1 Seeks information concerning the content and
requirements of educational and training courses
that may facilitate occupational goals.

EO#2 1dentifies sources of financial aid for further
education or training and the requirements or
restrictions of specific assistance.

EO#3 Interprets census and occupational outlook data
and drawe conclusions about employment trends in
various occupations.

EO#4 TIdentifies the various job ladder or career
progression possibilicies of a few jobs in
several broad occupational areas.

pOff2 Seel's informatiom about what skills are needed to get a
job.
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EO#1 1Identifies skills necessar¥ for success in
preferred occupation(s).

E0#2 Identifies and practices appropriate behavior for
an employment interview.

EO#3 Identifies information that should be included
in a resume and/or application form.

DT#S6 CLARIFICATION OF THE DECISION-MAKING PROCESS AS RELATED
TO SELF

PO#1 Projecte and describes the factors which may influence
his career decisions.
EO#]1 Compares immediate rewards with long term rewards
in several occupations.
EO#2 Describes potential economic opportunities in
relation to personal satisfactions in considering
different occupations.

PO#2 Accepts responsibiiity for making occupational choices
and moving towards occupational goals.
EO#1 Predicts the effect his career decisions may have
upon significant others.
EO#2 Identifies the personal compromises he may have to
make in order to attain his preferred occupational
goals.

DT#S7 COMMITMENT WITH TENTATIVENESS WITHIN A CHANGING WORLD

PO#1 Identifies the changing meanings of work over time and
between cultures.

EO#1 Examines social and economic trends for their
potential effect upon broad occupational fields and
upon opportunities within preferred occupations.

EOf2 Describes how a person's career may be a means to
effect social change.

PO#2 Makes career plans which take into account the fact that
technology and automation influeance change and may create
the need for transferable skills.

EOf1 Describes the extent to which technological change
may affect the employment opportunities and rele
requirements of preferred occapation(s).

EO#2 Identiiies skills or knowledge utilized in the
preferred occupation{s) which may tranafer io
another occupation.
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VALUE BASES FOR CURRICULUM DECISIONS

by
Jack Conrad Willers*

The Wesiern mind typlcally conceptualizes in dualistic
terms, the antitheais of "internal” or "subjective" and 'externel”
or "objective” being one representative instance. Curriculum
designs ana learning directiona sre often thought of as beginning
at either of thesc points and proceeding toward the other. 1In
general, the whole history of American and even Eurcpean educa-
tional idsas may be interpreted as a geries of emphasea and
over—-emphases on either the sociological dimension of informing
from withoit or the psychological process of unfolding from within.
For inatance, John Locke, poaiting the mind as a tabula rasa, a
blank tablet, advocated the empirical approach to learning based
on the axiom, "nothing in the mind that is not first in the serses."
Curricular developrents based on this or aome similar philoaophy
face the problem of &adding knowledge to the nind through experi-
ence, the task of putting something into the studert’'s cognitive
make-up whith was not previously there,

To cite a contrasting example, Jean Jacques Rousseau .(who,
incidentally is, along with Locke, also recognized sas a father of
our American revolutionary experience) began with the philosophical
premise that man, “the noble savage,” begina with an inately good
nature which education must preserve by preventiny contamination
of the natural through external aocial inputa. Thus, education
takes the psychological direction of unfolding the good alreedy
within rather than making some provision to correct an existing
111 or inadequacy. A curriculum besed on such intellectual
foundations taxes on the charscteristics of what hae been called
permiaaivigm in diatinction from the disciplinarian approach of
the Lockean, or asociological, directive from the outsaide in.

SELF_AND SOCIETY

The initial points of departure for curricular deaign may
then be said to be either the individual learnsr, with his unique
paychological neads and interesta, or the acclety, its require~
nenta, expectationa, opportunities, rewards and punishments.

*Jack Conrad Willera, Profeasor of History and Philosophy
of Education, George Peabody College for Teachers, Nashville,
Tenneaaee.
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When one conaildera the value hases for curriculum decis-
iona inherent in the political, economic and social mileau, 1t may
appear that the socislaoxgical direction of learning 1s being
advocated apart from the psychological dimensfons of individual
experience. But one of the tasks of this discussion will be to
test the validity of the subjective/objective dichotomy, ani to
question the antithesis of permissive naturalism sand sociel .
discipline, of self and society. It just may be poasible, at
least from one set of philosophical assumptions, to start with the
interests and expectations reflected in our seocio-cultural values,
yet to end with primary curricular comsiderations given to
individual feelings and aspirations.

As we look for social curricular directions from the
socioeconomic environment, emphasis might be placel on the teacher
and hia or her knowledge and interests, exiatiag materiel re-
-aources. the cultural heritage, contemporary community styles, the
economic opportunities of the job market, or manpower needs of
business and industry. Vocatinnal. education has usually been keen
on deacribing . jcbs, analyzing skills and identifying manpower
requirements gs sociological bases for curriculum development, and,
cf course, rightly so. . But some diascussion of the social value
bases for curricular decisions will hopefully indicate that job
degcriptions and skill analyaes are, in themselves, inadequate
foundations for curriculum development.

After all, jobs and skills of whatever description or mode
ara never performed in a social vacuum, and their uses derive
meaning to aome aignificant defree in te™ms of the values and
goals of the social context. Furthermere, there 18 no neutral
ground n which the curriculum developer, teacher, or student can
stand apart from value considerations and social issues. We all
make our every educational decieion in terms of some value
orientation oxr general philosophical perspective toward life and
" 1ts meaning -- no matter how confused, inconsisteat or incomplete-
it may be. Therefore, a diacuaaion of the value bases of curricu-
lum appears to have scme aignificant and worthwhile contribution
to make to the development of curriculum personnel.

THE DON'TS ARE DYING

George C. Scott, playing the role of a twenty-year career

policemar in "The New Centurians,' expressed one of the grave
social concerna of our times: "The don'ts are dying."

Only a few months ago, most of a whole youth generationm,
avoiding lucrative establishment positions with Dew Chemical and
other membera of the military-induatrial complex, were convinced

that "freedom 1as having nothing left to lose.”
-,
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Evar- -p aling inflation accompanied by a tightening
economy and d- :reased opportunities in the job market, have
brought back the realization, however, that one can indeed lose
even that vhich one does not have -- yet -- knowledge, 8kill, a.
job, dependable income, an evolving career, the promise of a
life both self-smatisfying and socially productive..

Se the libraries are filling up again, one hears the
subtle sounds of booka ~~ not heads -- cracking, and Johnny and
Susie from kindergarten to Cambridge are settling back dowm to
the eratwhile business of cowpeting vigorously, if not honestly,
for what they are once again being convinced will be a limited )
number of establishment positions offering economic security, « .
social prestige, and institutional position, 1f not political
integrity.

CRACKED CONSENSUS

What exasperates anyone concerned with the value bases for
curricular decisions -- ov with more general philoaophical issues
and economic-political problems -~ 18 the fact that for thoae for
whom the don'te are not dyiug, the do'a are. Last year's freedoms
become this vear’s hang-ups. Abbie Hoffman cuta his hair, while
Billy Graham's barber goes broke. What once was self-restraining
expreasion of "depresaion psychology" .is not the lateat truth in
envirommentsl 2ducaticn. Fads of liscense and liscentiousness
quickly take on the undeniable characteristics of figor mortis,
and whether we ctun back to Robert Hutchina’ Great Books and the
discipling sutject-matter of the Essentialists or to some
"nostalgia what ain’t vhat it used to be" geems to matter little
or not at all. For likethe Hula Hoop and the Great Society, it
won’t iast long either; whether a do or a don't -~ both die
equelly well.

Alvin Toffler in Future Shock uses the phrase 'cracked
concensus” Iin referring to this social phenomenon.

"Yalue turnover is now faster than ever before
in history. wWhile in the paat a man growing up in
a society could expect that its public value system
would remain largely unchanged in hie lifetime, no
such asesumption is warrented today, except perhaps
in the most isolated of pretechnological communities.

- "This impliecs temporariness in the structure of
both public and personal value systems and it sug-
gests that whatever the content of values that
arise tn replace those of the industrial age, they
will be shorter-lived, more ephemeral than the values
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of the past . . . . For the foreseeable future, ve
nweat anticipate still more rapid value change.

Toffler continues:

"Wichin this context, however, a second powver-
ful trend ie unfolding. Por the fragmentation of
societies brings with it a diversification of
values. We are wi.isessing the crack-up of consensus.”!

Schools, text books, speakers at graduatcion exercises and”
instictutes for curriculum personnel development, churches’ peer
groups, a myriad of gubcults and mass media all assert varying and
conflicting values. We have become, says Newsweek, "a society that
has lost its consensus -— a society that cannot agree on standards
of conduct, language, and manners, on what can be seen and heard."”

P2ter Druker speaks of our time as “the age of discontin-
uity,” and tweunty years ago Wiliiam Stanley wrote in Educaticn and

Social Integration that:

"

"

. a flock of divergent proposais and . . . a
mulzitude of claims znd counter claims . . . have
exposed deep cleavages of opinion, in the public and
in the (educational) profsssion, respecting both the
basic moral and intellectual principles which should
underlfe educational order and the social ends which
that order should serve. It is, of course. precisely
this failure o achieve substantial consensus chat
has prevented significant adycational reform."

The loss of social consensus -— or a clear perspective of
our social values —= leads to the methodological question of how
to reconstitute some meaningful substantive agreement in the
broader society regarding our social objectives and the role of the
school and the curriculum in reflecting and reinforcing those ob-
Jectives. Deeper, more fundamental philosophir2l questions take
precedant, however, as to 1) vhether any method can forge new con-
sensug at this time in our transient, diverse society, and 2) if sc,
vhether the cui.icular prograsg of the schools should revert to the
passive social role of transmitting chat consensus.

. o IAlvin Toffler, Puture Shock, (New York: Rsndom House, 1970),
po 26 ) N -

\2Hilliam 0. Stanley, Educaction and Sociai ....=gratior, (New
York: Teachera College, Columbia University, 19535 . 21=-22.
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Recent soriological interpretations of conflict, diversity
and disesention in contemporary society point up these fundamental
theoretical iasuea., Of particuler use to our purpoaes ave tha in-
terpretations of Phillip Slater. Charlaz Relch, and William Giaaser.

CULTURES IN COLLISION

Phillip . Slater in The Pursuic of Loneliness can speak of
"cultures in comflict" which assert counter-prioritiea. The "old
culture" gives preference to:

\ . « « property rights over personal righta, -
technical requirements over human needs, competition
over cooperation, violence over sexuality, concentrs-
tion gver distribution, the praducer over the con-
sumey, means cver ends, Secrecy over openness, social
reforms over personal expresaion, striving over

gratification, Oedipal love over communal love . . . ."3

The "counterculture,” on the other hand, tends to reverse

each of these priorities, writes Slater, leaving almost every value
at ilasue in the wvar between generations and cultures,

Scarcity is thz key concern of the old rulture' theze are
simply not enough material and natural resources tQ meet human
needs. Consequently, competition for limited supplica is necessary,
and efficiency and Succesa become the criteria by which all in-
dividuals and syatema are judged.

The counterculture arquea, however, that fears of scarcity
an! the necessity of competit_on are spurious, that the need to
postpone gratification is man-made, existing now only t¢ maintain
" the eatablished, indefensible system. Traditional self-restraint
#nd self-diacipline, therefore, ahould give way to stimulation and
self-expression as educational apnd social ideais. According to
these arguments, the curriculum of the old culture, defined pri-
marily ‘'as reatrictions imposad from without, must give way to &
curricdlum providing opportunities to express the sel{, to unfold
and develop freely aud naturally from within.

A CONFLICT OF CONSCIQUSNESS

In the Greening of Anerica; Charlea Reich interprets our
social uphgaval as a contlict of consciousneas. Rugged individual-
ism of the nineteenth tentury agrarian society characterizes

3Phillip E. Slater, "Cultures in Colliaion," Pazchologz
Today, Vol. 4, Yo. 2 (July, 970}, p. 31-32.
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conasciousnegs I." Many of the tenets of thiz life-perapective
can be identified in current election-year rhetoric:

1) The primacy of individual self~effort and
; hard work.

2), Self-restraint and self-denial coupled with
suspicion of others, organized labor and big
govermment.

3) A belief that human nature igs fundamentally,
even inately evil, so that aggression and
competition are the laws of nature.

4) Success -- or failure -~ ig determined primarily,
not by eocial conditionsg, but by inner moral
character. {("Where there's a will, there's
a vay.')

\ S

Reliance upshy organizational hierarchies snd instituticnal

rewards, however, characterizes the second "consciousness' iden-
tified by Reich. ''Consciousness II" places its faith in . . .

w. 1) Subordinating the self to the requirements of
) occupation and institution.
2) An affirmative govermment regul‘:aug pfivate
, activities and Lusinesses, through planning
.and welfare.
3) Allegiance to ghe rational and procedural rules
asz means of developing gocial consensus.
4) The possibility of social progress and refoum
) through technology, sclence, and dedication to
» the goals of orgat.ized iaterests.
’ ¢
- S8ince the mid-aixties a new generation has spontaneously
eﬂerged, claima Reich, vhose foundation is liberation from "auto-
matic acceptance of the imperatives 02 society and the false
congclousness which soclety imposes. This Consciousnens 11
asserts the basic attitudes of the "counter-culturs" and inciden-
tally much of the philosophy ofoExistentialism:

1) The individual, the only true reality, has the
prerogative to choose his own values, to design
his owm life.style.

2) Thus, i1 “'real life" Consciouaneaa I11'a are not
competitive; they neither evaluate others by
general standards nor struggle egainst. R

4Charles A. Reich The Greening of\America. {New York:
Bantam Books, 1971), p. 214.
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Cencepts of cxecllence and merit are rejected on \
- the assumption that each person has his owmn unique
worth and individuality. T ‘
4} Community and peraonal relationshipes are matters
of accepting others for what they actually are —-
not for their title, poaition, authority or power --
and being wholly honest with others. never mani-

pulative or coersive.

L
o

The Conaciousness III attitude toward career is evidenced
by the values they relect: The goals of position, status, power,
security, possessions and socisl dignity are not only wrong, they
are unresl, for they are goals which have no relatipnship to
personal growth or individual satisfaction.. Thus, Conaciousness
IIT people.do not aspire to & career along vertical, esculator
linea leading to these unreal goala. They conceive of life as a
whole meries of goals and choices, and & career ag something thai
will be constantly changing "a career cumprisea the many differen.
exper iences, aom2 planned, some fortuitoua, that one uight have.
Instead of intense, ambitious voncentration, one can w=lax and see
what happens.™5

SURVEVAL AND IDENTITY

] William Glasser haz seen 2 new society emerging in the past
twenty yesrs or ao -- "the civilized identity aociety” —- which he
contrasts with previoua "survival aocieties.”

The aurvival sociaty, characterized by conquest and aggres-

: sion, was a2 goal-oriented aociety. To survive, "men relinquished

. ; their individuality and became subservient to the group. Work
became necessary,’ and strong men, to insure thgir own aurvival,
forced or persuaded others to labor for them."”

. The identity society,. on the other hand, concerns itself wiih °
the role of being human -- the rediscovery, redefinition or reveri-
‘fication of what it means te the individaul to be free, to enjoy

" the company of others and cooperate with them to fcel pleasure and
personal satisfactions. Human righte and privileges became more
precious than aocial obligations aud corpovate dutiea:. A successful
identity, a pleasurable belief in self, a vsluing of the companion-
ship of others for reasons of expression rather than Burvival or
security pursuing, a role indapendent of sny apecific goal; such are
the fundamental characteristics of che identity society.

f
>Ibid., p. 258.

Enters Phase Four,” Saturday Revisw, Pebruary 19, 1972, p. 28.

; /}GWillian Glasaer; "The Civilized Identity Society: Mankind
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Whether we rely on Slater or Reich or flasser to help us in-
terpret the "crecked consensus” of contemporary ¢*scommunity,
geveral comnon characteristics of their concepts of the countexculi-
ture, Consciousness III, and the civilized ifdentity soclety emerge
to provide some interpretive foundations for curriculus deciasions.
First, there ia a rejection of the need and necessity of a
hierarchial groupism which submerges the individual in competitive,
aggressive mriruggle for limited resources and survival, and controla
him through institutionel rewards; concommitantly there is in each
of these perspectives an affirmation c¢f community togetherness and
cooperation that does not stunt indfvidual integrity or inhibit
honeat, straight forward individual self-expression. Secondly,
there 1s an opening and freeing reliance on process, method,
style and meana rather than on stratifying and stultifying substan-
tive goals, standards, products, achievements, rewards,
posaessionsg, and successea. Activity, effort and expression are
vaiyoble —— if at 311 —- in themselves and do not require certifi-
ceticn or justification according to exiarnal criteria or the ends
achieved. Accordingly, ir the third pla:e, the novel elements of
‘contenporary culture and consciousness place little value on social
consensus and reasoning which Justify or defend or rationalize
such social processes aa work, formal learning, econonic competition.
and institutional loyalty.

BEYOND FREEDOM ANL: DIGNITY

All of this adds up to an pvervhelming refection of the
intrinsic worth o institutionalized power snd authority, of
materfal values as such, and the political power to manipulate
and control; and an abhorance for the dehumanizing process of
evaluation by general standards which inhibit individual styles,
integrity and feelinga. Except for the critical loss of consenaus,
continuity and community, one would be thoroughly surprised to
realize that the two mos’ popular current educational efforts at
curriculum development and evaluation run counter to these -
perapectives in every respect. I refer to B. F. Skinner's neo-
behaviorism that places man 'beyond freedom and dignity,” and to
the concepy of accountability baaed on student-achievemant of
prescribed, observablé behavioral objectives.

The inner, autonomous man, which ia the focua of. the most
recent attempta to underatand and rise above tontemporary value
conflicts, Skinner explains a way on the basis that such individual-
ity, with its freedoms, feelings, integrity, and intentions,
cannot be observed, cannot be measured, cannot be rationally
ordered and, therefore, cannot be conditioned and cont.olled. Only
external behavior can be controlled by envirommental contingencies
and therefore must be the only assertable reality if there is to
be & technology of behavior. For Skinner, man is merely ''a
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repartoire of behavior." He locates values in he objective social
contingencies. arranged to control individual behavior, neitider in
the individual's feelings about them or his incerdependent
relationships with them. Only things can be good or bad. Thus,
for Skinner man can have nd' control of self, notyonly because there
is no #:.1f, but z2lso because there are no inmer valves by which
individusl meu may deliberately direct theit own behaviors.

Nevertheless, Skinner contradicts himaelf and ultimately
relies on the inner man by claiming that "we can change the
_contingencies through intentional deaign."? Ultimately thean,
Skinner must rely upon a technocratic elite to control the masses;
“we must,"” he says, ""delegate the control of the popularicn as a
whole to specialists -- to police, priests, teachers, therapists,
and ac on, with _their apecialized reinforcers and their codified
contingencies.”® There is no room to debate the means by which
Skinner would reconstruct consensus and conformity to aociel
expectations.

Undoubtedly, skinner 18 matter-of-factually right. Human
beinga do respond to contingencies within their enviromments, and
we are controlled by external reinforcers. The questions, the
objectiona, are normative: should external stimuli selected by an
elite core of techno-behavioral specialigts, including curriculum
designers, control and condition individual behavior? Ought the
pressures and powers of specialized reinforcers be allowed to sntice
and reward acceptance of the imposed social cousensus? Are the aims
of education fulfilled by the teaching and ‘learning of behavioral
styles pteactibed by self-proclaimed or socilally empowered
authorities? Where is the counter-culture priority of human neeis
over technological requirements? The Consciousness III prerogativ-
of the individual to choose his own values and create his own
life~style? The goal-independent pursuit of human role in the
identity society? The affirmation of community that does not deny
individuality? The value of human activity-in recreating its own
meaning and worth independent of external generalized criteria?
A behavioral technology removes these alternatives, the opportuni-
ties to direct one’s own exprriences, and the necessary ingredients
to a}l learning -~ risk, chance, and choice.

-

WITHCUT FREEDOM, NO ACCOUNTABILITY

Normative inquiries of these types lead to & well-known
axiom of ethical theory: without, free choice among meaningful,

78. P. Skinner, "Beyond Freedom and Dignity,' Psychology
Today, Vol. 5, No. 3 (August, 1971}, p. 65. ‘

81bid., p. 72.
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viable alternatives, there ig no moral responsibility. wWithout
freedom, there can be no accountability. The same psycholiogical
theories and philosophicel tenets that provide the means of con~
trelling behavior also remove justifications for holding one
accountable for his behevior that ig induced and enticed from
withour. ’

The notions of accountability, competence-based instructioan
and behavioral objectives are motivated by high ideals to give the
public its money's worth and both the teacher and the student a
fair and honesat evaluation. With regpect to subject-matters and
skills such as mathematics, reading and historical, social and
scientific matters-of-fact, the learning of which does immanate
behavioral changes that are observable and therefore measurable,
these profeasional efforts to keep the school system, the teacher
and the atudent honest ure reasonably appropriate. But there are
affective and sesthetic davelopments, which are rightly within the
domain of public educztion support, and which may be a part of
educacion as chanped behavior, but which do not necessarily amount
to diicernable behavioral changes or performances that submit to
common objectives. I have in mind such processes aa creative gelf-
expression and communication, scientific hypothesization and social
problem~solving, historical and literary interpretation, conceptu-
alization, theorizing, contemplation -- indeed,. all of the. higher
intellectual and artistic proceszes that go beyond mere memoriza-
tion, recall and description of matters~of-fact. For the learning
and utilization of these intellectual stylea there are no univereal
or objective criteria for the immediate evaluation of performance.
The standards for such intellectualizing and sppreciating may very
well 1lie primarily within the individual who experiences them and
only secondarily or incidentally in common value bases that can be
expresaed in behavioral objectives.

May I therefore, suggest for consideration the value bases
of humanistic psychology as an alternative to Skinnerian operant
conditioning, uwaing Carl Rogers as the representative of this
approach, merely as a means of contrasting the range of alteina-
tivea available to curriculum developera.

FREEDOM TO LEARN

Rogera sees the work of the educater to be:
". . . inextricably involved in the problem of
valuea. The school has always been seen as one of
the means by which the culture transmits its values
from one generation to the next, But now, this pro-
cess 18 in upheaval, with many of our young people
declarirg themaelves "dropouts” from the confused

207



and hypocritical value system vhich they are
operating in ¢he world. How is tfhe educator --
how i3 the citizen -- to orient himrelf in relation
to this complex and perplexing issu=t"

Rogers begins to answer his own question by identifying
the locus of values, not in things that control human behavior
from without, but firmly within the individual. Instead of uni~-
versal, cosmic, absolute values, or a wholly objective value
system "out there"” imposed by some elite group nf rulers, educatora,
philosophers or priests, Rogers asserts the possiblity of human
value directions emerging from within individual experience.

To be sure, we do "introject" the value judgments of our
own soclefy, taxing on the values of the context as ocur own. To
that extent, claims Rogers, we lose touch with our own individual-
istic, organismic valuing process. The person, often thought of
an maturing socially, has ectuelly "desarted the wisdom of his
organism, giving up the locus of evaluation, and 1is trying to
behave in tesms of values set (for him) bv another, in order to

“hold love."l

Behaviors that have gained approval are adopted by the
individual in an attempt to gain sel)f-estevm from others and social
approval. Such introjected concepts often vary sharpiy with the
individvai’= own experience. The discrepancy between the unrecog-

‘nized valuing process within and the imposed or introjected values is

a major part »f the estrangement of modern man from himself —— the
basic cause of current social value crises as well as the mejor

- problem of education.

4

But curriculum developers and educators in Reneral continue
to manipulate the learngr, taking advantage of his need tor
security, and hi: desire for aGceptance and soclal prestige.

Rogers suggests that we restore contsct with individual
experience on the grounds that each person has worth to be valued
in his own uniquenese and separateness. The feelings and intentions
of the individual, as well as his reason, c¢2n be trusted to serve

as the locus of evaluation.

This suggestion at first sounds selfish, anti-social
dangerously anarchistic. But this does not prove to be the case,

ICarl R. kogers, Freedom Te Learn,'(Cplumbus, Ohio: Charles
Merrill Publishing Company, 1963), p. 235.

10tb1d., p. 244.

208

-



[}
for when the individual is prized as a person and as such is:

", . . free to choose whatever he deeply values,
he tends &0 valuc these ohlects, experiences and
goals which contribute co his own survival, growth
and development, and to the survival and development
of others -- given a climate of respect and freedom
in which he is valued as a person -- the valuing
nrocess within him would lead to emerging value
direcrions which would be constant across cultures
and across time."

Using the valuing process as & basis for curriculum deci-
sions, therefore, does not, require us to impose "external,"
"objective' social values on the individual learner. The task of
the curriculum is to provide alternative experiences and environ-
ments which, instead of directing behavior for the student, allow
him to sense the dignity and worth of his own individual being as
the ground of freely, openly choosing values in comsmon with all
others who retain the locus of evaluation within themselves. Ulti-
mately curriculum development faces the challenge of providing each
learner with the opportunities to select freely for himself, apart
from any arbitrarily imposed authority, his own values, life-style,
and career.

11thid., p. 256.
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ADAPTING CURRICULUMS TO LOCAL NEEDS

by
James E. Wall*

INTRODUCT ION

This paper will discuss a brief rationale and important
factors pertaining to the adaptation of vocational-technical
curriculums to local schools. An education oriented systems
approach will be uscd to explicate these factors. The roles of
inscructors and the aldministration in adapting curriculuas will be
preaented. The Instructor's Manual as a key document in adapting
the instrictional system to the neseds of a local school will be
described.

The major problems in adapting curriculums to local
systems and their needs will vary greatly among individual schools.
However , the broader problems encountered will probably pattern
themselves around the following:

1, Failure of the administration to anticipate the
problems which instructors will encounter, and the lack of feedback
mechanisms, both of which make it impossible to cope with
unanticipated prcblems as .they arise during the adaption period.

2, Tailure to modify existing established practices which
work against the requirements of the curriculum, e.g., failure to
focus on the learning process instead of course content.

3. Irabilicty of instructors to carry out new roles because
of lack of understanding and inadequately developed skills, or
because instructional procedures ard materials lack specificicy
and/or are not available..

4. Increaszing frustration of the instructors following
initial enthusiasm as they become aware of their inability to
handle the learning situation in the prescribed manner.

*James E. Wall, Assistant Dean (R&D) and Director Curriculum
Coordinating Unit - Research Coordinating Unit for Vo-Tech Education,
College of Education, Mississippi State University.
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Briefly, then, the larger problems of curriculum adaptation
uaually center around the lack of necessary resources and materials
tequired to successfully implement a new curriculum component,
Organizactlonal norms, traditional role functions, vested interests,
and sheey inertia are among the barriers to adapting curricuium to
local needs.

More specifically, however, many problems incurred in
adapting curriculume to local needs stem from the fact that
avallable curriculums and their atcompanying materials have not
been subjected to rigorous field~testing or validation. The
learning effectiveness of some materials has not been empirically
established. This holds for many of those curriculums pro’ ced
by both commercial concerns and publicly supported agenciea. For
instance. an iavestigation of cextbooks in 1969 by the non-profit,
Manhattan-based Educational Products Iaformation Exchange
Inatitute (EPIE) indic :tes that under one percent of the
approximately 14,000 different textbools being sold to schools
today has been systematically tried out to see how much students
actyally learn from them. According to EPIE's data, less than ten
percent of the current "best selling" school textbooks were field-
tzated before publication.

In some cases regarding commercially prepared materiala,
simply the reactions of salesmen in the field are viewed aa the
field-testing that 13 supposed to constitute so-called validacion.
When field-testing actually refers to tests of materials with
gstudente, it is usgually done just prior to publication with no
chance of using the results to revise and improve the product.

The same might be said about the reactions of over-zealous
"change agents' who represent publicly supported curriculum
development agencies. Their reactions t¢ how rapldly scheools are
adopting and adapting curriculums do not constitute proper field-
testing.

By far the moat discouraging area is that of programmed
instruction. EPIE's examination of 653 programmed inatructional
products now used in major curriculum areas, including vocational
and technical education, revealed that evidence of effectiveness 1s
available for only seven percent of these materials. Some '"field-
testing" was claimed for another eight percent. A cursory
examination of the remaining 3,000 programs, less central to the
gschool curriculum, indicated an even gmaller percentage that
appears to have been lecarner-verified.

Most achools, when selecting curriculums and curriculum

materials, rely almosi completely on examinatiom and review of
materials plus {in some cases) discussions with sales
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represencacives. Only rarely do gelection committees in local
achools use the results of the student performance data cbtained
from field-tests of the materials conducted ia local classvooms.

Fortunately, some research exists which has examined
whether it {is possibie to infer the learning effectiveness of
curriculum materials simply by examining them, This research
raises gerious doubts about the reliability of judging che qualicy
of learning effectiveness without the help of student feedback
(verification).

One of these research gtudiea examined the evaluation
techniquea of a group of teachers and a principal. They were
asked to reviaw and rank for effectiveness alternative versions of
a set of materials on which evidence of effectivenees with learnsrs
had been gathered by the researchera, but was not made available to
the educators. With no evidence of effectiveness available to them,
the educators were strikingly unsuccessful in judging these
materials accurately. The correlation between their judgments
and the actual performance of the materials with learners was
-.75! Despite this fact, most school people and members of the
education industry continue to put their faith solely in
examination and review rather than evidence of actual performance
when judging educational materials. .

Any responsible effort to create or select materials of
proven learning effectiveness must use the trycut and revision
process. These terms, oY concepts, are the designer’s way of
saying that the learning «ffectiveness of an educational product
will be improved if it is taken thfough a systematic cycle of try-
outs with learners followed by revision based on feedback from
those learners. Through approprlate sampling, a small group of
"target" students can give the product developers ample opportunity
to detect product weakness and revise accordingly.

Briefly, thon, a mejor problem in adapting vocational~-
technical curriculums to the needs of local schools is that many
available curriculum materials and programs simply do not have
evidence of their learning effectiveness explained in the user's
or instructor's manual. Such evidence must be made available to
local school personnel before sound decisions can be made to adopt
and adapt curriculums.

STRATEGIC ROLE OF CURRICULUM PERSONNEL

Curriculym developers or designera, either as a group or
ataff in a laborstory or as an individual conordinator on a acace
staff , have a unique opportunity to play a strategic role in
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adapting curriculums to local needs. A "strategy" is referred to
here because the single act of adapting an individual curriculum
component or piece of material to a local school situation cannot
be separataed from the larger, more comprehensive process of
ianovation diffusion, or what some may call merely getting changes
to take place.

The strategic role referred to here is that of establishing
an interactional rapport between the curriculum designer(s) and the
local echool system personnel. “his has been referred to by some
individualas as a change agent -- client system velationship,
where the curriculum designer(s) is the chang+ agent and the local
school and its personnel comprise the client uystem,

On the one hand, there is the change agent (individual or
agency) who perceives the need for change. On the other hand, there
is the client system (local school system) which needs changing.
This statement in ne way should bhe miscoustrued as implying that
change could not be inftiated from within a school system. Change
originating from within a school system ig the very essence of
planned, self-renewing change. Any strategy for effecting change in
local programs of vocational and technical education muat consider
the effeciiveness of communicetions between the change agent and the
cilieni syatem. This is referred to as the deliberate and collabo-
rative relstionship between change agen: and client system. The
strategy should also include measurss frr determining the potential
for more effective continuing communicatioun if lasting change is to
persisc, .

Certain relationships exist between the change agent end the
client. These are: (1) the change agent (sender) and the client
eystem (receiver) are interdependent in the sense of the one having
no relevance without the other; (2) there should be a series of
communications (links as in a chain) extending over a period of time
between the change agent and the client system; (3) the series of
communications between change agent and client systen is not
exclusively between these two ‘entitias; some communicatior is
indirect and is mediated through other ind{i{viduals (e.g., opinion
leaders) and groupa to which each belongs; (4) both the change sgent
and the client system have definiie positions in che social structure
and their communication roles are affected accordingly; and (5)
communications between change agent and client aystem are inter-
dependent acts of ongoing interaction; the "cwo-atep" flow of infor-
mation is part of this pattern. Havelock (1969) succinctly describes
the linker role as a catalyst, as 2 resource linker, as a solution
giver, and as s process helper.

The change agen*, as an individual, may or may not be a
nember of a knowledge-producing (research and development)
organizacion, but it is necessary that he have interactional
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relationships with such an corganization, He may serve as & iinkage
between the knowledge-producing organization and the knowledge-
applying organization. His influence and consequential effect on a
client system will not be better than his prestige or image, or

that of the knowledge-producing organization with which he maintains
interaction.

Individual change is a correlatz of group change. Group
rather than individual: norms of values-beliefs are more represent~
ative of the sider culcture. Hence, the group tends to influence the
values and attitudes of an individual. Hewever, individual changes
in values tend to lag hehind group changes. This lag may hLe
accompanied by intra-personal tension and frustration which become
the correlares of reasistances to adoption of innovationa. HKere
again, commuaication is the key to overcoming such problems. The
internal communications of a2 ciient aystem tend to build uniformity
of values and beliefs This 1s an extremely important ednsidera’.ion
in the building and maintenance of an environment that is conducive
to lasting or planned change.

Another aspect of comzunication deserving attenrion here
could be called external contacts. In general, the greater the
number of lines of contact and communication chat 28 school system
has wich other educational aystems, knowledge-producing organizations,
and the like, the greater will be the 1ikelihood of acceptance of '
change by that school system. Diffusion research indicates cthat
schools which are innovation-adoption prone are characterized by
teachers who attend out—-of-rown conferences, meetings, institutes,
and who read widely to find new ideas. Reseaich has concluded that
"innovativeness varies directly with cosmopoliteness (defined as the
degree to which an individual’s orientation is external to a
particular social system)."

Effective communication requires that certain condictions
must he met. Members of the client system must: (1) be exposed to
the message; (2) interpret or perceive correctly that action or
attitude which is desired of them by the change agert; (3) remsmber
or tetain the content ¢f the message the change agent transmits; and
(4) decide whether or not they will he favorably disposed to or
influenced by the communication. The change agent must be author-
itative and sincere with the client system. He must represent a
Tteliable source of information as perceived by the client system.

Just as nations are classified as having open or closed
societies, so are school systems. Some of the det>rminants of
"open~closedness” are the extent to which: (1) extermal contacts
are initiated and maintained; (2) the quality of this interaction
is establiahed and maintained; (3) major decisions concerning changes
that occur locally are made externally; and (4) local coordination
exiscs between educatiunal programs and other programs of
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comntnity improvement.

To summarize, the strategic role of the curriculum
designer/developer in adapting curriculums to local schools be that
of developing and maintaining commvnication and establishing an
ongoing change agent-client system relationship. These relation-
ships are vital in the curriculum development phase where field
testing 1s conducted as part of the validation process.

A PROBLEM-SOLVING MODEL

The concept of problem-solving has been used by others as a
basis for developing strategies and tactics for implementing change
in schools. One of the most recent and comprehensive efforts has
been that of Havelocik {(1970) in which he presents two ways of
looking at stagee of innovation or change, one from the viewpoint -
of people who’/are being changed {client ayatem)é and the other from
the viewpoint of someone {change agent) who is trying to bring about
change. Havelock's premise is that a client axﬁtem c{n follow &
problem-solving model 1if they have help from a change agent. Ha
then relates this premise to a six-stage model for inmovation o
change. Havelock's model also implies "action” in that he presents
specific activities and techniques'for use by change agents. In
these respects his six-stage model for innovation is more closely
akin to a strategy for implementing change than it is to a change
process.

Havelock (1970) lists and discusses a number of strategies
and tactics which are apropos to each of the gix stages in his
model for innovation. His "Guide" 18 designed for and directed
specifically to the change agent who ray be internal or external
to the client system. A change uagent may be any one of the
following:

Some Examples of People Who Might Act as Change Agents

1) Curriculym and Research Coordinators
2) Directors or Coordinators of Federal Programs
3) state Department Program and Curriculum Consultants
and other state staff personnel
'4) Regional Laboratory Dissemination Staff
5) County and Intermediate School District Consultants
6) Supplementary Center Staff (e.g., those suppcited by
Title I1I of ESEA)
7) Continuing Education and Extension Instructors
8) Professors in Schools of Education Who Do Field
Consulting .
9) Salesmen of Educational Procducta and Publications
10) Superintendents and Other Administrators {at least part
of the time)
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11) Teachers (at least part of the time)
N 12) Counselors (at least part of the time)
13) Board of Education Members (at least part of the time)
14) Students (at lesst some of them some of the time)
15) Concerned parents and other citizens.

To help the reader gain a better grasp of these strategies,
Havelock's six~stage model will be described here.

Stages of Havelock's Model for Innovation in Education

Havelock (1970) stresses that ''the focus of innovation
planning hss to be the USER himself: his needs and his problems
must be the primary concern of educstional reform.'" The atages of
his model are (1) building a velationship; (2) diagnosing the
problem(s); (3) acquiring relevant resources; (4) choosing the
solution; (5) gsining acceptance; and, ($) stabilizing the
innovation and genersting aelf-renewal. Esch stage is presentod
below along with Havelock's description of how a change agent works
in 1t.

1. Building a Relationship. Havelock indicates that this
stage is perhaps the most important one for the change agent. The
change agent must develop a strong, viable, helping relationship
with the client or school system, as well as with other elements of
the community. Maintenance of thia relationship in a continuing
fashion 13 alao important. Havelock sets forth procedures for
eatablishing the relationship snd criteria for judging its vizbility.

2. Diagnosing the Problem(s). Accoring to Havelock,
diagnosis 1is a systematic attempt to understand the situsition by
both the change agent and the client system. The change agent
helps the client system "articulate the need(s)" of the system.
Delineation und definition of the problem(s) and underlying causes
are focused on in this stage in order to establish goals snd
objectiveas. Goals and objectives should be made in terms of out-
puta and outcomea and these zhould be communicated to persons who
are intereated, concerned snd affected by them. Havelock cautions
against the uge of too much time in diagnosing, but stresses the
iwportance of determining and defining client needs before a
solytion(s) to problems is suggcsted.

3. Acquiring Relevant Reaocurces. In this stage Havelock
stresses that the focua is on 'resource acquisition, not resource
evaluation or utilization.'" PFurthermore, acquisition may take
place at any point in the planned change process. In order to
ionovate, resources are needed: (1) for disgnosing client-system
neads and problems; (2) for creating awareness within the system of
poasible solutions; (3) for comparing (or evaluation-before-trial)
alternative solutions; (4) for trial of an innovation in the client’s
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setting; (5) for evaluation~after~trial (which mst be generated
from within the client system); (6§) for installation {including
iniclal costs, new staff, training, readjustments. etc.); and
(7) for maintenance (long=term czosts, etc.). "Havelock presents
procedures for acquisition “of resources in this stage.

4, Choosing the Solutisn., In delineating this stage,
Havelock suggests a __Tfour-step sequQFial process.” These steps
are: (1) deriving implicatione from research; (2) =enerating
a range of solution ideas; (3) feasibility tesiing; and
(4) adaptaction.’

In deriving implications from research, Havelock describes
the manner in which a change agent retrieves summary statements
irom research reports, how these statements are reformulated and
checked for understanding, how the statements relate to th»
client system, and how statements can be used to infer implications
for action. .

In generating a range of solution ideas, Havelock indicates
that the ldeas may come from research reports, otner cliemt
systems, or commercial sources. Some solutiona may be suggested
from the statement of objectives. MHowever, Havelock stresses the
desirability of generating solutions or ideas from within the
‘gystem by using such techniques asa brainstorming.

.~ ’In feasibility testing, Havelock emphasizes application
of testing, comparing, and judging. Measurement criteria include
benefit to client system, workakility of the solution, and
diffusibility or acceptance by client.

5. Gaining Acceptance. The four previous stages were
focused on how the change agent prepares for a program of change;
they culminate in the choice of a tentative solution. Havelock
states that the fifth stage "is the time for transforming
intentions into actions." He summarizes many of the principles
and factors of innovaiion diffusion in diacussing this stage,
some of which have been discussed earlier in this document.

In thie stage, Havelock considers: (1)} how individuals
accept innovations; {2) how groups accept innovations; (3} how to
choose a communication strategy which 1is effective for individuals
and groups; and (4) how to maintain a flexible program for gaining
acceptance. It is imperative that each individual involved in the
change be allowed time toO understand it, co learn how to use it,
and to become accustomed to required changes in his own attitude
and behavior. Peer group interactions usually reduce the time
required in accomplishing these thingas. Because the achool is a
client gsystem of interacting and interdependent persons and groups,
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time must be allowed for them to understand how an innovation is
adopted by a social group. Not only musc facts and information be
communicated to individuals, but indications of support and
approval from the change agent munt be conveyed. Constant review
znd essessment is naccsoary 68 implementation proceeds. There ia
a serendipitous dimzzeion in the role of the change agent in thias
stage of the change program. Havelock aums up this atage by
stating that "every attempt should be made to prepare a achedule
which 18 both flexible and achematic ~- a difficult balance to
strike, but & crucial one."”

6. Scabilizing th: Innovstion 8nd Generating Self-Renewal,
Havelock streases the fdct that s change agent's task is not
compieted after traversing the firat five scages. The aixth acage
is important to a continuous change environment. Stabilization
(some have referred to a similar stage am "institutionalization™)
and self-yenewal are key concepts in long-term maintenance of
innovstions. This utep 1a especially important when external
sourceas of funds are uyged to support initial iwplementstion of
an innovation with the knowledge that such finds will terminste
after a specifis peyriod. Actually, this factor should have been
conaidered in previcus atages.

Havelock indicates that continuance of an innovation can
be iasured by the change sgent helping the client system:
(1) to perceive continuing rewards from the innovation; (2) o
become sccustomed to the innovation; (3) to sdjust it to his
atructure; (4) to continually evaluate the innovation over time;
(5) to provide for continuing maintenance; and (6) to continue
sdaptation cspability for the innovationm.

Insofar as,self-renewpl is concerned, Havelock streases
that "the client should Learn to be 8 change sgent for himaself.”
To do this there must bec within the client system: (1) s positive
stticude; (2) an internal subsystem devoted to bringing about
change; (3) an active inclination to seek external resources; and
(4) a parspective on the future as something to plan for. The
visble change agent-client syatem relationahip eatablished in the
firsc atage should be maincained in effect throughout the aixcth
atage. This would enable the change agent to assess his aprroaches
to the entire process,

ADAPTATION RQLES OF INSTRUCTCRS AND ADMINISTRATORS

As indicated before, various kinds of achool and non-school
persons have roles to play in adapting curriculums to local needs.
Specifically, instructeors play s vital reole in thipg process,
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especially in operationalizing and installing the curriculum.
Administrators such as superintendents, principals, local directors
of vocational education programs, etc., also piay vital planning,
supportive, and coordinative roles in the process. Curriculum
change and adaptation efforts must always be focused on improving

" what the instructor doea and how he does what he does. It must also
be recognized that the local school system superintendent and
building principal, as "gatekecevers,” essentially set the climace

or tone for curriculum adaptation and change.

The administrator's and inatructor’s roles in curriculum
adaptation can be broken down into the following major parts:
(1) readiness, (2) selection, (3) equipment/surplies procurement,
(4) workshop, (5) inmservice education, (6) assistance, (7) imple-
mentation, (8) asseamment, (9) maintenance, and (10) demonstratiom.
Zach of these 18 presented pelow along with a few pertinent
activitcies for each.

Readiness. All instructors should be involved in
diacussions about the curriculum that 1s to be adapted. District
and state subject matter specialists should be involved from the
beginning. Help instructors to understand requirements of the new
curriculum insofar as their shop{ laboratory, or classroom style
ia concerned. Schedule inservice seasions to build faculty
confidence. Collect and circulate curricular information, either
from the source (design agencyY) or the Instructor’s Manual.
Identify instuctor cliques and involve them. Allow time for
faculty inspection snd discussion. Use instructor input to
determine need for new programs.

Selection. Along with inetructors, analyze curriculum to
be replaced 1f one slready exiats. With the staff, assess the
vocational insctruction program of the school. Construct a priority
11at of needed curriculum components. With the staff, prepare a
descriptive statement of what each curriculum will he expected to
produce in terms of student aa well as instructor behavior.
Provide time for curriculum review and selection by visicing other
schools that have gimilar curriculuas under way. Obtain outlines
and portions of each.curriculum’s content, methods, and materisls
for the staff. Make sure there 1s space to house components of a
potential new currtculum. Encourage instructors to €IV using a
lesson from new curriculums,

Equipment/supplies procurement. Exarine curricular
hardware and software before ordering. All elements of the
curriculum should be available to the instructor. Establish a
procedure for instructora to document flaws in the new curriculum.
Instructor reports should be sant to the curriculum designer. Make
sure all instructors are aware of errors immedlately. If the
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curriculum requires expendables, establish ¢ petty cash fund for
tke instructors to use.

Workshop. Experiences for imatructor workshops should be
carefully bslanced with the "hands-on" sessions included. Provide
equipment for workshop sessions. Try to obtain collaboration with
a local university to get college credit for the instructors
participating in the workshop. Ask instructors what th~2y want
included in the workshop. Evaluate workshop experiences through
personal involvement. Organize relevant workshop activities.
Schedule summer workshop training for instructors which focus on
the curriculum to be adapted.

Inservice education. Establish a series of inservice work-
shops on the new curriculua during the year. Provide consultants
for inservice education. Establish a seriez ¢f subject matter
and/or grade level meetings with 2 consultant.

Assistance. Provide assistance from a variety of sources,
such as R & D centers, regional or state curriculum labs,
educational consultants, and commarcial repreaentatives. Determine
agsistance cost and degree of involvement. Provide assistance when
the curriculum has been put into regular practice by obtaining either
internsl or external help. All external or consultant service
should be made explicit by defining his role and responsibilities
in detail. Y

Implementation. Extreme care must be exercised in
implementing a sequential curriculum which spane several gra
Eastablish the identity aof crucial prerequisites and discuas
thoroughly with instructors the importance of teaching concepts in
sequence. Give the new curriculum a2 fair trial by scheduling the
neceasary time for it to be taught. State department approvsl
must be obtained to implement 2 rniew curriculum. Use the curriculum
in the amanner described by ita designérs. Ensure that inatructors
understand the inatructional goals of the curriculum. Instructors
should keep careful records of the curriculum installation.
Curriculum maintenance costs should be projected over a three- to
five-year period. = Y 4 &

r

Assessment. The ultimate question im: Uhat did the
students learn? Plan for continucus assessment. All inetructors
"should be aware of student goals and objectives that should be
explicit in any well-deaigned curriculum. Document successes and
failures. Performance tests seem best to measure student
achlievement, but akill and knowledge teats also are needed.
Estsblish with instructors the importance of periodic review and
evaluation. Prepare 8 schedule of times when instructors will
provide data on adaptation efforta. Get {instructor'’s candid
expressions of opinions.
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Maintenance. Identify instructor-leaders as immediace and
continuing source of support to fellow instructors. Hire new or
replacement instructors for the new curricuium. Provide for
replacement of expendables, repair of equipment, etc. Plan for
activities, publicity, and diaiogue that meintain much of the
original enthusiasm for the new curriculum, Provide supportive
assistance to new as well as old instructors of the curriculum,
Distribute descriptive materials about the new curriculum to other
teachers and adminiscrators in the school. Provide workshop and/or
inservice training for new inetructors.

Demonstration. Allow the instructors to help other schools.
This activity can be coordinated by the state snd/or district
supervisory staff. Share all financial and other information with
others. Free instructors for informal discussion with obaervers.
Organize a realistic demomstration program. Keep visitor groups
small and allow free discussions with hoth instructora and students.
Publish & report on the curriculum zdaptation, probleme encountered,
and successes achieved.

THE INSTRUCTOR'S MANUA.

Much of that which goes into the development of a curriculum
is not readily apparent as one peruses the materials. The
capabilities and limitations of an inatructional srstem are not
easily seen by the instructors who will use the system. Such
information is vitsl for adapting the curricuium and should be
contained in the Instructor's Manual. The manusl should present
relevant external information about properties which are not
‘apparent on inspection.

Information in the manusl must show the instructors and
other school personnel how the curriculum was developed, what it
teaches, how effective or valid it is, and how it can be implemented.
Following are the major categories of topics that should be
contained in the manual;

Covrse Dencriptibn. The following informstion should be
included in the course description:

1. The course title and the purpose and scope of the
curriculum; e.g., what jobs or occupations the curriculum prepares
the student for, and at what level in a career ladder it prepares
him for. Briefly list the kinde of competence the curriculum has
been designed to produce when it is used in the prescribed manner.
The manual algo should contain general interpretive information
to help the non~technical user determine the curriculum 8 relevance
to his educational purposes. .
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2, A concise outline or brief overview of the contunts of
the curriculum. What textuzl or curriculum asourcea were used in
the aelection and development of the content? How current were
these aources? )

3. A deacription of the format of the curriculum, State
the gymber and length of lesaona. List required atudent and
instructor materials, instructional zids, equipment, and tools.

4, Instructional methoda and techuiques used in the
curriculum. List aize of student groupa and physical arrangemente
of shops, laboratories, or claasrcom=. New instructionai practices
should be explained in detail since spuriocualy large temporary
student achievement gaina may result 25 a novelty effect when &
new teaching devire or procedure ia first introduced.

Population Description. This infermation should deascribe
the students for whom the curriculum has been deaigned. The
population deacription should contain the following:

1. The age and/or grade level(s) of the learners,
including reading snd mathematics levels.

2. The prerequisite akilla, abilities, vocational
training, and related knowledge that also might serve as the base
- which achievement gaina may he measured. Limite, particularly the
lower limits, of the student population for whom the curriculum is
~intended should be {ncluded.

3. Physical and peraonal characteristics of the }job for
which the curriculum is designed to prepgre peraons.

Performance Objectivea. The manual should contain a
complete list of all the interim (enabling) and terminal objectives.

Criterion~referenced Teats. The manual ghould contain
copies of all criterion-referenced teats. Test answers should
appear on the testa or on separate anawer sheeta, Items on the
criterion~referenced teata should be crosa~-indexed with their
reapective behavioral objectives. T3z criterion-referenced tests
should exemplify what the deasigner expecta the student to learn in
the way of knowledge, skilla, and performance.

Curriculum Syatem Performance Data. The manual ghould
contain explicit information about the ateps taken to verify the
effectiveness of the curriculum. This section of the manual
should include the following:
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1. A description of the students used to validate the
curriculum, i.e., number of students, method of selection, age,
background.

2. The conditions under which the ter:s were given, i.e.,
individual, small-group, and large-group testing procedures. This
section of the manual should also describe the physical and social
conditions of the curriculum‘'a use and effectiveness--testing
procedures in sufficient detail so that their essentizl features
could be reproduced or replicated by another inveatigator if
desired.

3. The development-~test--revise-~retest procedures used,
and the data on learner's responses to preliminary versiona of the
curriculum, EKecorde of responses to preliminary verzions can
provide a basis for its progreasive revimion and improvement prior
to finalization.

4., The criteria usad to determine when the curriculum was
ready for finalizatior and printing.

5, The asaumptions made and principles used in constructing
the program.

6. The evidence on the curriculum's effectiveness based
on comparisons measurements of student performance on pre-tests and
post-tests., A clear distinction should be made between this
effectiveness—-test data for the finalized curriculum and any test
data obtained in earlier tryouts of preliminary versions used as
a basig for revision. (Changes made in the curriculum after the
latter effectiveness-test data are obtained could throw doubt on
the validity of these data for a demonstration of the curriculum's
effectiveness.}

7. Any further information which would seem helpful in
evaluating the reported effects of the program or the adequacy of
the evidence on which thzy are based. The manual should present
evidence to document that the gaina in achievemert reported can
rightly be attributed to the effect of the curriculum's use rather
than to extraneous caugzes.

Adminiatering the Curriculum System. The manual should
contain information on how the curriculum can be most effectively
and efficiently used. The following items are suggested:

1. The role of the inatructsr and manager and facilitator
of learning; guidance of student experiences.

2. Motivation information and techniques relating to the
curriculum and future job projections.
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3. Recommendations for articulating learning activities in
this curriculum with those the student experiences in other school
curriculums, Suggestions should be presented for relating this
training to basic education and realistic work projects.

4, Recommendations for recognizing and handling individual
differences among students. Explain how the amount of time learners
of different ability might be spent on various portions of the
program; how this time can be distributed.

5. Instructions for test administration, keeping student
records, and canducting summative evaluation and reporting.

6. Special instructions for training the instructors who .
will use the curriculum.

’

SOURCES OF CTXRICULUM MATERIALS

Sources of curriculum materials are so diverse, scattered,
and numerous that an exhavetive listing of them would be imposaible
in a small paper guch as this. Also, before one could Zinish
listing all sources, several new ones would have been developed.
Nevertheless, an attempt will be made here to at least offer a
n_mber of categories of sources which may be of some benefit to
curriculum designers. (Incidentally, some of the sources included
here can be viewed as & list of REFERENCES for this paper.)
Examples shown under each category are merely a sampling of what
could be included. The categories themselves and many of the
examples are taken from A Guide to Innovation in Education,
authored by Ronald Havelock, University of Michigan, 1970.
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A. News Reports

1. Coumigsion on Science Education Newsletter
American Association for the Advancement of &ol-..
1515 Massachusetts Avenue, N.W.

Washington, D.C. 20005

2. Croft Newsletter Services
vroft Educatiovanal Services, Inc.
100 Garfield Avenue
New London, Connecticut 06320

3. Department of Classroom Teachers News Bulletin
National Education Association
1201 Sixteenth Strest, N.W.
Washington, D. C, 20036

Reports on current educational problems to help roac ar.
strengthen their work.

4. Education Daily
Capital Publications, Inc.
Suite G=12
2430 Pennsylvaria Ave., N, W.
Washington, D, C, 20037

A daily news service to American education.

5. Education Recaps
Educational Testing Service
Rosedale Road
Princeton, New Jersey 08540

Brief, pithy descriptions of the latest development i .,
education, educational technology programs and rela*id Issic:
atid areas of interest.

6. Education U.S.A.
Mational 5chool Public Relations Association
1201 Sixteenitn Street, N.W.
Washington, D.C. 20036

Notes latest developments in educational affafrs Inciw?i -
related political 1issues.
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7. Education Product Report
Educational Products Information Exchange Inatitute (EPIE)
386 Park Avenue, South
Y¥ew York, New York 10016

Providea the educational conaumer with unbissed information
and evaluationa of materisls related to educational technology
(both hardware and acftware). Nen-profit, non-biased
profeaaional cooperative aerving the educational community.

£, idducationel Research
Anerican Educational Research Association (AERA)
1126 Sixteenth Street, N.W.
Waghington, D..C. 20036

R
Publishes news of federal projecta and funding in educetionsl
teaegrch,. newa of activitiea of foundations, inatitutions of
higher education, and federal agenciea, as wueli as sssociation
newa, placeagnt servicea, reviewa of new publicaticna and
vrofessional activitiea of members of AERA.

., Educational Teclmology Magaziae
Educational Technology Publicationa
140 Sylvan Avenue
Englewood Cliffa, New Jersey 07632

10. Evaluation Comment
Center for the Study of Evaluation
University of California at Los Angeles
147, Moore Hall .
Lo8.Angelea, Californias 90024

Providas a forum for the diacussisn of significsut ideas and
issuea in the study of evaluation of educaticnal programs
and ayatema,

11. ‘dessurement in Educetion
National Council on Msasurement in Education (NCME)
Office ofp Evaluation Service
dichigan State University
Zast Lansing, Michigan 48823

Comsistas of apecial reporis concerned with the practical
implications of measuremant and related research and their
application to educational problems of individuals, institutions,
and systema. Emphasis ie upon usea of measurement rather than
technical ot theoretical issues. :
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12.

School and Society

Soclety for thv Advancement of Education
1860 Broadway

Hew York, New York 10023

B, Informmation Servicea

ERIC (Educational Resgourcea Information Center)

ERIC 1a 2 national information system of thS’Officc of
Education, dedicated to the progreza of education through the
diaaemination of educational research results, research-~
Telated materiala, apnd other resource information that can

be waed 1n developing more effective educational programs.
Through a2 network of 20 apecialized centers, or claaringhounea,
each of which 1s reaponsible for a particular sducational =rea,
the information is acquired, evaluated, abatracted, indexed,
and liated in Résearch in Fducation, the monthly abatract
Journal of the ERIC system.

All the documents cited in the “"Document Resume" section of the
journal, except is noted, are available from:

ERIC Document Reproduction Service

National Cazah Register Company

4936 Fairmont Avenue

Betheada, Maryland 20014 e
Documenia are produced in microfiche (MP) and in hard copy
(HC). MF 12 a 4 x 6-inch sheet of film with up to 70 images,
each repreacnting an 8 1/2 x 11-inch sheat or paper.
Microfiche readers, availshle from many manufacturers, sre
required to enlarge the images for reading purposea. Hard
copy (HC) 1a 2 reproduction on paper in easy~to-read form.

The procesa of getting at the material that 12 collected and
stored in the ERIC ayatem 12 explained in "How to Use ERIC,"
a pamphlet available through:

The Superintendernt of Documents

U. S. Government Printing Office
Washington, D, C, 20402
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ERIC Clearinghouses are listed below, put individuals
deairing additionsl information concerning ERIC and its

functiona can contact:

ERIC Centrsl
Room 1013

400 Maryland Avenue, S.W.
20202

Washington, D. C.
ERIC Clearinghouses:

Adult Education

Syracuse Universicy

Syracuse, New York 13210

- Counaeling_and Personnel

Sexvices
I"'aiveraity of Michigan
Ann Arbor, Michigsn 48104

Disadvantagad

Teachera College
Columbia Universicy

New York, New York 10027

.Early Childhood Educsation

University of Illinois
Urtans, Illinois 61801

Educational Adminiscracion
University of Oregon
Eugene, Oregon 97403

Educationsl Medis and:
Technoiogy

insticute for Commuuication
Resaarch

Stanford Universicy
Stanford, California 94305

Rural Education and Small
Schoola
New Mexico State Universily

Lea Cruces, New Mexico 818001

Science and Machematics
Education

Ohioc State University
Columbum, Ohio 43221

Excepticnal Children

" The Counci) for Exceptionsl

Childrer
Arlington, Virginis 22202

Bigher Education
George Washington Universicy
vashington, D.C. 20006

Junior Colleges

University of California at
Los Angeles

Los Angeles, California 90024

Library and Information Sciences
American Society for Information
Science
Washington, D. C. 20036
Linguisticsa

Center for Applied Linguinmtica
Washington, D. C. 20036

Reading
Indiana University
Bloomington, Indiana 47401

Teaching of English
Nationsl Council of Teachers
of English

Champaign, Illinoie 61820

Teaching of Foreign Languages
Modern Language Association
of America

New York, Rew Yori: 10011
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Social Science Education Tesis, Measurement, and

University of Colorado Evaluation

Boulder, Colorado 80903 Educational Testing Service
) Princeton, New Jersey 08540

Teacher Education

American Association of Vocational and Technical
Colleges for Teacher Education

Education Ohio State Universicy
Washington, D. C. 2000% Columbus, Ohio 43210

2. RIS (Regional information System)

RIS 18 a concept »r model for a regional information linkage
system. It is intended to he a 'one-~stop” tool providing
current awareness and reference services for all of the
Michigan-Ohio Regional Educational Laboratory (MOREL) projects.
This concept was developed at MOREL and the ASSIST Centeys

(see below),

a. MOREL (Michigan~Ohio Regional Educational Laboratory)

MOREL, whose funding has now been terminated. was originally
set up to determine the regional needs aa expressed by

local public school educators, college and uaiversity
personnel, state departments of education, research
organizations and people from the business comm.nicy, and

to service such needs. While MOREL is no longer in
operation, inquiries can be addressed to:

Laboratory Branch

U. S, 0Office of Education

Department of Health, Education, and Welfare
Washington, D. C. 20202

Y. ARIS (Association Referral Information Service)

ARIS, through i:s Referral Library, makes available
printed materials which contain indices, directories,
bibliographies, documents, abstracts, materials on
specialized information systema, and current periodicals.

Association Referral Information Service
Ohio Education Association

225 Eart Broad Street

Columbus, Ohio 43215
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¢. ASSIST (A:tivitles to Support and Stimulate Innovation
in Schools Today)

ASSIST"s Center Information Service has been recognized

as a national prototype using the concept »f being a
Regilonal Information System (RIS), It 1s intended to be

a "one-stop" tool providing current awareness snd reference
services for Wayne Couniy and the State of Michigan.

Activities to Support and Stimulate
Ionovation in Schools Today - ASSIST Center
Wayne County Intermediate School District
33039 Van Born Road .

Wayne, Michigan 48184 S

RISE (Research and Information Services for Educatlon)

RISE 1s a regional information asgency. Its servicas ara
available without charge to a specified group of Pennsylvaaia
educational zgenclea. Additional agenciea in Pennsylvania and
other states are served on a contract basis.

BResearch and Information Services for Education
4A3 South Gulph Road
King of Prussiz, Pennsylvania 19406

SRIS (School Rezearch Information Service)

SRIS is an information service sponaored by Phi Delta Keppa
to serva ita membera and any other intereated educators or
aducational institutions.

School Reaearch Information Service
Phi Delta Kupra Research Service Center
Eighth and Union Streets

Bloomington, Indiana 47401

Clearinghouae for Federal Sclentific and Techmnical Information

The Clearinghouse aerves aa a focal point for the collection,
announcement, and dissemination of 600,000 unclassified U. S.
Goverument—eponsored research and development reports and
translations of foreign technfcal literature to the scientific,
technicel, and induatrial communities.

Clearinghouse for Federal Scientific
and Technical Information

National Bureau of Standarda

U. S. Department of Commerce
Springfield, Vvirginia 22151
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6. MNational Audiovieual Center

The National Audiovisual Center gerves government, industry,
educational institutions, and the general public a8 a central
information, sales, and distribution point for most government
motion pictures, filmstrips, audio and video tapes, and other
sudivvisual materials.

National Audiovisual Center
National Archives 2nd Recorls Service {GSA)
Washington, D. C. 20409

C. Libreries

Havelock stresses that most individuals are able to avail chemaelives
of professional or curriculum libraries in their district, county,
or local university. These resources have the advantage of being
familiar and in close proximity to the working enviromment of the
practicioner.

Unfortunately, the organization of library collections does not
allow them to be responsive to specific user needs. Information
is organized by title and topic, author, and, sometimes, by

source {e.g., journals) which means that cthe library user may have
to sift through a substantial quantity of irrelevant material when
he is searching for iniormation appropriate to » apecific need.

The assistance of a good librarian can be particularly valuabl
at this point. . :

D. Directories znd Indices

Directories and indices of relevance tc the field of education are
published by governmental, professicnal, and commercial agencies.
There is, unfortunately, no single index that lists all the types

+ of yritten material or all the resouvrce agencies one might want
to use {(e.g., some include only government publications or
agencies; others exclude government resources). Most of the larger
directories can be found in any public, university, or ERIC library.
and, probably, in the professional iibrary of the local system.

1. Directory of Educational Information Centers. Published by
the Division of Information Technology and Dissemination,
Bureau of Research, U. S. 0ffice of Education, 1969,
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Available from:

The Superintendent of Documents
U. S, Government Printing Office
Washington, D. C, 20402

Thia directory, prepared for the U. S. Office of Education
by the Syatem Development Corporation, lists a wide range of
information centers offering services to educators in
communities throughout the United States.

Directory of Pederally Supported Information Analyais Centers.
Published by the Committee on Sclentific and Technical
Information (COSATI) of the Federal Council of Science and
Technology.

Available from:

""Clearinghouse for Pederal Scientific

and Technical Infermation

National Bureesu of Standards
U. S. Department of Cummerce
Springfield, Virginia 22151

Thia directory will: be uc -ful to educatsors when the specific
topic area they are researching transcends the limits of
strictly educational sourcea.

A Directory of Individuals, Programs, and Agencies Engaged
in the Study of Change. Compiled by Elizabeth Muilins and
edited by Richard I. Miller, 1967.

Available from:

Associate Dean

School of Education . J
Indiana University

Bloomington, Indiana 47401

Thig directory should be of great vslue to the practitioner
who is unfamiliar with the use of other more general
directories mentioned in 2hia Appendix- because it limits
ita focus specifically to change in educsatiorn.
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A Directory of Information Resources in the Uh ited States:

Soclal Sclences. Published by the Hational Referral Center
for Science and Technology, 1965. '

“Avallable from:

The Superintendent of Documents
U. S. Government Printing Office
Washirgton, D. C, 20402

This booﬁuiists information resourcea in the United States -
which will accept and answer guestions.

Directory of Special Libraries and Information Centers. Edited
by Anthony T. Kruzas.

Available from:

Gale Research Company
The Book Tower
Detroit, Michigan 48226

Educational Directory. ) >
Available from:

The Superintendent of Documents
U. S. Covernment Printing Office |
Washington, D, C. 20402 £

This annual directory consists of five wolumes: (1) officers
of education programs, by state; (2} all public school systems
enrolling 300 or more students, by state; (3) accredited
inatitutions of higher education, by state; (4) educational
associations; and (5) educational agencies and persennel with-
in the federal government.

The Education Index.

Available from:

The B. W, Wilson Company

950, University Avenrue

Bronx, New York 10452

This index 18 a cumulative author and subjeét index to a
selected liat of educational periodicals, books, and pamphlets.
It presents a list of indexed periodicals and a directory of
publistiers. o
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8.

Encyclopedia of Assoclations, Vclume 1. Published by the
Narional Jrganizstions of the United States.

Available froem:

Gale Research Company
The Book Tower
Detroit, Michigan 48226

The encyclopedia is concerned with information about non-—
profit American crganizations of national scope covering
topics of tvade and business, education, religion, agriculture,
gsocin: welfare, public affairs, health, athletics, veterans,
labor, etc.

ERIC Fublications

8. Current Index to Journals in Education (CLJE).

v Avallable from:

CCM Information Corporation
909 Third Avenue
New York, New York 10022

This monthly journal provides indexing and annotations
for articles in over 500 educational periodicals.

"b. Research in Bducation (RIE),

Avallable from:

A
[

The Superintenden:t of Documents
U. S. Government Printing Office
Washington, D. C. 20402

This is an index, compiled monthly by ERIC, of all U. 5.
Of f1ce of Education research projects and other documents
of educatlonal significance. Abstractsg are provided, as
are subject, author or investigator, and institution
indices.

\-.,m\l
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"10.

11,

12.

National Directory of Newsletters.

Avallable from:

Gale Resesrc’. Company

The Book Tower

Detroit, Michigan 48226

This directory contains information about 1500 newsletters
and publications in agriculturs, conseryation, business and
industry, education, humanities, public affairs, religion,
etc.

Research Centers Directory. Ldited by Archie M. Palmer, 1968.

Avallable from:

Gale Resezrch Company
The Book Tower
Detroit, Michigan 48226

This 18 a guide to universi:vy-sponsored and other non-profit,
perﬁanent ovganizatiouns which have continuing research
programs in agriculture, business, conservation, education,
engineering and technology, government, law, life mclence,
mathepatics, srea studies, physical snd earth eciences, or
social sciences and humanities.

The Vocational-Tecihmical Library Collection. Edited by Bruce
Reinhart, 1970.

Available from:

Bro~Dart Publishing Co. -
Williamsport, Pennsylvania 17701

E. Reference Books

Dictionary of Educsaticn. Second edition, Carter V. Good (ed.),
New York: McGraw-Hill Beok Co., 1959, This edition, financed
by Phi Delta Kappa, provides d.finitions of the terminology
used in educstion and relatec disciplines.

Digest of Educational Statistics. Washington, D. C.: U. S.
Government Printing Office, 1966, This 13 a kind of
statistical sbstract of American education. It stresses
quantities, i.e., number of institutions, number of programs,
students, dollars spent, etc.
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3. Documentation in Education, Fifth eiition, Arvid J. and
Mary A. Burke (eis.), New York: Teachers College Preas, 1967.
In addition to ahowing how to locate information or data, this
book providcs guidance for more sophiaticated documentary or
- bibliographic - work in educatien.

4. 7The Educstional Information Centerj; An Introduction. Los
Angeles: Tinnon-Brown, 1969. Prepared by the Syatem
Deve lopment Corporation with support from the U. S, Office of
Education, this is a guide to the establishment and operation
of a local information center.

5. Encyclopedia of Educational Reaearch. Pourth edition, Robert
L. Ebel (ed.), New York: Macmillan Company, 1969. Offered by
the American Educational Research Asscociation, the Encyclopedia
cites references for and dascribes resssrch f£indings on topics
in education ranging from academic freedom to vocational and
technical education.

6. Information Retrieval Thesaurua of Education Terms. Center for
Documentation and Comeunication Research, Caae Weatern Reserve
Univerasity. An alphabetical and clagssified display of
approximately 2,100 terma in the education field is provided.

7. International Encyclopedia of tae Socifal Sciences. David L.
Si1ls (ed.), New York: Macmillan and the Free Press, 1968,
Index in Vol. 17. Thia is ponaibly the best of the general
encyclopedias dealing with the vhole acope of the social
sciences. 1t does not cover raw data.

8. National Society for the Study of Education Yearbook. The
Univermity of Chicago Press. Thia is an annual volume on
current thought and practice in important fields of education.
A 1ist of all yearbooka may be obtained by writing to the NSSE,
5835 Kimbark Avenue, Chicago, Illinois §0639.

P. Consulting Organizations

Each consulting organization haa its own orientation toward
working with client achool systems. Details about the extent of
their operationa and procedures can be obtained by inquiring
directly with such an organization.

Baaically, they can offer a client system the following: an
enlarged research data base for organizational planning and
decision-making; assiatance in reaearch and in implementing change;
and sssistance in diagnosia or evaluation of the client's present
atate. :
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1.

RELs (Regional Educational Laboratories)

The regional educativmal labs are private, non-profit
corporations which are funded, in whole or in part, under
Title IV of the Elementary and Secondary Education Act of 1965.
Each lab operates ynder a contract with the Division of
Educational Laboratories, Bureau of Research, U. S, Office of
Education. The labs are organized geographically, dividing
tihe pnation into several regions. They are designed to take
the product of basic research and develop programs that will
link this research with practice in the schools of their
respective regions. At this time, most of the laboratories
supply direct services only to ''demonstration' or project
participant schoole. However, all will answer apecific
requests for information aboui Programe which they have under
develomment.

The laboratories differ from research and development ceaters

in focus, competition and activities. Centers emphasize
research and development while laboratories stress developmental
degign and implementation strategies.

a. Appalachia Educational Laboratory {(AEL)
P. 0, Box 1348
1031 Quarrier Street
Charleston, West Virginia 25325

Region: West Virginia, parte of Ohio, Pennsylvania,
Virginia, Tennessee and Kentucky

Thie lab is developing & model education cooperative for
rurally isolated schools through the application of a
variety of communications media.

b. Center for Urban Education {(CUR)
105 Madison Avenue
New York, New York 10016

Region: Métropolitan New York and some neighboring cities
c. Central Midwestern Regional

Educational Laboratory {(CEMREL)

19646 St. Charleg Rock Road

St. Ann, Missouri 63074

Region: Eastern Missouri, southern Illinois, central
and western Tennessee, and Kentucky
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Far West Laboratory for Educational Research:

and Cevelopment (FWLERD)

1 Garden Circle

Hotel Claremont

Berkeley, Californie 94705 z

Region: Northern California, Uctah, and Nevada (with
the exception of Clark County)

Northweat Regional Educational
Laboratory (NWREL)

400 Lirdsay Building

710 Southwest Second Avenue
Portland, Oregon 97204

Region: Alaska, Jdaho, Montana, Washington, and Oregon

Regional Educational Laboratory for the Carolinas
and Virginia (RELCY)

- 411 Wegt Chapel Hill Street

Mutual Plaze
Durham, North Carolina 27701

Region: North Carolina, South Carclina, and southern
Virginia

Research for Better Schools, Inc. (RBS)
1700 Market Street, Suite 1700
Philadelphia, Pennsylvania 19103

Region: Delaware, New Jersey, and eaatln Pennsylvania
Southwest Educational Development Laboratory (SEDL)

800 Brazos Street-

Augtin, Texas 78701

Region: Texas and Louiaiana

Southwestern Cooperative Educational Laboratory (SWCEL)
117 Richmond Drive, N. E.

Albuquerque, New Mexico 87106

Region: Portions of Arizona, Oklahoma, Texaa, and all
of New Mexico
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j. Southwest Regional Laboratory for Educational Reeearch
and Development {SWRL)
11300 LaCienega Blwvd.
Inglewoad, California 90304

Region: Southern California, southern Nevada, and
western Arizora

IDEA (Institute for the Development of EBducational Activities,
Inc.)

iDEA i3 an affiliate of the Charles F. Kettering Foundation.
Information apout IDEA and its specialized programs can be
obtained by contacting:

IDEA Innovative Programs Division

Suite 300, 5335 Far Hills Avenue IDEA

DPaveton, Ohio 45492 Suite 300, 5335 Far Hills Ave.
Dayton, Ohio 45429

Research and Development Information and Services

Diviston Division

IDEA IDEA

Suicte 950, 1100 Glendon Ave. Box 446 .

Los Angeles, California 90024 Melbourne, Florida 32901

AED {Academy for Educational Development)

437 Madison Avenue Embaasy Building

New York, New York 10022 1424 Sixteenth St., K.W.
- Washington, D.C. 20036

505 Symes Bldg.

820 Sixteenth Street

Denver, Colorado 80202

IRS {Information Retrieval System)

Wisconsin Department of .
Public Instruction

126 Langdon Street

Madison, Wisconsin 53702

IRS provides a collection and diesemination bank on current
practices and programs in education, giving access to
information about prolects and programs in school diatricts,
publications, and current research.
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5. Hational Referral Center for Science and Technology

Library of Congress .
Firet and Independence Avenues, 3.E.
Washington, D. C. 20540

Thie national center functions as an intermediary, directing
those who have questiona about specific areas to individuala
or orgauizationa with expertiae and specialized knowledge of
the particular aubject or area. Servicea are available with-
out charge, by telephone, correspondence, or personal visit.

6. MHNational Center for Educational Statistics

400 Maryland Avenue, S.W.
Room 10774
Washington, p. C.

This center will answer inquiries on most aspects of
education that can be summarized in a statistical fashion.
However, caution 18 exercised in releasing information about
individual schools, school aystems, etc.

7. Office of Information

U. S. Office of Education
400 Maryland Avenue, S.W.
Washington, p. C.

The Office of Information answers educational questions from
the press and the public.

G. Atademic Institutions

State universities and teachers' collegea often provide resource
gservices for school systems in their region. The range of service
provided variea greatly among the institutions, but one might
explore the offerings of 2 local inatitution in terms of the
foilowing general areas:

1. Bureaus of School Services - information and consultants on
. specified topics. '

2. Extension Services - inservice tfaining through clamses
conducted in the local community.

3. Continuing Education ~ inservice training through on-campua
courses and workshops.
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Educacional Research and Development - may be conducted in 2
department of education, but also in other academic departments
or university-related research bureaus (% & D ceaters are all
based in universities). The Directory of Individuals,
Programs, and Agencies Engaged in the Study_of Change lists
many of these university-based research centers.

Congulting Services - may be organized with the ataff of the
department of education or education-related research bureaus.

R & D (Research and Development) Centers

Each research and development center concentrates on &
significant problem area in education and ¢onducts activities
ranging from basic research through dissemination. The centers
are interdisciplinary in organization and maintain ccoperative
relationships with regional laboratories, state departments

of education, local school syastems, univermities and teacher
training colleges, and relevaat professional and non-profit
organizations.

The following list is from the Directory of Individuals,
Programs, and Agencies Engaged in the Study of Change.

a, Center for the Advanced Study of
Educational Adaministration
Institute for Community Studfes
1478 Hendricks Hall
University of Oregon
Eugene, Oregon 97403

b, Center for the Study of Evaluation
Graduate Scheol of Education
144 Hilgard Avenue '
Los Angeles, California 90024

c. Center for Research and Leadership Development
in Vocational and Technical Education
1900 Kenny Road
Ohio State University
Columbus, OChio 43210

d. Center for Research, Development and
Training in Occupational Education
Neorth Carolina State University
Raleigh, North Carolina 27607
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B

h.

i,

3.

k.,

1,

Center for Research and Developrent in
Higher Education

University of California

4606 Tolmen Hall

Berkeley, California 94720

Center for the Study of Social Crganization of
Schools and the Learning Process

The Johns Hopkins University

3505 North Charles Street

Epltimore, Maryland 212138

Learning Research and Development Center
208 Mineral Industries Building
University of Pittaburgh

Pittsburgh, Pennsylvania 15213

Nationsal Coordination Center
The National Laboratory on
Early Childhood Education
805 West Pemnsylvania Avenue
University of Illinois
Urbana, Illinois 61801

Research and Development Center in
Educational Stimulation

Fain Hall

University of Georgia

Athens, Georgia 30602

Stanford Center for Research and
Development in Teaching

Stanford Univeraity

770 Welch Road

Palo Alto, California 94304

Research and Development Center

in Teacher Education

University Junior High School Building
University of Texas

Austin, Texas 78712

Wiaconsin Research and Development Center
for Cognitive Learning

The University of Wisconsin

1404 Regent Street

Madison, Wisconsin 53706

245



7. Bducational Policy Research Centers

a, Stanford
Regearch Institute
Menlo Park, California 94023

b. The Policy Institute
Syracuse University Research
Corporation (SURC)

723 University Avenue
Syracuse, New York 13210

(1) Educational Policy Research Center
at Syracuse (EPRC)
Syracuse University Research Corporatiom
1206 Harrison Street
Syracuse, New York 13210

H. Human Resources

People can be very valuable to the resource retriever, They can
serve directly, as sources of information, and also as effecti
guides to other mources of information. The use of 'people"
resources can help avoid problems resulting from the arbitrariness
in the selection and categorization of information in "non-tuman'
resources (libraries, hardbound collections, information services,
etc.). The unique contributions that people can provide are their
ad hoc evaluations of the probable adaptability of an innovation
to the particular needs of the client and the quick referral they
can give to other resources. They can be found both inside and
outaide of the client system, through a phone call, a special
visit, a convention or meeting, or through serendipitous means.

I. Govermment Agencies :}

1. State Government

The departments of education or of public instruction in the
various states provide consultants for their school systems on
moat topics of pertinence to the educational practitioner,
e.g., curriculum, special services, federal programs, and
administration. The state departments can also serve as
clearinghouses on the progress of educational innovetions in
systems throughout the state. Research coordinating units and
curriculum laboratories are normally in this category.
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2, Pederal Government

The contributions of the federal government to the development
and diffusion of education information are aubatantial as
reflected by involvement in many of the "source” agencies
listed. The United States Office of Education, as a result of
the provisions of the Natlonal Defense Education Act, the
Elementary and Secondary Education Act, and the Vocational
Education Act, is involved in a vast number of programs -
many of them innovative - on an operational level. It also
sponsors a great deal or reaearch in education and can provide
information about or access to relevant projects, completed or
ongoing. The numerous publications of the Office of Education
and other agencles are only one means of gaining access to
this vast information source. Moat federal agencles have
information services of their owmn;} e.g., the Defense
Department'a Defense Documentation Center; HEW's Children's
Bureau; 0ffice of Research and Development, Manpower
Administration at 1111 20th St., N.W., Washington, D.C. 20210;
National Referral Center 4¢ the Sclence and Technology Division
of the Library of Congress, Washington, D. C. 20540; and the
National Techrical Information Service, Operations Div., 5285
Port Royal Road, Springfileld, Virginia 22151. Probably no
other federal department haa as much training materials as

the Department of Defense.

J. Profesaional Organizations

Most professional organizations publish newsletters, conference
proceedings, documents, and journals containing educational
information. The validity and concreteneas of such information
varies and it may be difficult to obtain, especially if one 1=
not a member of the organization. A good technique is to get on
their mailing list. for newsletters, which announce recent or
impending nublications. Libraries and information services also
collect certain kinds of publications from these organizations
(usually their journal). ’

1. American Educational Research Association (AERA)
AERA
1126 Sixteenth Street, N.W.
Washingten, D, C. - 20035
2. National Education Association (NEA)
NEA Records Division

1201 Sixteenth Street, N.W.
Washington, D. C. 200356
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3, American Vocational Association (AVA)

AVA
1510 H Street, N. W,
washington, D. C. 20005

AVA also has a number of affiliated organizacions, such as:

Arerican Vocational Education Research Asaociation

American Asaociation for Vocational Instructional
Materialas, etc.

K. Other School Systems

Often valuable help can be given by cther school systems, Because
of their personal experience, other teachers and adminiatrators can

be the best sources of information about the practicability of an
innovation.
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A

VALIDATION OF CURRICULUM
IN VOCATIONAL-TECHNICAL EDUCATION

by
James E. Wall*

INTRODUCTION

This paper laoks at validation as one of the many aspects of
the comprehensive and complex procees of curriculum development in
vocational and technical education. Validation is referred to here
as an aspect of the curriculum development process as opposed to its -
being a step in the process. The reason for this is that validation
measures are taken in more than one of the steps in the process.
Also, validation measures gre taken for more than one reason. lence,
validation as a concept is rather pervasive. lee J. Cronbach
suggests that validation is more than the process of examining the
accuracy of a specific prediction or inference from a test score;
validation means to demonstrate the worth of; to validate is to

investigate. .

Validation may be viewed as the "mortar" that holds together
the "bricks” of curriculum development. It is the "check-and-
balance”" dimension of any instructional system. Validation is
important to both job/task analysis and to deriving behavioral-
performance obiectives. Certain types of validation measures are
taken during design and tryout of materials, during the conduct of
training after implementation, at the end of a training action, and
even on the job after the trained individual enters work. -

In the hroadest sense, validation is almecat synonomous with
"evaluation"” and "accountability."” Validation as used in this paper
is directly related to individual evaluation, formative evaluation,
and summative evaluation. Distinctions between these three are as
follows: '

Indivicual evaluation 18 the monitoring of the performance
of each learner as a basis for making decisionas about his further
vertical progression in a particular sequence, or his transfer
laterally to other sequences. This is usually done by frequent
monitoring of learner performance. .

*James E. Wall, Assistant Dean (R&D) and Director,
Curriculum Coordinating Unit-Research Coordinating Unit for Vo-Tech'
Education, College of Education, Mississippi State University.
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Formative evaluation is conducted during the experimental
period and provides feedback for improvement of the instructional
package. Formative evaluation is the collection of appropriate
evidence during the construction of 2 new curriculum in such a2 way
that revisions of the curriculum can be made on evidence. It ia
ongoing and is carried out concurrently with the instruction. It
is distinct from individual evaluation in that the focus 1is on the
instructional gystem itself rather than the learner. It seems then
that "validation" l!s "formative evaluation.” Formative tests have
two purposes: (1) to find out how much students have learned in a
restricted area of content, and (2) to assess whether instruction
has been properly designed and conducted. Design ag used here
refers :o appropriate content, sequence, and method of instruction.

Summative evaluation is the overall assessment of 2 final
instructional pacikage. Summative avaluation 13 the collection of
data at the end of a traianing program to determine its
ef fectivenesa, It does not occur during the design, but rather
subsequent to development, refinement, and implementation.

The primary purpose behind conducting validation procedures
is to determine if the planned curriculum will achieve the
responses for which it was designed. Validacion searches for
‘evidence to indicate that the curriculum can cause individuals to
achieve its predetermined behavioral objectivesa. Validation
measures should, for the most part, show that when objectives are
not achieved, the fault lies with the instructional system, not
with the student.

Without validation measures being applied, curriculum design
i3 greatly handicapped. The curriculum designer usually uses only
subjective and/or pergonal judgment in job/task analysis,
formulation of behavioral objectives, and even ir the construction
of a criterion test. Indeeed, in the early stages of instructional
design, personal opinions and }judgments of experienced pers.ns as
to what ought to be included in a course are valuable and necessary
at the outset., However, observation, intuition, interviews,
expertise, and historical precedent serve to support the designer
just so long. They can serve tou set early patterns for the
designer. The instructional systems concept, on the other hand,
demands empirical evidence that ¢ derived through objective
evaluation of content before further course design takes place.

The criterion test is constructed to objectively validate course
content, but its {tems must be validated before it can be 80 used.

Historically speaking, the judgment of the insatructor many
years ago was regarded as a criterion. Many inatructora continue
to rely on personal judgment as the criterion for constructing
test items, and claim that when completed, they have an "obviously

-
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valld test.” The "obviously valid test" cannot be validated by
correlating it with something else. However, it csn be improved
by applying the factor snslysis technique to criterion variables.

The writer of this paper does net wish to convey the idea
that all curriculum designers should become "empiricists.' Neither
should we go in the other direction an:d become total ''impression-
ists.” The empiricist validetes in a completely objective, formal
manner. He ineists on having numericsl scores, no metter how
crude his instrument, to be interpreted within minimal errors of
measurement, and with predictions having indexes showing how likely
it ie to come true. The impressionist, on the other hand, bases
hie analyses on observstions and infoimal measures snd estimates.
He intuitively compares impressions based on one procedure with
impressions gained from another. He can be clessifie¢ as being
somewhat more casual in his velidetion efforts.

Validation in vocational-technical curriculum design
requires che designer to bea somewhere on the continuum between
the empiricist on the one hand and the impressioniset on the other.
He should be intermediate between obsesasion with scores and
unrestrained use of intuition. Formal objective procedures should
be combined with informsl judgment in all validstion efforts.

ASSUMPTIONS

For purposes of this paper, aeversl assumptions should be
made before proceeding with further discuseion about validation.
These are stated here to get us on cowumon ground so that we might
begin thinking along similer lines.

First, the assumption should be made that the curriculum
designer has decided to utilize some type of systems approach or
model in the development of. his curriculum and its components.
Leonard C. Silvern defines a system ss: '"the structure or
organization of an orderly whole, clearly showing the
interrelationship of the parts to each other and to the whole
itself." Curriculum development involves a step-by~step process,
and a2 system best accommodates s procese, or cycled steps. The use
of a systems approach implies comprehensiveness of steps, as well
as interdependence of stages, components, and concepts. Systema
analysis techniques enable the designer to better select the stage
(time sequence) of the program operation he must validate, 1i.e.,
to identify the relevant curriculum components with the outcome
chenges being measured.

The use of a systems approach assures that all the

necessary assessments will be nade. For example, some meaSure
should be made of student performsnce or entering behavior before
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(pre-assessment) he begins a new curriculum. Similarly, twe types
of assessment should be continually made while the gtudent 18
undergoing training {(during-instruction). One of these types of
assessment serves as feedback for reinforcement, the other assures
acquisition of behaviors that are prerequisite to lateral movenent
to other experiences. Likewise, two types of assessments should be
made after completion of a lesson or a unit (post-assessment). One
aids in determining if a student is prepared for vertical
progression to related or advanced experiences; the other serves

as a type of summative evaluation, as well as a predictor of
success on the job or in more advanced courses.

- Constant improvement of curriculum ig a worthy goal. Hence,
the influence and use of pre-assessment is an important variable
for validation since it i3 not the terminal criterion behavior
atong which dictztes required instructional manipulation, but the
differences between antering and terminal behavior.

Apparently there are as many systems models as there are
curriculum designers. However, most all of them have some common
Tfeatures. These commonalities usually resemble the following:

1. 3job specification ¢r analysis,

2. wspecification of objectives,

3. development of prellminary system design,

4. developPment--test--vevise cycle applied to the system,
5. implementation and field teeting the system,

6. follow-up and/or summative evaluation.

Included in the appendices are some excellent examples of
models that persons have prepavred to graphically depict curriculum
development processes. Note the similarities. Some are specific
concerning validation measures; some are not. It should be made
explicit here that t0 one model fits all situations. Models are
necessarily going to be different for secondary prugrams, for post-
secondary programs, for industry-based orograms, for government
agency-based trairing, for military-based training, etc. Hence,
ic behooves the curriculum designer to become knowledgeable in
principles of systems development if he 18 to achieve assurances
that his curriculum will be valid. One of these models wi}l be
used later in this paper in an attempt to show where various vali-
dation measures will be taken, and to show how scores taken at
one point in the system are correlated with those taken at another.

There are other ''stage-setting' assumptions which need to
be made at this point in the paper. A second major assumption is
- that the curriculum dcoeigner has selectively applied a number of {
principles of learning, because different kinds of learning require
different sets of conditiong. The important factors which
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influence learning are: motivation, organization, participaction,
confirmation, repetition, and application. One type of learning
may require emphasis on one factor, whereas another type of learn-
ing may require two or more factors in concert,

A third assumption is that the designer intends to build
the curriculum 3o that the sequence of learning progresses from the
‘simple to the complex. The sequence or hierarchy should resemble
the following: specific responses and associations which are
prerequisite to verbal and motor chains which are prerequisite to
discriminations which are prerequisite to concepts which are
prerequisite to principles which are prerequisite tc higher-order
principles or strategies for problem-solving.

Fourth, it is assumed that enabling or interim objectives
for lessons, modules, or units have been appropriately derived,
and are of a degree of specificity such that the materials can be
validated accordingly. Likewise, it is assumed that terminal
{course or tralning program) objectivea also have been
appropriately stated in such a manner that validation measures also
contribute to overall or summative evaluation and accountabilicy
in programs and projects. Oria striking advantage of precisely
stated objectives is that when one is completely clear about the
nature of the terminal behavior, it is possible to arrange for
appropriate practice opportunities during the instructional
sequence. )

A fifch assumption 1is that we can at least tentatively
agree that the essence of education focuses on preparing persons
so they might be enabled to attack all their problems by bringing
knowledge and action to bear on them in 2 unified and integrated
tather in a fragmented manner. Does the student who fifishes your
curriculum merely possess a large bewildering body of unrelated
facts? Or, can he articulate knowledge and gkills learned so that
he can perform? Validation through the use of criterion
referenced tests assurea performance.

- Such all~encompassing assumptions may be misleading. They
may cause some people to feel that further discussion of
validation is unnecessary since 80 much has been "assumed." This
is not the case because these assumptions touch only a small
portion of the elements of the entire instructional aystem,

Validation involves measurement. Apprepriate validacion
measures do not allow wide fluctuation in attainment of objectives,
nor do they bring about perfect stability. Validation does aid in
better control of achievement of objectives. When combined with
appronriate definicions of behavior changes sought, validation
provides the curriculum designer with a thermostat to assuie the
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achievement of the instructional objectives. Hence, the
curriculum designer "controls’ the growth or behavior change of
the student. The designer usually starts with a comprehensive
description of the desired depenuent set of events, i.e., a
finished product or process derived by job/task analysis. Then
he works backward through his analysis to the set of independent
events most likely to produce the product or process.

Validation procedures have value in many of the stages of
the system. However, their greatest value probably occurs when
employed in the design stages of materials development, in which
they are applied to both interim as well as terminal objectives.
Hence, validation becomes the prime focus in checking out the
objectives and the criterion tests, as well as later in pilot tests
and fileld trial assessments of materials., However, after
validation is completed during design-development and the training
is installed in the classroom, testing for attainment of enabling
of interim objectives may become a matt~r of self-testing by the
student. Formal testing for attainment o< terminal objectives is
conducted by the instructor and these scores might bLe used to
further vaiidate the curriculum.

In the desizn stage thie curriculum developer may wish to
use a simple cycle such as: design -- test -- revise -— retest.
The use of this cycle tends to upgrade the effectiveness of the
instructional materials through repeated revision. Most of the
models shown in this paper contain some type of design -- test ——
Tevise —— retest dimension or component,

VALIDATION IN INSTRUCTIONAL SYSTEMS

Validati~n in the design of curriculum materisls demands a
systems approach which will ensure that testing is conducted at the
right steps in the overall process. Some curriculum experts have
designated these efforts with a generic term: ‘“developmental
validation."

For purposes of ordering our thinking about validating
curriculums, we need to utf{lize a systems model which sequences
the events that are necessary to produce a valid curriculum. The
model recently reported by F. Coit Butler will serve this purpose.

Butler's system is briefly given a= f£cllows:

-1, Conduct feasibility study == This regquires an .
analysis of trends with regard tv job markets and occupa-
ticnal patterns; trends in economic, business, agricultural,
and industrial expansion; types of jobs and worker
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competencies needed; availability »f training programs
and facilicies, and their costs; etc.

2. Conduct task analysis --- After the decision has
been made that a specific training program or course is
needed, an occupational o1 job analysis is conducted to
determine skills and knowledges required; kinds and levels
of performances demanded by the job, etc.

3. Develop training objectives --- At this point the
designer must derive explicit statements about what a
student, upon completion of the training rrograz, must be
able to do; the conditions and standards of his performence;
etc. Both terminal {(unit, course, program) objectives and
interim or enabling {lesson, activity, module) objectives
must be specified. These may be directly coupled to
broad goal statements and possibly even broader educational
or philosophical constructs.

4. Develop criterion tests --- These are used 1in the
early stages of design to determine validity of the
objectives, and later to help perform summative evaluations
of the entire course or training program. Addictional
information sbout criterion tests is included later in this
paper.

5. Validate the criterion test --- This is done by
administering the test to sn untrained-unskilled group and
to a trained-skilled group and correlating the gcores to
obtain validity and reliabilicty coefficients. Test item
analysis at this point calls for interpretations similsr
to the following: <{a) if, for a given test item, the
wajority of untrained group responses are correct, the
item has little or no validity or reliabilicty; and
conversely, (b) if, for a given test item, the majority of
trained group responses are incorrect, tha item likewise
has little or no validity or reliability. Test measure-
ment and statistics texts listed in the References section
of this paper contain procedures for the test item
analysis., This analysis is conducted to improve the test
as a messuring instrument. This i3 the most important
validation step in the process.

6. Validate training objectives --- The test should
contain at least one item for each objective, and possibly
not more than five items for esch objective, otherwise the
test becomes too long for practical purposes. Vslidating
the test in Step 5 above and validating training objectives
can be accomplished concurrently, provided the test item
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Activities

itself 1s not at fault. Interpretations zimilar to those
made in Step 5 are employed in this step; e.g., (1) if,

for a given test item and it9 companion objective, the
majority of untrained group responses are correct, there
may be no need to include that objective in the curriculum;
and, (2) 1f, for a given test item and its companion
objective, the majority of trained group responses are
incorrect, there may be no need to include that objective
in the course because, apparently, the worker can perform
on the job without that knowledge or skill. (These types
of interpretations nmay need to be reviewed in 1ight of some
estimates concerning the pogsibilities and probabilities
that a worker may be required to "'transfer' skills and
knowledges to a different work situation. However, if

this becomes probable then the gituation may warrant a

new re~training or up-grading instructional program which
calls for it to undergo the same validation procedures
outlined here.) According to Butler's model, the initial
design phase has been completed at this point, but the
remaining phases also require validation considerations.

7. Develop learning Sequence and structure -~- This
i9 done according to the duties, tasks, and sctivities
provided in the job/task analysis. The following sketch
shows a pyramidal form of learning structure and sequence.

Job

Bl

| L
Duties 1 2
~ | -
| { | J | -
Tasks 1.1 1.2 1.3 2.1 .2
i }
—— i 1 l_|_| +— l_'_l
140 tAR L ke via (3 %] [ET} [ IREEF YT RV E | Y] 1z E&LC.

Activities, tasks, and duties are structured (and learned)
in both a vertical and horizental ecquence. The learning
of one is dependent upon accomplishmant of those which
precede it. Most curriculum experts recognize that
sequencing must be approached with a great deal of flexi-
bility. The gencral guidelines of efficiency should
influence sequencing.




Butler sets forth a matrix analysis technigue for
preparing the course outline in which supporting
knowledges and skills for activitiesz, tasks, and duties
are listed. MHe indicates that the learning Sseguence can
be plotted by starting with the terminal objective and
working backward through each preceding prerequisite~-in
essence, from the complex back to the zimple. Butler
suggests listing all terms, concepts, rules, and principles
which pertain to each objective. List them as single~fact
statements and assign each & number. Each number is then
placed in 2 two-dimensional matrix (discrimination~
agsociation) along a diagonal line from top le2ft to bottom
right. Associationa then are marked in the common squares
above the diagonal, and discriminations are marked in the
common squares below the diagonal. By shuffling and
reshuffling, a rearranged matrix can be plotted which
depicts an optimum clustering of discriminations and
assoniationa around the diagonal, which resulta in the
best sequencing. The clusters tend to depict broad
concepts in the curriculum,

Validating the sequence also ia accomplished with the
criterion test which has been validated and revised. The
test is given to a group {30 to 50) of trained individuals,
i.e., as a post~test to persons who just completed' the
program, or to those who have been on the job about six
months. In the anaiysis of these scores, one looks for the
dependency and interdependency between and among unita,
lessons, or fairly laxge blocka of curriculum gontent.

Butler indicates that the test data should be analyzed
with two baaic questions in mind: (1) did the majority of
those students who correctly performed a subordinate unit
(Unit No. 1)} also correctly perform the following and .
supposedly dependent unit {Unit No. 2)? And, {(2) did the
majority of thoee who correctly performed the higher unit
{Unic No. 2} also perform the subordinate unit {Unit No. 1)
correctly? 1If, for a tested trained sample, the gnswers
to both questions are affirmative, then the sequence 18
valid. 1If, for only 85% of the aample, the answers are
affirmative, then the sequénce is probably valid. See
“Validating Content Sequence" ghart on the following page
for implications when 50% or less of the trained sample
perform incorrectly.

The foregoing procedure is used only on a pair of
tagks in a hierarchy. Suppcse the hierarchy consisted of
three or more tasks and validation 1is rtill required.
Recent research has gone in the direction of trying to
discover such hierarchies and their propertiea, and

&
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Validating Content Sequence

Sunmary of procedure for analyzing criterion test cata from a sample
trained population when validating content structure and sequence

‘frained Sample

(only correct performance}

Performance

Implications

Performs unit (100%) 85% perform sub-unit Possible correct sequence
Performs sub-unit(100%)} |85% perform unit Possible correct sequence
Taken together, a
certainty the sequence
is correct. ’
Performs unit (100%) 85% perform sub-unit Possible correct Sequence
Performs sub-unit(100%) |50% fail to perform
unit Possible incorrect sequence
Taken together, indicates
bad test item..
Performs unit (1007) 50% fail to perform

sub~unit

Possible incorrect sequence

Performs

sub~unit (100%)

85%

perform unit

Poeeible correct sequence

Taken together, indicates
bad test item.

Performs unit (100%) 50% fail to perform
sub-unit Possible incorrect sequence
Performs sub-unit(100%) {50% fail to perform

unit

Possible incorrect sequence

Taken together, a certainty
the sequence 1s incorrect.

Source!:

F. Coit Butler.

Instructional Systems Development for

Vocational and Technical Training, Educational Technology

Publications, Englewcod Cliffs, New Jersey, 1972.
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validation procedures are under study, using factor
analysis techniques. The curriculum designer may wish

to refer to "A Method for Validating Sequential
Instructional Hierarchies,”" by P. W. Afrasian, in the
December 1971, issue of Educational Technology Journal.

This method is based on calculation of conditional item
difficulty indices and facilitates tiue pinpointing of
sequential levels within a hierarchy which require revision.

8. Develop learning :rategies --- This step has no
feasible validation proceaures which are not too costly
and time consuming to use. Media are selected according to
those that will do an effective Job for the least cost.
Combinations of the different media uaually should be
considered.

Validation is influenced by the media. Test acores
may be low for students with reading problems, but the game
test scores may be improved by using audio media inetead of
printed media. The objectives and student learning styles
.are the prime determinants in developing the learning
strategies.

9. Develop inatructional units (lessons) —-- This is
the point where a test model of the instructional system ia
produced. Two documents are needed: (1) the system
development plan, and (2) the instructor’s manual or guide.

‘The system development plan contains: (1) task
analysis summary forms; (2) validated objectives in
validated sequence, suppoXted by a2 summary of the
validation data; (3) validated criterion test items in
validated sequence, supported by a2 summary of the
validation data; (&) outline of instructional strategies
with associated content (objectivea) identified; and (5)
production and testing plans for the system.

The design and format of the individual leerning units,
may vary greatly, but each should contain the following:
(1) the performance objectives; (2) the knowledges and
skills to be gained; (3} a 1ist of tools, equipment,
supplies, references, etc., needed for the unic; (4) a
learning activicy guide; (5) interim progress checks and
student self-evaluations; and (6) an instrument to serve
as a pre-tesi and/or a post-test for evaluations ¥ the
instructor. :

10. Validate learnigg’units === AC this point each
unit i3 ceated and revised unti) 852 of sample trainees
reach the criterion.

& . U/
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Revision may require resequencing and adoption of new
learning strategies. Initial testing is done on an
individual or one-to~one basis, with twe or three sample
trainees who have upper~level ability. Minor revisions may

.be made at thia point; however, if major revision ia
indicated, two or three more individual tryouts should be
conducted.

Small-group tryout is then conducted on 6 to 10
studerts who represent the range of ability and background
of the target population. (riterion test data are again
used to locate trouble spots and revision is made. At

" this point, 85% of the students should be performing
correctly on the criterior. test.

Final tryout is made on a large gioup of 30 to 50
atudents under conditions which approximate actual training.
This tryout ia conducted by the curriculum designer along
with the instructor{s). A group this size is needed to
verify {or validate) previous design results. Final
revision is made following this tryout.

11. Implement and field test the system ~~~ This is
done under actual classroom conditions. The instructor’s
role in the inatructional syatem ia explicated at this
point, and the Instructor's Manual ia developed. His role
becomes that of manager and facilitator of learninp. His
tasks are as followa: (1) diagnoae individual learning
neéda; (2) preacribe learning experiences; (3) provide
proper materials and equipment at right time; (4) test and
evaluate individual progresas;.-(5) compile individual and
group progress records; (6) provide tutorial and counseling

‘ help; (7) provide motivational reinforcement; (8) provide
4 supplementary materials and experiences; (9) coordinate
: individual,‘small-groub, and large-group learning
activities; (10) coordinate uae of learning materials and
equipment; and (11) evaluate feedback data on effectiveneas
of learning.

The Instructor's Manual ahould contain: (1) courae
description; (2) student population description; (3)
performance objectives; (4) criterion testa; (5) system
performance data; and (6) suggestions for administering the
system.

Field testing is the final phase of the systems
development process. This means the program is monitored, ~
evaluated, and subsequently revised continuously for as
long as it is in use. This phase may be more appropriately
referred to as system "inatitutionalization.” Constant
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monitering and analysis of criterion test data will continue
to point the way for needed revision.

Butler points out that & training system-is never
"finished," rather, it is constently "in process."

12. Follow-up graduates --—-- At this point, effective
guidance and placement are brought into play. Longitudinal
planning for follow-up at l-year, 3-year, 5-vear, or
10~year intervals may be started at this point. Follow-up
to obtain detaiis of occupational patterns, changes in
needed competencies, job adjustment problems, and work
satisfaction indices, 211 can be used to improve the
instructional system.

CRITERION-REFERENCED TESTS

Much has been gaid in the foregoing mate."ial about
criterion tests, or criterion-referenced tests \CRT). The CRT is
central to all validation efforts.

In curriculum development we are concerned with criterion-
raferenced tests, vhereas, *n traditional test developmen:, the
concern has been and still is with norm-referenced tests (NRT).

A simple distinction should be made hers between the CRT and the
NRT. '

The NRT is the mor: traditional type of test and is . used to
identify an individual s performance in relatisa to the performance
of others on the same measuie. Hence, the NRT 18 viewed a8 a
relative measure. The CRT, on the other hand, is used to identify
an individual’s status with respect to an established standard, or
criterion, of performance.. The CRT, therefore, is viewed zs an
absolute measure. Curriculum developers are concerned with
gettiug an individual person tiained proficiently according to a
predetermined set of absolute criterisz, rather then training him
relative to the performance of other individuals.

CRTa can be devised for use in making decisions both about
individuals and instructional programs. Concerning decisions about
individuales, one might use a CRT to determine whether a student had
mastered a criterion skill that ia prerequisite to starting z new
training program, or a new sequence within a ﬁrogram. Concerning
instructional programs, a CRT could be designed that would reflect
attainment of objectives based on & hierarchial sequence. The CRT
could be administered toe learners after they completed the sequence,
and, after analysis, the efficacy of the sequence might be
determined.
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The CRT and Relisbility ~-- Vaiidity of the curriculum
generally, and of the CRT specifically, cannot be considered apart
from reliability. This implies that the CRT must be internally
consistent, i.e., CRT items must be similar to stated behavioral
objectives in terms of what they are measuring. Although
traditional statiatical procedures for determining reliability
coefficlents are not necessarily appropriate for CRTs, it is
thought at this time that coefficlents which are derived by
considering both a pre-instruction assessment and a post-
instruction assessment as part of the same extended phenomencn might
yield more meaningful reliabilicy estimates.

An ideal curriculum component, package, program, unit, les~-
son, etc., should result fin perfect learning cn the part of all
individuals. While individuals may differ in the amount of time
required to go through a curriculum compounent, once they have com-
pleted 1t, sll ahould have mastered the content. FProm this point
of view a good program shauld result in lictle varisbilicy for s
measure of learning. One might suppese, them, that variabilicy of
G scores (gsin batween pra-test and post-test) would be s criterion
that could be used in assessing programs such that the less the
variability, the better rhe curriculum c-mponent, (It should be
recalled by the reader that corrslation zoefficlents derived by
tradicional sctstistical methods rely on variabilicy.)

The above 15 merely mentioned here in the event the
curriculum d~signer has the time and inclination to work toward
impirical reliabilicy estimates.

In the initial design stages, the designer takes'the

objectives and recasta them as items on the CRT. If the objectivea
"have been derived from accurate jcb analyses, then they should have
job validity, and consequently, test items geared to these
cbjectives also should have true vatidity. Reliability of the

CRT will depend upon Job~objective-test behavior that is observable
and measurable. To improve test relisbility, a preliminary check
can be made on two different grouvps of 30 co 50 persons: (1)
untraired-unskilled persons, who might be entering students, and
{(2) trained-skilled persons who might have been on the job for less
than six months. (This procedure was ocutlined in one of the steps
in Butler's model.) Comparisons of scores of the two groups will
vield a correlation coefficlent of reliabilicy. The reliabilicy
check may require major revision of the entire teat, but each item
should be treated separstely, since a compcsite test reliabilicy
coefficient will not pinpoint Che specific items that need
revision, whereas an item-by-item analyais will.

In the case where a curriculiym 1s being develcpe& for a new

or emerging job or career, non-~availability of trained-skilled
persons for purposes of determining an in-design system reliabilicy
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estimate would prevent the use of the above approach. On the other
hand, for those ongoing curriculums that are being subjected to
continuous revision and study, the above approach to determining
Telisbility would seem to be a tenable one. This technique is
suggested for consideration despite the fact that it may be time
consuming and somewhat costly. At the risk of sounding trite, the
curriculum designer 18 reminded that funds and time expended early
in the blueprint or design stage® may result in larger savings
later on as training takes place.

' The CRT gnd Validity ==-- Procedures used in asseasing the
validicy of the CRT suffer gimilar difficulties found in assessing
reliabilicy. Validicy of NRTs is based on correlations, hence on
variabilicty, the search heing usually for coefficients that exceed
+.60. However, CRT coefficients of less.than +.560, and even those
with negative coefficients, are not necessarily devastating. CRT
items are validated primarily in terms of the adequacy with which
they represent the criterion stated in the objective. Adequacy of
content 15 especially ifmportant for tests that measure outcomes of
education or training. Hence, content validity approaches may have
some application to CRT test validstion. In content validity we
determine skills, knowledge, and underatanding that comprise the
correct behavior we are seeking ipr students, then translate these
to objectives and construct a test or tests to measure attainment
or achievement. Finally, we match the analysis of teat content
against the analysis of instructional program content and objectives
and see how well the former represents the latter. To the extent
that our objectives are represented in the test, the test is valid.

The major focus of validating the CRT is to show that its
items are a Tepresentative sample of all aspects and facets of
the behavior prescribed in the objective. This means there may
be pencil-paper items pertaining to skilles and knowledges. It
also means that there may be items which measure performance.
Responses to pencil-paper tests are easier to obtain than responses
to tests of performance. Performance tests usually call for
responses that require all the dimensions of behavior, guch as
speed, accuracy, Judgment, etc.

The CRT and Item Analysis --- Item analysis procedures
have tvaditionally focused on pinpoint test items on NRTs that do
not discriminate among persons who take the test. Faulty items
would be those which are too eusy, too hard, or ambiguous. Both
positively and negatively discriminating items for CRTs may
pinpoint areas of instruction which need revision. However,
negatively discriminating items are the ones which should be
1A~niiliec?, but identifying them will depend on the ease with which
analyses can be conducted. This usually demands sophisticated
data-processing techniques.
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Webster and McLeod present an excellent technique for {tem
analysis of a module fest which can be used to perform ftem analyses
on CRTs.

SUMMARY

The foregoing material has attempted to present a rationale
for validating curriculums in vocational and technical education.
A systems approach wag used rto present an orderly approach ta
validation discussions.

The curriculum designer may have concluded that validation
efforts are extraordinarily time consuming and require test and
measurenent expertiae not ordinarily found among curriculum staff
members. WNeverthelesa, validation procedures as outlined 1in this
paper proceed in an orderly fashion, building gn each preceding
step. The result {8 a curriculum package which can be fdentified
as being sound and productive of persons who can perform.
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A SIMPLIFIED INSTRUCTIONAL SYSTEM DESIGN
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GENERAL MODEL of & TRAINING OPERATION
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A SYSTEMS MODEL for MANAGEMENT TRAINING
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A SYSTEMS APPROACH TO INSTRUCTION
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DEVELOPMENT OF PROFESSIONAL STAFF IN CURRICULUM FUNCTIONS

by
Frank H. Wimer#®

The purpose of this paper is to attempt to convey that
curriculum, its materials and its spplication nust meet an emerging
set of new criteris and that personne. involved must be able to use
an additional new "get of tools."

Contained are materials on:

Trends in Education - Learning ™
Trends 1n‘curr1cu1um

Trends in methods of approaching the problem
Management and organizational concepts

Some conceptual and practical tools

Some questions that need to be answered

Some answers to questions,

One purpoae of vocational-techniceal educaton is to aaaiaﬁ
persons to be successfully employed.

I assume there is a.problem and sssume that part of the
problem 4s in the curriculum.

The trees on the following page gives one an analysis of
the problem, and Mr. Murphy has a set of laws which help us under-
stand what might happen.

MURPHY'S LAWS

1. In any field of scientific endeavor, anything that
can posoibly go wrong, will go wrong.

2, Left to themselves, things always go from bad to worse.

*Frank Wimer, Director of Planning, Budgeting and Research
Ccordinating Counsel for Vocetiocnal and Technical REducation, 216
OLq Capitol Building, Washington, p.C.
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AS CURRICULUM STUDY REQUESTED IT. AS BOARD OF EDUCATION APPROVED IT.

AS TEACHERS INSTRUCTED IT WHAT THE STUDENTS NEEDED
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3. If there is a possibility of several things
going wrong, the one that will go wrong, is
the one that will do the most damage.

4, Nature always sides with the hidden flaw.

5. No matter what Roes wrong, there ia alwaya
aomeone who knew it would.

6. If everything seems to be going well, you have
obviously overlooked something.

7. It is a proven fact that if the prototype worka
perfectly, the production units are bound vo
fail. '

The problem hars four significant dimensio=na.

Y, In many states and in many schools, the real
hard decisiona have not been made. Deciaions
guch as:

Policies on a bagic atructure of cur-
riculum development- (Will the curricu-.
lum be based on an occupational analysia?
Will the curriculum bYe open or closed ~
will it have slternative activities?)

Who 1is reaponsiblé for what part of
curriculum development?

How will the effort be evaluated?
How will the effort be financed?

2. There is a corps of competent peraonnel available:
but we have no skill inventory.

3. The greatest need is for the development of
leaders with management skills.

4. The Rreatest learning will come Jbout when there
is 8 plan and people are working that plaa.
Growth comea from applying what we already know.

TRENDS

There has been an incresaing amount of writing which ir-
dicatea the trends for the future in education. Por exarple:
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Alternative Futures for Learning an annotated bibliography by
Michael Marien, a publication of the Educational Policy Research
Center at Syracuse. {Supported by U,5.0.E.). The author has in-
cluded not only a bibliopgraph? Lut has indicated a major theme
(Page IX). Tha" of the change from closed teaching systems to
open learning systems. This 1s further illustrated by a chart,
page X, which attempts to define this change in the context of
several major elements.

"The Major Theme; From Closed Teaching Systems to
Open Learning Systems. To broadly summarize the liter-—
ature, there is a basic, long-term multifold trend from
closed teaching systems to open learning systems. The
chart on the following page summarizes the many elements
of this trend by distilling empirical trend ana.'ysis,
criticisma, forecasts, and proposed future statep ‘or
all levels of education. There are many ways in wuich
this basic trend ia promulgated. At lower levels,
"informal education: is presently the fashionable title,
as popularized by §ilberman's Crisis in the Classroom
(243), At higher levels, education for human develop-—-
ment 18 the key term. Overall, there is 8 fundamental
transition from considering teaching and other .inputs
into the educative proceses to the consideration of
learning outcomes. Thua the title of this bibliography,
in line with the shift in attention from institutions
to individuals, emphasizes "Alternative Putures for
Learning,” rather than "Alternative Futures for Educa-
tion." Whether or not educating institutions are
involved, the new concern is focused on learning
wherever it occurs. This spirit is notably embodied
by the recently established Commission on Non-Traditional
Study (923).

[o—

"In one respect, only one alternative to the present
ig suggested by the literature. But there ate many
variations to this Single basic theme, reflecting the
complex pluralism that will surely characterize our
futvre education that seeks to gatisfy multiple needs
and muitiple ideologies. Moreover, the traditional.
ciosed teaching systems remain as a most probably
future for many Americans, whether desired or not. Yet,
in all of the documents cited here, there is not a
single one that defends the present system. Stated
conversely, everyone advocates some degree of change and
nearly all of the advocacy is for open sysatems. Yet
tha traditional practices persist, as digéovered by
the all-too-few examples of gsomber empiricism such as
Goodlad (188), Oettinger (321), Dressel and Delisle

-
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(742), and Ladd (750). The humanistic revolution
that has been "described,” forecasted, and advocated,
has yet teo take place. But will 1t?”

It 1s evident tiiat change 1s necessary. This change from
closed teaching to open len:inl g puts a tremerdous responsibility
to develop the materials which fit this new trend and to develop

personnel capable of not only developing the materials but capable
of using them effectively.

[

Reprinted by permiaaien of Michael D. Marien.
In order to cope with the changes cccourring, Wwe need an up-
dated set of criteria for curriculum systems:

1. Individualized

2. Self-pacing

3. Multisensory

4, Immediate feedback 0{ performance

5. High degree of atuden:\aucceaa

6. Easily updated |

7. Hands-on

8. Based on industry performance standards

9. Open entry - open exit .

10. Allerve for school and work to ba interapersed
11. Providea articulation without repetition

12. Allows learner & high degree of seclf-control.

TRENDS IN METHODS OF CURRICULUM DEVELOPMENT

1, Prom single achool conatfucted to massive and
funded projects.

2. Ugse of a variety of talents. Many of whom are
not tzachers. (analysts, psychologists, writera
and editors, cbjective writers, media and learning
specialists).
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THE BASIC LONG-TERM MULT1FOLD TREND IN EDUCATION

CLOSED TEACHING SYSTEMS OPEN LEARNTNG SYSTEMS
ALTERNATE TITLES Teacher and/or institution centered Student avid/or child centered
Tight system; Rational mechanlcs; Loose systcm
Cause-effect paradigm ) Learning-centeved; Inquiry approach;
Contrul-centered Developmental; Dlscovery education
SOCIETAL Agriculeural; Industrial Postindustrlal; Knowlecge-based,
CONTEXT Autocratic; Plutoctaric; Gerontocratic Service Soclety Democratic;
E, Stotic and simple Merltocratlc; Sclf-renewing
. Dynamic and complex
; [BELIEFS ABOUT Tcaching results in learning Cood teaching aids learning, bad teaching
i LEARNTNG Learning requires discipline, work, inhibies it
: drill, memorization, pain, control Ledrniog is enjoysble, follows from pursuit
l Teacher 85 source of knowledge, student of interescs
i ag passive absorber ' Learning from many sources, lncluding peers;
; . [ gtudent as actlve participant
! Capabllity confined to a few; che gonius, Extensive lacent potential in all
i . the glfted
-' N
E DMINISTRATION Input oriented Input-Service-Benefit oriented, PPES.
! Hierarchical leadership - Pluralistic, participatocy
B
! CURRISULUM Narrow, fixed, retrospective Broad, changing pr-eent and fucure-oriented
i : Classics, Principles, Truth, facte, Methods, principles, induction, creativity,
: deduction, Maxims ' intuition, randomness
! Determined by teacher and/or extra- Determined by teacher and/or student
| ¢ lassroom authoricy, ) Interchangable programettes, Modular learningi
1 Programmatic, sequential; Lesson plane Lesson plan ae guida to options
i .stricely followed , Independent study designed to fit individusl
: needs and interests
Group study prescribed for sll studants Humanistic, pan-~cultural; Us: emphasie on
Western cul.l:ure_‘as superior to primitives, gimilaricies
heathens, Noble Savages, and the unier=
developed; Us - Them: emphasis on diiferences J

Alternative Fututes for Learning! An Annotated Bibliozravhy of Trends, Forecesta, and Proposals by Michael D. Marien.

Aruitoxt provided by Eic - -
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mer‘ TEACHER

Students ore & collectivity

Compenaatory education for exceptional

RELATIONS children, the physically and linguistically
Teachar as Auvthority, student as handicepped, the underprivilegad
followef; control ss inscrumental Professional as Learning Facilitator or
technique "Senior Leerner; student es junior colleagua
Feeling Withheld; 1 = It Feellngs exposed and Tespected, student
evaluation of teachers; 1- Thou
. Single Teacher Multi-adult exposure, team teaching, guests,
differentiated staffing
TUDENT Compulsory actendance: no choice of Optional participation: alternatives offered
ICONDUCT institution Counseling for personal difficulties
Physical pgunishment for "Hisbehsvior” Ombudsman, legnl measures
Ho student recourse for injustice Many possible spurces of failure! environ=
Dropping out 13 fault of student; mental, tnstitutional eand individual
shaming for ignorance Democratic development of rules and routines
Established rules and routines #3 Mecessary
FEEDBACK, Formal, mechaniscic, "Right" answers Multi-faceted, formal and informal, open-
Strong reliance on quantitative wensuces ended
Use of quantitative measures as necessary
[REWARDS Grades, fixed proportion of failures, claas Pags-fall, non-grading
rankings, honors, medals, degrees
Recognition through compecition in & few Deemphasis of competition, promotion of
. areas of excellence diversity and many areas of excellence;
s taste of success for gll
Learning has vocational snd social utiliey Rewards of learning are inherent
GOALS Socializacion, training, moral eduwation, ' Development of whole individueal, inveatigation
pasaing on civilizecion, knowing; uducation of cultural heritage, questioning
of intellect only Learning how to learn, lifelong learning,
Getting an Education, baing educated, education as & beginning ]
terminal education
XTRA-CLASSROOM Restrictive, "ln Loco Perentis" Permissive, largely peer controlled
NV IROIDA'NT Physical and intellectual separation fram Interlinkage of achool and life,
world "Schoo) Without Walls” '
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EPACE | "Grid" srchitecture, stetionsry furniture

Arbitrarily assigned geats
Teaching in clasarooms

Specially de ignated lestning imstitutions,
cutside leaxrning ignored

Omnidirectional space and flexible furnishings
cholce of enviromments

Student Ereedom to choose seatm

Learning in ¢lassroons, learning resouxce
center, home, dormitory, community, world
Recognition and encouragement of formal

and informal learning opportunities

thucughout soclety, equivalent credit for
owtside learning

AN
R T IME Collective pace Individusl page
o Ordered structure of clase hours snd courlc Flexible scheduling .
' credice i Learning and work interspersed throughout
i . Uninterrupted schooling, followed by un~ lifetime; leazning a living
: o interrupted woik
I- T8: This u . dictlllaaon-of—pr_es:t-lt_trmdl, crtt_lcl—tm. forecests, and |
] prescripeive future stectas at sll lavels of sducation. To snable # :
| cogent overview, there is 8 neceassry sbetretion and simplification. |
| Open Learning Systems, however, should not be confused with i
I sityations that are puraly .haocic, snarchistic, and unstructured. i
Reprinted by permiseion of Michasl D. Merisn.
Q ’
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3. Team efforts versus isoclated individual efforts.
4. No longer designed around a sinple text book.

If the trend 1is away from the lone individual developing
curriculum and toward team effort, the leader must learn how to
organize and move groups to accomplish the objective. ’

Leadership is exerted only vhen dealing with people. It is
not exerted when working In 1solation.

The trend is alst away from positions of authority to
authority as a result of competence. The ability to inspire, to
1zad - to have followers. The ability to use the moat effective
tuchniques in achieving the objective. When the leader is not
effective in the application of these techniques he is no longer
the leader. ‘

LEADERSHIP
Real Leadership 18 in the Management of Proiects.
Leadership - - ~ |
- To write specifications
- To manage projects designed to these specifications
- To select team members appropriate to the tasks

- To recognize special tslents and assign work to
provide gstisfaction :

~ To evaluate the pilot tests of the project results

= To modify to correct deficiencies

= To assist groups and/or teams to participate in &
reaponsible manner both in accomplishing the ob-
Jectives and in promoting their individual tslents
and their co¢berative akills,

Leader - - =
- Has followers, willing to follew
= Has technicsl skills

- Is best qualified in the use of these skills
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-~ Followers helieve he can assist them accomplish
their goals

Has a full range of techniques - methods

(A hatful of models, etc. which can help
bring reality to the situation)

- Has ability to manage all resources to accomplish
the objectives. P

MURPHY 'S LAW SAYS:

The chances of being accidentally successful are
very small.

There are enough ways to fail, that you had better
plan in order to be successful.

CHANGES
Three major changes have been occurring in recent Years:
To consumer orientation from product orientation
To systems from subsystems

To managerial approach (initiator) -from
facilitator (reactor).

Perhaps we can keep Murphy's Law from taking over. At this
point I want to suglest some basic questions which must be answered.

If we are to do the job. that needs to be done, we must
seriously consider and answer some basic guestions.

Planning and Organization:

What business are we in and vwhat is our primary

; )
mission? p

What directions - gocls should we pursue in carrying
out our mission?

What key results are necessary in order to stay in
husiness? -

Do we have indicators which tell us and others how
well we are doing?
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Identify Needs
To Be Served
1.0

Correct
Change
9.0

Develop Objec-
tives (What re-
: sults are desired

PLANNING AND MANAGING

Evaluate
Progress '
8.0

Develop
Alternative Plans
to Accomplish

Each Objective
4.0

Select "Bast”
Plan(a) 5.0

Organize
and Develop
Plan(s) 6.0

Moniter
Manage
Control
Operations
7.0




What measurable objectives must we accomplish
to stay in business?

Whet tasks or steps are to be accomplished
and by when to meet the objectives?

Do we have direction as to who should and
commitment as to who will carry out the tasks?

What resources are committed to the tasks?
EVALUATION (control)
Did we do what we planned to do?
If not, can we identify the items and the causea?

Are we ¢liminating the problems and taking advantage
of the c.pportunities?

Are we exertine professional leadership?

Creating a climate in which people can be
self-motivated?

Exercising decision making?
Actively supportin?® total staff development?
;roviding for effective.communications?
Assuming these ére the important questions, or challenge is
to assist our teams to mutually arrive at consersus for each of

them.

SUGGESTED CRITERIA FOR_SELECTION OF OCCUPATIONS FOR WHICH MAJOR
EFFORT SHOULD BE EXPENDED IN ANALYSTS AND/OR MATERIALS DEVELOPMENT:

). A high demand occupation (number of new ''slots')
plus numb.r of replacements in present slots.
Either in numerical or in percentage change.

2, Training is not now available.

3. Legal reouirements for increased standards (licensing
changes, et:2.). :

4, Maior equipment chanfes.
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5. Industrv or occupational groups requesting an
analvsis and/or materials be developed.

6. Critical events related to safety (loss of life
and/or proverty due to inadequate performance).

7. Environmental impa:t. =

TOOLS

The following are some zuamples of "tools" which can assist
in the planning and managing curriculum development.

One technique being used to determine whether expansion
should occur 1ie the comparison of trend lines of enrollment,
potential enrollment, completions and placement. (see page 3n0)

One ool which can be used by educators 1s a matrix which
forces decitions on igsues and documents those decisions. That
tool 1s effz2ctive in resolving who has what responsibilicty, who
else should be involved, and who should be kept informed iIn those
situvations which require favolvement of a sreat many various per—
sons and Rroups. '

RESPONSIBILTITY CHARTS p

Purposes
Define responsibilicy and authority
Identifv functions, tasks and their sequence
Force decisions on functions &nd resnon;;bilicies
Show duplicaiion of
Functions
Authoricy
Responsaibilities
"Tie Dowm' hudeet

Show 2opd performance or poor performance

Clarifv the fob to he done




For the purposes of this discussion let us assume that we
have determined the functicns which need to be accomplished to
properly develon a particular curriculum. (see pages 300 and 302)

CURRICULUM JEVELOPMENT FUNCTIONS:

A, Develond educational specifications -
1. Determine coccupational field
2. Develop occupational analvsis
3. ldentifyv "critical events” in Occuparion
4, vevelonr performance srandards (obJectives)
5, Develon equipment standards
6., Develop facilitv standards
7. Develop teacher competencvy sStandards
8. Validate the specifications.
B. NDevelon curriculum model -
1. Assess resources
2. Assess clientele needs
3. Assess climate
4. NDetermine appropriate alternative models
5. Select meodel
6. Set policies.
C. Develop learning package -

1. Determine level (awareness, orientation, skill
development or upgrade)

<. Determine learning strategies

1, Yrite enabling objectives based on performance
standards

4, Sequence objectives
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5. Determine a range of alternative activities
6. Determine methods/media

7. Develop materials

3. Trial test - correct deficiencies,

Let's look at another tool - a responsibility matrix
(page 3n3). Note the functions. They are divided into three
groups plus evaluation wn?ch must take place at several points.

Now look at the personnel listing. This matrix 1s a graph-
ic means of forcing decisions as to who does what. It also
provides documentation and communicates to everyone.

Note the levels of responsibility.

If we want further specification of responsibilities, a
multi-level chart can be used. (see page 304) Note the overall
chart which 1s similar to the previous chart except that each
"cell” can be separated into a number of parts. When looking at
one cell in (page 3035) the next chart, we find various actioms and
levels of responsitility which can be identified, For example, if
the decision was for the state office to have the primary respon-
sibility (a) for initiating action (1) for the implementation (B)
of the occupational analysis, a letter (a) would be inserted in the
subcell B-1.

This same matrix with some modifications 1is used to elicit
from industry when certain functions occur and who doeg them.

(see pages 302 & 396) There are really not very many "new" thines,
only new applications, but we need £0 use what we know and use our
imarination as to the various other uses.

MATINTENANCE TERMS

ADJUST: To mechanically or electronically hting into a specified
tolerance ANY subsystems, module, or component for the purpose of
making the fuanctional assemblies operate as a unit; e.g, setting
of limit switches, pressure valves adjusting clutch faces etc,

CALTBRATE: To periodically compare installed equipment with equip-
ment established as an authorized or recognized standard and to
correlate or adjust as necessaryv the .2sted eoulpment to meet the
standard.

CHECKOUT; To establish or ascertain whether the item is properly
functioning.
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5. Determine a range of alternative activities
6. Determine methods/media

7. Develop materials

8. Trial test - correct deficiencies.

Let's look at another tool - a responsibility matrix
(page 303). Note the functinns. They are divided into three
groups plus evaluation which must take place at several points.

Now look at the personnel listing. This matrix is a graph-
ic means of forcing decisions as to who does what. It also
provides documentation and communicates to everyone.

Note the levels of responsibility.

If we want further specification of responsibilities, a
multi-level chart can be uged. (see page 304) . Note the overall
chart which 1s similar to the previous chart except that each
"cell" can be separated into a number of parts. When looking at
one cell in (page 305) the next chart, we find various actions and
levels of responsibility which can be identified. For example, 1f
the decision was for the state office to have the primary respon-
sibility (a) for initiating action (1) for the implementation (B)
of the occupational analysis, a letter (a) would be inserted in the
subcell B-1.

This same matrix with some modifications is used to elicit
from industry when certain functions occur and who does them.
(see pages 302 & 316) There are really not very many "new" thines,
only new applications, but we need to use what we know and use our
imacinztion as to the various other uses.

MATINTENANCE TERMS

ADJUST: To mechanically or electronically bring into a specified
tolerance ANY subsystems, module, or component for ihe purpose of
making the functional assemblies operate as a unit; e.g., setting
of limit switches, pressure valves adjusticg clutch faces etc.

CALIBRATE: To periodically compare installed equipment with equip-
ment :stablished as an authorized or recognized standard and to
correlate or adjust as necessarv the tested equipment to meet the
standard.

CHECKQOUT: To establish or ascertaln whether the item is properly
functioning.
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INSTALL: To connect, mount, and physically return the item removed
to its original configuration.

CLEAN: To remove residual accumulations of dust, dirt, oil, fuels,
gases, liquids, and lubricants.

COMPOSITE TEST: To establish that the operating parameters have
been me: after integrating the item with multiple subsystems.
Normally, composite test 1s performed on a complete subsystem.

DECONTAMINATE: To rtemove taxic contaminants.

HANDLE: Self-explanatory.

INSPECT: To perform necessary actions after maintenance to insure
quality of repair. (Quality Control function)

MONITOR: To continuously monitor equipment or operation.
OPERATE: To continuously operate equipment or vehicle.

OVERHAUL: Complete disassembly, deiailed inspesction, rework, re-
placement of unserviceable parts, assembly and test of equipment.

PROTECT: To provide environmental protection for any item of equip-
ment in any configuration status; e.g., temperat:re control, humid-
ity control, air condition control, pressurize, contamination
detection, place in containersz, etc.

These tools also force some other questiona. Questions
rerarding 3ust what is meant by the function. Why the function
needs to be done. What tasks are inveolved in each and how will
we know when it has been satisfactorily accomplished.

This leads us to another tool that can be used. (VIS 2.5.0
see page 311)., This provides a backup information which clarifies
the responsibilitiea. It also identifies the competencies required
in order to accomplish this funetion. I want to give credit for
this and the other VIS charts to Gilbert Juerlein of The Washington
State Coordination Council for Occupational Education.

TALENT
Do you know who has the talent that is needed to help
accomplish the objectives; where the persons are located; whether

they are interested; and whether they are available?

Here 1s another tool, manpower matrix, which can also help
in making decisions and in documenting them. (see page 309)
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There are many other "tools" which can aid in the develop-
ment of curriculum. Some samples are:

- The VIS form 2.0-5 - to identify functions;
page 310.

- A planning form D.V.E. - 70 - 1 (page 312)
which documents the plan, schedule and
committed funds.

A Gantt chart (page 313) which shows sequences
and schedule of tasks,

~ A function analysis form (VIS 2.4.0-A) for the
purpose of displaying functions and their
relationship. (see page 315)

SYSTEMS

If you look at the various proposed curriculum models, they
are actually systems and use the "systems approach."

Then we must look at the kinds of abilities needed in order
to deal in this manner.

This is a "people”" problem.

"Training Educational Administrators in Anasynthesis,"” by
Leonard C. Silvern (Fducational Technology, February, 1972, page 8),
defines a system as ''the structure of organizations of an orderly
whole, clearly showing the interrelations of the parts to each
other and to the whole itself."

It has four major parts: 1) analysis, 2) synthesis, 3)
modeling, and 4) simulation.

Silvern, in 1965, introduced the term anasynthesis for this
process, A4 process of clearly defined steps which are applied to
any problem,

Silvern indicates some problems of definition, uses, etc.,
by educators using the process.

He indicates ''there is an intrinsic conflict in an individ-
ual who excells at analysis and who is then assigned problems in
synthesis,

He goes on to indicate that "human minds and thinking
characteristics tend to fall into three main categories:
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RESOURCES

This work sheet may assist the
analyst to "think through"” var-
e ious activities and to identify
the functions.

1. Consider those items which
come tp this particular
worker. (Inputs)

2. Consider those items which
go from this particular
worker. {Gutputs)

3. Consider what resources,
tools, erc., will assist
in accomplishing the acti-
vities. (Resources)

4., Identify the functions
performed. (Functions}

WORK FORM V1S 2.0-5  1-10-68
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a. Analystg - can examine a whole and break
it down

b. Synthesists - can create unknown wholes by
building up discrete and often unrelated
partes and (I think, perhaps with somewhat
tongue in check)

¢. Knuckleheads.

He {1lustrates some interesting results from groups he has
taught systems concepts. Systems techniques taught as "subject
matter" produce pat or stereotyped solutions to familiar complex
problems and systems techniques learned intensively in a workshop
or problem-solving laboratory environment produce far better

solutions than when learned leisurely in a typical college class~
room setting."”

He 7akes another point in that those who have been exposed
to "organiz::ional chart thinking” tend to resist dynamic flow chart
modeling or mix both types and confuse themselves.

If these statements reflect actual conditions then:

1. We have problems when educators deal with
systems, and

2. The best way for them to learn is not in
school but in actively working the proceas
on real problems.

Silvern says, (Fducational Technology, February, 1972),
""The courses do not instruct peneral systems but do operationalize

principles of systems engineering which are useful to the educa-
tional administration."

SUMMARY

When we view the curriculum vroblems and we view the various

management models, we find that what we are dealing ywith are
systems.

We need the ability to!

Maintain an attitude of service to the consumer

Ef fectively --
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Plan
Organize
Control
Through Leadership
Document progreas
Use syatems approach
Use dynamic structures
Use the latest "tools' and "techniques."
If administrators of education learn and uae the concept of:
~ determining a personal and institutional philoaophy
- determining long range goals
- determining ahort range goals
« defining specific objectives (end reaults quanéi—
fiable - what = when — how much) (both institutional
and individual)
~ developing & syatematic compariaon of the benefits
and coats} of determining slternative objectivea

and eatablishing priorities for goal achievement

~ analyzing alternative means to accompliah the ob-
jectives .

- sgelecting the 'beat alternative' in terms of costs/
benefits and effecta on sll related conditiona

« allocating resourcea in the most efficient manner

- utilizing systems zpproach in the administration
of educational programs

- evaluating the resulta in terma of the goals, ob-
jectives and other factors

- performing the functions of a "'change agent”

17




~ {iteration at any point to correct any errors or
to take care of changes in conditions, results
of evaluations, etc.

they will be able to cope with both the managing of education and
proviaing the leadership needed to develop appropriate curriculuym.
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FEDERAL PERSPECTIVES ON R&D IN VOCATIONAL FDUCATION

by
Howard F. Hjelm#*

T am to speak on Federal Perspectives on Research and
Development (R&D) in Vocational Education. Pipst of all, it
needs to be established as to whether or not R&D in vocationel
education 13 a national priority.

"American education is in urgent need of reform. ...As
the first step toward reform, we need a coherent approach to
research and experimentation.” So spoke President Richard Nixon
(1970) in his '"Message on Education Reform" to the Congress of
the United States on March 3, 1970. This message cailled for an
expanded educational R&D program as essential for the reform and
improvement of American education. He called for the establishment
of the Experimental Schools Program and for the establishment of
the National Institute of Bducation. Both of these goals have
been met. The present administration has been and ia committed
to the support of educational R&D as a pational priority.

President Nixon (1972) also said, ''Career Education is
another area of major new emphasis, an emphasis which grows out
of my belief that our schools should be doing more to build self-
reliance and self-sufficiency, to prepare students for a produc-
tive and fulfilling 1ife. ...Career Education provides people
of all ages with broader exposure to and better preparation for
the world of work.”" The President gaid this in his State of the
Union Message to vhe Congress of the United States on the 20th
of January 1972. This clearly establish2s career education as a
White House priority. And vocational education is certainly a key
component of career education.

Educational R&D and career education are both clearly
priorities of the current administration. This definitely
establishes R&D in vocational education as a national priority
and places it in an extremely favored position.

A number of important issues impact on the Federal
management of the funding of R&D. T have identified three such
issues or perspectives for consideration for today. They are

*
Howard F. Hjelm, Bureau of Adult, Vocational and
Technical Education, U.S. 0ffice of Education, Washington, D.C.
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(1) the fundamentsl difference between science and technology,
(2) field initiated and directed approaches to the proposal input
system, and (3) loug-range planning or programing of R&D.

One key isaue that arises in the Federal perspective on
the management of the funding of R&D is the distinction between
science and technology. Science 18 that process that adds to our
theoretical knowledge base in attempting to explain phenomena,
Science is the baslic research component of the R&D enterprise.
Technology, on the other hand, is the application of science in
seeking solutione to real live problems. Technology is develop-_
ment and its associated activities, the applied science component
of the R&D enterprise. The feeling is that technology requires a
directive approach in its management and science requires a non-
directive approach in its management.

The Committee on Science and Astronautics (1970) of the
U.5. House of Representatives reported that Dr. Lee A. DuBridge,
a former presidential science advisor, in testifying before its
Subcommittee on Scilence, Research, and Development, pointed out
that differing problems exist in the Federal management of science
and of technology. Dr. DuBridge stated, "We manage technology but
we do not manage science. Or to put it another way: Wwe muat
manage the process of technology; but we manage only the support
of science. In technology we manage people; in the support of
science, we only manage money." Jn a further statement on the
issue in an interview with a reporter from the Christian Science
Monitor, Dr. DuBridge (1970) stated, "But I don't think the
management of science is the real problem. In fact quite the
reverse. Science can only be done by scientista, and the fewer
instructions from above, the better gcience they will do.
Scientists need support more than directives. Only the scientific
world can determine what frontiers 1t 18 feasible to attack, what
critical problems should he examined, where research should be
centered and how pursued. That holds for basic research. Now
when you come to applied science that is different. That should
be managed. 1t 18 devoted to a goal which should be clsar and
coordinated."

The National Science Foundation, in an effort to direct
some of its resources to applied science, was advised in a report
by the National Academy of Engineering (1970) to use a bottom up
approach in the management of basic research and 8 top down
approsch in the management of its applied thrusts. The report
recommended that their funding of basic research should be in
response to field initiated proposals on problems identified by
the sclentists. Their funding of applied science should be a
result of the Federal Government identifying the problems and the
field submitting proposals in responae to these nationally ztated
goals and guidelines.
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It is obvious that the dollar resources needed to carry
out development are much greater relative to that required to
carry out basic research, Scholars, in a National Academy of
Science report (1965), have recommended that about 10 percent of
the R&D resources should be allocated to basic research and the
remainder to the applied side of the ledger. Others have given
similar estimates, approximating that of 10 percent. It should
be pointed out that it is extremely difficult in the planning
process to preserve an adequate base of support for basic re-
search, even 10 percent, when the fiscal resources are not
sufficient to meet the needs in the applied areas.

A second isaue that arises in the Federal perspective on
the management of the funding of R&D is that of the proportion of
the funds to be allocated to projects directed at nationally
identified priorities and goals compared to the proportion of
funda to be reserved for responding to field initiated ideas
coming from the graasroots of the R&D establistment. It is clear
that the expressed needs for development are such that a limited
number of problems must be identified to the relative exclusion
of others, if sufficient resources of a critical mass are going
to be directed to the highest prioritiea, It is the oid problem
of the allocation of scarce resources when the needs exceed the
resources available. This establigshing priorities and targeting
larger amounts of funds against them results in fewer dollsrs
being made asvailable for a broad range of field initiated RE&D.
Thus, even though annually increased resources are being allocated
to R&D in the social sciences, including education, the appearance
to many scientisgts and developers in the field is that the re-
sources are becoming less, instead of greater.

It ia extremely difficult in the planning and budgeting
processes to reserve funds for field initiated projects, given the
presaing applied needa and, the relatively iimited resources in
relation to the mapnitude of the needs. However, vocational
education R&D is in an extremely favored position in regard to the
amount of funds reserved for field initiated projects., One-half
of the Part C Research funds and one-half of the Part D Exemplary
Project funds of the Vocational Education Act are given aa formula
grants to the States for their adminiatration. This in effact
provides a aubstantial baae of support for field initiated
activities to serve State and local needs. In addition, a small
portion of the monies administered at the Federal level should be
reserved for field initiated projects having national or regional
eignificance.

A third issue that arise8 in the Federal perspective on

the management of the funding of R&D is in regard to the leng-range
programing of R&4D to meet apecified applied needa. There are
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illustrative cases of the linear model of R&D whereby findings in
basic research havs led to applied research activities and ulti-
mately to its direct application or to the development of specific
programs, However, this is probably not the typical sequence of
events. Development activities usually are planned from a felt
need or a problem demanding a solution. In the course of events
while carrying nut the development activity, the developers

search back in the literature for research findings of relevance
to their particular needs, or they even may commission the carrying
outt of research projects to seek information on particular ques-
tions. In still another way, science makes 4ts input into the
world of development through the utilization of scientists as
consultants on development efforts. The scientists are thus, as
individuals, able to make a significant contribution by adding
their insights and knowledge to development programs through
advising the developers. The interactions &nd interfacings
between science and development may follow different models.
Science feeds technology and technology feeds sciencs. Both are
important and both need to be nurtured and supported.

Although one can identify guccessful examples illustrating
the linear model of specific basic research findings leading to
development legding to demonstration leading to utilization and
adoption, I believe it has beuen rejected as a major model upen
which to plan a nstional R&D program. However, the structured
linear relationship of following planned development thrusts with
planned demonstration efforts foliowed by planned installation and
utilization efforts does appear to have some vslidity, Of course,
the development efforts, the demonstration efforts, and the
installation efforts should all contain rigerous symmative evalua-
tion components to ald in the decisifon of whether or not to move
te the next stage. In addition, the development efforts, the
demonstration efforts, and the installation efforts should all be
undergirded by a scientifically rigorous critical mass of decision-
oriented research. It should be understood that this linear
development model is not the only planning model for R&D and that
any comprehensive R&D planning model should take inte account
other models,

In the administration of vocational, occupational, and
technical education, we are in an excellent position to utilize
the different R&D funding authorities to plan a linear, long-range
effort of development efforts followed by demonstration efforts
followed by installation efforts. Part C Research funds and Part
I Curriculum Development funds of the Vocational Education Act can
e utilized to support planned development efforts targeted on
national priorities. The resources of Part D Exewplary Projects
of the Vocational Educztion Act and Model Programs of the new
Occupational Education Title can be utilized to follow through with
extensive demonstrations of the products of these development
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efforts. The Model Programs of the Occupational Education Title,
as well as OFE's proposed Career Education Installation Program
under Cooperative Research authority, can be utilized for broad-
scale installation and utilization of products and programs that
have been developed and demonstrated. The Part C Research funds
can be utilized to carry out the decision-oriented research that
is needed to conduct high quality development, demonstration, and
installation efforts. The State's portions of Part C Research and
Part D Exemplary Project funds could also be used to supplement
all phases of the nationally planned strategies, as well as experi-
mentation of various types to meet State and local needs.

The sources of resources for the development phases of
prlanned national strategies do not need to be limited to those
projects funded by the Part C Resesrch and Part I Curriculum
Development authorizations. Planned development efforts being
supported by other funding authorities could be programed to feed
their developed products into the demonstraztions supported by the
Part D Exemplary Projects and the Model Pregrams. For example,
the Bureau of Education for the Handicapped could develop
instructional materials and programs for the vocational training
of handicapped individuals. The products of such efforts could
then be systematically demonstrated in the Part D Exemplary Projects
and the Model Programs in Occupational Education.

It i8 interesting to note that the legislation establishing
the National Institute of Education (NIE) identifies only one
subject area in education and tha: is career education. The law
states that the Institute shall seek to improve education,
including career education, in the Unitad States. One of the major
directed R&D thrusts in NIE is that of the career education models—
the school~based model, the employer-based model, the home-community
model, and the rural-residential model. OE does plan to system=-
atically demonstrate the products from thess models in the Exemplary
Projects funded with Part D funds.

We do look forward to close working and planning relation-
ships between NIE and OF in the directed R&D efforts in vocational
education. At the present time, the communicaticen between OE and
the Career Rducation Task Force in NIE is excellent.

The Education Amendments of 1972 clearly eetablish the
National Institute of Fducatfion &8s the Pederal agency responsible
for buflding an effective educational research and development
system. Building such a system includes the support for basic
research, the training of researchers, the digsemination of
research and development information, and the establishment of
research centers and laboratories. We in the 0Office of Education
look to the National Institute of Education for leadership in this
area. As the Institute builds 8 total educational R&D saystem, it



should be comprehens?ve, and vocational education R&D should be
an integral part of "‘t. The Institute 18 providing support for
the FRIC Clearinghcuse on Vocational and Technical Education,

for the Ohio and North Carolina R&D centers 1n vocational, occupa~
tional, and technical education, for the training of researchers,
and for basic research of relevance to vocational education. OE
does not Plan to duplicate such efforts.

The Committee on Intergovernmental Science Relations
(1972) in its recent report to the Federal Council for Science and
Technology entitled Public Technology: A Tool for Solving
National Problems has called for a greater partnership between
the Pederal Goverament and the State and local governments in the
R&D enterprise. The Committee reports that the Nation has reached
a consensts on the desirability of placing greater responsibility
at the lower ievels of government in our Federzl system. The
Committee feels that great improvements in the relevancy of R&D
and in its utilization would reault i1f the State and local govern-
ments were more actively involved in the total process. At the
present time, State and local governments spend one penny for R&D
for every dollar spent by the Federal Government.

The Voeational Education Act, in its legislation for Part
C Research and Part D Examplary Projects, provides for a real
Federal-State relationship in the admianistration of vocational
education R&D. One-half of the Part C Research funds and one-hslf
of the Part D Exemplary Project funds are granted on a2 formula
basis to the States for their administration. 1In addition, the
remaining halves of Part C Research and Part D Exemplary Project
funds have geographical spread formulase built into them with the
Part C proposals from locasl education agencies requiring approval
by the State Boards if they are to be funded by OE and all the
Part D proposals being reviewed by the State Boards with them
kaving disapproval authority, All proposals for Model Programs
under the Occupational Bducation Title are aleo to be reviewed by
the appropriate State agencies with funding preferences given to
those approved by the State agencies. Thus, vocational education
regearch has a built in legel mechanism for the sharing of
responsibilities between the Federal Government and the State
governments. This 1s a plus for vocationsl education research and
we should build on it. It is8 truly a Pederal-State cooperative
arrangement,

The report of the Committee on Intergovernmental Science
Relations (1972) calls for the Federal Covernment to asgist State
and local governments in establishing mechanisms for the develop-
ment and coordination of science and technology programs. Doesn’t
this gound like the Research Coordinating Units? The RCUs were
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initiated under the leadership of OE in 1965 and were written

into the Vocational Education Amendments of 1968. OE sees the
RCUs ag a keystone in the vocational educational R&D world. We
plan to do everything we can to enhance their role and to increase
their communication and involvement with OE's management of R&D

in vocarional education.
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OCCUPATIONAL AND ADULT EDUCATION: PRIORITIES AND CHALLENGES

by
William F. Plerce*

It is my distinct pleasure to meet with you during this
third in a2 series of three regional seminars for Curriculum
Development Personnel. I trust that this has proven itself a week
in which you have gained new insights and inspiration for your
significant role and responsibilicies. And, the role of the
curriculum specialist is a significant one in today's educational
system. As curriculum specialists in Vocational~Fechnical and
Career Education, you are concerned with educational objectives,
program content, teaching strategiles and learning experiences,
teaching aids, and evaluation -- which is to say, you are concerned
with the rotal educational process and its means. As vocational
educators, your efforts are central to career education -- in
making the career education concept work! Since that concept is
cne of the top priorities of both the Office of Education and The
National Institute of Education, your efforts are of paramount
lmportance to a great many people. And whether you know it or not,

As you may know, prior to joining the Office of Education,
I spent over 8 years with the Michigan State Department of
Education. One of the fringe benefits of living in Michigan was
the opportunity to occasionally escape from my duties and
responsibilities by taking my family to the Michigan wilderneas for
a lictle fishing and camping.

On one of these trips I encountered a crusty old gentleman,
a true son of Michigan's winter-water wonderland who told me a
story which I think would be of intereat to those of you here this
evening, and one which seems to say something about the need for
career education. My old storyteller told of a famous Michigan
gulde whose outward appearance was one of a backwoodsman but whose
manner was one of an urbane, well-educated person. It seems,
according to my friend, that the guide had once been the president
of a very large bank. As such he enjoyed all the trappings of
success including stock-options, a chaufferred car and a rather
splendid penthouse apartment.

*Dr. William F., Pierce, Deputy Commissioner, U, S, Office
of Education, Department of Health, Education, and Welfare, Room
4015, BOF #6, Washington, D.C.
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This apparznt fulfillment of the "American Dream” came to
sn abrupt end one day when the man visited his doctor. He was told
that he had only six months to live, and, the doctor added, he was
telling him chis because he knew that he had some money and believed
that he should spend the remaining time enjoying himself and doing
something that he'd always wanted to do.

The banker returned to his office, tendered his resignation
and walked out of that bank. He then drove up to norchern
Michigan, purchased a fine piece of property and prepared to spend
his final months enjoying a life style and occupation —-- that of
fisherman and backwoodsman -- for which he'd always longed. That,
the storyteller concluded, was 17 years ago, and he, the storyteller,
wag that ex-banker. And what's more, he had never felt better in
his life.

I suppose that there are many lessons and conclusions that
you could draw £rom this story, but the one that struck me rather
forcefully at the time -- and today, perhaps, strikes me even more
forcefully as 1 try to think through the career education concept,
is the relationship between work that is personally rewarding and
productive and the good health and life-span of an individual.

While I, of course, realize that it is sometimes dangerous
to generalize too much from a single incident, I recently found
further and more scholarly documertation for my conclusion in the
form of a newly-issued report from the Department of Health,
Education and Welfare. This study, called ''Work in America” is a
weighty document which looks at work from a variety of viewpoints,
and among its many conclusions is the following: dissatisfying
work is linked to heart disease and other physical and mental
health prodlems. The greatest single predictor of longevity is
not whether or nor one smokes or how often he sees a doctor but the
extent to which one is satisfied with one's work.

While I am not suggesting that people takas up smoking,
stop seeing thedir doctor, or quit their job, I am trying to impress
upon you the responsibilities which you and 1 share with regard to
the health and well-being nf the millions of young persons who are
and who will be receiving an education in our schools.

Throughout his tenure with the O0ffice 0f Education,
Assistant Secretary Marland has concentrated his own efforts and
that of the agency's on the promotion of Career Education, a
concept aimed at lhelping all Americans find satisfying work.
Cousequently, a satisfying life. Since 1 am speaking towards the
end of this four and one~half day program, I am going to resist
the temptation to join my predecessors in offering a definition of
Career Education. Rather, I would like to take the time allotted
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me to discuss with you very briefly three things.

First, some of my personal gcals and objectives for the
new Bureaun of Occupational and Adult Education and how these might
relate to some new or additional efforts by curriculum specialists.

Second, a kind of laundry list of problems which, in my
oplnion, infringe upon the business of curriculum development and
management.

Third and finally, I'd like to share with you a personal
bias to which I think we in education, and particularly those of
you who are curriculum specialists, should be addressing ourselves.

As T said, I would like first to share with you my
perception of the tasks of the new deputyship and how you might
be of assistance.

These tasks are:

1, Utilizing the career education concept, attempt to
convey to the American public how unrealistic are the expectations
that far too many have about a college degree,

2. Apain utilizing the career education concept, convince
educational administrators everywhere, and at every level, of the
absolutely essential importance that academic and wocational
education hold one for the other.

In his State of the Union Address, almost a year ago,
President Nixon sald, with reference to drop-outs and disenchanted
adult employees:

"One reason for this situation is the
inflexibility of our educational system,
including the .fact that it so rigidly
separates academic and vocational curricula.
Too often vocational education 1s foolishly
stigmatized as being less desirable than
academic preparation. And too often the
academic curriculum offers very little
preparation for viable careers. Most
gstudents are unable to combine the most
valuable features of both vocational and
academic education; once they have chosen
one curriculum, it is difficult to move to
the other.”

The challenges to the curriculum specialist are obvious!

3, Maximize career development opportunities for all
children from kindergarten on. '
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I think it would be an accurate statement to say that every
state currently has curriculum development activities underway which
relate to this objective. One of the fascinating things is the
variety of models that are being developed. This would seem
desirable at this stage in the development of career education.

4. Maximize not only the availabilitv of vocational
education programs for all secondary students but optimize both
vocational and academic skill training alternatives. We must
utiliz= all segments of our environment for educational purposes
when such utilization is appropriate. We must take full advantage
of all the alternative delivery systems available to us.

Let me expand on that last statement. Obviously the school
is a major delivery system for education. But there are others —--
and, curriculum developers in vecational-technical education have,
for the most part, ignored these alternatives. In particular, there
i8 need for curricula developed in a mode for the home~based
educational programs that modern technology has made possible. In
the Washington Post of January &, 1973, John M. King advocated
learning centers for the home. He suggested three types of centers,
one a simple basic unit and the other two of greater sophistication.
FPeatured would be such media as radio, TV, records, reel-to-reel
tapes, tape cassettes, video tapes, film, printed materials and
eventually, a combination of CATV, computer terminal, and telephone
for home instruction. These things are coming. Curriculum
developers had better take note and take action!

5. Increase the secondary vocational enrollment to » more
realistic percentage.

One very obvious way to accomplish that 1s tc develop
vocational education curricuia which not only "turns kids on" but
which turns on the employer ag & result of the usability of the
curriculum content.

6. 1Increase the post-mecondary technical enrollments in all
community colleges to a more realistic and acceptable percentage.

A developing problem has to do with the lack of secondary-
post-secondary articulaticn in fields of occupational preparation.
As high school vocational education programs become more
sophisticated, a response must be made by the post-secondary
institution. A request for proposals will soon be issued by the
Office of Education through the curriculum branch for identification
of the articulation problems and the development of guidelines for
dealing with these.
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7. Provide special emphasis for increased funding at the
post-secondary level,

We are very aware of the special emphasis Congress has
placed on the initiation, expansion, and especially the upgrading
of post-secondary occupational education in community and tunior
colleges. Congress felt people with broad experience in
occupational education at the community and junior collepe level
were not represented in the old bureau. They shall be in the new.
And one of their responsibilities will be to see to it that
community collepes are appropriately represented in all policy
and funding decisions of the bureau.

8. Re-emphasize our vocational and academic efforts for
our poorly served minority citizens,

Just a week ago, the Office of Education co-sponsored a
National Conference on Career Education and its implications for
minorities. Representative Shirley Chisholm attacked career
education becuase a recommended strategy, perhaps developed by a
curriculum specialist, suggested one way to make elementary kids
aware of the world of work is to ask them to describe the work of
their father or mother or other members of their family.

As Representative Chisholm pointed out, in many families of
minority children, the father is unemployed and effectively kept
from meaningful employment while the mother 1is on ADC. That
particularly suggested curricular strategy therefore set up another
situation which further damaged the self concept of the children
so effected. That certainly is not the intent of Career Education
and that certainly should not be the result of a curriculum
strategy developed by any of us. We as educators and curriculum
specialists must become sensitive to that sort of issue and we must
renew our efforts to develop technidques which are appropriate for
our minority youngsters,

9., Maximize the use of private, post-secondary institutions.
There is need for considerable curriculum development for the post-
gecondary level in relation to emerging technologies. Four areas
being addressed by ongoing curriculum efforts under Part I are:
Electro-Mechanical Technology, Bio-Medical Technolopy, Electro-
Optical Technology, and Nuclear~Medical Technology. Already 50
schools have initiated programs in Electro-Mechanical Technology
as a result of the Curriculum Development Project.

10. Provide better coordination between all manpower

programs so we can assure ourselves of the greatest efficiency
possibie in both expenditure of funds and service to people.

335




There 1s a great deal that has been learned in the man-~
power programs that is useful to the wocational educator, and,
vice-versa. There is need for curriculum people in manpower and
vocational education to get together and pool their knowledge and
resources.

11. Make a speclal effort to maximize the training
opportunities and alternatives for adults. In my opinion, we
have done an exceedingly poor job of providing supplemental and
upgrading skills to adults who are not yet out of work but who
are not performing at their maximum capacity and, therefore, have
reached their maximum earning pot¢ntial.

Here 1s vhere a home~based educational system can come to
the fore. Harold Clark, professor of Educational Economics at
Columbia University, has said, '"We are in the early stages of a
technological world that 1s golng to require essentially all
people to have to go to school continually to stay abreast of the
changes.”l 1In "Here Comes Tomorrow," the staff of the Wall Street
Journal state:

"This educational updating process, which will
be carried on at work and in the home, often
by electronic means, as well as in formal
classrooms, is part of the explanation for the
anticipated increase in adult education."

12. Provide special emphasis to two groups of adults:
a. The returning Viet Nam era veterans,
b. The elderly disenfranchised.

Agaln, the objective poses challenges to the curriculum
developer. Personnel in our curriculum development branch inform
me that they have had some expressions of interest in curriculum
development dealing with both problems.

13. Maximize the expansion and utilization of counselors
and guidance personnel at all levels. 1 am very aware that the
writers of the House report on the Education Amendments of 1972
used testimony provided by the American Personnel and Guidance
Association to prove that the nation's schools are falling far short

lQuoted in "Here Comes Tomorrow' by the staff of the Wall
Street Journal, Dow Jones Books, Princeton, New Jersey, 1957, p. 154.

Zibid., p. 154.
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of attaining Congress's goal that the preparation of students fot
earning a living is an integral part of the school's program. 1
think it 1is significant that the APGA has become & spolesman for
Occupational and Adult Education. I am also very aware that the
National Advisoty Council's Sixth Report is devoted exclusively
to counseling and guidance. And, as you know, Congress stipulated
that at least one of the seven lepislated grade 16 positions in
the new bureawn should be filled by someone having experience in
Occupational Guidance and Counseling. Consequently, one of the
observable activities of this deputyship will deal with the
expansion and promotion of the role of counseling and guidance
personnel at all levels.

Now, I realize that is a pretty long, rather diverse list
of tasks. But, they represent what 1 perceive should be our
priority tasks and objectives. Most of them have implications for
curriculum development and pose challenges to the curriculum
specialists.

Now for the laundry list which we won't have time to
develop or discuss but which I'd like to sutface at this time for,
hopefully, future consideration and discussion.

1, There is no comprehensive state-of-the—-art study of
curriculum development in Vocational-Technical and Career
Education. )

2. Much of the work in curriculum development that is in
progress tends tc be spotty and uncoordinated. In other words,
there is much duplication in some ateas whereas others receivsa
virtually no attention. Also, there is a tendency to give less
attention to those that do not fit easilly into traditional
vocational education categories.

3. Although things are begiming to change somewhat, there
is still too little implementation of the career education concept
in curriculun efforts. Many of the developing efforts seem tiled
to a rather rigid definition of career education such as the
world of work concept.

4, Little attention has been given to the relative
effectiveness of the various procedures and products of curriculum
development in Vocational-Technical Education and in Career
Education.

5. Many curriculum materials in use have not been validated
through rigorous testing.

6. In general, curriculum development does not reflect
the continued advances that are being made in educational media
and technology.

7. There are vast unmet curriculum needs of special groups,
especially the disadvantaged.

8., Frequently, a major weakness has been the failure to
disseminate and provide for effective use of curriculum materials.
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9. Increasing geographical mobility of persons in the labor
force seems to indicate the necessity for emphasis on standardization
of certain types of curricular content, but, among some educators,
there is still a feeling that all curriculum development must be
done at the local level.

10. There 1s no provision for a systematic and continuous
review and updating of curricula.

In a sense I guess, all of these reflect a bilas. Some
however, can be substantiated more than others. 1I'd now like to
discuss with you what 1s becoming increasingly my major bias
regarding curriculum development. This 1s the fallure of teachers

to effectively utilize curriculum materials once thev've been
developed.

As you all know, it is possible to design the most
effective, Innovative type of curriculum imaginable, but 1if that
curriculum fails to reach the kids in the classroom then we have
simply wasted your time, energy and money on a fruitless endeavor.
In my opinion, this type of thing happens much more frequently
than it should. Particularly at the elementary level.

The reason, I believe, is that teachers are still {l11-
prepared to use pre~developed curriculum materials. It is not
therefore because they do not want to but because they do not know
how.

The scenario seems to go something like this! An elementary
teacher decides to introduce gome career education elements into
the teaching strategy, and the first inclination is to look for
already existing materials. In the search for these materials, it
might end up with a compendium of existlIng programs, each of which
is briefly described and each of which generally lacks any type
of evaluative remarks.

After poring through this morass of information, the
decision wmight be to either do further research or take another
route and develop -- personally -- a curriculum which it 18 believed
will work with these kids in this particular classroom.

As a result, we have teachers all over the country
developing their own curriculum materials -- materials which they
rarely change once established. Materials which are not verv
original, not often very well planned and generally inferior to
pre-developed materials. These '"home made" materials have one
distinct advantage -~ one all others generally do not -~ the
teachers will use them!

I realize these comments sound like a stark indictment of
current educational methods. I do not wish them to be construed
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as such. Nor do I wish to demean the quality of the work of
curriculum specialists and teachers. Instead, I seek just the
opposite ~— to challenge your creativity even more. The question
that I raise with you this evening 13 this: Is it not time to
start directing some of our efforts in another direction ~—
toward changing the type of education that our teacher training
institutions are offering?

1 personally am convinced that most college and universities
are not providing the kind of preservice preparation that teachers
need and deserve. As a result, you do excellent work which far too
often goes unused and unappreciated. As good as those materials
are, if they don't do what they were originally intended to do -~
bring about significant changes in the children, youth and adults
in the classroom ~~ then I contend we're wasting a lot of money
on curriculum development.

The danger of stating a biaa as I've just done is that one
ig forced to generalize. There are obviously example after
example of teachers using materials appropriately and as many
examples of high quality materials which have been developed by
the individual teacher.

A great deal of the classroom activity for elementary-
level career education has come from the initiative and
imagination of individual teachers. Some interesting things have
been happening all around the country. I contend however, that
those examples represent the exception rather than the rule.

Ladies and Gentlemen, I have done the three things I set
out to do,

In summary therefore, let me suggest a couple of courses
of action. :

First, I golicit your help in achieving the tasks 1've
outlined for the new Bureau.

Second. I ask you to consider the laundry list and in-so-
far as my perceptions are accurate I suggest you try to develop
procedures or proposals to overcome those problems.

Third. prove me wrong if my bias 1s indeed an incorrect
one. If, on the other hand, it proves correct, you have, it seems
to me, as professional curriculum specialists, 2 responsibility to
come up with a way to change the typical operational patterm of
the average teacher.

Thank you for inviting me and I wish you well as you
continue your deliberationms this weel.
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