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Chapter I

THE CREATION OF EXPERIENCE-BASED CAREER EDUCATION

Introduction

When they were sent by the National Institute of Education to

examine NIE's four pilot Experience-Based Career Education programs

(EBCE), members of the first External Site Review Team knew little more

than that the programs had been set, into motion with remarkable speed.

The review team members were at first skeptical -- until they began to

interview the students who had been in the pilot programs for just a

short time.

About 150 randomly selected students visited informally with members

of the team, and all of the students expressed enthusiasm for their

high school programs. That enthusiasm was shared by competent and

dedicated members of the program staffs of each center. For a high

school program to generate this response meant that EBCE was more than

a passing fad and that it was creating something more than an experimental

halo effect.

For at least one youngster, Experience-Based Career Education in

less than one year helped stir a long-dormant interest in self-improve-

ment through education:

September --
The people, or rather staff members, seem to be pretty

far-out people. I don't hate any of them yet -- ha ha . . .

I hope I'll like school this year . . . I know it couldn't
be worse than last year .

. February --
I really learned a lot when we went down to (the capital).

It was almost unbelievable. I mean, I would never of learned
that much, not in a million years, at - - High School. I

got to talk to a lobbyist from New York, to the president of
the Senate; I was in (the governor's) office; I was a page . .

and I got to be on'the (Senate) floor all day . . .

6
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March --
Man, everything is looking up. Even the gas lines are

shorter today . . . I don't mind living half as bad.

But citing one success or 150 subjective interviews is not suffi-

cient grounds for an endorsement. By now, enough effort and public

resources have been invested in EBCE to warrant an extensive study of

its development and its proMise, although the latter will be judged

ultimately by educators, students, the public, and by time.

As its name implies, Experience-Based Career Education has at least

two unique characteristics: it enables a student to focus on his or

her career development, and it helps a student learn and grow through

direct experiences in the community -- particularly work experiences.

EBCE helps high school students complete graduation requirements while

they learn through experiences outside the walls of a school building.

This book, commissioned by the National Institute of Education,

attempts to describe the origins, characteristics and potential of. EBCE

.through a close look at the concept as it has been practiced at pilot

programs in the four initial communities.

We think the programs described in this monograph show promise of

meeting some unmet needs of today's children and youth. This does not

imply a negative view of what is occurring in our schools today.

Children -- not all of them, to be sure, but most -- are learning basic

skills. And large numbers are being prepared for college, careers,

professions, and enjoyment of the arts.

American schools, in the words of at least two noted historians,

have served this nation extremely well. To suggest that they can be

helped to do even better -- especially for those young people who have

not really benefited sufficiently from the schools up to now -- is not

to, deny past or present accomplishments.
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Experience-Based Career Education, then, is not a replacement for

the present educational system. It offers potential for incorporation

into the existing system or for providing alternative educational

approaches. It has established itself as part of the educational land-

scape. Now educators and the public need to better, understand and

evaluate it.

Origins

Every known human society makes some provision for guiding its

youth from adolescence into adulthood. In a primitive society, the

transition may be only ritualistic because youth have already learned

to engage in life activities as novices or apprentices. But as societies

become more complex and pluralistic, knowledge as well as skill is

needed for effective participation, and the problems of moving into adult-

hood are both complicated and diffuse.

In societies marked by technology, adults work not only away from

the home, but, increasingly, even away from the residential communities

where their children grow to maturity. As a result, today's children

have little, if any chance to learn through direct involvement in the

adult world of work, even though such involvement holds the key to their

emergence into adulthood. Young people now spend most of their time

in a world populated by their peers, and their dominant environment is

either the school or the informal society of their age mates.

One of the leading issues confronting those who guide American edu-

cation is how to deal with the diverse needs of children living in a

pluralistic society. The American educational system has emerged out

of its historical roots, and today its primary role is to help children

acquire the basic learning skills and knowledge to prepare them for
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their future adult roles. Compulsory education laws have imposed mass

education upon the schools, so that curricula have had to be organized

to deal with all of the children of all of the people as economically

as possible. The result has been curriculum procedures and requirements

so standardized that, in spite of pressures to the contrary, the school

has had to concern itself primarily with the cognitive development of

children.

This preparation may have been generally adequate for those children

who.are going to enter the more highly conceptual occupations and pro

fessions. But for those children who are less conceptually capable or

oriented, serious problems have emerged.

The Four Crises of the Schools

There have been numerous diagnoses of the problems facing American

public schools today, but most of them can be summarized in terms of

four crises to which the schools must respond.*

First is the crisis of relevance. It is apparent that high schools --

particularly those in the urban areas -- are not capturing either the

attention or the interest of many students. Absenteeism is very high.

Students seem to be passed along without regard to accomplishment. Bore

dom and lack of purpose in young lives are revealed by unrest, violence,

crime, drug addiction, and dropouts. Obviously, schools are not respon

sible for all the problems of youth. Just as obviously, schools cannot

replace all other social agencies that need to deal with these problems.

But neither can schools avoid their responsibilities for helping students

cope with today's problems of living and adjusting. Standardized and

*See Bibliography at end of this chapter for supportive and recommended-
studies and'analyses.
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routinized school curricula and activities stand in sharp contrast to

the reality that surrounds young people in their communities. The two

worlds of youth -- one inside school and the other outside it -- may

appear irreconcilable, but they must be bridged for the disaffected youth

who actually may make up the majority of high school students.

Second is the crisis of the human and social problems facing youth

as they grow to maturity in a complex, technological society. Mass society

has become excessively bureaucratized, and young people, especially,

feel like pawns at the mercy of forces beyond their control. Identity

problems and the search for fulfillment are uppermost in their minds.

Of what interest is the study of the great literature when graduation

from high school means entering a life-career on welfare? When the envi-

ronment and the land are being increasingly contaminated? When inflated

prices are eroding the standard of living for the already economically

deprived? When the availability of most prized jobs is decreasing while

the costs for necessary training are too high for the poor? Whether

this picture is entirely accurate, it is the one perceived by those striv-

ing to find their places and to cope with their present and future exis-

tence.

Third is the crisis of values and aspirations. Studies of the youth

culture of the 1960s and 1970s, while more numerous and better dissern-

inated than earlier studies, have not been entirely adequate. The best

analyses show that youth are influenced by the current material culture

as long as they can find the means to take part in it. But they are

not the iconoclasts they'are sometimes pictured to be. They appear to

be searching less for new values and more for ways to .bridge the gap

between aspiring to and achieving their life roles.

10
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Fourth is the crisis of recoanizing human diversities. The dream

of the American melting pot was never fully realized. For various reasons,

ethnic and other_grDups formed enclaves within the broadet society and

sought to maintain their individuality -- some by enforced isolation

from the "mainstream" and others by a desire to maintain their cultural

uniqueness. But the schools, as well as other instruments of society,

became part of a futile attempt at homogenization. The resulting homog-

enized school curriculum is a product of standardized textbooks, courses '

of study, instructional procedures, and structural characteristics.

Diverse cognitive styles are rarely accommodated. Differing aspirations

are generally !.gnored. Students are considered to share the same char-

acteristics, and, in the better school systems, those who diverge too

greatly receive special education to remedy seeming inadequacies for

coping with normal learning situations.

In spite of more than a century's efforts at individualization and

vocational education, there has actually been little departure from mass

procedures in the school's traditional framework. So homogenization

has failed, and now the greatest challenge to the contemporary school

is to find ways to deal effectively with human diversities; to deal with

the whole range of human needs and capabilities; and to build a meaningful

educational program encompassing all of the psychological, cultural,

sociological and value differences that characterize youth in school

populations.

Career Education: One Response

One response to these crises, originally proposed by the U.S. Office

of Education and subsequently shared with the National institute of Edu-

cation, is career education. How one phase of that effort has developed

11
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and is operating, and its promise for the future are the subjects of

this monograph.

Former U.S. Commissioner of Education, Sidney P. Marland, Jr. stated

the need for schools to Change when he said:

We must purge ourselves of academic snobbery. For education's
most serious failing is its self-induced, voluntary fragmen-
tation, the strong tendancy of education's several parts to
separate from one another, to divide the entire enterprise
against itself. I propose that the universal goal of American
education, starting nqw, be this: that every young person
completing our school program at grade 12 be ready to enter
higher education or to enter useful and rewarding employment
(8, pg. .35) .

With this statement Marland launched the career education --

a movement to combine all the disciplines of the traditional school

into a program stressing education's relevance to the job of preparing

youth for life roles:

By career education I would have considerably more in mind
than the teaching of specific skills. I think the student
should learn about the wide range of job responsibilities;
he should have guidances and counseling toward matching his
interests and abilities with a potential career, and he should
be guaranteed help in finding a job whenever he decides he
is ready to enter the working world (14).

Many individuals, organizations, and school districts heeded Marland's

call. A variety of interpretations of "career education" resulted.

The National Center for Educational Research and Development (NCERD)

of the Office of Education took on the jOb of developing some approaches

to be funded by the federal government, approaches which would stimulate

local and state efforts to accomplish the career education goals.*

What is EBCE?

One plan proposed by NCERD and accepted as a major program for the

Office of Education was initially called an employer-based career educa-

*For a full discussion of the development phases, Fee Charles B. Stalford
(16).

12



1-8

tion program. Its designers decided that, although employers would be

involved, the whole program would not be employer-based, nor would this

be its chief characteristic. Under the direction of the National

Institute of Education, the name was changed to Experience -Based Career

Education (EBCE). Experiential learning was emphasized within the con-

text of the community's total functions. There was particular emphasis

upon career exploration and development.

An NIE booklet (17) defines EBCE as follows:

EBCE merges academic, vocational and general education into
a program of total learning ..hat makes maximum use of community
resources and people. By providing students with cumulative
experiences in a variety of everyday life and work settings, EBCE is
helping young people:

*Know themselves better b) refining their interests, abilities
and values to develop realistic and obtainable career and life
goals.

*Learn that basic skills in communications and mathematics
are essential and relevant for accomplishing their career and
personal goals.

*Gain a broad understanding of the world of work -- its
relevancies, rewards, and shortcomings -- by learning what
they can expect from it and what it will require of them.

*Build the decision-making skills needed to put what they
have learned together with what they want to be.

*Discover that the "adult world" is not simply an "establish-
ment" but is made up of many different people with their own
goals, values, and personal characteristics.

Four regional laboratories were charged with developing the EBCE

model: The Far West Laboratory for Educational Research and Development

at Berkeley, California; the Northwest Regional Educational Laboratory

at Portland, Oregon; Research for Better Schools, Inc., at Philadelphia,

Pennsylvania; and the Appalachian Educational Laboratory at Charleston,

West Virginia.

Pro7ram Goals and Objectives

A wide range of student objectives was set for the programs, as

suggested in the initial EBCE concept. Each program included goals

11111Y1E11.

1.3
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in basic skills (stressing reading, communication and arithematic and

sometimes covering both-affective and psychomotor skills), life skills

(including interpersonal relationships), and career skills (helping

students learn more about themselves and the world of work).

After the first year, eight common goals were adopted:

1- Career development skills and knowledge

2. Self-knowledge-interests, abilities and values

3. Reading skills

4. Problem - solving skills

5. Skills of oral communication

6. Writing skills

7. Interpersonal skills

8. Basic quantitative skills (16, Section II, pg. 3)

How these goals are reflected in the programs.of the various EBCE sites

will he discussed in detail in subsequent chapters.

Basic Characteristics of EBCE

In its design, Experience-Based Career Education has melded three

powerful concepts: (1) education through experience, (2) community edu-

cation, and (3) career education. Each has stood well by itself for

a long time, both in theory and in practice. EBCE's unique contribution

is merging the three into a unified approach to meeting today's educa-

tional needs in the United States.

Perhaps most fundamentally, EBCE is a practitioner's approach to

education rather than that of the philosopher or the theoretician. Far-

ranging philosophical systems have been employed, but in simple fashion,

much to the theoretician's concern. The designers of EBCE are pragmatists

who asked two basic questions: "Does it work?" and "Are the consequences

14
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relevant to today's American human and social needs?"

Education Through Experience

'.earning through experience WWI undoubtedly the original form of

education. Then, at some stage in their development, human beings learned

to conceptualize on the basis of their experience. Experience was cumu-

lative, and, as language emerged, the consequences of experiences could

be passed en:

John Dewey, in recommending "learning by doing," recognized that

while few individuals have relatively high abstract conceptual ability,

everyone has some ability to conceptualize on the basis of experiences.

Schools can help individuals find meaning through activities. They can

provide settings where experiences reinforce as well as illustrate both

learning and meaning. No one would accredit a high school science pro-

gram whiCh had no laboratories or a vocational program which had no shops.

Both are instances of contrived laboratories for "learning through experi-

ence."

The progressive education movement of the 1930s broadened laboratory

experiences to involve the social sciences and language arts. Students

were urged to engage in "real life" situations in order to better under-

stand how society operates. The problem with progressive education was

that it was the idealists' system, and neither its strategies for use

nor its systems for evaluation were sufficiently developed to permit

well-designed instructional approaches.

EBCE's approach is within this framework, but with a remarkable

exception: the experience is not aimlessly existential. All students

have person.11 reasons for becoming involved In their experiences. Ex-

periences, in other words, are instrumBntal to students' own recognized
15



-educational aspirations. Students become skilled in the techniques

of communication, learning how to draw conclusions from personal experi-

ences, and in using their experiences to gain increased power of decision-

making for both personal and social ends.'

In EBCE, experiences can be either inside or outside the schoolhouse,

but the school remains the center where students learn to synthesize

.their experience with accumulated knowledge. Put another way, EBCE uses

the direct experience approach, so there is a reciprocal reinforcement

between learning from books and other educational processes on the one

hand, and from direct experiences on the other.

Community Education

Student experiences in EBCE do not occur in contrived or simulated

situations. Students acquire meanings through real-life situations within

the community in which they live. They become involved in that vast,

real-life laboratory developed to provide for human needs in all sectors

of society. No school system alone could afford to provide the human

and material resources that the community can offer for student learning.

The community provides the laboratory where children can explore, gain

understanding and acquire competence; and it surrounds every school.

EBCE neither walls in the school nor walls out the community. It

places students within the real life functions of the community -- be

they economic, governmental, cultural, welfare, avocational, or educa-

tional -- as both observers and. participants in quest of better under-

standings and skills.

it also brings the community into the learning center where students

engage in the more formal learning aspects of school. Current formative

evaluation data show that for most students, relevance and real-life 16
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significance do not have to be contrived.

Career Education

One essential question still remains: experience and community

life involvement for what?

EBCE is based upon the realistic and practical understanding that
.

the public expects education to help children gain fulfillment through

effective participation in and contributions to the social life of the

community. Implicit within the emerging EBCE programs are four elements

aimed at reaching this objective:

1) EBCE is not really a substitute'for the basic educational studies

in the establidhed curriculum. In practice, the EBCE program is an al-

ternative within the established school program rather than a substitute

for it. When they enter an EBCE program, students continue their studies

of the fields of knowledge, but for a different reason and from a different

perspective than before. .Experience in the first two years of EBCE pro-

grams indicates that students elect to continue their basic educational

studies because they have found that such knowledge and skills are rele-

vant to their needs. Some of the formative evaluation results indicate

that this is more than an ideal; it actually happens because students

have been helped to assess their needs in relation to what they want

to accomplish in their lives. These studies, then, become truly instru-

mental for the students and'not just ends in themselves.

2) What holds the students' programs together and arouses them

to further effort is the emphasis upon exploring career alternatives

and determining the paths that lead. to their career objectives. This

factor may not be as unique as it is sometimes considered to be. Schools

have always been future oriented. Teachers have urged children to con-

17
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sider how they are going to live their lives and "what they are going

to be." But rarely have programs actually been devised to achieve this

end for all students. Separation of the academic and the vocational

programs in the high school has been a barrier to a fusion of the two.

In EBCE the career ejnphasis is central because this is a main concern

of adolescents as they approach adulthood. "When I grow up,I want to

be. . ." is a significant statement by children at all ages, but it is

particularly important during adolescence.

It should be noted that students have different emphases upon the

need for exploration and for discovering unique pathways to their objec-

tives. Some students with unusual interests or talents have already

formed their objectives or have the scholastic aptitudes necessary for

delaying their choices until they have accomplished further academic

studies. But not all students should'be forced into a single approach,

as so frequently occurs. This is why EBCE should be viewed as "an al-

ternative with" rather than an all-encompassing or universal substitute.

3) Life isn't all a matter of earning a living, even though every-

one is expected to do so in one form or another. Failure to perform .

one's economic role effectively disrupts the other life roles, and failure

to perform other life roles effectively may be equally disruptive. So

EBCE also emphasizes greater effectiveness in life skills. Admittedly,

students find this aspect of the program less exciting than the career

orientation, and in most programs this area is less well-developed. But

it is an intrinsic part of the program and needs to be improved. It

emphasizes the individual's roles as citiien; as participant in recre-

ational, avocational, and aesthetic experiences; as a member of the family

group; as participant in community activities and organizations, among

others. 18
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4) Many high school graduates cannot participate effectively in

various sectors of society because of poor communication skills, and

this has created growing concern. Deficiencies in reading, writing,

speaking, computation, logic and other skills become glaringly apparent

as students become involved in occupational, service, and civic enter-

prise. For these reasons, EBCE has incorporated a corrective and remedial

facet, focusing on improving students' effectiveness in basic skills.

Guidance services help identify other deficiencies, and, then, individ-

ualized programs are developed. Hopefully, in the long run, as schools

improve their ability to improve these skills in lower grades, this facet

of the program will become less necessary.

Other EBCE Characteristics

One difficulty in describing the EBCE programs isthat they appear

to be prosaic or theoretical. Yet, .they are anything but dull or formal

in practice. Some of the characteristics which seem common among the EBCE

programs help to reveal the esprit which currently dominates the programs.

This esprit makes it hard to evaluate the programs objectively, for it

is difficult to determine whether the- students' accomplishments and achieve-

ments result from a combination of program elements, or if they reflect

the exciting environments and personal interactions among students and

operating personnel.

The regional laboratories established flexible guidelines for the

development of EBCE programs. They stated that the high school population

admitted to the programs should represent a fair student cross-section

in the community; that instruction should take place at experience sites;

Lhac career and academic activities should be blended (and learning out-

tomes appraised accordingly); that instruction be individualized; that

19
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students participate in decision-making; and that employers and community

resources help set policy and make decisions. The laboratories were

charged by NIE to develop a system for the governance of EBCE programs

which would be lodged outside the laboratories, to maintain adequate

documentation to help in the replication and diffusion of EBCE programs,

and to establish a common cost accounting system.

1) Locus of Instruction. Although the original guidelines charged

that instruction take place at employer sites, each EBCE program has

gone beyond this requirement. Instruction is centered at sites away

from the learning centers, but not exclusively at employment sites.

These locations may be various commercial or industrial enterprises,

but they also include educational, governmental, civic, service, recre-

ational, and performing arts centers. It is more accurate to say that

instruction is centered in community resource sites. Students use the

learning center facilities and perSonnel extensively, but they use them

to supplement their community site activities, to obtain guidance and

development aid, to complete assignments which may be field related,

and to work on their basic skills. Most EBCE students interviewed said

there is not an essential distinction between the learning center and

the community resource sites.

2) Blending of career and academic activities. Programs have not

yet attained the ideal, but some modest gains have been made in blending

career with academic work. Career orientation is central to most stu-

dents' programs, but not all of the other activities have yet been inte-

grated with this orientation, at least to the satisfaction of the stu,

dents and operating personnel. Students seem to view the program ele-

ments as discrete components of the program, even though many elements

20
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are blended. They have requested many different academic courses because

they find them relevant to the career fields they are exploring or

pursuing. One male student, for example, took science and mathematics

course() because he felt that he needed them- to become proficient off a

.fireman. A female student took an advanced course in mathematics and

a special course in computer technology to prepare for a career as a

sales representative for a computer firm. Another student elected to

study biology because of his interest in a career as a technician in

a medical laboratory, and he also sought remedial work in speech and

writing so he could communicate better with fellow technicians in the

laboratory. Such developments are significant accomplishments, but much

more work needs to be done to advance both the technology and the know-

ledge of how career exploration and decision-making can become an edu-

cational motivator of adolescent students.

3). Individualization of instruction. Students entering any pro-

gram work with learning coordinators or guidance personnel to establigh

their own goals and to select the activities appropriate to those goals.

There is no prescribed course sequence. Each learning coordinator --

in cooperation with students and their parents -- orchestrates the pro-

gram elements to help students develop their careers, complete graduation

requirements, and fulfill curriculum requirements in the life and basic

skills. Each program is tailored for each student and can be. shifted

to match their changing interests, strengths, deficiencies, and aspira-

tions. Students have a learning plan, which becomes a contract between

them and the learning coordinator. Student initiated changes in that

plan involve negotiations among students, parents and various resource

persons.

21
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4) Student participation in decision- making. In each program,

students helped formulate the instructional design and the delivery

systems. Rules and regulations regarding student conduct and other

aspects of the program were provisionally determined. Some students

who helped develop the program said that they felt they made real con-

tributions and that their perspectives were seriously considered by the

professional personnel. Student participation ranges from an occasional

conference between selected students and operating personnel to a formal

system of student government and student involvement on governing boards

and planning committees. In some instances, students have said that

formalized involvement is not essential, since there is a very close

working relationship between the operating personnel and students. When-

ever problems arise, it is easy to review policy issues because there

is open and frequent communication between the operating personnel and

the students.

5) Involvement of employers and community resource personnel in

policy- and decision-making. Each center has its own advisory or govern-

ing board, made up of people who represent various publics associated

with the EBCE programs. These include representatives of labor and em-

ployer groups, employers involved in the program, parents, community

leaders, school leaders and officials, and students. Depending upon

the legal status of each EBCE program, these boards have varying degrees

of responsibility. The Academy for Career Education is now part of and

housed in an existing high school and accountable to the Philadelphia

Board of Education. (CE)2 in Tigard, Oregon, is a governing board which,

in r?ffi-J:L., contracts for operations with the regional laboratory (the

prime contractor), employs personnel, makes decisions with respect to
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students, and establishes final authority for programs, just as would

a statutory board of education. In other instances the board may be

advisory, meeting infrequently, and offering the members' suggestions

only on matters of the agenda.

6) A clinical mode of operation. EBCE programs treat the educa-

tional process as a physician treats patients: diagnosis, analysis,.

prescription, experience, summation and assessment. One student com-

plained that he was frustrated when he entered the program because past

experience told him he would be assigned a place to sit, some textbooks

to study, a schedule to follow, and work to do.. Instead he found that

the emphasis was on him and his needs. His first few days were devoted

to taking tests, interviewing various personnel at the center, determining

his interests and aspirations, setting his own goals, reviewing his past

educational achievements, and seeing which EBCE experiences he should

have to attain his objectives. This process has helped create new pro-

fessional roles in EBCE programs. No one has the title of "teacher."

New roles are devised to guide, to assist, to plan, to arrange, to recom-

mend, to select, to provide alternatives, to support, to assess, and

to reinforce the decision-making of the students. These clinicians are

called learning managers, learning coordinators, guidance coordinators,

and employer relations coordinators. Although further refinement is

needed, their techniques are based upon some sound research and perspec-

tives of how professionally prepared adults may relate themselves to

the learning needs of students.

7) Student centered. The clinical mode of operation maintains

a student-centered perspective throughout' all of the EBCE programs. It

emphasizes that each adult treat students as individuals who are looking
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for a place in the world and preparing for adult roles. What the adult

in the 'program wants is less significant than what the student needs.

8) Learning as exploration. Basically, student learning experi-

ences are explorations that help them secure new understandings and refine

old ones and see if the setting and its requirements match their aspi-

tationa, their concerns.about establishing their ways of life, and their

capabilities. for both performance' and self-fulfillment. The accumulated

experiences should strengthen all students' capabilities to make those

decisions which are of ultimate concern to them.

9) EBCE programs are systemic. There is an attempt' to blend all

the program's elements into a unified whole, but the concept of systemic

organization goes beyond this. Directions are not left to chance. Al-

though sequences are not dictated, their possible interrelationships

and incorporations within the student's program have been clearly estab-

lished. Since the range of students' interests may be far greater than

that provided in the normal school, there are systems to help students

explore areas not anticipated in the prepared materials or community

contacts. No identified student need or interest should be overlooked

in EBCE. The capability of the program must be greater than the demands

on it.

10) Guidance and counseling are integrated with the total instruc-

tional system. Guidance and counseling are integrated with all the other

elements of the instructional system. Since the ultimate objectives

of EBCE are to help all students discover their most appropriate careers

and life styles, guidance is aimed at career planning and decision making

with respect to life roles -- not just the educational or crisis coun-

seling characteristic of normal school processes. Most significantly,
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guidance personnel come to know students well, work with them daily,

participate in staff conferences relative to the progress and needs of

students, and, in essence, become resource personnel for students, parents,

and learning managers. Guidance personnel may also directly plan pro-

jects with students and work out program plans with a single student

or with groups of students.

In some instances, guidance counselors may become disciplinarians.

Monitoring student behavior in accordance with rules, regulations, and

codes set by common consent is not foreign to'the EBCE, but most of the

guidance expertise will be used to- help students achieve.

Guidance workers also maintain an important link with the community.

In the normal school situation, school-community relations are limited

to the interaction of the students with publics directly involved in

the school or with the student's immediate family.. These publichave

diverse expectations for student behavior, and not all of the.expectat,ons

are compatible with those officially established at the learning center.

Inevitably, some difficulties arise. Various links with diverse

publics, therefore, have been established to manage some of these relation-

ships. Guidance personnel, as well as employer relations specialists,

play a fundamental role because of their work with students in cases

where student perspectives may conflict with those of the public to the

point of endangering school-community relationships. For example, a

school's own dress code may contrast with that enforced at a community

resource site. Employers who must maintain appearances in order to satisfy

customers or their own legal requirements must have more rigid standards

than normally would be expected in a. school, especially one from which EBCE

students come. Guidance personnel, thus, have to help work out the de-
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tails of the sensitive'relationships both to protect the employer and

to build understanding among the students.

11) A functional' record system. The record system in EBCE has

to serve the developmental needs of students rather than simply provide

a history of courses taken, credits earned, test scores and grades achieved.

The record becomes not only a history of the student's educational experi-

ences, but a diagnostic instrument. Not all of the problems of maintaining

this record system have been resolved. The most significant issue is

not how it can he done, but how it can be done without involving too

much clerical time for professional personnel.

12) The coordination of instructional, development, and assessment

teams. Funds allocated by the National Institute of Education not only

operate EBCE programs in accordance with original development plans

but also maintain evaluation teams and support some research to permit

drawing usable inferences from the projects. While operating personnel

provide the best possible educational experiences for students, develop-

ment teams at each EBCE sch,,,1 are constantly using the data from the

instructional and evaluation teams to revise and refine the existing

systems, strategies, technology, and materials, and to develop approaches

for newly identified needs. The evaluation teams are constantly designing

the evaluation procedures and identifying, techniques for assessing the

accomplishments of various aspects of the programs.

Although individuals are recognized for their discrete roles within

the organization, there is constant interaction among the teams. Per-

sonnel from development and evaluation attend conferences held by the

operation teami;; development plans are evaluated by the operations staff;

and evaluation staff work with both development and operations people.
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This arrangement is a unique contribution to educational development

since coordinating the three elements involves not only some discrete

orientations, but a responsibility among all personnel for the total

plan of operations and for installing the various program elements.

To a considerable degree, but not without some continuing difficulties,

the three teams have arrived at compatible operating patterns and are

mutually reinforcing.

13) The psychological environment of EBCE schools. Whether planned

or a consequence of the personalities of participants in an innovative

program, a unique aspect of the EBCE schools is the esprit in each of

the centers. In all of the centers, the administrators, professional

staff, students, and parents were almost universally enthusiastic about

the program. They felt that it was accomplishing its stated purposes

and was meeting student needs in ways that the normal school program

have never been able to do. In only one of the four centers did employ-

ers voice significant criticism, but even at this site employers generally

agreed that the program was meeting a range of needs, and they recommended

that it be maintained and extended.

Whatever its origin, this esprit does help account for the successful

operations.of EBCE and the significant accomplishment of developing the

systems and maintaining effective operations in such a short period of

time. On the other hand, 'three factors noted by several observers may

also account for the excitement in this newly estnblished environment.

First, all of those in the programs are doing things they want to

do. It would be very difficult to be a part of any one of these schools

and,he only passively involved, because the systeMs themselves demand

that individuals become active explorers. Some programs are more tol-
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erant of wasted student time than others, and it is certainly necessary

to recognize that no human organization can be devised to meet continually

the needs of all the individuals in it. But a remarkable aspect of pro-

grams that tend to be open-ended is that so little wasted effort and

so much active involvement are observed.

Second, much of the esprit seems to arise from the internal dynamics

of learning centers. The focus is upon the needs of students. Relation-

ships are based on mutual respect for the integrity of every human being.

Everyone is called by first name: student, administrator, or a member

of the professional staff. Professional staff members are available

to help with the needs of the students. An open-office-door policy pre-

vails among all levels. Physical facilities at all sites are minimal

and not among the best. To overcome inadequate space, individuals have

had to develop a tolerance for joint use and maintenance of close working

relationships. As one student expressed it, "Nobody gets kicked around

here." One student, after being penalized by a guidance officer, said,

simply, "She did it because she wanted to help me, not because she was

mad." Different points of view do prevail, but these generally are open

to negotiation, so students do learn how to negotiate their differences

with professional staff in an environment that promotes a clear rationale

for decisions made.

Third, this environment is an open system whose elements can be

negotiated and where closures lead to something other than termination.

Students plan their own time, and one week's plan may be very much dif-

ferent from that of the week before. Students are responsible for how

they spend their time and for meeting their obligations, regardless of

the controls that may be exerted over them. If an experience is not
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working, it can be terminated rather quickly and an alternative. estab-

lished. Resources are available in the learning center for students

when they need themi and personnel are generally available when their

assistance is wanted. The whole environment appears organized to he]p

accomplish the objectives established by each individual. When a pro-

blem arises, a group can usually get together to tackle the problem imme-

diately so it does not fester. Such an environment will inevitably feel -

congenial to those who are involved in it. It remains to be seen whether

this environment can be maintained over time.

Each of the four laboratories has put these characteristics together

into somewhat different EBCE plans. There is probably no one best way

to accomplish the objectives. In the following chapters, each of the

four plans is very briefly described.
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Chapter II

EBCE AT APPALACHIA

The Beginriina

Is it possible to merge the worlds of classroom and community, of

scholarships and experience?

And can it be done in a way that will make it an attractive and

useful option for students and teachers alike?

These two questions faced planners and developers at Appalachia

Educational Laboratory (AEL) in late 1971 as they grappled with the job

of creating an Experience-Based Career Education program (EBCE) in

Charleston, West Virginia.

Today they can point to an EBCE program which, in three years, has

attracted the support and participation of hundreds of students, parents,

employers, labor unions, and civic groups.

Appalachia's EBCE program takes the things that students normally

study, adds many new ingredients (about people, jobs, self, and the way

communities wnrk), and then lets high school students learn about them

in the community through direct experience with hundreds of adults. In

the process, students obtain academic credit, explore the real dimensions

of many careers, lean, much about who they are and what they want to

become, and master soli % of the skills they'will need to negotiate the

complex world of adult. 'kving.

Here is how one stadent fared in EBCE at Appalachia:

Diana at the AEL School*

Diana entered EBCE as a way out. "I was sick of school and just

*Provided for this publication by the AEL staff. 32
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wanted to get it (senior year) over with," she said. "I didn't have any

motivation to learn anymore. But she left EBCE with the comment that

"Now I see a purpose to my (school) work, and see that I can apply what

I've learned."

Diana was one of 45 students who entered the AEL School in the fall

of 1973 -- the second year of operation. Her test scores indicated below

average to average math/science skills and above average verbal and read

ing abilities. Her grades, prior to entering EBCE, fluctuated but main

tained a general consistency with her achievement scores (BC range).

Diana brought with her to the AEL School some unique personal and

academic experiences. During her sophomore year, she was "pulled out" of

her regular high school and switched to a "homebound" school (for unwed

mothers). Following her experience in the homebound environment, Diana

chose not to reenter her home school for her junior year. Diana said,

although her own words were much different, that she had undergone an

emotional/social experience for which her previous academic experiences

and training had in no way prepared her. She wanted to attend a school

during her junior year which would help her meet what she considered

to be relevant personal needs. Diana chose to enter such a school, located

out of state. Before leaving, however, she discussed her experiences

with a girl friend, and the friend told Diana about a new experimental

program she was entering that fall. She suggested that Diana might want

to consider such an alternative when she was a senior. This was Diana's

first contact with the AEL School.

Diana finished her junior year out of state, and then enrolled in

a local surLmer school to catch up and reorient herself to high school.

But during the summer, she became very discontented with her courses,
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the classroom atmosphere, and the teaching methods. She had experienced

more academic freedom during her two previous years of schooling.

While exchanging miseries with a friend one day, Diana discovered

that her friend was planning to enter the AEL School in the fall. Diana

realized that this was the same program she had heard about a year ago,

and she also began making plans to enter.

Following her application, a parental interview, and overcoming

some parental reluctance, Diana was accepted into the AEL School. She

didn't have much idea what she wanted to do with her life, and didn't

feel she was finding out. All she wanted was to.finish her senior year

get her diploma, and get out.

At first, things weren't any better for her. She had to overcome

a horrendous transportation problem -- waking.at 6 a.m. to catch a bus

which was in transit over an hour to reach the AEL School. At night

it was the reverse. However, Diana soon adjusted to the long travel

time. "The morning trip gives me an hour to think about my day and on

the way home I have a chance to think about what's happened to me (that

day) and unwind."

Besides needing just one credit each in communications skills and

world culture, Diana expressed interest in areas related to her hobbies --

arts and crafts. She also had a deep interest in children, and wanted

experiences which would better prepare her for life. Her stated career

interests when nhe entered were "agrarian careers and mid-wife."

Her first placement was at a hospital in the pediatric ward. She

experienced mixed emotions about the placement. The sight of seriously

ill children depressed her; but by watching nurses care for their patients

Diana could also see the rewards of healing the sick.
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Diana was also frustrated because she was mainly just an observer

in the hospital. "For once, I wanted to do something. I'wanted respon-

sibility, not just to watch other people. I wanted. to help someone

myself." So, at the end of this three-week placement, Diana negotiated

a transfer to a more active site -- Mountain Artisans -- a specialty

firw-aealing with mountain arts and crafts. She enjoyed this site more',

and learned more than at the hospital: for one thing, how to make a.

patchwork quilt "from scratch," a basic survival skill. Diana also liked

Mountain Artisans because she was able to get more involved: "I really

got into the work and liked the people."

Diana's next placement was again a site involving children: a'day-

care center for children of low-income, working mothers. She had diffi-,

culties at this site for which she was unprepared. Most of the staff

and children at the center were black, and Diana felt that there was

some resentment and prejudicial treatment because of her color and eco-

nomic background. However, she was not sorry for the placement. "I gained

real insight into how black children are raised and the problems of

ghetto children. I think I understand them much better now. This place-

ment changed some of my, attitudes."

Diana still felt torn between a. career in arts and crafts and one

working with children. Her'learning coordinator suggested a placement

at the local art gallery because of the arts and.crafts on display

there -- many of which were done by regional artists and therefore re-

lated to her interest in mountain crafts.

The art gallery was part of a larger organization which housed,

among other things, a childrell's museum. But at te time of Diana's

placement, only the art gallery was being used in the AEL program.
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Diana liked her placement at the art gallery, and found it was anything

but a "dead place." She took time to explore the adjoining facility

(the children's museum) and learn aboux the various programs existing

there. She was turned on by the Children's Museum, and began pressuring

the AEL School staff to develop the museum as a placement for her. The

director of the Children's Museum readily agreed, and Diana found a

"home."

When she switched from the art gallery to the Children's Museum,

Diana became involved in all aspects of the museum's offerings. She

helped teach arts and crafts to small children; she helped organize in-

coming and existing displays. Her world culture credit was partially

fulfilled through a program in the museum -- the "suitcase loan" program,

which involved setting up and coordinating cultural displays from various

countries. Diana was ultimately given prime responsibility for coordi-

nating it.

The response of museum staff to Diana was most supportive and en-

couraging. In addition to being responsible for coordinating several

programs within the museum, Diana is also in charge of orienting AEL

School students who request placements at the museum.

The high regard for Diana's abilitieS were clearly demonstrated

when she was asked to accompany museum officials on a trip to Philadelphia

for an educational seminar on museum activities and programs. The staff

wanted heT to be fully aware of the scope and implications of the career

she was getting into. While in Philadelphia, Diana attended some of

the seminars, and also made field trips to museums in the Philadelphia

area-to learn how programs are_ initiated, how displays are set up, and

so forth. She described her experiences in a detailed log which she
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maintained and for which she received partial credit in communications

skills.

By the end of her 13-week placement, the longest any AEL student

is allowed to remain at one specific site, Diana was anticipating future

placements to relate as closely as possible to her work at the museum.

She expressed happiness about her experiences and support for the AEL

School. She believes it provided her with "real" experiences. "At

Sunrise (the Children's Museum) I learned what having the pressures

of a job are really like. I learned that you have to get to work on

time and that you have to get along with the people you work with, or

you're on your way out:"

She feels her home life and relationship with her parents have

improved because of her participation. "When I came into the AEL School

my parents and I didn't get along too well. I was lazy and unmotivated

and didn't want any responsibilities. Now I'm learning to accept respon-

sibilities and,proving to my parents that I can get along. We have a

much better relationship than-we ever did before -- I can talk to them

now as an adult."

As for college, Diana had no plans to attend college when she entered

AEL and still doesn't -- "maybe later." She plans to get.a job which

will lead her into a career in children's art/crafts and/or museum work,

and is exploring opportunities which will allow her to receive on-the-
,.

job training on a semi-professional level or perhaps become an art in-

structor at a museum or similar place where a teaching degree is not

needed. "To me college is a tool and I don't need. it now to do'what-I want

to do. Maybe later on I will need more training or want to progress

further in my career. Then I'll go to college and be,ready for it.
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Right now I'm not ready, though, and AEL has showed me how to succeed

for now without it."

Although ruling out college for the present time, Diana is very

supportive of the academic work in which she is engaged. "Before, I

just did problems and stuff to get it done and I didn't think it was

useful. Now I see a purpose to my work and see that I can apply what

I've learned."

The AEL-EBCE Design for Learning

As with the other EBCE efforts, direct experience is the key to

AEL's EBCE program. Students who are studying politics test their new

knowledge against the practical insights of legislators, judges, city

managers, and policemen. Students who think they're interested in a

career in ecology, for instance, study and work alongside scientists,

technicians, investigators, and secretaries. They discover that "eco-

logy" is many jobs rather than one, that every job has its boredom and

excitement, and that the specific ecology careers they want may require

far more (or far less) education and experience than they expected.

The entire community, with all its richness and confusion, becomes

the schoo l>for Charleston students enrolled in EBCE. Students do not

train for one preselected job, but they discover by direct experience

what career(s) they find most potentially rewarding. Rather than use

occasional "field trips" to supplement classroom study, they study among

people and in community locales. And they actually don't just learn

about responsibility, values and maturity, but how to become more respon-

sible and mature, and how to begin developing a conscious and more real

set of values.

AEL's Experience-Based Career Education program is not one curricu-
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luny, but many. Each student enters the program at a different point,

with unicwe interests, abilities, academic backgrounds, and personal

traits. enter EBCE as a full-time activity; the school w111 be

the total community, not just one classroom.

One of the two major priorities is to create a set of learning

experiences utiquelY.appropriate to each individual. As a result, students

experience their. own special community, in terms of the people they meet,

where they go, what and how they learn.

The program's other major commitment is to the belief that "courses"

do not have to be separate sets of events. The content of social studies,

English, science, and career development are inescapably different, yet

within AEL's EBCE program they are combined into single sets of activities.

An EBCE student, for example, may conduct biological research and experi-

mentation (for science credit) while exploring a particular career in

ecology (for career development credit). They may write reports on both

of these activities, and have them evaluated for English credit. They

may supplement any of these "on-site" activities with special tutoring,

small group discussion, texts, or independent study activities in a .special

learning center. The primary criterion is what is best for the individ-

ual student, and the-"best" is a joint decision by the student and his

or her learning coordinator (and frequently parents, community adults,

and guidance personnel).

AEL's Experience -Based Career Education program is, in short, an

attempt to provide high school students With learning opportunities that

are as realistic and as relevant as possible.

AEL's FBCE staff tried at the outset to break some new ground in

translating EBCE from an idea into an actual program'. Many of the ideas
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behind EBCE were not completely new; programs were already bringing the

classroom and the community closer together. But EBCE's planners at

AEL hoped to put the pieces together in ways that went beyond most existing

programs.

Vocational education, cooperative, and work-study programs empha-

sized.training for a specific skill rather than learning about many

careers before making a choice. They kept academic studies in the class-

room rather than letting academic learning occur in the community; and

they normally limited the student choices to a single site and a small

number of courses, rather than encouraging them to study many things,

in many ways, in .a large number of community sites. One set of problems

facing AEL's planners was to find ways to intermix all aspects of learn-

ing (career, academic, and personal growth), to use the live, real experi-

ences of the community, and to provide each student with many learning

alternatives based on individual needs, interests, and abilities.

The instructional "systems" which AEL has devised after three years

of testing focus on seven basic ingredients:

*Community resource sites which employers volunteer for the program

are thoroughly, yet inexpensively, analyzed to find out what students

might learn there, and under what conditions (times, people, dress codes,

etc.).

*Students' needs, interests, and abilities are individually probed,

both initially and throughout the year, to discover the kinds of learn-

ing and experiences that are most appropriate for that student.

*Standard coursework has been re-worked into a concepts approach

to curriculum in which students can pursue their courses in many different

ways, depending on overall program needs and choices.
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*Information on sites, assessments of student. needs, and the con-

cept-oriented curriculum have been systematically cross-referenced, so

that the ingredients can be mixed and matched to meet the unique needs

and desires of each student.

*Students' specific learning activities are carefully and individ-

ually described, tracked, and evaluated so that students don't "get

lost" as they learn in the community or can't keep pace in competition

directly with other students.

*A systematic, three-leveled process is used to guide students as

they use the community to investigate the kinds of careers which might

be most practically appealing.

*More specifically, educational program goals are designed to help

students:

(1) Develop basic skills and knowledge that are.requisite (e.g.,
mathematics, reading and communicating) or necessary to pre
pare for functioning in chosen, career, social, and personal
environments;

(2) Develop life'skills or necessary behaviors and attitudes which
help individuals relate to the economic sector and other life
roles in a self-fulfilling manner;

(3) Become knowledgeable about careers, jobs, and the job market;

(4) Develop a self-concept of individual characteristics, goals,
values, and interests;

(5) Develop general and specific skills for career entry, career
advancement, and career mobility'and adaptation;

(6) Develop the ability to identify the social, psychological and
financial rewards of careers;

(7) Develop the ability to make appropriate career decisions.;

(8) Develop general and.specific skills necessary for self-manage-
ment, initiative, resourcefulness, and other coping skills.

*Finally, the traditional "teacher" has been replaced by a "learn-

ing coordinator," who has full responsibility forcoordinating, guiding,

41



and evaluating all aspects of a student's program.

Community Resource Sites

A serious initial question for AEL's planners was whether the com-

munity would be willing to participate in an EBCE program at all. Would

private businesses, labor unions, government agencies, and the like be

interested in having students on their premises, and spend time helping

them learn, without being paid, and without the promise of a trained

potential employee at the end?

AEL's EBCE program operates in Kanawha County, with a population

of about 250,000. The primary city within the county, Charleston; is

the capital of. West Virginia, and thus contains most of the major state

agencies. The county itself offers a number of large and small industrial

firms, a large and diverse group of trading, transportation; corrununica-

tions, and other business sites, and the standard mixture of commercial

firms found in a metropolitan hub. Perhaps most vital to AEL's planners,

Kanawha County had a long history of civic concern and involvement among

its business, civic, and social groups.

AEL's EBCE planners adopted what has become known as a "front-runner"

strategy in trying to elicit community support for its new program. This

strategy provided that a well-known Charleston resident, with numerous

leading business, civic, political, and social contacts, would be given

responsibility for contacting and recruiting community support. Recruit-

ment of sites, then, was to be initially targeted from the "top down," to

take advantage of the community's tendency to rely on existing relation-

ships and respect in "doing business."

strategy proved successful in Charleston. At present, AEL's

EBCE Program can draw upon some 120 different sites, with 400 to 500
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individual."resource people." rewer than 5 percent of those asked to

participate have declined, or dropped out after initially agreeing. So

far, the number of sites available to AEL's EBCE students has been limited

primarily by the numbers the program needed, and there is no evidence.

that community interest has "bottomed out."

The other major issue was what to do with the sites after they agreed

to participate. Given AEL's goals for EBCE, it was impossible simply

. to turn students loose on sites. EBCE had to find out what kinds of

learning could go on there. It was equally impractical to obtain every

bit of information which could be gathered about a given site.

The procedures now used at AEL took about two years of designing

and revising to achieve a balance between too much and too little inform-

ation and effort.

AEL's'system for analyzing and documenting what learning can take

place on a given community site focuses on an Experience Site Learning

Guide (one for each site). This Learning Guide, which can be put together

by paraprofessionals after a short training session, contains seven basic

kinds of information:

*General information about the site (names, phone numbers, location,

times, dress code, etc.);

*General descriptions of the site. (kind of business, subdivisions

within the organization, etc.);

*Task statements for each resource person in each subdivision (what

they do, why, with what tools and instructions, etc.);

*Activities which a student may only observe (e.g., a lawyer resource

person arguing a case in court);

*Activities which a student may do with no prerequisite training
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or experience (e.g., setting up props in a TV studio under direction);

*Activities a student may do with prerequisite skills (e.g., writing

radio scripts); and

*Special activities and projects (discussions, demonstrations,

tutoring, etc.).

The first three items are relatively routine. The last four are

the keys to learning. They involve the professional, analytical efforts

by EBCE staff and site personnel to pinpoint career, academic, and per-

sonal development learning activities which the site can offer to students.

In use, the Learning Guides give the staff and students an oppor-

tunity to agree on sites, and general activities within a site, which

match the student's overall program needs and choices. Once this is

done, specific activities can be generated to guide and measure what

a student is supposed to do and what he does on that site. Since the

site personnel must "sign off" on the Learning Guide, both student and

staff know in advance that the activities they create will be acceptable

to the resource people at that site.

Student Needs, Interests and Abilities

Much of the student's first week or two in the AEL program is de-

voted to learning as much as possible about what that student needs,

wants, and can do. This analysis process, takes several farms, ranging

from standardized testing and review of the student's high school tran-

script through special checklists and one-to-one discussion between

the student and a learning coordinator.

A major concern in this process is to identify which credits the

student needs. For.seniors, EBCIE must assure that each gets all the

fotmal credits required to graduate. The staff members. study the tran-

4 4



II-14

script, establish the student's credit needs and options, and then for-

mally verify the results with the counselor at the student's home high

school.

The first outcome of this analysis process is a tentative profile

of the student. It might conclude, for example, that a student needs

five credits to graduate (English, mathematics, and three electives),

is "sort of" interested in careers as a teacher, an auto mechanic, or

a lawyer, is slightly below average on standardized tests and -n grades,

is relatively outgoing and mature, and prefers to work with people rather

than things (except that he has a knack for machinery).

Students and staff discuss this information as well as the'available

EBCE sites, and the interdisciplinary curriculum which EBCE offers.

They agree on the student's academic studies, the first site(s) to be

visited, and the first set of specific activities to be undertaken.

From then-on, students and their learning coordinators will reassess

this initial set of decisions, and will change or reinterpret them as:

the student progresses. The key ingredient in such changes is the stu-

dents' opportunity to test their interests and abilities against real-

life situations, and to change their course as they learn more about

themselVes and the adult world.

Students may be exploring auto mechanics at the local telephone

company, for example, and may gradually (or rapidly) discover that they

are more interested in selling or designing machinery than in getting

their hands greasy fixing.a car. As a result of this discovery, the

next site assignment might be in the merchandising or research. and de-

velopment department of the utility company (or an electronics firm,

or the telephone company). Different activities and objectives might
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be specified for this assignment. Students will have an opportunity

to look at what they liked and disliked about those career areas, and

perhaps will pursue the required math credits by helping procure bids

for equipment rather than through calculating costs of auto parts. Cad-

ually, through this process, students "settle into" a pattern of overall

studies as they discover the "goodness of fit" between themselves and

the opportunities available in the real world about them.

Integrated Curriculum

Traditionally, one of the greatest barriers to linking different

academic courses together has been the fact that such courses have fo-

cused on the classroom and on content materials. A chemiStry course

which emphasizes mixing chemical elements, for example, has been inev-

itably difficult (if not impossible) to unite with an economics course

which emphasizes laws of supply and demand.

AEL has tried to blend many apparently discrete "subject" areas

into single sets of activities by avoiding a focus on the classroom and

on subject-matter content. The latter does not mean that students have

no academic content in their studies; rather, the content itself is not

the major organizing principle for learning.

AcadeMic and career curricula within AEL's EBCE program are oriented

toward what is known as the "concept /inquiry" model of learning. This

model has two major elements: concepts and the inquiry process.

Concepts and objectives

Essentially, the model states that learning becomes more meaningful

for students when they concentrate on key concepts and objectives in

a particular area, rather than on a body of knowledge. A student might
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need a civics or social studies credit. As part of this study he or

she might explore the question of "Are particular groups who are in con-

tact with each other basically cooperative or competitive?" (this is

a sub-set of an overall concept of "Social Structure").

The student then might explore careers (and/or earn science credits)

at a large chemical plant. In the social studies area, the student may

learn that such large industries are both competitive (in sales and new

product development) and cooperative (in basic research, in lobbying,

etc.). One site, and one set of experiences, thus help students earn

credits in several "courses," in ways that interest them and give them

some valuable insights into the adult world.

Within EBCE program, then, students choose their academic

learning objectives on the basis of key concepts which are functional

and relevant for their life activities and roles. The specific emphasis

and the subject matter used to help the student master a concept will

be variable. The meanings and understandings which the student achieves,

not the subject matter by itself, are the important factors.

Inquiry Process

The concepts already, described serve essentially as the structure

for student learning. Inquiry provides the key process for learning.

Essentially, this means that the student has decided to master (part

of) the concept of cooperation/competition -- understand it, cheW on

it, take it to heart, and apply it to the things already occurring.

The inquiry process helps students "master" the concept systemat-

ically, and in the prOcess to develop, rational thinkinc; skills. Students

select a concept, and work with learning coordinators to generate specific

activities to "get at" that concept. This means, among other things, 4 7 ,
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getting opinions from 10 resource persons at the site about whether

they are basically competitive or cooperative with rival companies, and

identifying their reasons, values, and priorities in making those judg-

ments.

Each activity relevant to the concept is given an "inquiry code."

The codes used by AEL's CE. program are based on five general levels

of inquiry (eight specific types of inquiry activities); they include

defining the problem, analyzing information, and communicating the con-

clusions. Cumulatively, each student will have gone through all eight

steps a number of times during the year in EBCE, thus systematically

preparing to think more rationally in future situations.

Once students select target concepts, they can "mix and match" con-

cepts, sites, references, and learning materials in ways that are uniquely

their own. AEL has developed special manuals, cards, and other materials

which cross-reference community sites, texts, possible activities, and

other information. This set of cross- referenced, concept/inquiry based

materials lets student and learning coordinator translate general decisions

about sites and concepts into an entire, personalized curriculum within

a matter of minutes. Similarly, a student's, curriculum can be changed

with equal speed, by repeating the simple procedures.

Student Activity Sheets

Data from a site analysis, student assessment, and cross-referencing

curriculum enable EBCE staff to track and evaluate in detail what happens

to students as they go "on site." The major vehicle for tracking and

monitoring is the Student Activity Sheet.

Once the student and learning coordinator have agreed upon the

basic thrust of the student's program, they must turn general desires
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into specific assignments. The student and the learning coordinator

discuss a number of possible specific activities, and once they agree

upon the first activity, an activity sheet is prepared. This sheet

specifies: the site, the duration, the credit range to be given, the

products to be produced, and the specific activities to be undertaken.

Additionally, this activity sheet indicates the level of inquiry process

involved in each activity.

This activity sheet serves many purposes.: it is a binding agreement

between student and learning coordinators; it insures that student,

learning coordinator, and.site personnel know what the student will be

doing; it establishes the range and requirements of credit the student

may receive; it sets a timetable for completion; and it documents the

student's work for high school credit purposes.

After students complete an activity, their performance is evaluated

by a learning coordinator, the site resource person, and the students

themselves. The amount of credit awarded is negotiated and recorded

in the permanent student file.

Career Decision-Makin&

All students in the AEL program are required to pursue learning

activities in career development and communications. Those curriculum

components are designed to help students learn about possible careers

and to master basic career decision-making skills. The instructional

program is based on the idea that the most important career-related

attribute for high school students is the ability to make rational (re-

alistic) career decisions in the future.

The career development curriculum lists the same type of concepts

and objectives as the other four basic curricula (communications, social
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science, physical science, and mathematics). The concepts focus on such

questions as "What types of behavior usually bring satisfying job advance-

ment?", "What types of training for a specific job or position are trans-

ferable to what other jobs?", and "What are some of the advantages and

disadvantages of membership in professional and union groups?"

In addition, the career development curriculum accommodates three

levels of student involvement in careers: exploration, investigation,

and specialization. Exploration implies at least a tentative interest

in a general career area or cluster (e.g., construction or ecology);

investigation indicates a heightened interest in one part of the overall

career area.(e.g., construction techniques or environmental pollution);

and specialization indicates a high interest in a relatively specific

aspect (e.g., carpenter or chemical researcher).

Students can make shifts within these areas, depending on their

interests and abilities. One student may "explore" several sites before

locking in on something:- Another may go quickly to the specialization

stage in his or her first interest area, and could then start in on very

definite training. If students decide that they have made a mistake,

they can return to exploration'in another career area.

At all three levels, the student's activities are guided, docuthented,

and evaluated through the use of separate manuals. These three manuals

pinpoint the types of information the student should obtain, and hew

they should use that information. All three manuals emphasize collecting

and assessing information not just as bald facts, but in relation to

what students know and are learning about themselves. Career develop-

ment within this concept is a process of rationally comparing external

information with internal insights.
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The Learning Coordinator

The final, and perhaps most crucial, central element of AEL's EBCE

program is the learning coordinator. Manuals, catalogues, theories

and site analyses all circle around the individual staff member who has

to coordinate them so that they best serve the needs of each student.

The learning coordinator is not the primary dispenser of information

within AEL's EBCE program. Rather, the learning coordinator's prime

function is to help students get to where the information is, secure

the information, and then make use of it.

A single learning coordinator is totally responsible for each stu-

dent within AEL's EBCE program.(unlike more traditional programs, where

a student must-relate to several teachers and counselors).

Each student is assigned to a learning coordinator upon entering

the program (changes in assignments can be made if there are severe

conflicts or problems). That learning coordinator orients the student

the program, helps make the initial choices of sites, courses, con-

cepts and activities, monitors the student while on .site, evaluates the

results, plans the next activities, counsels the student as needed,

and continues all of these activities for that student throughout the

year. All of the program's manuals, references and other materials are

designed largely to provide the learning coordinators with the quick

information and procedures they need to work effectively: At present,

AEL's EBCE program has a student-learning coordinator ratio of about

15 to 1.

Perhaps the primary feature of the learning coordinators' role (aside

from m=aoth responsibilities) is the degree to which they have.

effectively blended the traditionally separate roles of instruction and
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guidance into a single event. Learning coordinators within AEL's pro-

gram do, in fact, "teach" their students two things: (1) how to

the real-world community to gain access to relevant learning exp- j.ences;

and (2) how to organize, assimilate, and draw inferences from those

experiences.

How Well Does AEL/EBCE Work?

As part of a federally funded research and development project,

AEL's EBCE program has been (and still is being) constantly evaluated,

studied, and measured. The results of such evaluations, though incom-

plete due to the complexity and uniqueness of many of the program's ele-

ments, indicate considerable effectiveness, at least at the subjective

level. Standardized tests and measurements have thus far proven of uncer-

tain value,-even though results have shown that the EBCE'students did

as well as other high school students in Kanawha County in the cognitive

areas. A number of evaluators have expressed concerns that such tests

do not really measure the unique and-wide-ranging types of learning oc-

curring within AEL's EBCE program (i.e., interpersonal skills or career

maturity). Attempts are being made to create other, more targeted,

measures that will address these issues.

Evaluation results for the AEL/EBCE program indicate that each

subsystem of the project had stabilized and was operating as expected

during the second year of program operation. That is, the Experience

Site Identification and Recruitment, the Experience Site Analysis, the

Recruitment and Selection of students, the Delivery of Instructional.

Services, and the Support Subsystem were understood by those using them.

Eleven of 14 hypotheses were either completely or partially accepted,

and three were rejected. EBCE students performed as well as the comparison
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students on awareness skills and, in fact, displayed a greater gain in

self-concept than did the comparison group students.

Important gains were made by EBCE students on certain aspects of

career. maturity as measured by the Career Maturity Inventory. Where

EBCE students did not show important career maturity gains, they did

as well as the comparison group students. EBCE students had important

gains over comparison group students on the attitude scale of the Career

Maturity Inventory and in their capability to plan for the future as

measured by the Career Maturity Inventory.

EBCE students and comparison group students were similar in problem-

solving ability, ability to choose realistic career goals, and in their

ability to know themselves as measured by the Career Maturity Inventory.

Although there was evidence that FY73 graduates had very little difficulty

in finding a job or school, there were no data available to make compar-

isons.

Case histories of nine students indicate that four of the nine

students studied improved substantially academically during the period

in which they were enrolled in the EBCE program. Most students said

they were very satisfied with their site placements, because most were

compatible with their expressed and/or measured interests. Six students-

indicated that they made specific career choices as a result of their

experiences in the EBCE program.

Where Does EBCE Go From Here?

AEL's EBCE staff has consistently stated.that if the program would

work only in a federally funded, experimental situation, then, it would

be a failure. Their goal, from the outset, was to rake their EBCE pro-

gram sufficiently appealing, simple, and economical that it would find
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ready adopters all across the nation.

To date, AEL's EBCE program has been maintained primarily as a

pilot, experimental research and evaluation project, although in September

1974, the Kanawha County School System established an EBCE program in

one of its high schools, independent of AEL. The purpose of this inde-

pendent operation was to uncover at least some information concerning

what would.happen to the program if it were operated by non-AEL staff

in a public school setting and as an independent operation. This pro-

gram has not been operating long enough to produce significant information

on that point however, first indicationsare that this field test is

having considerable success.

Currently, AEL's EBCE staff is discussing the feasibility of estab-

lishing other EBCE programs in various locations in the eastern United

States; although it is also too early to see whether such discussions

will soon lead to establishment of AEL's EBCE program in other locations.

But the AEL staff seem convinced that their program will prove feasible .

and be welcomed in other localities. They point to the fact that all

of their ingredients have been deliberately designed to make them workable

elsewhere, and quote the judgment of a major external review team that

AEL's EBCE program is probably transportable now for replication purposes."
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Chapter III

EBCE -- FAR WEST STYLE

Overview

"Helen was working harder and learning more than
ever before. . . She .still wasn't really sure of what
she wanted to do with her life, but she knew now that
she wanted to do something that would involve working
with other people. . ."

The community is literally the school for students in the Experi-

ence- -Based Career Education (EBCE) Program at the Far. West School in

Oakland, California. Located in an office building in the heart of

Oakland, one of California's. largest industrial centers an just across

the bay from San Francisco, the Far West School (FWS) is a voluntary,

comprehensive, community-wide and individualized learning program. It

provides direct experiences to prepare high school students (grades 10-

12) for successful entry into the adult world. In Oakland, itis seen

as an alternative route to high school graduation.

Developed by the Far West Laboratory for Educational Research and

Development in San Francisco, FWS not only emphasizes the knowledge and

skills vital to career satisfaction, but it allows students to .pursue

traditional subjects and develop those basic skills by applying concepts

and solving problems in a real-life setting. Specifically, FWS operates

in a variety of life and work settings to provide students with (1) self

knowledge, (2) a broad understanding of the world of work, and (3) fun-

damental coping skills.

Through a variety of self-selected projects, students earn credits

toward graduation Jr, the Oakland Public Schools .11:4 z:11 as the kuowledAe

and skills they need to enter college, technical training programs, or

full-time employment. 57
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The program's primary learning resources come from the entire com-

munity -- local schools, public agencies, recreational and cultural

organizations, working individuals, parentS, unions and employer orga-

nizations. Learning activities are highly individualized, with students

.
establishing their own objectives based on their abilities, interests,

and needs. Learning coordinators are the primary teachers and counselors,

helping students develop and carry out learning programs to meet their

needs and goals. Each learning coordinator monitors and evaluates stu-

dent progress and recommends the amount of credit for each experience

. and project.
t.

Skills specialists continuously monitor and document student pro-

gress in reading, writing, oral communication, and arithmetic skill

development. Experienced tutors work as,needed, and programmed materials

help students who need to improve their competence. These are the sup-

plementary learning resources. But much of the basic skill and life

skill development is blended into the on-site and career-oriented expe-

riences.

A resource analyst recruits, orients, and prepares indexed guides

to the persons and organizations who are the primary learning resources

in the community. This person is in close touch with learning coordi-

nators and locates new resources in- areas1Where student interest is

growing.

Student Life

Students spend considerable time at the experience sites where

volunteer resource people help them learn about specific careers. They

are treated as colleagues rather than as students. Together, the learn-

ing coordinator and the resource person strive to help each student
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obtain a meaningful experience, one requiring the student to make com-

mitments toward completion. of each learning project.

The atmosphere of the school is open. Each learning coordinator-.

student relationship is inforMal and, friendly, although the authority

role of the learning coordinator is maintained.

Students help each other carry out projects, and they reinforce'

and assist one another. Social interaction involving both peer and stu-

dent staff relationships is a key to the success of the individualized

EBCE program, where students are largely responsible for their own pro-

gress and for reaching their educational objectives.

Program of Studies

At its basis, the FWS Experience-Based Career Educational program

is designed to produce graduates who can function in the working world

of adults. Far West School graduates are expected to be:

1. "Turned on" to learning: work at it, view every situation

and every human contact as an opportunity to learn something.

2. Planful: not only about their long-range futures, but about

what they want to do and achieve each week.

3. Self-reliant: able to set their own goals, plan activities,

manage their time and other resources, work independently,

recognize when they need help and seek it, evaluate their own

behavior and learn from it, and accept the consequences of

their own decisions and actions.

4. Capable of interacting with adults as equals: know what is

expected of them as adults, able to communicate on an adult

level, able to make and keep realistic commitments to otherS,

and have reasonable expectations of others.
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5. Capable of making realistic and satisfylng career choices:

more informed about career options and requirements, and more

aware of their own values, needs, goals, strengths, and lim-

itations.

6. Independent learners: able to identify what's worth learhing,

identify and use effective sources and methods of acquiring

information, analyze, evaluate, and incorporate new information

into their own knowledge and experience base.

.The student outcome goals are organized into three broad categories

with several subheadings:

I. Career Development (self-development; career decision-making

and planning)

Basic Skills (oral communication; writing skills; reading

skills; basic quantitative skills)

III. Life Skills (interpersonal skills; problem-solving skills;

decision- making skills; inquiry skills)

Not all students are expected to achieve all of the goals. Through a

wide range of activities, students choose specific ones to meet their

own interests, aptitudes, and achievement levels.

FWS "delivers" these activities through a series of projects, most

of which are part of- a larger unit called'a "learning package." A

"learning package" blends resource persons, resource organizations and

community resources into learning experiences to help students meet their

goals.

Here, for example, is a typical learning package:.

Resource Organization Western Labs;
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Resource Person -- Rich Alexander, Plant Chemist at the

Richmond Water Pollution Control Plant;

Community Resource State Department of Public Health;

Package Objective "Learn to use the scientific method of

investigation."

Students develop their projects with an objective they choose.

Each project explores some career within the field covered by the "pack-

age." At the same time, the student can develop any needed basic and/

or life skill.

Program Components

When they plan .their learning projects, students select an area

of investigation (biology), specify their objectives (analyze three

careers, etc.), identify appropriate resources (Western Labs, etc.)

and data-gathering methods, and list their planned products, deadlines

and evaluation criteria. There are three levels of involvement -- ori-

entation, exploration, and investigation.

At the orientation level, students view films, read background

materials, visit and meet resource persons in an effort to broaden their

knowledge of an organization and an occupation.

The next step, the exploration Ievel,'gives students enough experi-

ences within an organization and career area so they can compare it

with their own interests, abilities and values. Students accompany

a resource person while he or she is doing routine responsibilities;

they view people in the organization; and they have limited "hands-on"

experiences at representative taEks. They arc encouraud to add or

delete interests and ideas as they broaden,or. narrow their real concerns.

Students then move to the more specific investirotion level, where
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they can gain the knowledge and skills they will need for personal,

vocational or educational goals. They have a combination of experiences

and learning activities which are centered around n community resource

site, but which also involve the study of related mnterinis.

While FWS emphasizes experiential learning in the community, learn-

ing activities are also carried out at the Resource Center. Students

there participate in individual or small group sessions to: improve

basic skills, work with the learning coordinators to plan new.projects,

share experiences with fellow students in rap sessions, or quietly read,

write or engage in various project activities.

Highlights of One Student's Experience at FWS*

Helen had always planned to go to college. She had done well in

her first two years of high school, but found most of her courses dull

and uninspiring. Laboratory experiments in her biology and chemistry

courses were her most interesting classes. More by default than anYthing

else, she planned to major in science.

Hoping to find a greater challenge, she decided to enroll in the

EBCE program at Far West School for her senior year. She made the decision

after talking with a friend -- a college student majoring in marine

biology who had been working as a science tutor for EBCE students.

Helen was impressed that the program offered her an opportunity to get

out of the classroom, explore the real world, and manage 'her own edu-

cation: She saw EBCE as a way of escaping the rut in which she had

been mired for the previous two years.

During the first days of the semester, Helen took some tests of

her abilities in basic skills. Later, she went over' the ,results with

*Prepared for this publication by the FWS staff. 62



her learning coordinator before preparing a plan of her year's work.

She had average math skills, and good reading and writing skills. In

preliminary conversations with her learning coordinator, Helen also

discovered that even though she had liked science courses best in her

first two years of high school, she was really more interested in ex-

ploring careers that involved dealing with people than in studying chem-

ical reactions or dissecting. laboratory specimens.

Working with her learning coordinator, Helen consulted Far West

School's biology "package" and decided to explore health occupations.

She visited several hospitals and medical research laboratories and

talked to people in a variety of jobs, both professional and. technical.

As a project she wrote an account of her experience in the emergency

room of the local county hospital.

Her learning coordinator encouraged her tk, five her report published

in the Far West student newspaper. She had enjoyed writing this article,

so Helen decided to modify her program. She looked into the communi-

cations and media "package" and decided to explore a journalism occupation.

During several hours' talking with editors and reporters, she learned

that a broad education in the liberal arts and social sciences was con-

sidered the best preparation for a journalist. Back at Far West, she

and her learning coordinator planned a new set of experiences centered

around a more intense exploration of the newspaper business.

.Her first job wis. proof- reading. She thought it would be dull,

but she soon found herself studying the different styles in news copy,

feature articles, and human interest stories for sports and society

SeCtiOnp, She enjoyed working with the'typesetterE and operators,

After she had gained an understanding of this area, she went to the
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Times' managing editor -- her resource person in the organization --

who quizzed her on what she learned and then arranged for her to accom-

pany a reporter.

Before accompanying the reporters, Helen saw a film at FWS on

effective communications, The reporter had discussed differences between

various kinds of people a journalist encounters and how each reacts

to an interview. Helen had to demonstrate that she understood these

insights before accompanying him on an interview. She also agreed to

go to the library and compare the way by-line writers had done the same

story in The New York Times and The Washington Post, and then analyze

the way the same story had been handled by the wire services.

After watching the reporter .conduct interviews, Helen got a chance

to do one herself, with the reporter watching her-and then evaluating

her performance. She accompanied him on several assignments and did

some practice news story writing. Then the reporter and managing editor

agreed she was ready to try some stories of her. own. They assigned

her a human interest feature about the efforts of minority recruitment

by local corporations, sending her back for a second try if she missed

something in her first interview.

As she gained more experiente, she agreed with her learning coordi-

nator and resource person to undertake a project involving an article

on the voting record of the city council. It involved extensive inter-

views, attending council meetings, and studying local issued. When

it was finally completed, the Times managing editor felt it was good

enough to publish as a brief series in the paper.

Helen found her- interests becoming more diverse as she completed

her exploration of the journalism profession. She had become interested
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in politics, joined the League of Women Voters, and had begun doing

research on some legislative issues. She had even helped write the

pros and cons in position papers. She had taken up photography as

hobby. She had taken typing and speed-reading courses to help her in

her job. She and some other EBCE students had organized their own eco-

nomics study group, for which, among other topics, Helen had prepared

apaper arguing against a proposed guaranteed annual wage.

Helen was working harder and learning more than ever before. She

wasn't working to get a grade An a course that failed to excite her.

Rather she was getting credits while directing her own course of learning

and gaining the sort of corpetencies she felt would support her the

rest of her life. She still wasn't exactly sure what she wanted to

do with her life, but she knew now that she wanted to do something that

would involve working with other people in community affairs. The spring

of her year at Far West School she was accepted by San Jose State College.

Before leaving for summer vacation, she told her learning coordinator

she thought she might look into a degree in city planning and that she

had applied for a part time job as a reporter with one of the local

newspapers to help pay her expenses,

Program Organization

Helen's experiences illustrate EBCE's ability to adapt to her inter-

ests and needs. Beginning with the selection process and continuing

through to the determination of credits earned, the central focus of

FWS is on the individual student.

A student profile is prepared from'the test results, a review of

the high school transcript, and a student-lc:Irving coordinator inter-

view. This profile serves as a guide in planning. the students' educa-
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tional programs.

Students then gather the information needed for their projects,

identify resources, spell out objectives and products, and develop an

initial-project plan. The learning coordinator, meanwhile, insures

that students' plans meet program criteria, that performance objectives

and criteria are specified, and that the project includes activities

to proobte student growth in the appropriate basic and life skill areas.

The students' project plans are tentative. They can, with the

learning coordinator's approval, change and modify their projects as

they work with community employer resources and identify new interests

and opportunities for learning.

Student Progress Monitoring. Together with a learning coordinator,

students review at least every two weeks their schedules, activities,

and progress. They also look at any problems encountered and devise

solutions.

Student progress and -problems are monitored by learning coordinators

both through feedback from students, and through personal and telephone

contact with the.students' resource persons.

Each student's program should provide for:

1. Pursuit of individual areas of interest.

2. Fifty percent of the time.in employer or community resource

settings.

3. Earning at least 2% Oakland Public School credits per semester.

Satisfactory progress toward graduation.

5. Growth in core curriculum (basic skill) areas.

6. No more than one regular high. school or junior college course

at any time.
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7. Projects plans, including measurable performance objectives;

specified performance tests, products, or deadlines; specified

means and persons for evaluation; higher level cognitive

objectives.

Figure 1 attempts to show how the student program is organized.

Two 'students pursue entirely different projects and learning activities

to achieve common package goals.

Resources and Staff

The people and facilities that comprise FWL's learning resources

fall into three categories:

Resource Persons -- Individuals from various work settings who

volunteer to share their time, knowledge, skills and experiences with

students in a one-to-one relationship -- for a few days or over several,

months.

Resource Organizations -- Agencies or organizations which offer

small group activities to orient students to careers and provide the

settings in which students can explore various positions within an orgat

nization. These activities are preplanned by the organization's manage-

ment, but students can help .in planning.

Community Resources -- Public resources which allow individuals

or small groups to broaden their understanding of the community beyond

the "economic" sector. Because these agencies and facilities are avail-
,

able to the public, there is little need for extensive on-site, preplanned

activities. Students themselVes often make the arrangements to use

community resources.

The Far West School's internal resources -- its staff -- is made

up of several teams: program management, school operations, and develop-
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ment and evaluation.

The program management team provides the administrative Lie to

the Far West Laboratory, and the development team designs, sets up and

refines procedures and documents in the FWS instructional system. The

evaluation team members collect and analyze data, and they provide feed-

back on student activity and resource use. They also assist the develop-

ment team and evaluate the effectiveness of EBCE.

The school operations team conducts FWS and administers the Resource

Center in downtown Oakland. It includes a director, five learning

coordinators, a skills specialist, a resource analyst,. a recorder and

a secretary. Each has credentials to meet state and districtcertifi--

cate requirements.

The director is the principal of FWS. Each learning coordinator

handles 25 students, helping them develop decision-making skills and

seeing to it that they have meaningful learning activities. The skills

specialists help students meet high school graduation, college entrance

and basic skills requirements. The recorder maintains student files,

resource information files and the instructional materials collection.

A major role is that of the resource analyst, who is, charged with

analyzing the educational features of resource organizations and com-

munity resources. This person does a coffplete job analysis -- or learning

experience analysis -- so both student and learning. coordinator know

exactly what is available at a site before they select it as a resource.

Management and Governance

'The= program management group, including the program director and

ofItur adminisLrators, directs the technical aspects of FWS.

A policy advisory board, established in January 1973, has 20 to
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24 members representing private employers, organized labor, community

service agencies, business and professional associations, individual

professionals and entrepreneurs, the public schools, EBCE pari:nt:1 and

EBCE students. The Board sets policy, reviews operaLions and evatuationl;,

plans for program operation after the research and development phase

ends, and presents the program to the community.

The superintendent of Oakland Public Schools helps develop policy

for student recruitment and translation of EBCE credits into high school

credits. Funding and contractual agreements are handled through the

parent Far West Laboratory, which also sets personnel, finance, and

administrative policies of EBCE at the Far.West School.

Legal. Aspects

Since the Far West School is an alternative program in the Oakland

school system, it requires no special accreditation. The school offers

a diploma through the Oakland Public Schools.

The public schools' central office has helped set credit and gradua-

tion requirements, a process that translates the individualized EBCE

achievements into credit for specific subjects and graduation require-

ments. Pass-fail grading has been used except when parents or colleges

have specified letter grades.

Generally, 1.5 hours' productive work (classroom or on-site) con-

verts into one FWS credit, and 10.FWS credits equal one Oakland Public

School credit. Student projects are evaluated on productive hours spent

and quality of work performed. Each student report of project activities

is examined by a committee.

Problems concerning the various high schooj graduation requirements

are not yet resolved. Although Oakland Public Schools has a minimum
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requirement, each of the six high schools has considerable flexibility

in implementing these minimums. As a result, FWS has to deal with six

different requirements and establish six different equlvalen.y plans

for its students.

Student transportation has not created great problems. FWS has

leased a station wagon to transport students to and from a few sites

in the community; however, most students use the Bay Area transit systems.

External Relationships

Industrial, business and civic agencies have been highly involved

in EBCE: in the first year of operation,' 63 adult volunteers served

as resource persons and provided on-site learning activities, and four

organizations served as resource organizations and provided orientation

and exploration activities. By August 1974, the number of available

resource persons had increased to 134 and the number of available re-

source organizations was 23.

Both staff members and students recruited volunteer resource persons.

These volunteers spent 1,847 hours with 30 students throughout the 1972-

73 school year, playing a variety of roles. Occasional workshops train

resource persons and identify the issues that need attention. Students

generally have had a very positive attitude toward the resource persons

with whom they work.

Recruiting and using employer organizations was not easy, SO an

employer consultant was hired to help organize orientation activities

for small groups of students. During the first year, each organizatiol

had orientation sessions and activities but very few had exploration

lovol Ictfvitjes.

Learning activities at a resource organization are prescribed,
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carefully monitored by the FWS staff, and constantly revised on the

basis of students' experiences with them.

Far' West School has made a special effort to involve organized

labor, a segment that was first reluctant to 'become involved. Now unions

are represented on the Policy Advisory Board, and the Central Labor

Council has voted to allow interestedEBCE students to sit on labor

negotiations sessions.

Student Body Characteristics

During the first two years at FWS, 78 different students have been

selected from 271 applicants to participate in the EBCE program. Most

were generally dissatisfied with the traditional high school program.

Some had dropped out and others felt unchallenged. For the most part,

they saw EBCE as a way out of what appeared to be an intolerable situation.

The 78 EBCE students vary from their regular school counterparts

in ethnic group membership, sex, grade level and age. But they are

similar in family backgrounds and the traditional academic indices --

reading, mathematics and language skills as measured by the Iowa Test

for Educational Development, Career Maturity,Inventory and the Personal

Orientation Inventory.

The ethnic composition of the 78 FWS students as compared to the

Oakland public high schools population is shown below:

Asian Chicano Black White

F1 S 3% 18% 32% 47%

OPS 8% 8% 63% 21.%

There are three possible reasons for the large discrepancy Jn the

black population. First, it was relatively unknown in the Oakland black

community until the summer of 1973. Second, it seemed to have a somewhat
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uncertain funding future that accentuated the risk accompanying entry

into experiMental programs, and third, McClymonds High School, a nearly

all-black public high school in West Oakland, has a strong career education

program of its own- (3, pp. 22-23)

The grade level and sex data for each year are:

-72-71 (N=30) 73-74 (N=55)*

Grade

10 1 1 6 9

11 10 7 6 8

12 8 3 14 , 12

Total 19 11 26 29

*Total N-85 due to some students continuing during the second year.

The sex makeup of Oakland public high schools is 52 percent male

and 48 percent female, compared to 47 percent male and 53 percent female

at FWS.

Qualitative and Ouantitative Measures

Student progress is monitored and assessed through a variety of

interviews, check lists, and rating forms. Student products are evaluated

by the learning coordinators and resource persons to determine how well

goals were achieved, by the skills specialist to assess development of

-writing skills, and by the credit committee to assess the amount of credit

earned.

Several forms and reports are submitted by the students: long term

plan -- plans for semester or year; project plan form -- project goals,

objectives, products, deadlines; weekly student activity report -- the

type arld nur:.ler of activities and amount of time spent; project summary

report -- record of students activities, objectives completed, skills
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and knowledge developed, and request for credit.

Forms and reports are gathered by learning coordinators in working

with the student. These include:

1. Initial diapostic report -- reading test scores, math test

scores, interests, and requirements to be met.

2. Progress monitoring worksheet -- record of observations of

student behaviors and progress in reading, math, and oral com-

munication skills.

3. Writing skills rating scale -- rating of two student products

by the skills specialist.

4. Oral communications rating scale ratings by the learning

coordinator and two other staff members.

5. Overview of student's program -- student project and activity

plans with estimates of credit to be earned.

6. RP contact report -- report of LC contacts with RPs and stu-

dent progress toward project goals.

7. Credit assignment -- report of semester projects completed,

reviewed and approved by the credit assignment committee.

The student activity report, where students describe the depth and

scope of activities, has four parts: (A) the resources contacted and

the amount of time spent with each; (B) the time spent in related activ-

ities (reading, research, report writing, etc.); (C) activities at the

FWS Center (group meetings, workshops, tutoring, etc.); and (D) external

clasSes and physical education activities,. (9, pp. 171)

A review of the student activity reports during the ]974 spring

semester showed a median of 27 hours per week spent by f-;tudents educa-

tional activities. This compared favorably with the standard of 25 hours
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per week established as a goal for EBCE students.

A review by the credit assignment committee showed that during the

1973-74 school year, FWS students averaged 5.18 credits earned, compared

to the 5.00 required of OPS students.

There are qualitative measures, too, and they are provided by inter-

views and questionnaires. At the end of the first year, a two-hour inter-

view was conducted with 15 students and their learning coordinators.

The results showed that the EBCE program:

helped students make decisions about vocational goals using know-

ledge of their own abilities, interests and values, and that the

students became more interested in active participation in learning

and became more mature. They also indicated that the students saw

the FWS experience as preferable to the conventional school, made

good use of-increased freedom Chat the FWS permitted, and were

able to capitalize on the opportunity to work directly with adults.

However, the ratings also imply that the program failed to

improve students' reading and mathematic skills and also that the

students, as a group, did not find working with resource organizations

.a positive learning experien.ce.

During the second year, each EBCE evaluation director agreed to

collect student opinions about various aspects of the program. A common

38-item questionnaire was developed. for use at all four sites. The major

findings for. FWS were:

1. Students were generally positive about attending the EBCE pro-

gram and felt more motivated to learn than at their previbus

school.

2. If faced with a choice, students said they would enroll again.

74



3. Students were favorable in responding that the EBCE program

provided more opportunities to learn about the future, to form

career plans and to learn about jobs than their previous schools.

4. Students weir very positive about their freedom in choosliw,

employer sites and determining the time they spent at these

sites.

5. Students were less, positive about the general quality of the .

learning activities at the employer sites.

6. Students were very positive about the freedom in choosing

activities, progressing at their own rate and the personal

counseling they received.

7. Students were less positive about the relationship of activities

at the FWS center to the careers they were studying.

8. Students were very positive in looking forward to jobs, having

a choice of occupations, and believing hard work. could have

an affect on achievement.

9. Students were appreciably less positive to the opinion that

people receive satisfaction from.their work.

In another questionnaire, the students, their parents, and the re

source persons were asked to rate the effectiveness of FWS in 15 student

learning areas. The learning areas and each. groups rating are in

Table 1.
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Table 3

Students learn to: Measure Effectiveness ratings by:

Students Parents Resources

A. Perform specific occupational
skills 3.67 3.75 3.23

B. Be punctual and organize their
time. 3.90 3.82 3.10

C. Assume responsibility for
themselves 4.35 4.47 3.67

D. Make decisions and follow them 4.18 4.15 3.43

E. Communicate with others in a mature
way 4.14 4-.29 3.50

F. Be aware of more career
opportunities 4.49 4.41 3.77

C. Work with others 4.12 4.12 3.86

H. Evaluate their own work 3.73 4.15 3.55

I. Perform basic academic skills 3.38 3.44 3.42

J. Think through and solve problems 4.00 4.12 3.43

K. Have a positive attitude toward
work 3.75 4.47 3.68

L. Have a positive attitude toward
self 3.96 4.47 3.41

M. Have a positive attitude toward
learning 4.22 4.15 3.70

N. Prepare for further education 3.96' 3.79 3.58

0. Improve interpersonal and social
skills 4.04 4.06 3.58

*1 = not effective 5 = highly effective

76



To augment this internally gatheted information, FWS contracted

with Human Factors Research, Inc., to conduct, analyze and interpret

the results of personal interviews with students, parents and resource

people.

Sixteen Far West School students made up an experimental group and

14 Oakland Public School students were a Control group. More FWS stu-

dents than Oakland Public School students (75 percent to 29 percent).

had an overall, unqualified, positive attitude about their school, whereas

more Oakland Public School students (50 percent to 0 percent) had an

overall, unqualified, negative attitude about their school. FWS students

were judged to "exhibit more confidence and to be better in expressing

themselveS" but they were no more open or mature than the Oakland Public

School students.

Parents and resource people were interviewed by telephone. Twenty-

six (26) parents of the FWS students were involved, and most (65 percent)

had a positive attitude toward FWS. Twenty-three pencent said that "Far

West School offered an excellent practical program and that their children

liked it better than regular school." Fifteen percent said that there

was "not enough communication between the school and parents." Generally,

parents "perceived their children as being more interested in school,

working harder, more responsible, more confident, more mature -- in gen-

eral, more motivated and doing a better job than they had been before."

Twenty-eight resource people were interviewed. "Most resource persons

(71 percent) felt the experience was worthwhile to them, and a somewhat

lesser number (64 percent) felt the experience was worthwhile to the

ntudf2nt." Fortythree percent observed growth in the Ftudcnt's job know-

ledge and abilities during the period the resource person 'worked with
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him, while 28 percent observed no change and 28 percent felt they had

not spent enough time with students to observe change. Fifteen percent

Said they would like to have more students, and only one said he was

not satisfied with the program.

In summary, all three groups indicated positive reactions and con-

tinued support of the EBCE program.
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Chapter IV

(CE)2 COQ 1U EXPERIENCES FOR CAREER EDUCATION

Introduction

Community classrooms, individualized learning, and a performance-

based curriculum characterize the suburban rural Experience-Based Career

Education model in Tigard, Oregon. It is called Community Experience

for Career Education (CE)2.

In the case of 17-year-old Mike, for example, EBCE at Tigard ini-

tially involved "freedom shock" -- a °common occurrence for youngsters

removed from the structure of the traditional high school setting and

put into a specially designed program that placed a heavier emphasis

on individual responsibility and learning by doing.

Marked by early and continuing exposure to his preferred field --

computer programming -- Mike's EBCE 'experience included training horses

in a 4-H project, volunteer work at a local zoo; and production of a

major research project on immigration laws and regulations.

Along the way, he progressed from a youngster rated as deficient

in communications skills, self-confidence, and grooming into a young

man who took renewed pride in his appearance, and whose reading and lan-

guage abilities showed significant upgrading.

Developed by the Northwest Regional Educational Laboratory (NWREL)

in Portland, Oregon, the Tigard EBCE model is designed to help students

like Mike sharpen a number of skills and abilities, including:

*Skills and knowledge required of a citizen, worker and family

member and the ability to use leisure time effectively;

*/,bility to tal:n responsibility for p7nnin and managing their

own activities as learners and workers;
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*Ability to work comfortably and productively with a variety of

people on real tasks of the community;

*Skills and attitudes required toget-and keep employment;

*Experiences in various occupations and community activities;

*Experiences that will aid in their total development, Including

creativity, personal/social development, understanding of the scientific

process, and critical thinking;

*Competency in survival skills necessary for a successful adulthood.

(CE)2 is a private nonprofit corporation, operating under a sub-

contract with The Northwest Regional Educational Laboratory (NWREL)

and governed by its own Board of Directors. The Corporation has policy

responsibility for staff and student activities.' NWREL handles overall

management, providing technical assistance and liaison with the National

Institute of. Education, a design responsive to one of the original EBCE

project goals: "To develop, test and document a governance system which

places educatidnal management decisions in the bands of people who di-

rectly and consciously represent the role of employer, laborer, student

and parent."

The 13-member (CE)2 Board of Directors includes six employers, three

labor representatives, one student, one public school representative

and one member-at-large.

The program draws its students (25 in 1972-73, 50 in 1973-74 and

60 in 1974-75) from Tigard, a suburban-rural district located about 20

miles southwest of Portland. With eight staff members who work directly

with students and additional support staff to aid in the research and

((2,7) operates from a professional building in Tigard and

uses community-learning sites and personnel from the Tigard and Portland
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Metropolitan area. This metropolitan area, with its million-plus pop-'

elation, is a center of business and commerce for the state and the

Pacific Northwest.

Program Description

For the educator faced with the continual reality of putting theory

into practice, a closer look at Mike's experiences in the program might

help explain the dynamics of the program.

Mike -- A Case Study*

Background. Sitting in a classroom at Tigard High School was difficult

for Mike. In some classes he was far behind. But in math he was always

the first to finish a test. "I loved math and could always finish a

test in about 10 minutes, but I wasn't doing well in my other classes,"

Mike explained.

Novi a 17-year-old junior, Mike first heard about (CE),) when he was

a sophomore at Tigard High. He liked the (CE)7 notion of learning on

the job, and he also thought the program might-allow him to work at his

own speed.

Early testing sessions verified the inconsistency of Mike's experi-

ences in school. Although his reading and language scores were well

below the average scored by a randomly selected group.of juniors at Tigard

High, he showed above average abilities in study skills and demonstrated

superior ability in math.

On a less tangible level, (CE)2 staffers found Mike to be hyperactive,

submissive, lacking in self-confidence, and unconcerned about his health

and physical appearance when he started the (CE) 2 program. He was a]so

*Prepared for this publication by the (CE)2 staff.
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having severe writing deficiencies. Consequently, Mike's (CE)2 learning

manager devised a learning plan that would build his communications skills

(in both writing and interpersonal relations) while encouraging him to

explore several career possibilities. Mike's job experiences and pro-

jects were designed to capitalize on his existing interests and to

broaden them.

IG_Litences. A typical day for Mike started at 8 a.m., just as

in any other high school, but his schedule for the rest of the clay was

different. When he first arrived at the (CE)2 Learning Center, Mike

usually spent some time "fooling around" with the computer before he

worked on projects underway at the center.

On his original application Mike Indicated a career preference of

computer operator. So, following an initial ]earning level experience

in an elementary school, Mike's second level experience took place in

the computer department of Firstbank Services. He divided his time there

into morning and afternoon blocks, often arriving ahead of his employer

instructor each morning. Mike-usually spent that time going through

computer workbooks. When his employer instructor, arrived they went over

flow charts together and worked on computer language.

Mike returned each day to Tigard High School for lunch and for a

German class he selected as a project. (CE)2 students seldom take classes

at Tigard High, but Mike had a special interest in German since his grand-

parents speak the language.

Following German class, Mike returned to the Learning Center for

an hour's work on other learning activities, then went back to Firstbank.

"I ofLcn there until 5 p.m.," Mike said.

Mike's activities and interests widened after that first year in
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(CE)2, but his goal to become a computer programmer was reinforced by

the learning level experience at Firstbank.

Mike's (CE)
2

experience also enhanced a long-held interest in animals.

!Hs family had owned a horse since Mike was 12 years old. One of Mike's

favorite projects during the year related to his horse. The project

was designed. to help Mike with basic skills and to improve his critical

thinking skills. He read about breeds of horses and how to train them,

and has joined a 4-H group with hopes of training his horse for show.

Also during his (CE)2 year, Mike again focused on animals for a

(CE)2 project. He used the local zoo as a resource, interviewing the

zoo manager and doing a thorough study of the Alaskan Brown Bear. Mike

also joined an Explorer Scouting Club of volunteers to help 'at.the zoo

on a regular basis.

In evaluating the zoo project, the learning manager commented to

Mike, "You are getting your projects done faster, and I think you are

taking more time than you did at first to do a better job."

Accomplishments. Mike got off to a slow start in the Life Skills area.

Removed from the more rigid structure normally experienced in a typical

school setting, Mike tended to avoid his responsibility to the more

"academic" side of his learning program.

Through the weekly writing required to maintain his journal, however,

Mike demonstrated significant improvement both in presenting ideas and

.feelings and in the mechanics of writing. Mike himself noted an inter-

esting change in his behavior. "I used to watch a lot of TV and never

did any reading," Mike said at the beginning of the following school

"T L''c hooks last year and have completed eight more this

summer. Now I go to the book instead of to the television," he added.
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Mike's favorite reading material is s.clence. ,,, ,, ,, _

Mike also observed d change in his attitude about homework. "After

going to (traditional) school for six hours I wouldn't sit clown and do

homework. But in (CE)7 I wasn't sitting in a classroom, so I didn't

mind going home with some more work on my journal or projects."

Mike's personal development was undergoing change, too. Much of

this change was attributed to his employer instructor, an elementary

school teacher who told him how important it is in the work world to

wash and wear clean clothes. Both she and the project staff, gave Mike

much positive reinforcement when his dres.s improved. She also told Mike

that she was really interested in what he had to say and therefore wanted

him to speak slower so he could be understood.

At the end of three months in his first learning level experience --

the elementary school -- Mike's employer instructors indicated concern

abouttenclance, punctuality, initiative in learning and the amount

of supervision needed to see that Mike's time was used constructively.

Mike did show significant improvement in appropriate dress, personal

grooming and quality of work on assignments.

Reports from the second learning level experience -- at the computer

department at Firstbank Services -- showed a marked improvement. The

employer instructor there rated Mike.satisfactory in all aspects, and,

by the time of the final evaluation, he gave Mike excellent ratings in

10 categories.

To improve his communications skills, Mike also worked on an inter-

group relations project. This project grew out of an awareness by the

staff that Mike liked ether students but' 1;e_tc:ci to avoid lioctril Inter-

action with his peers and the staff.
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Mike's attendance improved at (CE)2. During the year he missed

only six days. This was better than the average absence for others in

the program, which was found to be 12.3 days missed during the year.

By April of his first year, Mike was working simultaneously on eight

different projects and pursuing a learning level experience at Firstbank.

And by the time he completed his junior year, he had finished nine of

13 required competencies, explored nine business sites, completed two

learning levels and carried through on nine projects. Specifically,

Mike's competencies included transacting business on a credit basis,

maintaining a checking account, designing a comprehensive insurance pro-

gram, filing taxes, budgeting, developing physical fitness, learning

to cope with emergency situations, studying public agencies and operating

an automobile.

Mike's learning manager.negotiated project objectives and activities

with him that would help improve his communications skills andhelp him

solve some of his interpersonal problems. By the end of the year Mike

noted a positive change related to his communications skills. "I can

now speak up in groups," he said.

An unfinished project related to Mike's own experiences and interests.

He had moved to the Portland area from Canada 10 years earlier and fre-

quently returns to see relatives. The project, on immigration laws and

regulations, will increase Mike's knowledge in the functional citizenship

area.

The first year in (CE)2, Mike said, "turned out even better than

I thought." Things he liked best about the new experience at (CE)2 were

work.ig at his own speed, goin to a job :11.d having more freedom.

Progress. By year's end, Mike's tests showed significant increases in
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both reading and language skills. In the math and study skill areas,

only slight increases were indicated.

Tests on attitudes, given both at the beginning and the end of the

year, indicated positive gains in self-relian-'.. ,nderstanding of roles

in society, tolerance for people with differences in background and ideas

than his, and openness to change.

Aspirations did not change for Mike. He still wants to go into

.coMputer programming after finishing college. "When I started the year

I really didn't know too much about computers. I feel now that I know

a lot and want even more to Make it my career."

Program Components: Content

Designers of the (CE). -EBCE program identified three broad content

categories: Basic Skills, including reading, communications and mathe-

matics; Life Skiils,such as the survival skills, critical thinking, func-

tional citizenship, personalsocial development, creative development,

and science; Career Development, information about self and the world

of work, general and specifit career skills and lifetime career develop-

ment.

Students in the program work directly with adults in the community

to develop skills in the following areas:

Direct Outcomes

Life Skills

1. Critical Thinking: Students become more adept at gathering,

analyzing and interpreting information, and at solving problems.

2. Science: Students increase their ability to recognize and apply

scientific procedures and method:;) and to analyze the impact of

technology on the natural environment and cultural values.
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3. Personal-Social Development: Students are better able to learn

"who they are," "what they are" and "where they are going," and

to accept responsibility for the effects of their behavior and

attitudes on themselves and others.

/i. Functional Citizenship: Students better understand democratic

processes in the private sector and in local, state and federal

governments by applying those processes in their own actions and

relationships.

5. Creative Development: Students become better at identifying the

effects of and participating in the blending of new and/or-existing

materials, ideas or concepts into unique forms or experience.

6. Competencies: Students demonstrate survival skills in the economic,

planning, legal-political, health-safety, property maintenance,

recreational and occupational aspects of living.

Thirteen competencies, identified and developed by students,

employers and parents of the Tigard community, represent skills

needed for a responsible adulthood:

1. Transact business on a credit basis.

2. Maintain a checking account in good order.

3. Provide adeqbate insurance for self, family and possessions.

4., File state and federal income tai: reports.

5. Budget time and money effectively.

6. Maintain 'the best possible physical and mental. health.

7. Participate in the electoral process.

8. Respond appropriately to fire and police and health emergencies.

9 Understand the basic structure and function. of local government.

10. Explain own legal rights and responsibilities.
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11. Make appropriate use of public agencies.

12. Make application for employment and successfully hold a job.

13. Operate and maintain an automobile.

Career. Development

1. Students learn more about their own aptitudes, interests and

abilities, and apply these to understanding their potential career

interests.

2. Students increase their-knowledge of social, governmental and

economic issues and trends in the world of work.

3. Students develop skills in job finding, job application, on-the-

job negotiation and dependability.

4. Students analyze potential careers for financial and psychological

rewards, preparation needs and preparation programs available.

Basic Skills

1. Students can perform applied skill tasks related to careers that

interest them.

2. Students improve their performance of the basic skills (reading,

writing, oral communications and mathematics).

3. Students learn'more about the basic skills needed to enter careers

that interest them and understand the relationship of those skills

to their current basic skills proficiency.

4. Students are increasingly willing to apply basic skills to both

work and avocational interests.

Indirect Outcomes

1. Students broaden tha range of sources Ihey use (people, evenls,

jrititutj.ens, laws, books, etc.) to gather informatiOn for work

and decision-making.
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2. Students are able to converse with an adult in a way that reveals

the student's self-confidence and understanding of the other

person's message and feelings.

3. Students. demonstrate more initiative and more responsibility for

carrying out and evaluating tasks that they agree to complete.

4. Students demonstrate more behaviors that reveal: a tolerance for

people and institutions who have values, ideas or background

different than theirs; an openness to change; and a willingness

to trust others when circumstances warrant.

5. Students use all their senses in making decisions.

6; Students are and feel better prepared to assume imminent adult

.responsibilities and relationships.

Program Components: Instructional System

Students in (CE)2 have chosen an educational program that is not

only experience based, but which demands that they assume extensive de-

cision-making and self-direction. Students negotiate with staff to set

their schedules, appointments and learning activities (projects), and

they help develop their own learning objectives and where they will

accomplish them.

Instead of confronting the usual lectures, discussions, term papers

and tests, those in (CE)', learn by setting their own learning goals and

then working toward them. Specific tasks include: (1) completing a

series of specially written projects and single objectives; (2) taking

part in personal. or group tutoring sessionsemployer-led,seminers dealing

with career issues, and special activities utilizing community resources;

(1) participating in Bas .c Skills activities; ind (A) performinA job

tasks and acquiring job skills.
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Goal Setting: Meetinp, Individual Needs

Analyzing individual. needs and setting student goals is one of the

. first activities each year. Together,- the student and a learning manager

decide where the student stands in the Basic Skills (reading, mnthemntics

nnd communications) and what kind of Basic Skills work the student.should

do.

Setting student goals is a process of negotiation. Each student's

own perception of needs, interest, style, capacity and rates of learning

is balanced by the learning manager's assessment, based on standardized

and diagnostic test results, and on professional judgment.

To help students and learning managers diagnose student needs and

interests the following strategies and procedures are usually followed:

a. Self Analysis -- Students describe themselves in terms of their

preference of learning environments, favorite subjects, learning

alternatives and materials, career interests, learning rate

and degree of self-direction.

b. Learning Manager Analysis -- The learning manager interviews

and gets to know the student, and identifies overall strengths

and weaknesses,as they relate to the student coordinator's inter-

tipretation of est results and other data.

c. Basic Skills Basic Skills are assessed through the CTBS

(Comprehensive Test of Basic Skills). Some (CE)2 students will

be given Individualized Learning for Adults (ILA) prescription

tests and are encouraged to use the materials on their Basic

SkillsTrogram.

d. Life Skills -- Assessment in the Life Skills area is an ongoing

process.
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e. Career Development -- At the beginning_of each year, students

complete Holland's Self-Directed Search, which identifies career

areas to reflect the student's interests and strengths. Students

also complete the Psychological Maturity Scale and have access

to the Career Information System that, via a teletype terminal

at the Learning Center, provides information on: (1) specific

work available in the Pacific Northwest; (2) jobs suitable to

the student; (3) job preparation requirements; and (4) details

about available preparation programs.

Employer. Site Experiences: Learning bv--Doing in Community Classrooms

Students in (CE)2 have a wide variety of opportunities for community

participation. At the beginning of the school year, students can select

at least three employment exploration sites where they get to examine

a variety of occupations and careers available in their area of interest.

In each case, a (CE)2 employer relations specialist works closely with

a student to select sites and to plan experiences. At least five explo-

ration experiences are required during a program year,

Students complete an Exploration Package at each site, and then

decide which jobs they want to explore further. Then begins a learning

level experience, characterized by an involvement in learning that con-

tinues until students complete all learning objectives For a specific

site.

Staff attitude as well as other program requirements encourage stu-

dents to spend a significant portion of their program year on learning
...... . ...... .

level sites. Each stay may last from three weeks to several months.

Students on learning level experiences usually spend several days

completing learning objectives that become part of a final project. The
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project objectives include general and specific job skills to be mastered,

plus activities in .the Basic Skills and Life Skills. These tasks are

identified through the Learning Site Analysis 'Form.

Some placements emphasize skill building, similar to pre-apprentice-

ship occupational training. In addition, special placements occur when

a community learning site is utilized by students to complete Life Skills

projects written for other than specific career or skill learning.

Projects: Pre-prepared and Individually Written.

Students are required to complete two projects in each of the five

Life Skills areas -- critical thinking, personal/social development,

functional citizenship, science, and creative development. One project

in each area-is pre-prepared and one is individually written, except

for the second critical thinking project.

The five pre7prepared projects are highly process-oriented. Their

activities, resources, products and criteria can be individualized for

each student and personalized for a specific site. Activitie&,,c.errespond

to the learning objectives in each Life Skills area, so that the pre-pre-

pared projects also serve as Life Skills assessments. The final product

of the pre-prepared critical thinking project is a project written by

the student.

All projects, both pre-prepared and individually written, must meet

the following basic requirements:

1. Have a title;

2. Contain a statement of learning manager rationale;

3. Include a student rationale statement in which the student states

how he or she perceives the project relating to his or her inter-

ests and goals;
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4. Specify a starting date and target completion date for each

activity;

5. Be composed of activities, resources, products and criteria

that

a.. Specify performance level criteria hOw well it is to

be done;

b. Specify who is responsible for judging the quality of pro-

ducts and/or activities;

c. Cover Basic Skills in a way that builds on assessed needs

and relates to specified learning goals;

d. Present a coherent set of learning activities in one of

the six Life Skills, areas;

e. Specify activities that are to take place at employer or

community sites;

f. Include both "doing" ("hanas on") Lypes of activities nnd

"analytic" (observing, deScribing, analyzing kinds of

activities.)

Utilizins, Community Resources

Individual tutoring is used when students lack fundamental skills

and need intensive instruction beyond what they receive "on the job."

When the students request tutoring, the-learning resource specialist

finds a subject matter specialist from the community who can give it.

To help students understand the broad world of work issues, employ-

ers have volunteered to design and conduct- seminars at the Learning

Center. (CE), staff have also tried to help students meet with groups

and indl..rdu,ils ;hose activities might be of ifierest or relate to stir --

dents' learning goals. One example is the meet.Lig which students have
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with representatives from the Public Defender's Office and the Mayor's

Office of Portland.

Student Time Allocations

Because of the wide variety of activities and experiences available

to them, students devote varying amounts of time to particular portions

of the program. Average approximate time devoted to various learning

activities, however, is:

tit

Employer sites 56.8%
Learning Center activities 43.2%

Projects done at Learning Center 16.0%
Break 6.07
Tutoring 5.5%
Write-up of Exploration Packages 5.2%
Journals 3.57,

Competencies 3.07,

Other 4.07

Meetings 2.57
Computer terminal 1.07
Questionnaire

Records and Reports

(CE)2 staff monitor student learning progress in a number.of ways.

Student activities and,performance are recorded and kept by the (CE)2

learning manager, copies of all projects written are kept as part of

the program's documentation, and the prodpcts of student projects are

evaluated and returned. Records are maintained in a Master Record Book,

which contains summaries of each individual student's progress in each

of the program elements, and in a Student's Individual Record Book, which

contains the results of all the interactions between students and staff.-

"Feeping up" with different stud^nts with dfrent har

been managed through inforMal conferences between the learning manager

and the student. Feedback sessions are held between individual students

9 5



IV-17

and the employer relations specialists. Visits to the employer are made

by the employer relations specialists. A sign-in, sign-out procedure

at the Learning_Center and at employer sites, and the daily student jour-__

nal for recording appointments are used.

Reporting to Parents

Every two weeks each student and a staff member discuss the student's

progress and difficulties. Following this contact, the staff member

telephones the student' s parents to discuss with them the student's pro-

gress and any concerns - -or questions they may have. Eight progress re-

ports are mailed at regular intervals. In mid-fall and mid-spring con-

ferences are held with all parents.

-High_School Graduation

On meeting the following requirements, (CE)2 students are granted

a standard high school diploma*:

Projects: Ten per program year; two in each Life Skills area and

including Basic Skills activities. Credit for one of the critical thinking

projects is obtained through activities in other projects.

Competencies: All the competencies must be completed by each student.

Employer Site Utilization: Minimum of five explorations per pro-

gram year. Adequate employer resource utilization as judged by employer

instructors and staff.

Waiver Clause: Tx,ogramreq,uirements may be modified, or waived on

written recommendation of the learning manager and approved by the pro-

ject director. The project director's decision may be appealed to the

Board of Directors.

*Diploma granted by Tigard High School, District 23J, Tigard, Oregon,
cooperating public school district.
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Personnel Resources

(CE)
2
relies heavily on both professional staff and a wide variety

of community personnel. Professional personnel need unique skills to

assume the nontraditional roles of learning manager, consultant, facili-

tator, coordinator, resource specialist, etc.

Eight staff members operate the program directly with students and

help design the instructional system. A curriculum designer and other

support staff are required by the research and development aspects of

the program.

4-
Project Director: Handles total design of the instructional system and

organization of the operating program in cooperation with NWREL

and the (CE)9 Board of Directors. Serves as executive officer

of TtE)2; coordinates contacts with employers, community groups

and local schools; maintains financial records and reports.

Two Learning Mana'rers: Identify learning content and objectives with

students and develop learning plans. Coordinate learning activities

and site experiences with learning resource specialist and employer

relations specialists.

Two Employer. Relations Specialists: Identify potential employer sites

and employer instructors. Maintain close contact with students

and site instructors during exploratign, learning, skill building

and special placement level experiences, and assist in counseling

and evaluating student progress.

Learning Resource Specialist: Identifies and evaluates appropriate human

and material resources for learning. Recruits tutors, coordinates

competency certification and FucTests ]earning re nurces to learninp

managers.
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Student Coordinator: Handles design and description of the guidance

system and the supervision of its installation and maintenance.

Provides limited guidance and counseling to students and parents;

primarily facilitates the delivery of such services by other staff

members, employer instructors and significant others.

Learning Aide: Provides secretarial and support services to the learning

managers and maintains the student record-keeping system.

Employers serve on the Board of Directors, and more than 90 separate

businesses and agencies are used as learning sites. About 80 more-are

ready to be pressed into service if student interest requires it.

Student Selection and Recruitment

Students were initially recruited for the (CE)2 program through

individual class assemblies at the cooperating high school. Interested

students received applications and were encouraged to visit the center

and set up personal interviews with the (CE)7 student coordinator. The

(CE)0 staff, with selected employers and Board members, also presented

the program at an evening orientation to interested students and their

parents.

Students submitting applications were selected on the basis of:

school ability tests, GPA, counselor ratings, previous educational experi-

ences, attendance, and staff/teacher evaluations.

Approximately 10 students with. an above average rating were automat-

ically selected to join the program. The remaining applications were

placed in alphabetical order and selected randomly to assure a student

body with a range of abilities and needs. ,This also offered the poten-

tial of a career education program fot a wide rai 8..! of students.
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Evaluation Findings

Based on pre- and postadministration of the Comprehensive Test of

Basic Skills (CTBS), students in the (CE)2 program showed a statistically

significant gain in reading, mathematics and study skills during the

1973-74 year. This is particularly impressive since (C0)0 students the

prior year averaged no growth on this instrument. No significant gain

was registered by (CE)2 students on the Language Mechanics section of

the CTBS. When converted to grade-level equivalent scores, (CE)2 students

gained five months in reading, six months in language, seven months

in arithmetic and a year and a half in study skills. This compares to

a gain by the regular high school sample of two months in reading, a

loss of four months in language and one month in arithmetic, and a gain

of seven months in study skills.

A semantic differential instrument, designed to measure attitudes

toward the concepts of "me," "school," "adults," "learning," "work,"

and "decision-making" was administered to (CE)2 students in September 1973,

at midyear, and again in May 1974. Students demonstrated a statistically

significant growth in all six areas during the first half of the year.

From midyear to May, however, either-the rate of change decreased or

a slight drop was indicated. Over the course of the full, year, however,

statistically significant growth was still maintained for the concepts

of "me," "school," -1,1ELIJLIR," and "decision-making."

The Psychosocial Maturity Scale (PSM) was administered to all the

(CE)9 students and to three comparison groups in the fall 1973. In

January 1974, a. random half of these groups completed the instrument

again. The remaining studEnts responsed to th instrumunt in May 1974.

This instrument measures the student's( on the following scales:

9
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work, self-reliance, identity, communication, role, trust, social com-

mitment, tolerance, openness to change and social desirability (which

serves as an internal validity scale). The first semester change in

PSM scores for (CE)2 students was dramatic.- Scores on all PSM subscales

increased significantly with the exception of the work, identity, com-

munication and social desirability subscales. The general pattern of

change on the PSM follows that noted on the Semantic Differential. The

rather dramatic positive change during the first semester was in part

tempered by a slow-down or slight decrease in the second semester.

Positive change over the entire year (pretest-posttest) was significant

for the work, self-reliance, communication and .trust scales. The com-

parative growth over the year for (CE)2 students was not signifir.antly

greater, however, than that made by several comparison groups.

The Career Maturity Inventory Attitude Scale Was administered to

all (CE)2 students in September 1973, and then to a random half in

February and a random half in May. Change between pretest and posttest

was statistically significant. Nevertheless, the staff and evaluators

feel that this instrument is not valid for measuring an EBCE program

and do not plan to use it next year.

Attendance data for (CE)2 students indicated that this year they-

were absent slightly less often than when.they attended Tigard High School

the year prior to their entrance into (CE)2.

In the Life Skills area, students completed most of their learning

through work on individual projects. Seventy projects were completed

in critical thinking, 56 in science, 45 in creative development, 47 in

tjt.j..enship and 57 in personal-social development. Each pro7

ject had individual objectives and .criteria that were applied by the
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learning managers in evaluating these projects. The percentage of favor-

able comments by learning managers ranged from an average of 56 percent
.

for science projects to 36 percent for functional citizenship projects.

The percentage of all (CE)2 students completing the 13 previously

listed competencies ranged from 94 percent who showed the ability to

transact business on a credit basis to 10 percent who completed a com-

petency requiring them to explain their own legal rights and responsi-

bilities. This indicates student perceptions of the interest, difficulty

level or importance of each competency. Students averaged completing

5.6 competencies in 1973-74, compared with three competencies the first

year.

(CE)2 staff reported observing that many students have grown sub-

stantially in assuming responsibility for their actions and in cooper-

ating with program staff and employer instructors. Substantial growth

has been noted also in students' ability to communicate effectively with

adults and with fellow students.

At the end of the school year (CE)2 students and those from three

comparison groups completed a questionnaire containing some items related

to 'heir feelings about their year's educational experience. The three

comparison groups were from Tigard High, the Occupational Skills Center

(OSC), and the high school's Cooperative Work Experience Program (CWE).

Students were asked to rate how helpful they felt their school/(CE)2

experiences this year had been in allowing them to andersland more about

themselves. On a scale ranging from 1 (of little or.no help) to 5 (very

helpful), 46 percent of the (CE)2 'students said "very helpful," compared

with il percent from MS, 29 percent from OSC and percent from CI,T.

When rating how well their school/(CE)2 experiences this year had helped
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them to think about their future work plans, 65 percent of the (CE)2

students said "very helpful," compared with 11 percent from TITS, 42 per-

cent from OSC and 13 percent from CWE. When rating the usefulness of

their school /(CE)2 experiences in helping prepare for future learning

whether in school or on a job, 42 percent of the (CE)2 students said

"very helpful" as compared with 6 percent from THS, 32 percent from OSC

and 7 percent from CWE. In rating the relevance of their school/(CE)2

experiences to their personal interests and skills, almost identical

figures were obtained as for the prior question. The last two items

in this section of the questionnaire asked students to judge the amount

of control they felt they had in planning and carrying out their school/

(CE)2 experiences, and how much thinking they had done about their

school/(CE)2 experiences. In both cases, the (CE)2 students ranked

about the same as those in the THS and OSC groups and higher than the

CWE group.

Students, staff, parents and employers were asked on different ques-

tionnaires to rate the importance and, separately, the effectivenss of

the program in accomplishing 15 student learning outcomes. Each learning

outcome was given an average rating of three or higher (on a five-point

scale) by students, staff, parents and employers -- indicating a support

for the goals of the program. All four groups considered the following

student learning outcomes to be especially important: assuming respon-

sibility for themselves, making decisions and following through, commu-

nicating with others in a mature way, working with others, thinking

through and solving prot.lems, having a realistic attitude toward self,

having a positive nt Litude toward work and leariling, and improving inter-

personal and social skills.
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Students, staff, parents and employers gave an average rating of

three or higher (on a five-point scale) for 11 of 15 student learning

outcomes listed. These groups felt the following student outcomes were

heJng accomplished most effectively: performing specffIc occupational

skills, assuming responsibility for themselves, communicating with others

in a mature way, working with others and having a realistic attitude

toward self.

A major strength noted by the program staff'has been the growth

made by many (CE)2 students in such social skills as assuming more re-

sponsibility and enhancing their communication ability. Last year's

(1972 - -73) (CE)2 graduates said that the program helped them to improve

their communication ability. This year's (CE)7 students see program

strength as lying primarily in its provision of many opportunities to

explore various careers, learn some meaningful skills and be in an en-

vironment that is friendly and supportive. They also said that they

have had no problem locating and obtaining necessary resource materials.

Parents, employers, students and visitors have all remarked that the

(CE)2 staff's competence, enthusiasm and concern have been major fact6rs

in the program's success. Many parents also indicated that their sons

or daughters. in (CE)2 had grown in interpersonal relations skills, know-

ledge about different vocations and Interest in education.

Interviews with a stratified random sample of 14 (CE)2 students

revealed that all but one thought that knowledge or skills acquired in

(CE)2 would be directly helpful for gaining or .holding future jobs.

All but one of the 14 students were able to describe specific job skills

si.c Lixou;:11 (CE)2. When asked to rank the usefulness of the learning

procedures used in (CE)2, students listed actual work on an employer
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site, working on projects, use of tutors, counseling groups and the stu-

dent retreat. The staff saw student projects, competencies and student

orientation sessions as particularly effective in helping students.

Ninety-four percent of the employer Instructors completing the Em-

ployer Opinion Survey stated that they plan to continue participating

with (CE)2. Many view this program as a good alternative to regular

high school and as an opportunity for students to learn about a variety

bf careers and see what the "real world" is like.

While most of the evaluation findings this year were positive, some

weaknesses were uncovered. Many (CE)2 students were behind schedule

in completing program requirements, especially student projects. (CE)2

staff members have been acutely aware of this problem and in the summer

of 1974 they designed an improved student accountability system that

will divide the year into time zones of various lengths with student

expectations clearly laid out for each zone.

Of the 27 seniors in (CE)2 as of April 25, 1974, 17 graduated, five

dropped out, two planned to return the next year to complete program

requirements and three more may return to complete program requirements.

Perhaps the greatest proof of the competency-based nature of the program

is that not all students enrolled in (CE)2 automatically graduate but

instead are held accountable for successfblly completing the program's

learning requirements.

Concluding Statements

The (CE)2 EBCE (Community Experiences for Career. Education --

Experience-Based Career Education) suburban-rural model is a major effOrt

to brin6 io3c;ther numerous contemporary educational ideas. Its emphasis

on individual learner goals and on functional skills through community

13i
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experiences is consistent with many goals of American public education.

Operating through a consortium of private and public efforts, (CE)2

demonstrates a vitality that may lead to major educational, reform in

public education. Few would suggest the (CE), program has all the answers.

Student growth in Basic Skills needs further development, and the instruc-

tional system needs additional refinement. Probably most critical,

however, is the need for students to be able to cope with their new-found

freedom and its accompanying responsibilities.

(CE)
2

represents an impressive start. Eventually, responsible edu-

cators and the community (private and public) will have to determine

how these concepts and instructional elements can be put to use in local

communities.

The Product Development staff at the Northwest Regional Educational

Laboratory (NWREL) is currently working on five descriptive handbooks

that are designed to help communities. adopt or adapt all or parts of

EBCE using the (CE)2 experience as the model. These handbooks should

help ease the transition from EBCE as a theory to actual practice in

the community.
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Chapter V

EBCE IN A FORMAL HIGH SCHOOL: THE ACADEMY FOR CAREER EDUCATION*

Introduction

The Academy for Career Education opened in September, 1972, to some

100 eleventh-graders from Philadelphia's public and parochial schools,

with the participation of 40 different employers. At its inception, the

Academy was a private, comprehensive high school licensed by the State

Board of Education to provide an experience-based alternative to regular

high school programs. Two years later -- with, about 250 students from

Olney High School and with more than 85 employers -- the Academy became

a program Within Olney High School, directly within the Philadelphia

Public Schools.

Olney High School is located in North Philadelphia and has more

than 5,000 students in grades 9-12. Tts integrated student body is 65

percent black, 30 percent white and 5 percent SpanIsh surnamed. Olney

has been described as a "traditional" American high school in organization

and scheduling, and it has a reputation for having one of the better

programs in Philadelphia.

A total of 464 students from Olney and its feeder schools applied

for admission to the Academy program for 1974-75, and 339 appeared for

an orientation and testing session. From these, an experimental group ,

-numbering about 200 was randomly selected. In addition to these 1974-75

recruits, 69 students from the group which entered the program in September,

1973, expressed interest in returning for a second year.

*Because of the recent changes in this program, a meaningful student
"walk through" of the program is not yet possible.

.
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The Program

The Academy for Career Education is a continuously evolving model

where changes result' from the experiences of the student participants.

The program has tried to develop, test and disseminate an individualized

and humanized system of instruction through community experiences, a

strong academic component, and an extensive guidance and counseling

program.

Research for Better Schools (RBS), one of the network of federally

supported research and development laboratories, is located in Philadelphia

and has developer d given guidance to the Academy. The project has

focused on helping students become better equipped with skills and learn-

ing, more discriminating and more confident members of the community:

Through participation in the Academy, students are expected to:

1. Give evidence of increased maturity and self-development.

2. Show a significant increase in their knowledge of the community.

3. nave more relationships with community agencies, employers and

their personnel.

4. Be able. to gain employment skills.

5. Be able to deal more effectively and more positively with others.

6. Improve their communications and mathematics skills.

To help meet these goals, RBS has enli,isted the support of the Greater

Philadelphia Chamber of Commerce, employers, the city's School Board,

and the administrative staff of Olney High School.

Students in the program participate in three instructional components

.4
provided by the Academy for Career Education and through supplementary

fffer,:!6 cc all students of Olney High School. Academy students

may drop two regular. Olney-offered courses and take the same Subject
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matter in a different format through the Academy. They still take their

other courses at Olney.

The Academy has three components: Career Guidance, Basic Skills

and Career Development.

Career Guidance

Following their introduction to the Career Guidance unit during

an orientation program, new Academy students participate in group guidance

sessions totaling three hours a week. They are also assigned to counselor-

coordinators for individual sessions. Each counselor-coordinator is

responsible for about 25 students for the-individual portion of the

program.)

This close participant-counselor relationship is essential. It

has been accomplished by integrating the normally separate responsibilities

of counselor and coordinator of community programs into a single role.

In the Academy program, the counselor-coordinators staff reflect diverse

professional backgrounds. Four of the 10 counselor-coordinators have

had public school counseling experience.

The Career Guidance component, is personalized to develop students'

self-evaluation, problem-solving and decision-making skills, and to help

them apply these skills to academic and career choices. The component

combines individual guidance with counseling activities and group instruc-

tion. Its 10 counselor-coordinators also handle one other instructional

component (career .development) and provide liaison between the two activities.

New students in the Academy face many new and challenging situations,

so the aim of the orientation program is to ease their adjustment. The

orientation is. designed to establish a rapport and reeling of group

identity between staff and students. It also tries to lay the groUndwork

109
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of support for the program and its goals.

The orientation uses a contract system -- a relationship among stu-

dents, staff and participating
employers patterned after that of a legal

partnership. The program contract and a legal partnership both share

the following elements:

1. Partners have a common purpose.

2. This common purpose serves individual interests.

3. Partners commit themselves to certain contributions.

4. Both partners are committed to keep current in terms of informa-

tion relative to his sphere of contribution.

5. Both evaluate the contribution of their partners on a continuing

basis.

6. Both evaluate the importance of the contract to their personal

goals on a continuing basis.

7. The partners share both the risks and rewards involved in their
tv

activity and have access to information regarding their association.

8. Rights, rewards and risks are part of the negotiated agreement

based on the investment and contribution of the parties.

9. Major changes in the contract require the consent of all partners.

The contract may be cancelled if any partner fails to live up

to "his or her obligations.

The counselor- coordinator team is responsible for the following

activities: (4, p. 6)

1. Individual counseling

2. Group counseling

3. Organization of volunteer work in the community

4.
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5. Referral services

6'. Parental contact and involvement activities

7. Administration of various tests

8. Maiu_enance of a career. Information center

9. Academic and vocational placement

10. Cumulative student records

11. College entrance testing

12. Cooperative planning and evaluation of Career Development programs.

Basic Skill Component

An Academic Resource Center (ARC) prOmotes student growth in mathe-

matics and communications skills through a knowledgeable staff (six

teachers and three aides), a wide range of instructional materials and

a centrally located work space. Students have access to the ABC as they

sort, sequence and integrate academic skills suited. to their career goals.

Presently, the ARC focuses on English and mathematics, but as time

goes on, that focus is expected to broaden to include additional subjects

as needed. Two assumptions underlie the instructional efforts in the

ARC:

1. The quality of life is enhanced for the indivudal who is inter-

nally motivated to learn and continues to learn throughout his

life.

2. A learning environment that assists each student to identify

his own academic goals, to plan and engage in a course of action

designed to lead to the attainment of those goals will encourage

learning as a life-long habit.

Each student's goal is to achieve measurable ptIrsonal growth through

purposeful self-directed experienCes. Students move towardthis goal 1 1 1
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by working to attain one or more of the following shorter range objectives:

1. Master communication skills (reading, writing, listening,

speaking) to ninth grade level.

2. Master the concepts and operations of basic mathematics to

ninth grade level.

3. Select and complete specific secondary English courses.

4. Select and complete specific seondary mathematics courses.

5. Specify and complete individual projects in English and/or mathe-

matics through independent study.

Instruction in the ARC is tailored to each individual's needs as

perceived by the learner, the teacher, or anyone else who has a legitimate

contribution to make to the assessment process. It is expected that

clearer and different perceptions of the needs of students will develop

as their education progresses. To accommodate these new perceptions,

learning prescriptions must constantly change.

Individualized instruction does not mean the use of only one instruc-

tional setting. Learner/instructional material/instructor interactions

can be infinitely varied, provided they are planned to meet the learner's

identified need. Large and small group instruction, self-learning and

other technological media, and tutorials are employed.

This essentially individualized.instuction involves five operations:

1. The student's educational needs are assessed and some aspect

of communication skills and/or mathematics are designated for

study.

2. Appropriate instructional materials and/or activities are selected.

3. An instructional program plan is constructed with and for the

student.
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4. Periodically throughout the learning process, students and teach-

ers confer to evaluate what has been accomplished and to adjust

the plan.

5. At the close of the instructional sequence, some assessment tech-

nique comparable to the means employed before instruction is

used to evaluate the learning that has taken place.

Both professionals and nonprofessionals are needed to staff the ARC.

Each member of the professional staff must possess: knowledge (through

teaching) of adolescent psychology; philosophical orientation to individ-

ualized instruction; sufficient flexibility to work effectively as a

member oraW'Instructional team; and thorough preparation in one's area

of specialization.

The teacher is seen as a facilitator of student learning rather than

an individual. performer. As the teacher assumes the supportive posture

learning counselor and facilitator, he or she will seek to identify

and develop techniques that can move students even closer to becoming

self - motivated, active learners.

Aides must possess adequate clerical skill, plus sufficient maturity

to maintain courteous, objective, nonjudgmental relationships with students.

Career Development

Through career development activities, students explore and

specialize in careers that interest them. The Academy staff has developed

23- clusters of occupations from which the student may select. The actual

number of clusters varies from time to time, since student interests

and the availability of experience sites in Greater Philadelphia are

the two ;actors necessary for the addition or deletion of a cluster.

113



Exploring Careers. Each student is required to engage in one exploration

per term and one specialization per year. The first exploratory experience

acquaints the student with the world of work. Career exploration provides

information, and develops knowledge and basic skills related to work and

the careers which exist within a cluster. Students -- either individually

or in groups up to 25 -- spend six hours, one day per week, at an experi-

ence site learning about occupations within that cluster,

The Academy program gives students the opportunity to explore and

to participate actively in a wide range of occupational fields. Learning

is individualized when it is, appropriate to and correlated with the

readiness Of the learner. It is personalized when the learners are-actively

involved in making choices relative to the learning experience in terms

of their values, preferences, and goals.

Career. Specialization. This component provides a reality-based relation-

ship with a segment of the economic sector. Programs tailored to meet

the participant's needs, interests, and abilities are offered, based on

results from the guidance activities. Participants are able to grow in

knowledge of self, to contribute to a responsible partnership in community

problem-solving and to develop occupational skills.

Instrumental to career specialization is the negotiated contract,

whose basic features include:

1. The participant, the site representative and the counselor-coor-

dinator decide together on the activity to be covered 'during

the term of the contract.

2. The parties agree on the method to evaluate how well the contract

has been fulfilled in terms of the grade desired by the participant.
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3. The contracting parties agree upon dates for the completion of

segments of the contract or the contract as n whole.

6. The participant and agency epresentarlye-draw hp the terms

of the contract and sign it.-

5. The participant proceeds to fulfill the terms of the contract.

The counselor-coordinator acts as a resource person and checks

on the participant's progress through regular conferences.

6. At the end of the contract period all evaluations are assembled.

When the participants have successfully fulfilled the contract,

they are assigned the grade for which they have contracted.

7. If the participant has not fulfilled the contract, he or she

may be granted additional time, be assigned a lower grade, or

simply not receive credit for the activity.

Participants contract for one or more career specializations per

year with advice from the counselor-coordinator. Each activity must

clearly identify instructional objectives and evaulation strategies-de-

veloped and negotiated by the participant and the agency representative

in consultation with the counselor-coordinator. The following procedure

is used to place participants in their career specializations:

1.- The counselor-coordinator compiles and classifies the interest

areas of the participants. Community agencies representing these

interests are contacted.

2. The identified agencies are measured for the extent of commit-

ment and quality of potential experience they can offer partic-

ipants.

3. .Participant's indicating an interest in an agent) arrange for

115



17-10

an appointment. The interview permits the student to gain deeper

knowledge of the agency, and the agency gets to interview the

participant.

4. Based upon mutual agreement between the participant and the

agency, a program is planned and contract developed.

Major Program Goals

The Academy for Career Education has developed a system to organize

and utilize many community learning resources, including those of the

public school system itself. Schooling now provides a variety of learn-

ing experiences both productive and meaningful to individual development.

A basic problem facing the Academy is devising ways to make the best use

of available community resources to achieve educational objectives. It-

is not a replacement for either the public school system or its practices

and programs.

The basic assumptions of the Academy's experience-based, self-learn-

ing process are:

The student is accepted as a valuable and unique individual,

capable of growth toward self-initiated learning and achievement.

-- The student assumes active responsibility for his/her own learn-

ing.

-- The needs of the student are significant in defining the learn-

ing activities and materials.

-- The significance of the learning activities and materials is

defined cooperatively by the student and others.

The student learns through active involvement in problem-solving.

-- The exploration of alternatives and the scarch for new interpre-

tations, ideas and solutions are inherent in the learning process.
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-- Self-evaluation is fundamental; evaluation by others should be

growth-, not grade-oriented, descriptive not judgmental.

Some characteristics of the Academy for Career Education's experience-

based, self-learning process are:

-- The model is student-centered. It focuses on learning and not

teaching; the concern is meeting the student's needs.

-- A central theme.is individualized learning. The system serves

the individual.

-- Problem-solving is emphasized, and it concerns real-life, indi-

vidually oriented situations.

-- The focus is on exploration. and discovery. The learning.of facts

is defined by problem relevancy and solution.

Individual responsibility is paramount. The student's readiness

defines in many ways what is needed, and he/she assumes the basic

responsibility for acquiring it. The structure of the experiential

model facilitates assumptions of this responsibility but does

not preempt it.

- - Resources are available to assist the student in the problem-

solving. process. Atransactional learning/teaching mode facil-

itates the discovery and definition of problems, aids information

seeking, and encourages decision-making.

- - Learning how to learn is inherent in the model. Self-initiated

learning is a potential mediator of the impact of change.

- Since knowledge per se does not necessarily lead to desirable

behavior, an integrative process linkingthe affective and cog-

nitive functions is relevant prograt content. (3, p. 5)

The Acz:domy for Career. Education is an attempt to translate the con-
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cerns for individualization, educational innovations, career education

and experience-based learning and put them into a program that will serve

a growing number of students. It is intended to provide students with

an educational program unavailable to them in the traditional public

school, to insure them of the quality and certification desired from

Public education, and to stimulate further development and extension

of EBCE approaches in education.

Student Characteristics

Seventy students whO began in the Academy in 1972 and completed two

years were drawn at random from volunteer applicants from public, private

and parochial schools throughout Philadelphia. The group was 70 percent

black and 20 percent white. Students who enrolled in the program for

the first time in 1973 were enrolled in the 10th and 11th grade at Olney

High School. The 85 students in this group were predominantly female

and black.

Data on new and,returning students for 1974-75 follow:
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1974-75 Academy Students

DISTRIBUTION BY SEX

New

Students
Returning
Students

Total

Students

## % # 7

Male 75 31 4] 59 116 57

Female 168 69 28 41 196 63

Total 243 100 69 100 312 100

DISTRIBUTION BY RACE

New
Students

Returning
Students

_ Total
Students

# % 11 % I.

Black 151 62 54 78 205 66

White 82 34 15 22 97 31

Other 10 4 0 0 10 .3

Total 243 100 69 100 312 100

DISTRIBUTION BY GRADE LEVEL

New
Students

Returning
Students

Total
Students

#
,,
, It % It

-48 20 0 0 48 16

10 35 14 0 0 35 11

11 126 52 34 49 160 51

12 34 14 35 51 69 22

Total 243 100 69 100 312 100
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Management and Governance

Many groups have had an effect upon the destiny of EBCE in Phila-

delphia, including NIE, the Greater Philadelphia- Chamber of Commerce and

the Board of Education. The Chamber of Commerce, operating under a sub-

contract with Research for Better Schools, provided resources and a world

of work seminar during the first year of the Academy's operation. During

the second year, guidance and counseling services were provided through

the subcontract with the Chamber. The Chamber has provided continuous

liaison between experience sites and the counselor-coordinator.

The Academy Board of Directors has' served as.the project's main

policy-making body. The first 10 members were selected by the director

of Research for Better Schools in concert with the Chamber of Commerce.

The board numbers 19 and now selects all its new members. The Board is

represented by employers, labor unions, community and education. Although

the Academy has moved from a private entity to a program within a public

school, 'the Board of Directors continues to serve as the major policy-

making body.

The program director for Research for Better Schools serves as the

executive director of the Academy. He is responsible for overall program

operation. He established and maintains cooperative relationships with

the school district, the Chamber of Commerce and project staff. Reporting

to the executive director is the academy administrative head. Eighteen-

staff members report to the administrative head.

External Relationships

The Greater Philadelphia Chamber of Commerce has been principally

it volvz:d in. Tc.:tting community support for and understanding of the Academy

program. Tthas helped identify and orient employers for possible partic-
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ipation in the exploration or specialization programs. Employer sites

needed for the program are identified by the Academy staff. The Chamber

then makes the necessary contacts and relays' pertinent information back

to the counselor- coordinators.. Through the Chamber, employer groups

have continued to participate in the program and to maintain their interest.

Although less involved than the Chamber, some groups from organized

labor have also maintained interest in and support for the program.

They are represented on the governing board and their members participate

as resource persons at various sites in the career exploration and spe-

cialization activities.

Most interaction with the general community has been targeted to

parents of current students until this year. The Academy sponsored three

open houses in which it reported.to parents on the Academy's status and

secured feedback through individual and small group discussinns. The

open houses were followed with a newsletter to parents.

Program Outcomes

When compared with control groups, Academy students showed excellent

gains in most basic skill areas. Academy students gained more in reading

comprehension, arithmetic computation, concepts and applications than

the control groups. In other academic areas, the achievement of Acndemy

students matched that of nonproject students.

Academy students showed gains in personal career awareness and certain

affective areas. They also evidence a more positive attitude about learn-

ing environments than did the control groups. In general, Academy stu-

dents demonstrated a very positive attitude toward the program and the 121
employers involved. They reported that the. Academy program was superior

to their previous program in proViding learning abut occupations, learn-
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ing in general, and mot:Oration to learn.

Both students and staff have said that diagnosis of individual career

interests and aptitudes has been a problem area. Career exploration has

been described as a process of taking groups of students through employer-

oriented tours. Frequently, students were assigned to sites in which

they had a little interest because preferred sites were full. The staff

of RBS can now assure students that they will be able to participate in

one of their top three exploratory choices each term, Students are re-

quired to take one specialization each year. They are also required to

take a different specialization each year, even though they may have made

a tentative occupational choice after their first or second year in the

Academy.

Students rated the group guidance activities lowest of all project

activities.

Parents of Academy students have been positive about the quality

of the experiences RBS provides for their sons and daughters. Parents

appear to view maturity and the to communicate on important issues

as identifiable behavior improvements in the students. They said that

the Academy is more responsive and more effective than the program from

which theirchildren came.

Employers tend to look upon the program as successful, although

with some qualifications. Two complaints have been made. One referred

to a lack of feedback from the Academy regarding employer program develop-

ment, implementation and effectiveness. The second employer concern was

what they saw as a lack of interest shown by Academy students. Less than

perccat 01: :the employers dropped from the program. between 1973-74 and

7

the following school year.
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Some problems in implementing the RBS model have shown a need for

continual refinement. But the principal EBCE constituent groups -- stu-

dents, parents, employers and public school representatives were positive

about the program's value as an educational contribution. Students gained

substantially in knowledge, personal career awareness and effective dimen-

sions during their experience in the program. In many cases, student

development in the program was superior to that apparent in,the public

schools. Nowhere was the development of public school students superior

to that of the students in the program.

There has been evidence that some teachers in Olney High are not

aware of the Academy's program and goals. Some have visited the Academy

to better understand it, but others see it as an "easy" alternative to

the basics at the regular high school, and they have expressed this view

to Academy students.

The Future of the Academy

The initial goals of EBCE were to develop, implement and test a pro-

totype of experience-based career education which could provide an accept-

ablealternative to formal school experienees.

As the Academy program matured, RBS added another critical goal:

The program should be transportable. With that goal in mind, the Academy

program has been modified through its three years of operation. The

management of RBS looks forward to the time when the Academy is supported

and governed by the Philadelphia Public Schools.

Per student costs, exhorbitant et the start of the program when

compared to per student costs in a traditional setting, have been brought

in line during the current operation. Services which were originally

provided in four different locations are now Provided in a high school
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and on an experience site. A public school system which originally co-

existed with the Academy now approaches the possibility of a cooperative

relationship. The ultimate test will be accomPl4shed when and if the

Academy Ts adopted and operated within the public richooln ol
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Chapter VI

THE POTENTIAL OF EBCE

Introduction

Experience-Based Career. Education is an educational plan to accom-

plish certain specific objectives. Whether it is a "good" plan depends

upon many factors which cannot be readily answered and which do not make

for precise measurement. An educational strategy that may be "good" under

certain circumstances-for some communities and students may seem inef-

fective and inappropriate for others. Educational systems are not me-

chanical systems which always operate in a precise,-predictable fashion.

They are not "people proof." Administrators and teachers who serve ef-

fectively under one system May-be ineffective under another.

We never obtain complete proof that an educational system works.

Human beings must take some risks in the hope that they can develop

systems and strategies to achieve desired goals through human institu-

tions. Recognizing these limitations, this chapter will attempt to

indicate what in the minds of these writers has been accomplished thrbugh

EBCE and to suggest some of the conditions under which EBCE can be suc-

cessfully replicated.

What has Been Accomplished

First, and perhaps most significantly, EBCE has generated enthusiasm

from the various groups who have been closely associated with it: stu-

dents who have engaged in EBCE experiences; their parents; teachers and

administrators; the professional and skilled operators who have worked

with students; employers; cooperating community lcaders; and educators

who'have reviewed various aspects of EBgE. This enthusiastic reception

has helped to create a climate in each EBCE school that promotes healthy
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growth -and accomplishment by the students. The climate is infectious

and carries over into other endeavors within the community. It stands

in sharp contrast to other educational environments that have not achieved

a nearly comparable esprit in their activities.

Second, profesSionals at four separate sites have designed and re-

fined four different programs, and all appear ready for replication in

other situations. National Institute of Education guidelines have re-

quired a close, practical relationship of operations, development, and

evaluation activities. As a result, all of the EBCE components have

been or are being tested in action under the guidance of well-prepared

professional personnel. And they are being revised continuously, not

in relation to theories, but upon the practical basis of whether they

are helping students. Not only can the systems be replicated in toto,

but they can be adapted to varying situations, and selected features

from different models can be merged. Although the results of the over-

all evaluation are not as yet, available, the continuing evaluation con-

ducted by the yarious educational research and development laboratories

on their own models proVides sufficient evidence upon which effective

replication can be achieved.

Third, it is now possible to prep:.re people to operate the various

EBCE systems, since their roles have already been described and tested.

Well designed, in-service education programs can be installed, and they

can draw from individuals and materials available through the four re-

search and development laboratories.

Fourth, a significant percentage of the students involved have

accomplished or are moving toward thrAr tdt d g:Jals. Evaluation data

clearly indicate that most students are doing at least AS well in their
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cognitive development as they would in the traditional educational system.

But in other domains -- particularly their self-image, their career devel-

opment, and their discovery. of ultimate .life roles -- they are probably

doing better than their counterparts in traditional settings.

Fifth, EBCE is proving relevant for coping with'some of the problems

of adolescents. Long-term studies of EBCE students are obViously not

vet possible. But on the basis of current evaluation evidence, EBCE

seems to have helped students substantially to identify their career

aspirations, and make decisions on the basis of knowledge about themselves,

the nature of society, and the world of work. It is helping students'

know more about their roles as citizens in the community and participants

in affairs. It is helping them develop the skills and the attitudes

necessary for rational decision-making for their futures, and to define

purpose and values in their lives.

Conditions for the Replication of EBCE

Since early in 1974, the four educational research and development

laboratories have been developing plans for the replication of their

EBCE models. These plans include the preparation of materials so they

can be used in settings different from those in which they are now em-

ployed, the development of ':-raining modules for the preparation of per-

sonnel who will operate in averse roles within EBCE, and the develop-

ment of procedures that can fu, a used with diverse publics to introduce

them to EBCE and to secure t.1'.r cooperation, among other things. By

the time the four educational laboratories have completed their work

on the problems of replicating their EBCE models, local school districts

should have fairly complete materials and, procedures for introducing EBCE.

In contemplating introduction of EBCE progr'ams into their own school
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systems, school officials should give careful consideration to some

basic issues.

First, as pointed out earlier, EBCE should be viewed as an alter-

native or a different route to graduation within the normal high school.

program. EBCE has not been designed as a complete educational system

to replace the.regular high school. This is primarily because many stu-

dents will want to remain in the general and college preparatory programs

of the normal high school, and some who enroll in the EBCE will want to

take courses offered in the regular high school curriculum.

Two patterns have emerged, and each should be carefully considered.

The first, which prevails in the Far West School in Oakland; (CE)2,

in Oregon, and in part of the Appalachian Educational Laboratory in

Charleston, proVides an EBCE school as a separate entity, but with close

connections with the existing high school. Through these, students can.

still engage in some activities at their former high schools while in-

volved in the range of activities provided through EBCE. The existing

high schools have worked out systems of credit determination with the

EBCE models and accept the credit analyses provided by the EBCE programs.

In the other model, such as the Academy for Career Education in

Philadelphia, and that part of AEL located in Charleston High School,

EBCE has become integrated within-the regular high school, although

remaining a distinct part. It is not yet possible to analyze all the

problems and accomplishments of this arrangement, but EBCE appears to

be a forward step in providing an alternative route to graduation within

the regular high school.

Srond, for EBCE to be succcFsfiilly repiJcrt=fl, rt rorwo of oppor-

tunities must be available for experiences both in employment and diverse
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-community functions. EBCE students need a broad range of opportunities

for their learning experiences. The environment in which the students

live should provide an opportunity for them to explore all their choices.

The metropolitan area is the ideal setting for the EBCE, since it has

almost limitless opportunities for student exploration. The smallest

possible size for the community is not yet known, but certainly EBCE,

as it has been developed by the four regional educational laboratories,

would have to undergo very significant changes to be successful in re-=

mote, rural areas.

Third, the staff of the schools and those in the community must

be ready to develop and maintain on open and informal educational sit-

uation for their high school students. An EBCE school provides greater

freedom than the traditional high school. Students have more opportunity

to select their own learning experiences. Standardized curricu]a, text-

books, learning sequences, and so forth, have been eliminated. There

is less attention to authority and control (although concern is not en-

tirely eliminated) and more emphasis on student self-direction. This

means tolerating a broader range of student behaviors, more understanding.

and discussions between students and teachers, and less restriction than

exists in the regular high school. Students involved in EBCE, in. partic-

ular, feel that the. maintenance of this open, informal climate is essen-

tial to the success of EBCE.

Fourth, as already implied, EBCE contains more ambiguities than

does the traditional school. PrograMs are individually prescribed rather

than pre-determined. The .professional staff, students, and parents

tHc.rltc. these ambiguities and live without the restrictive

rules generally maintained in the normal school situation. Teachers
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need to use a broad range of resources effectively and to improvise to

meet the needs of specific students. The security of regular time

schedules, sequential learning prescriptions, specific textbooks, and

specific content are incompatible with the EBCE model. But a necessary

substitution for these items appearS to be emerging in the EBCE pattern

of monitoring the growth and development of individuals in their demon-

strated ability to deal with their own problems.

Fifth, the varying success of the different EBCE models seems to

be almost in direct proportion to the broad involvement of community,

students and parents in decision-making roles. Decision-making has been

viewed largely as something to be shared with the need for everyone in-

volved o respond to the problems of adolescents as they move into adult

roles. Non-certificated personnel work alongside certificated. personnel,

and together they help to chart the educational progress and direction

of the students. The ideal of intensive community involvement in educa-

tional decision-making is not only possible through EBCE, but may also

be a condition for its survival.

Sixth, regardless of the level of training of the professional

staff, EBCE requires some retraining so that staff members can properly

use the components and materials contained in the program. In-service

preparation for employers as well as. teachers, parents as well as admin-

istrators, students as well as community leaders, is essential for the

successful introduction of EBCE into new settings.

Seventh, a host of little details will be amplified in replication

materials. produced by the regional educational laboratories. Certain

Jui;a1 constraints my vary from state to state c'r from community to

community. Liability factors involving both students, employers,and
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school personnel have to be resolved. Differing degrees of precision

in applying graduation rules and regulations need to be considered.

All these factors require careful planning so that the system is "go"

before it is introduced.

The Whole of EBCE or Just Part..?

There is no simple solution to the problems posed by replication.

Each of the current EBCE programs is systemic, and the materials were

devised specifically for each operation. Each model appears worthy of

careful assessment in its whole system, and it would be of most value

to the educational profession if each model could be replicated in its

entirety. It is apparent, however, that various school agencies may

want to replicate parts of EBCE. It can be predicted that in the years

ahead, school administrators will choose from different. parts of each

of the four models. This process will make it difficult to obtain valid

evaluation data, but it does allow school districts to adapt EBCE to

Local requirements.

EBCE is undoubtedly a promising development, and it needs to be

considered carefully if for no other reason than for the enthusiasm it

has generated among a large number of students who were otherwise dis-

enchanted with their secondary school programs. Its orientation to the

real life of the community and its emphasis upon career development

and choice are considered necessary by most observers concerned about

the reform of secondary education.

There are many problems in the introduction of EBCE, but they do

not pose impossible barriers. It can be incorporated into an existing

high zchool but located. either as a distinct unit within it or on a

separate, nearby site. EBCE units could be located throughout a commu-
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-nity, having the same relationship to a central high school as a branch

bank has to its headquarters. EBCE can probably not be maintained without

the funding or the continuing relationships of a legally constituted

school organization. Some school districts in the country have already

developed in their secondary education programs some of.the characteristics

essential to EBCE. School districts which,have had experience with coop-

erative work programs, diversified and distributive occupations programs,

or other vocational programs using actual work settings have already

established part of the necessary foundations for. EBCE.

The Costs of. EBCE

We have carefully avoided a discussion' of cost factors. Obviously,

in any replication, installation and operational costs are an important

element. Although cost data are available, they have to be carefully

interpreted to determine how realistically they can be applied to a local.

situation. Costs for the program to date have involved heavy expendi-

tures for development and evaluation, and piobably for the employment

of more operating personnel than would be needed once all the systems

have been stabilized. It was the opinion of the External Site Review

Team, after careful analysis of cost factors involved in each of the

four sites, that replication could probably be accomplished at no greater

cost than is spent in other experimental career and vocational education

programs.

With a stabilized financing system, EBCE should be successful out-

side the public school system as well as inside it. It seems to us,

however, that EBCE has less chance to survive for the largest number

of students if it is outside of the school system. Vo believe that it

can best be developed within school systems, provided they involve a
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broad segment of community resources in decision-making, and if regiOnal

educational laboratories and other sources of expertise can help the

school districts further refine the EBCE strategies and materials.

Some Other Replication Problems

No matter where EBCE is stabilized outside of the four pilot ven-

tures, some additional problem areas must be resolved. To have maximum

success, it should be incorporated within a more complete system of

career education, and some of its processes should be adapted within

that system. EBCE can become part of other career education programs

currently being developed by the National'Institute of Education, the

United States Office of Education, state departments of education, and

local school districts. Local school districts which attempt to adapt

these systems and integrate all the known elements will have to be ready

to allocate funds for development purposes.

The breadth of the career education program and how its elements

can be incorporated into an overall educational design need to be resolved.

EBCE has emphasized, with some sUcce.,s, the basic skills, since inade-

quate basic skills may help limit an individual's capability to enter

a chosen career. EBCE has also opted for a broad interpretation of career

education and tried to blend career development, basic skills, survival

skills, and graduation requirements into a unified, individualized,

systemic approach to total education. This has generally not been accom--

plished in other programs. A great deal of developmental effort and

resources is needed if this integration is to be perfected.

As now constituted, EBCE comes late in the student's high school

career. Some observers think that it comes too late and without adequate

preparation. All of the EBCE sites have observed "entry-shock" for stu-
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dents, which seems particularly related to the transition from the tightly

controlled school setting to the more open and individualized EBCE setting.

Planning is needed to determine when EBCE best fits into a total K-12

career education program. EBCE has so far not dealt with the question

of whether younger children can profit from some of its exploratory pro

grams. Neither has it faced the problem of how it can best coordinate

with community colleges for the more specific pest secondary vocational

training.

Another problem not yet faced is that of EBCE's relationships with

occupational and vocational education. The challenge of EBCE to the

vocational community is that a sequence of developmental skills and

associated attitudes must be achieved in a total career development

program. It is still-not completely apparent what kinds of experiences,

what range of skills, knowledge and understanding are essential at each

step of the path as students move from awareness to preparation. Con

siderable investigation is needed if the system is ultimately to achieve

maximum success.

Finally, EBCE, at each of its four sites, has been aimed largely

at students for whom the traditional high school program has not been

particularly successful. Still to be demOnstrated is whether it can

work for the larger number of students who will want to use it to select

a career and make their education as relevant as possible.

In Conclusion .

In Chapter. I, we posed the question of how the schools could most

effectively respond to the four crises confronting them. These were

the crises of relevance; of the humen and social problems of youth growjng

to maturity in a complex, technological society; of youth's values and
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aspirations; and of the recognition of human diversities. We think EBCE

is an approach to resolving these crises. As it is extended and perfected,

it will probably constitute an even better solution.

Students participating in the programs have overwhelmingly indicated

that EBCE helped them to cope with these crises and to find ways to achieve

their fulfillment as human beings. They have found the program relevant

to their needs. They are learning how to cope with the real world through

guided participation ir learning situations provided in adult, community

and work settings. The settings in which they study and work provide

them with laboratories for evaluating their aspirations and ideals.

Above all, they are finding places for themselves in spite of the many

diversities which they exemplify. These conclusions are based upon sub-

jective and partial evaluations to date. We have high hopes that the

more objective and thorough evaluations now in process will substantiate

these observations.

It is too early to see if EBCE does work and if its results are

relevant for the human and social needs of American society today. But

evidence gathered so far is affirmative. It is so positively affirmative

that EBCE may have more potential than is now realized. It is not posed

by the National Institute of Education or the regional educational lab-

oratories as a panacea for all educational ills. It is suggested as

some working hypotheses and strategies for dealing with significant

educational problems. Its promise should not be ignored:
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