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FOREWORD ' . o

+  The National Center for Research in Vocational Educatlon is continuing its programmutm re-
- search into'occupational adaptability and transferable skills, This report (one of a series) is intended - -
to examine the polentaal value of transferable skills as a contributing influence on completion criteria
- in setondary and post-secondary education. |t is written for planniers and practitioners,.curriculum
developens, administrators, guidance counselors, employers, ¥nd others involved in or concerned
about promotion or completion criteria in secondary and post-secondary eduication,

»

-

‘ . The paper examines a variety of basic questlons related to completion cntem Dr. Brickell . -~ ‘
R chose to compare and contrast transferable skills concepts with the minimurn competency testing ~ . »
' ~—, movement. While the paper does not attempt to review the pertinent literature, it does discuss the oo
current state of knowledge in both domains, explores the rglationships between :hem and s&antlfues )
the decision alternatwes offered by each. .

The National Center wishes to express its appreclaiuon to Ed Hattauer of Columbia Univeréity, _ .

. -Joe Hojak of the Pennsylvania State Department of Eduegtion, Richard Hulsart of Nation: | Assess-
ment of Educational Progress, Edward Roeber of the Michigan State Department of Education, and ' _ '

James Williams of the Ohio State Department 'of Education, for their oooperatnon and assistance at _
a review meeting discussing an eaxly draft of the paper. The valuable advice of Bob Stump, pro;ect ",
. officer from the National Institute offiducation, is also acknowlgdged. The planning and ¢oordina-

tion of the paper was shared by William Ashley and Dr. Brickell. Technical editing was done b «
Connie Faddis. The paper was produced under the overall supervision of Frank Prather Project, ' %
Director of the Transferable Skills project at the National Center. o N T
Robert €. Taylor - .
. Executive Director’ . ’
. " The National. Center for Research - * :
. in Vocational Education . ook
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statement and go on-to build a test to measure it. | . S .
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. . INTRODUCTION - , -

i ) ' ) " . ‘ . \) : - . 5.

. This paper compares and contrasts two current movements in educstion: the introduction of R _
minimum competency. testing and the search forbocupatuonally transferable skills, Jt fings simulan ' ‘ '
t|es and differences and suggests what the two movements eun learn from each other. g

. o U

d‘ There is 8 third closely related movement not considered in this paper the introduction of .
oJmpetency-based education. To avoid confusion and to aler- the reader to the clear focus on N
testing in contrast to instruction throughout this paper, the rollowing distinqtuon is offered. L

t ) .=

- - -

--—’ / T -. - . , ey
Distinguishing betwden Competericy-Based Education
‘ and Minimum Competericy Tost'!ng

4+

;' Both competency-based education (CBE) and minimum competency testir.\g'(MCT) focus on
-intended learning outcomes, bat CBE takes learning outcomes:and plans backward to how they car .
be taught, while MCT takes learnirg outcomes and plans forward to.how they can be measured, as .

indicated in Figure'], ' 1 S
. . ' . s

L4

v - - T - v o, . '

INTENDED ‘| Minimum Competincy .
LEARNING - IR L, .
OUTCOMES ™ Tosting - " -

: ) : -

. B ! -
i

Competency-Based

' Education

[€

f

.
> : ¢

Figure 1. | torrelatuomhlp of oompatancy-based educmon :

a mammum pompetoncy tomng.

-

Ld

For example: Given a8 monthly bank statement a..compamed by cancelled checlcs, the studant will
bé able to.balanée a checkbook, The CBE expert would start with that intended learning outcome
and go on to build an mstructlonal unit to teach it. The MCT (xpert would start with the tdentccal | !

7

' .CBE deals with instruction—the how of toochihg Incontrast, MCT deals with measurement—  \
the how much of /earnifhig. CBE examines the learning ends in order to choose the educations! .
means (teaching methods and materials). MCT examme%the learning ends-in or&r to choose the ‘
avﬂmtvon means ( tmmg methods and’ matem!s)

7

r . ,

‘ v

CBE is designed to prdduce learmng, whnle MCT: ns destgned to produce evidence Qf learmng, T /
as'khown in Figure 2. . . :

| ¢ . , .-J .'. h-- b ' S
P R M
-+ “ ’ ‘
{.
v -» .
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Competency-Based TE Minimum Competency
( Gduostion [€| LEARNNG P! T qeum L
ACTUAL , " EVIDENCE OF ACTUAL
LEARNING ) : . LEARNING
OUTCOMES OUTCOMES
e : _Figure 2, meno outcomes as thiy relate to oompomcy , .
) . .) . v based education and mnmmum mmpnlncv mtmg
CBE is mdatferent to how learmng will be mnsurod MCT is preoccupiod with how learning ‘
will be measured. _ . ,” -
MCT is mdifferent to how learning wull be produced CBE is preoocupuod with how learmn. ST . .
* _will be produced . . .
. CBEi us driven by a pr;amonal concern with the best means for le#rning; MCT is dnven by a ‘ '
‘public concern with the best ends for learning. ,
3 ) . :
Using the Results of the Otcupgtionally . . |
Traﬂs_fcubqukills smdv to Serve CBE and MCT - d
v v \ T St e

The mtehd‘ed Iearmng outcomes that are the basus for both CBE and MCT cannot be generated
bv elther movement They must be defived from outside sourc&s as shown in Fugure 3

4.

o, - .| .Outside - .
v . . - I Sources ] e
. - R ) . ¢
.“. 'l P ' = l | ) . . . '
Competency-Based. o INTENDED e Miniw*nm Compstency
. . 44— LearRninG ———P . Lo
7| Edueation OUTCOMES - Terting ~
L‘: M '-.. ' . | - ﬂ ] l
- : - o 2 EVIDENCEOF - )
‘ :gzgi}ue i{. NN ACTUAL .
, . ouT ES ' LEARNING .
! : - OUTCOMES .
‘ !' ! » * * i ’ . ' - "
ol Figure 3. The relationship of outside souices ta competency- .
R - based education and minimuni competency testing. - .
’ I - . ) > ’ - .
! . - ’ :
. 2 & Yy -
' , N FS ' . - :
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-Thet is, while both CBE and MCT begin wath mtended lumlng outoomes nelther movement has

the'subjett specialists, the knowledge of learner needs ang societal demands, or the plycholomcel
and philosophical expertise from which desirable learner outcomes can be drawn, CBE offersa
methodology of instruction, grounded in a belief that teaching for clearly specmed objectives is

the best way to produce learning.” MCT offers a methodology of evaiuation,’'grounded in the belief
that testing for clearly specifitd objectives is the best way to produce learning, at least dt a minimum

level. Neither CBE nor MCT offers any special msrght about what students should learn. Thus both

must look to outsrcle !ources for that. . : o -

z
= Ll

The National Center’s study of occupationally transferable skills offers both CBE and MCT
such-an outside source, grounded' in ar. examination of contemporary occupational requirements,

or—more speclflcally-m what it takes for a contemporary worker to be trensfereble from one job
to another, \

Recognizing the Universality of

Occupationally Transferable Skills : v

to be, extremely useful in leisure tlme in family life, and in citizenship activities. This is tr
in part to the study'’s methodologv, which accepted a virtually unlimited variety of nomin
the transferable skills lists; in part to the steadily grawing proportion of occupations that fequire
communications and interpersonal skills as well.as manipulative skills; and in part to thefatt that
the focus on transferability yielded lists of sklll# that enable a pdrson to succeed in mapy circum-

stances—including, it turns out, cnrcumsfances ather than those of the workplace N

. Thus, the lists contaln what can most accurately be called transfereble skills, it would be mis-
#leadmg to limit them by the term occupatlonally transferable skills. They are ;ually lists of skills

that have appllcabnllty in virtually every aspect and in every stage of life. For tHis reason, anyone
concerned with minimum competency testing caﬂ benefit from a careful study of this paper and
from a thoughgful consideration of the Natlonal Center's lists of transferable skllls as a key source
of competencies to be tested. , , -

. 0’ . ‘ -
T
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" debate the issues and offer recommendations. | | K | ° .

g Achievement test scores sre dodmg downward That was 8 mmer of dobm ot ﬂm but the ’ .

WHY THE CURRENT INTEREST IN THEM?.

4
.. -

. ~ Minimum Comm' é, C v -

. ¥ ) . . , N . . i 1 N . L] " .
Minimum-éompetancy temng is one of the most pidly moving phenomena in education Y.

today. The topic is a matter of wide debate and ekperimenution Probably no other concept has-

received-as much legisiative attention or caused as much state board of education acglvity in réeent

ears. . )

y. ) ’ : : . ' .
A majority of the states have already moved-some through legislation and some through staté o~

boérd ruling—to adopt some minimum body,of knowledge arid skill as a requirement for high school

graduation. Thousands of local school! distyicts are setting their oWwn requirements for high school e ,

graduation or for grade-to-gradepromotm most under state mandaﬁ but some on theiy own ini- - *

tiative, Both states and localities have a mted broadly reprmntatwc adwsory commissions to ,

The major testing companies are' developing and producing new competency tcm or arranging
to compute and report rtjnimum competency scores on their existing tests. The major textbook
publishers are examnmng their p{mted materials 10 see whether they-contain lessons on the compe-
tencies that sppear in the tests. Some local school dis." "vus'ere looking through their cuPnculum
guides and course outlines to make sure they are. teaching what the tests contain. A number of
attorneys are speculating about/wha* the sourts will require as gviderice of test validity, advance - 0 ;
notice, and due process beforg they will allow a school board to delay promotion_ or wuthﬂ'old ¢
d'plomas 4 .
Why? A growing public restiessness about whether students are learning—especially whether
they Are learning the ‘‘basics,” variously defited—is driving the minimum competency movement .
forward. Part of the pubhc $ evidence is anoodotal part of it is stmmcal . ‘ .
The anecdotes about Pailure to learn continue to spread. There are the employers’ taies of high
school graduates who don’t know-how to talk during interviews, can’t fill out |ob applications, don't
know how te compute their paycheck deductions, There are the parents stories of getting gloomy .
news about their children in high school after years 6f sunny reports in the elementary grades. There A
are the customers’ complaints about repairpersons who don’t repair and salespersons who don’t care, '
There are the colleges’ grcanings about having to open up rerhedial composition courses for froshmen
who can t write.

[ Y

experts now agree that the slippage is real. The; ‘College Board Scholastic Aptitude Test scores and’ .
Achievement.-Test scares have both nosed down. The National Assessmer:t perindic cycle-of testing
shows a decline in some basic skills, such as written composition. Many local'school districts have
been pos:%w lower scores on their mtnonauy standardized achnevement tests supphad by com;nercml
test mak .

&

™~
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‘ ward thhohte1970',themeshaddroppodtothuevelofthemo 1980's. *

.!,. . B . " . B ¢
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Thow;ma”mmmmepammm Ewm 1945,msmailbmhasadmmm.. e

ihe lowa Tests of Basic Skills to élemientary students throughout the state as a part ot its statewide
testing program. The gcores werit up steadily from 1845 to 1965, then flattened and tilted down-

LY

. The decl;nes aro small, but they have come at the wrong time. They have come afteér 15 ypars
of steadily rising sghiool costs and stgadily declining enroliments. They have come after 10 years of
federal subsidies for the disadvantaged, subsidies directed primarily to those basic skills measured

by the sliding test scoress: They have come after 20 years, of educational innovations introduced o F

improve learnirg. In short, the.public restiessness arises from the |uxtaposrt|on of the rising cu
of school costs and the falling curves of school learning.

e

D::tlngurshed national commissions, panels of scholars, and mdwodual experts have tried to ex-

" plaipthe dectine. Theyhave pisced the blame on the society and the schools, some finding more
- fajfit with one, some with the other. They have singled. out television, divarce, and working mothers.n

- They have pointed to the larger numbers of students&mg to coilege and taking college admission

tests as well as the larger numbers of colleges recruiting students in the late 1970's whom they would

have turned down as candidates irt thé early 1960°'s. They have writte:, asout administrators yield- -
-ing to press urgs to lower standards and inflate grades. They have speculated about the strengthen
ing of teachers’ untons and the weakening of teachers Hedication. They have cited the dechne in
" the number &f mandatorv courses'in basic skills and the broadehing fange of school responsrb lities.
Ali of it has been provocatwe none of it has been concldswe .

Partly for lack of a smgle explaﬂatron and a ready cure, parents, citizens, ind legislators have’
turned to minjmum competency tpsting as a way to lCIthdL ~e standards from the outside, to stem

the decline in learning, and to guarantee that promotion and graduation are basea solely on achieve-
ment rather than tiroe served, :

, . :
The results of the first minimum competency tests confrrqu the worst public fears. -‘Many
tests werefasy (for éxample; eighth grade level) and passing #cores were low (say. 60% correct) but
failure rates were high (20%, 40%, even 60% for some grqups.-of studerits). If high school students,
"including graduatmg.semors could not pass tests desrgned for seventh gr eighth graders somethmg
must be wrong . ] - - .
The intense public mterest in minimum compntency testmg' has, of course, tngqered equally
* intense professional interest. There is spirited debate about the matter within profeséronal associa-

~ tions today. Some are still considerind what to do; others have already taken a stand. Thear positions
range from ¥lat opposmon to qualified support.’ Here aré"some sample views:

e Nationaf “Education Assocuatron ' R R |
State- mandated standards for education should set na more than broad
general curricular guidelines and should ot be based on student achieve-

l ment. Standardized tests that are used to test performance levels s a

- © criterion for Lngh schoo1 graduatron shquld be eliminated.: .
1 1 , ‘,\- “

,

. o American Assocrataon»of Sehool Admmmrators v ‘-\_ -
AlASA recogmzes the li rtatrons of currently used mtelhgence and
achievement types of ndardized testing procedures AASA there-
fore urges its members to point out the strengtﬂs and weaknqsses of
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. mmm and to ohmlmto :Implisﬂc eomparhpm of schools on the . e, .
L ~ basis of test results withimnd smong schoo! districts anu states. - .
.t e Natnonqt Amcmnon of SacOndarv School Prmcupals o . '
o | Memunnq studé'nt oompetencv reqmres two different approaches' \/ | .
. . o 1. ., Use competoncy tests to measure fuhctional literacy in’ .
| v reading, writihg, and speaking; ability to compuge, in-
I S R cluding decimals and percentages U.S. history and ; . -+
o - government. : a .
(N .
‘ 2. - Use units or credits to measure suctessful completign * : ' .
-t \ . . . unitsorcoursesequal to a regular course load extending ' | L
7 . to the first semester of the seniot year, and to measure
o . sufficient attendance in programs to gain fully the edu- - o g
. - .. catibnal afid social benefits of group situations. . ) . o
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There are four majo: reasons for the cu:rent interest 1n identifying and teaching transferable
_skills. The first is the fact that American adults are changing jcbs more rapidiy than ever before. -
. " And rhany of those who are not changing jobs plan to do so. The College Board has just’published
LI -Forty Million Americans in Cemer‘l'ran:ition (1978), a study done in conjunction with Policy Studies
in Education. The repqrt says that 36% of the population between the ages of 16 and- ﬁs-m’ore than
forty million Americans—are either in ‘‘actuat’’ career transition (e.g., unemployed and Ipoking for
work) or in “‘anticipatory’’ career transition {e. 8-, dissatisfiad wuth a-current job and cons‘ldermg‘e
new one). The report makes it clear that those in transition are not rrligmal memtfen of the labor\
’ force and may not be currently transferable:

. . ‘ -

e The majoﬁty of in-transition-adults are employed full-time 3t seni-
skilled jobs. . .. Those who are currently unemploye.’ 2re primarily
homemakers who withdrew from the work force because of chlld

care or homemaker responslblhtles . ‘ . -
3

4

e Most adults in transmon wish either to change fields or to change the
' . level orstatus in their present fields. Financial need is a prime notivating -
force, though the desires to seek more interesting work and to zdvance
professionally are.also.considerations.

. Mu adults anticipate some problems in making these changes. . Most
PR ) plan to seek additional education in order to gain credentlals for
v ‘ a ‘entry mto new"helds or to promote advencament in present fields.
e ~ O If those adults had already developed transferable skills or were made aware of the transferabil-
- ’ ny qf skiy¥they have, perhaps they would be less i in need of fusgher formal education in order to

make su¢tessful career changes.

" The report says that one can confidently prediét an increase in'the *in-transition cohort’’ of

adults bécause of: ' . —
- * o The'continued lowering of sex and rade barriers to the moveme'ot' of ..
. qu‘aliﬁed workers into jobs. s AN

e The cqntmued national concern about other artificial barriers to

ot employment, including educational and credentlals,requlremgr_\ts not -
"y ~ 'related to job performance, and employer reluctance to hlre persons .
- ,whose physical or mental handicaps would\not affect thelrproductwlty
. p) The sbcond reason for an increased interest m‘trensferable skills is that many graduates of vo-
. _ cational education probrams do. not find employment in the fields for which they are tramed Their
nymbers seem to be increasing. . .
- K\ ¥ .. k’
. Some have used thls fact to attack vocational educdtion. It.isan expensive enterprise- whose -
Coe pn‘ﬁcupal justmcauon has been that it prepares people for the work enyironment and equips them
Wwith spec“fuc skills, If thev do not use their &nmg, why bother?
1 F L]
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’—*“ e R i Themek%mbnm H&b-y thvemm-chim tmvoqnmaleducatmn gives.i mduates T ay _i
oo sorgethung far béyond skill raining. That “something” is'transferable skills: Vocational educatuon . )
\ -\ is défended gs a_ kind of-‘gen\eral -'ducatiqn’’ that prepares-a/person for marly 1ob “not’one.. The * '
! . Rrimary benefit “of vocat-lbnw education is sajd to be an understanding of the work place; a willifg-, '
. "to workand a feaamess to be trained fumther. These are trarisfé able skllls useful in"aimost’
. any career or job. S\ ' . : ( '

L] -
s
. -
) - 4
. e &

T .'- Moreover, vocational educators, tend to defend the nght astudents to enroll (or ceurses in
N - the occupational fields they prefer, even though those jobs mav got be available—or, at teast, not ,
v . “evailable locally. Thev use several arguments to justify this practice: Students might drcp outof * .

P ‘high school entirely if they cannot take courses they prefer; students may begin with coursés in
o . - one occupational field but later $hift.to another with hetter.job prospects; gradudtes may move to RN
otﬁer localities and find jobs tO'flt their specialized training; every vocational curriculum teaches .
JMany trangderable<skills enabling students to find jobs for which they are not specnfreilly t,(amefd

' (e .
1f transferable skills serve to shaeld vocational educat‘lon from the cha%e that its graduaus
. tangot get the 1obs for which they are trained, that shield will be in greater demand as fewer gr
. ates areemployed in thelr fields of training or in related fields.

L §3

" ‘ , .
The thrrd reason for new interest in transferable skills is that the career gducation movement—:
which may be thougm of as trying to shape the general education curricdla into pre-vocational cur
ricula—has been slowly but surely expanding its turf. As a pre- -vocational activity, the rising sun of
career education has bggun to illuminate all of vocational edication with its purposes. What are: -
those purposes? According to the nat:on ‘s prime spokesman for clreer education, USOE's Kenneth’
B. Hoyt: s . o :
e (Career eduqatibn's‘;in thrust is on providing students with skills and
attitudes mecessary tor changing with charge inthe occupational society, .
including: (a) basic academic skills; (b} decision-making, job-sgeking, ) _

job-getting, and job- holdmg skills; and (c) good work hablts and a per- < e
sonally mearwgful set of work values . . - -

~ . ‘ , .
e Career edutation seeks' to add an en’nphasrs on the lmportance of X ‘
general careeér ski¥s gained through the academic, disciplines. JL_ ’
\ example, career education emphasizes the importance o? communi- ~ “
cation skills, criticat thinking skills, loglcal reasoning skills, and ’
competitive skflls as ones thag are useful in a wude array of occppatnons.
. - .
. E(ffectlve implementation of’ career ﬂducatlon should‘contnbute‘ _
positively to the global goals of (a) health, (b) tommand of ‘ " .
*  fundamental processes (c) worthy home membership, (d) civic s g
" education, {e) worthy use ef deisure time, and (f) ethical character,
as well as to the global goal of "vocatldn“ (as ;t is called in the ' t
: ~ “seven cardinal principles”). ¢ - . - : Coe
. B - - s .
These are ﬁ\e transferablebskwlﬁ accordmg to Hoyt (1978) E‘ / : .
* he fourth reasan for the growing mterest em transferable skills is the prohferat.on of specml
ized vocatnoqal courses to keep»pace with mcreasmgly specialized jobs. That proliferation is expen-
. sive. How effi¢lent it would be if a set of trapsferable skills could be identified —sk# central to
most jobs—and tagght in a limited number oflcourses' That would make it unnecegsary to'match
every expansion in the array of jobs with an £xpansion in the array of vocationa| courses.
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costs of general education, at e ttme ‘when en'olll‘ngnt it premium-cost vocational courses i$ oroMng,_ o
- . andata tam:g when expensive-to-educate populations such as the physically or mentally impaired -,
. - are ‘being guided intovocational courses in incremﬁg numbers. Nothing would m e transferable
' -skill§ mq;e popular than a dmonstrated ability to reduce the COosts of vocattonal educatlon. ' ",
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" _Learning from the Two |
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'Perhaps the pnmary reason for persons interested i in transferable sers to examine minimum
compefency testing is that it has pulled shead of the transferable skills movement: ‘ The present in
minimum compegency. testrng may be the future in transferable skills. ' .

. *

Four aspects of minimum competencv testing seém to frave clear implications for transferable

skills. Below are some viewpoints about each one. .

Proliferating Purposes o \ ) N

Public agencres take on new functions from time to trme either because of external demand

* from clients ow/ternal ambition of staff. The public usually accepts the expansipns—uniess the

agencies falter in their ongmal purposes. Citiesary sponsor concerts so long as ti vy the streets
Hospitals can perform research so long as they heakthe sick. The military can provide trai S0
long as it wins battles. High schools can sponsﬂrmternatronal exchange trips for students so long as
they teach American hrstory ; ) - _ -
: v . _

Citizens take a strong mtérest in public services at times of crises. Otherwise, they don’ t ,
Public agencies that fail to meet traditional expectations generate their own crises. Clearly, this is:
what has happened with minimum competency testing. !

- . The minimum competency movement reﬂects a public concern that the schools are trying to
do more but getting less done. That is, they have broadened their objectives and expanded their
curricula but: have Ioat sight of their fundamental obligation: to teach the basic skills,

Aiming vocational education at occupationally transferable skills may be acceptable so long as

‘students learn occupationally specrfrc skills as well. That is, the customary outcome of vocational .

the state capital. The chances are good that the state Iegrslatnrs will respond \ &
&> , ) T
) . ‘:) . ’ . . \\ \ .
Legrslatrve Responsrveness . - ‘ , : "
. s a . *H

municating; business courses tq‘teach typing,

courses—in the publi mrnd at teast—is salable skills for identifiable jobs. The public expects elec-
tricians’ courses to teach wurrng, ‘not writing; (i::_rgd(ology coufses to reach hairstyling, not com-
aking friends.
N
if vocational courses fail tqQ produce therr.,expected results, the citizens are hkely to becomt.f‘ ~L
concerned. When that happens, they are likely to turn to local school administrators and local -
bqards of education. If local officials dpn’t react, the citizens will not stop there. They will go to

. T dav s state Ieﬁlslators are understandably sensitive 1o pubhc Opmron‘about educatron Th
have’ lient reasons: . _ )
’\ ) N i [N
] Educatron laws affect everybody 4Q0% of the people are engaged n .
_education antthe other 60%. help pay for it. . :

-

' 8

K Money for educaﬁtron mekes up P large portit‘:'n of the state budget. f e o
. > T
e Legrslators are vounger and better educated than in prior years. d
And they are every bit as competrtweand ambitious. Society .
4 : r ‘ . il _[ [ ¢ : l _é"' - | -
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) stav ate& spot mues eacf take vmbte positions, and nush their adeas
~ fast if they want crec ' .

- NA e
o Legislators who want to move, f% m the state Gapital to Washingtonsneed * - Lo
to win statewide resognition. A'bill dealing with aRidespread pubfic. -
congern can rpake a Iegtslator famous oumde his.or Her own district.~ * . .- -
» R
This means that statewide public concerns are rap dly translated into #ction by the state legislator
~and/cr by the state.board of educdtion. The minimum competency tesflng movement offersa
spectacular example . .
[
1f the transferabie skms movement generatec the kind of publoc concern about vocatuonal edu-
cation that declining test scores have bred about general edUcation, degislative action er almost
surely follow, shapmq the future of the transferable sknlls movement..
. . ( . , -, e
Setting a Minimum ' SRS SN e g
The idea that somethmg is important tc iearn |eads naturally to the idea that ot is important
to learn a m imum amount of it. S far, the idea of a minimum quantity of transferable skills has
not arisen. en it does, experience with minimum competency testing may be useful.” For exam-
ple, the Ieaders in minimum competency testing have identified three dtstm__ct ways to set mim(nums
. Callapt judgiments by informed adults. dring together a representative
cross-section of adultsteachers, administrators, parents, recent graduates,
employers, taxpayers—and have them deliberate about how high the ®' -y
standar sl)'ould be. o

. Tesg}the performance of successful adults. Define minimum "successful’’
aduithood as being off of welfare and out of prison, give the test to a
crogs-section of adults, and then make the passing score for students
equal to the lowest scorg made by any successful adult in town.

o Establish an acceptable failure rate. Decide how many students you can
afford to remedlate-—or not promote, or not graduate if remediation fails—
‘and set the minimum so that only that mahy may fail.

¥ - . s ; N\

Testing the Minimum : T N

Y

The idea that there should be a mlmmum leads naturally to the idea that the minimum should
be measured. That idea has not arisen yet in the case of transferable skills. When it does, the expe-
rience of minimum competency testmg offers the options outlined later i in this book

*
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WHETHER COMPETENCIES OR SKILLS?

' _ Minimum Compstencies

Do vou believe fhat minimum standards should be set . . tudent performance in school? Or ’
do you believe that such standards should not be set? That is tne fi u?stion.

Alternatives

Minimum standards for student perfcrmance could be beneficial They cauld be used tb decide
grade-to-grade promotion or to decide graduation. Or to select studeits for remediation, Or to
examine the curricula and teaching practices for weaknesses. Or to fsue different kinds of diplomas.
Or to assign students to programs. Or to allocate state financial aid§ Or to permit early graduation.
Or to restore public confidence in the schools and to inform employers, admissions officers at other
schools, and the general public that a school graduate knows somet ng. Those are only some of
the uses for minimum standards.

uch-standards might be harmful, though Thoy could send schools backwards to the dqys
when students dropped out if they could net meet the minimum standards. Or they couid drscredk
the schools for what society is doing. Or narrow the curricula to what is testable. Or drive out creative
teaching in favor of routine drill and practice. Or force teachers to concentrate on the bottom of the
class at the expense of the top. Or cause teachers to oppose mainstreaming, the handicapped because
of their effect on the test scores of other students. Or increase the-amount of testing time and de- -
crease the 2mount of teaching time. Or label the disadvantaged as incompetent. Or isolate tiiem in
remedial classes : .

Indrvrdual teachers already set standards in their own classrooms, as we know. Those standards
differ from teacher to teacher, grade to grade, and subject to subject, of course. And since teachers
often consider ability and effort——as well as achievement—they may use different standards from
student to student.

s, »

The question is whether some general standards reaching acrois all teachers and all grades and
all subjects and all students should be set. These would be eomprahenslve standards for cumulative
learning, standards to be applied even-handedly to all students, whatever their pattern of courses.:
The standards would be expressed ip some sort of examination—perhaps a paper- and-pencll test,

- perhaps a perfprmance examination, perhaps a combmmon of the two.

- Itcan be argued that only individual! teacher knom the subject and the materials, ‘the stu-
dents and their families, the schedule of the day, the stmosp of the school, and the exﬂctatrom
of the community well enough to set standards for a particuldr grougrof students--or, batter sti

" for every individual student. No uniform standards set by outsiders can match the standards set
teachers when it comes to realism, fairness, and feasibility. Or so some would say. -

‘it can be argued, on the other- hand, that the outsiders who Aay for the school, send theit-
* children to it, volunteer theit time for it, ask the public to vote for it, hire the graduates of it, and




mum stanq!ards for it. Or %0 sorthe would.uy. :

It doesn t have to be- mthor/or ‘of course. You eouid ut genml stnndards for the essential
knowledge, skills, and attitudes that students learn-over many ysars from many teachers of many
subjects. And you could let individuBl teachers set standards for the particular grades, subjects,
courses—and students~they are teaching in a given year. Or you could let the teachers decide

. promotion from grade to grade and let the outsiders decide graduation from high school. Or you
- could adopt a sliding scale of standards aoco:‘dmg to student sbility and background '

h

. Or you could not decide at all until you have time to study the possible gams and losses, Vo
consider alternatives, ygtierstand all points of view, and educate each other. You would need to 4
examinethe oxpon of those states and ibcal school districts that have had competency testing '

programs underway for several years. A broad survey of public and professional opinion on the
minifum competency issues in your community or state should also precede any decision. Fur-
thermore, you would need to determine whether competency tests are valid and reliable before

- deciding. Setting standards is one thing; meeting them is another., One party may set them, but it

’ will take all pames to meet them. You had better agree before anvbody moves ahead, . ._3
° .
What wﬂl it be?’ e
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- Will you identify occupationally transfersble skills or won't you?,

" . eliminate the commonality by having some cOwrses drop,. transferable skills, or (b) to Mcrease the

F
*
-
Tranwlorabio Skills < . Lo T
- o .
; . .

Alternatives

There could be advantages. Such skills could be set up as the gentral target of the vocatior! :
curricula. Each vocational course could be examined to see whether it aims some of its guns at the - 3
large central target and some at the smaller special targets set up for that particular course. Then
all the vocational courses couid be examined collectively to see whether they thave the combined

power to teach all the transferable skills,

Moreover, all the non-vocational courses could be examined collectively ta see whether they e
8im some of their guns at the same transferable skills. if so, the common purposes of vocatignal
education and non-vocational education would become exphcnt Then it would be possible: (a) to

comrhonality by having some courses add transferable skills. Analyzing both the vocatiodal and
non-vocational courses in this way would make it possible tb offer students choices of courses—vo-
cational as well as non-vocational—for learning transferable skills. Vocational education has claimed
that some students. are better able to learn skills and knowledge in a vocational program. -

s could’be lnspected to see whether they teach transferable éknlls. .
u might either drop transfergble skills from some materials to v '
erable skills to all materials to increase d:slrable repetition.

Furthermore, cou
Then, just as with thke cursicula,
avoid neediess redundancy, or add

Dally activities in courses could be mspected to see whether they offer opportunities to prac-

~tice transferable skills. The purpose would be to find whether th;.transferable skills designed into ' .

the curritula and placed into the maternals ever get into the classrooms. |f not, the reasons could ‘ L.
be sought. They might lie in teacher indifference or teacher incompetenceg, jn supervisory mus- ) '
understanding or supervisory neglect, or in defectfv¢urricula and peor materials. S

Course examinations could be mspected to see whether they qu estion students about trans- o
ferable skills, and could be revised if they do not. Specifying transferable skills as objectives starts
the circle; placing them into instructional materuals and classroom practices continues the circle;
placing them in the tests completes the circle. . -J

Teach_er training courses—both preservice and inservice—could be inspected to see whether
teachers are taught how to teach transferable skills. Quite posgibly, they are not. . .

* Perhaps most important of all, identifying transferable skills would justify having students
graduate from vocational programs even though they fail to find—and perhaps do not even seek—
jobs in their :Pecwhzed fields of vocational trammg Students who tend to learn better in a non-

. academic environment could be safely placed in vocational courses and be expected to acquigs

transferable skills useful outside the specific oecupaﬂons at which the courses are aimed. 1f your

education.is what you remember_after you forget what they taught you in school, the transferable=~

skilis could be what students remember after they forget what they were’ uught in mctﬁc voca- - % .
tipnal courses. ‘ _ ) s -

But- there cou}d be disadvéntaées. Setting transferable skills as the central target of ;he voc;-

" tional curricula could magnetize all courses around a single powerful pumpose, weakenigg the

14 - 21




Mohooh to% W mmﬂmmm wm mate-
rials, activities, and examinations could become one vague mass, scarcely dmlngunhable from one

course to another, _ . /,.

Vocational courses have long offered specific splable skills as their 'moln product'and other.
__~outcomes as byproducts—outcomes like familiarity with the work place,rproductmty, pride in’ vcork

 Well done, cautuon around machmery, and getting along ' ‘
Y,

Guudance counselors could becomo confused by vocational courses that offered byproducts

- as “their main products. Students could lose their interest in taking such courses. Coaches would
have trduble trying to recruit students by promising to build character rather than teach football.

. Vocational teachers couid lose what may set thein apart most clearly from all other teachers: the
ability to explain exactly what they are doing. Vocational leaders could forget that one-measurable
skill in the hands may be worth two unmeasurable attitudes in the heart. Vocational education
could lose its hallmark: the ability to set a narrow target and hit jt. : . .

And there could be an ther.disadvantage.®To the extent that occupationally transferable
skills turn out to overlap the skillg taught by: ‘non- -vocational courses, vocational courses could seem
superflaous, After all, vocational courses cost more. W[\y teach the same things at greater cost?

A bodrd of educa'uon could ask that question. And it could gwe its own answer: Let the cheaper

courses teach them~the non-vocational courses.
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What can be leemed from this twin debate about whether to establish minimum oompetenciu
and whiether to identify transferable skulle?' We can ldarn that the two movements are more differ-
ent thar they are alike,

-
T

They have‘ a number of :imi/eritieg. Here are some of them:
*» Both deal with learning accumulated over many years, the threads of knowing,
! tegling, and doing that run through a long series of courses.

e Both use a template of objectives larger than that for a single grade or course;
they offer yardstucks fonan entire curricula—virtually for an entire education.

o Both converge-on words and numbers md on work skills as the core.’
th they have a Iarger number of dissimilarities. Here are some of them

e The first desls with the minimum; the eeeond with the mammum‘ That is,
the first deals with the fewest skills needed to succeed in life; the second
with the most skills needed to succeed. The first is concerned with mini-
murm® competency for coping with life; thé second is concerned with maxi-

- mum competency for mastering life. :

» The first might establish the minimum as the maximum by encouraging
*  students to settle forjumping the low hurdles represented by the tests;
* the second moght establish the maximum as the minimum by encouraging
students to acquire every desirable skill needed by the perfect aduit. -

. /The ffrst is @ reaction to too little focus in the/curricula; itis a{;t'taempt to
drive educators back to the basics—at the expense of the peripheral, if
fiecessary. - The second is a reaction to too much focus in individual courses; .
" it is an attempt to lead educators beyond the tight boundanes of the courses
thev teach, to concern them’ w1th the entire set of curricula.”

e " The first grows from a concern that the schools will try too much and
accomplish tSblittle; the second that they will try too, Iuttle not knowing
- there is more they could attempt - .

“trom family, commiunicy, and television; the second deals with what the '
schools cannot teach alone, that need the help of family, commumtv, and
televmon U ‘

i -

t‘q The first deals wnth wv?the echbols can teach alone largely without help - =

o The first could enoouﬁge(oompetency-bned instruction by lpemfymg

) objectives and offering tests to measure them; the second could discourage

competency-based instruction by, broadening ob;ectjves beyond the
‘technology of cumcular engmeermg

-

. o The Hirst might narrow the curricula to what is testable by makinq the
tests the target-of all learning; the second might broaden the curricula

v L I ¢
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.® The ﬁm lum toward 'he lkms modod to wecnd In htor ochooung. tha '
nqonq toward the skills to succeed (n adutt life, ‘ v

But because one movement deals with the least that students will be allowed to learn white the
other movement deals, with the most they will be asked to lesrn, the afguments tend to run in

’ ‘opposite direqtions, The reasons for this become clearer in the following section, whh we look at .

o what competencies and what skills are being contemplated by the sponors of thc two movements,
and examine how they are alike and how they are different ) . f
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The tyvin dablté is sbout whyther to specify more dxactly what the schools shouid accomiplish,
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) "‘--»f . . . many teeth? . . f .

- - . ‘e
o 't . ©© . WHAT COMPETENCIES AND SKILLS?
' L '___Minimﬁéi_co_'.nm&~ w0
" . o, ]

L]
- -

.- , C -

Do you believe that minimum Qundards should be'set for the uchowl uh:u s, for the life arept, .

for the basic skilis—or pe-haps for all of them? Or do you believe thlt mndard should b set for e

. basic skills applled in nchool subjects or spplied in m‘o aress? ) . ¢ ¢ -
3

» ‘ . . v .

Aiternatives” ' . * , : C p

Begin by dimmuishing betweén school skills and life skills, between the skmut takaﬁwt by = - ’

. in school and the skils it takes tc succeed in life, between those peeded tq succeed luter in | e

¥, and those needed to succeed later in hfe There is a difference. nd ‘there'are dofferent tests for .-
them, . _ . ' RN

[ 3
.

Here is a qudmon from a :choal skills ast:

¢ if John hu 70 marblex and g“lvu Jou 13 marbles and guts 26 marbles from - ' ' - .
' Slim and gives 38 marbles to Alice, how many marbles dpe; Jonﬁ have left? K A s

~'And here it an itém from a /ife skills tost:

o Balance this checkbook by addmg these deposit slips and subtracting thesé |
cancelled checks. \ . ' . ‘o
. Both tasks require-arithmetic, bu. the ﬂm one—although it sounds mmr-requnm the nudent to
. - abstract the ideas, decide tu add and subtract, and arrange the numbers before making the compu-

tation, while the second one does not. The first are classic skills of the schoolroom, excellent pre- ~
- dictors of success in higher levels of matharatics. In fact, it is more igaportant to set th&problem :
up correctly than to get the right number of marbles—if wa are talking about school Skl”S But if
we are talking about /ife skills, gotting the bank bclange nghx is everything:

'K

Here is lnothcr school skills question: y o .

: , o |fthere are 77 theth in 2 % inches of bac!'uw blade how many teeth are | 0 Co.
v there in 3 1/3 inches? SR

' Here is ancther /ife cklllt'quutibn' C S w7

= 4
2 _
- o Tonwvahordq\mt shoutdvoubuvahacmwwnhfewtmhor SR -

L - . vt - "

The first will indicate whether the student is ready tor the next.course in ncho!l-th ncond will - .
indicate whether the student is ready for the shopping center. Both are important, Which ~ '

. . | . ) . < nr
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- on ohe : ide life skills on ;ha othcr side?

- " tools for handling everyday fi

e DTN : ':i‘f‘f,".l’ m 5 g o- - ‘ ENO0I IS TOF I "' ."~"“"‘ BN RIE PRI TN . S
the job-bound? Or maybe bath for everybody? How abqut school skills for promotion to the next .

grade and life skills for graduation from school? Ormvbcbothdtmyponmmnhoouothlt .
mynudmmustcﬂmamhdduof'wmwithlumnmhﬂduponmm schoo! skitts

*  Of course, there are bau‘c skill:-mch as reading, writmg, and arlthmctic-uud ln both achool
and-life, which is whv we call them "'basi¢."’ * _ SN

There ara really five pombulmes All five are. amportant. But they differ You eould test com-
petencv in each (see Figure 4). R

a”

{he organizers of the sohool curricule ere the cimofmﬁom of knowlodge tho :pocialtia of
thachm ‘and }bn compartments of the | day

"1 Tfnwhoolwbpcu—m bumth otc-provndothoconunttonouughundare
T

I

-
Y

2 The'life m-famuly, work citizenship, ete. —provide the ronop for gblng td schod and
ai'e the organizers of adult life, Attdntuo'h to them keeps schoof from becbming abm'act and detnchod
from Jufe Focusmg on, tﬁem gives studentn reason to study.

-

1] Ll

. 3, Thé basic shlls—readmg, writing, anthmetu: etc.—are requorpd}n every school wb;oct and
oeeded in every life area. They. are fundarhental to clear thinking and essential for clear communi-
catoon Master ;heh nd vou can learn everything else. IR
4. Thobmc tkﬂ APPL IED in each school subject—reeding in social studm wntmq in indus
trial arts, arithmetic {f science—are the actyal daily experiences for the student. The basia Skills
are tools for learning the school subjects. They shoulg be taught and tested in the context bf school
sub;ems not as something’ separate : [} .

-

‘.

L 2

- B, The basic skills APPLIED in each hfe om—-readung a contract, wrutmg a business l?. -
actm&l o

checking a depamhem store ﬁnll-—are the actual daily experiencesof adults. The basic skil
e tasks: They should be taught and tested in the context of
ever\'day applicatioos, not as somethmg separate

v,

- f ) - - . l‘h .
| e ,FIVE POSSIBLE COMPETENCIES — -
.. _‘.- . s " ~-
: o SCHOOL SUBJECTS  ~ | , LIFE AREAS '~
- d . . pf—— -
BASICKILLS | An :]Blluinfn English |- Etc. #W Work | Femily | Ete. . ToTAL
Resding
~Writing ‘ L
Arithmetic
Ete.
TOTAL
._h
*
+ S -
19, -
\ - ¢ * L ! ” . . [
Y-} te
' ) * - 4 *
- . ?f X -y “~ ) ‘
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_The obvious chom is No.3, basic skilis. But wait 4 . minute Look at tm others. ’

. Unlm you choose-No 1, teached' ofart mum: science, SOCIIl studoes T
. ©+ -foreign languages, driver education and vocational subjects will have

oo .. "o mmumu: standards. v . | . e
- . l * Unless.you.choose No. 2, teachermn teach about schoof and not ) -
. R about life. - - . . <

\'\ * Unless you choose No. 4, students may spell a list of words correctly :
- _ in English class but misspell.them in their science laboratory notebooks. . '

e Unless you choose No. 5, students may learn to add and subtract but
- . ' be unab|e to balanca thllr checkbooks . \
* But you can’t select them au beCause mhools do not have time and mqney for that much test-
. ing. So choose very thoughtfully. Remember: What you put into the tests, the administrators will -
. ask the teachers to put into the curricula, the board will hold the admiﬁistrators responsible for, and
the public will regard as what the board values most. You will have to live with the consequences.
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| Alternatives

r

. What are those skills that are transferabie not only from occupation to occupation but aiso
fzom one life area to another? Some are codnitive.some are affective vox;me are psychomotor. Are °
you concerned about those skills that involve thinking, those that in feeling, or those that in-

", volve doing? That is, do you feel that the most sigpificnt of all transterable skills are those that -

involve the intellect, the emotions, or body movement? You need to decide whether it'is most im:
portant to: educate the head, the heart, the hand—or some combination.

Y

v +

The Natlonal Center's study has developed or located a number of lists of transferable skills, .

. Two of the best lists are those by Kawula and Smith (1975) and bv Wiant (1977). Both lists appear

m full in the Appendix. .
~*Kawula and Smith, looking for the skil!s needed to do tasks in many occupetnone researched

the following four areas: (a) mathematucs (b) commumcatuons (c) interpersonal relations, and

(d) reasoning. . , -
Wiant identified occupationally transferable skirlls which he was able to glace into three cate-

gories: (a) untellectual/aptutudmal (b) mterpersonal and (c) attutudmal

The four categorm used by Kawula and Smith and the three used by Wnant can be compared
by using three other familiar categories—cognitive, affective, and psychomotor—as organizers.
Table 1 shows this. . ) .

- L
-

- L]

Table 1 -

Comparihg Lists of Occupationally Transferable Skills

»

Domains of Learning Kawula and Smith (1975) Wiant (1977)
. \. : |
COGNITIVE - Caommunications S Intellectual/
" , , Mathematics Aptitudinal
. Reasoning . '
. - . v
AFFECTIVE _ Interpersonal Interpefonal
PSYCHOMOTOR ~ Not investigated . Notusedasa
. in this study “category

The parallel between the Kawula gnd Smith list and the Wiaht list is evident. Combining the two
lists and drawing examples from both to show what the categorles mean produced Table 2.

21
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Do You Need All Three?

- -
.
. * ’Tﬂz . a . ‘
b ~
Combined List of Occupastionally Transferable Skills
L with Selected Examples .
+ - . COGNITIVE AFFECTIVE PSYCHOMOTOR
¢ Communications . ,° "o Attitudes toward Work . ® Measure distance
. . ", % Draw graphs :
® Read and evaluate ¢ Responsibility * Operate calculator
. Write technical reports ® Diligsnte ’ . ® Use senses )
o Speak fluentiy o Determination/perseverance
® Listen sttentively ® Relisbility _ .
o Mathematics o Attitudes toward Others ~
- t . . K 4 .
¢ Read graphs e Converses plessanty
® Determine squivalents ¢ Reacts to others .
® Compute ratios ' ® Menages others -
® Solve word_problcms o Gives praise
* Reasoning - o Attitudes toward Self -
® Develop classifications o Seif-confidence - L "
® Make decisions o Self-discipline .
® OQOutline plans o Self-actualization
e Set priorities o Assertiveness
' ‘b ’
# -

Look at Figure 5 and consider these skills and their usefulriess in school and life. Youcan |
make persuasive arguments for each type of skill.

*

POSSIBLE TRANSFERABLE SKILLS

p—

Cognitive skills are needed for every
Communications, mathematics, and reaspni
life. No skills are more transferable, none more valuable.

Figurs 5. Possible uses of transforab!c';k’

4
\

school subject and for every life area, without exception._
ng are skil]s everyone needs to succeed in sqhool and in. -

AP

-

_ v SCHOOL SUBJECTS 'LIFE AREAS
" -

RANSFERABLE . ioh’ Citizen- -
TRANSFERABLE -1 At | Business | English | Etc. NI Work - | Femily | Ete.
Cognitive 1
Affective -

Psychomotor , Lot
iy . 4 -

. . i/ .
ills, X

L



[
L) .

_ Affcctiw skills are equally important for getting along in school and in life. Youmeed heaithy
attitudes toward yourself, toward others, and toward work #f you are to be stabte;'inderstanding,
amd motivated. Positjve attitudes are needed to succeed in school as well as in niost occupations,
especially those that deal with people, dnd to be a family member and a goQd-citizen. Remember:

-More people lose their jobs because of poor interpersonal relations than because they lack the cog-

nitive and psychomotor sknls needed tb do the work. .
/ ~ .

-.-..——

Psychomoror skvlls are needed for many school subjects and jn many life areas. These skills

range from sensory perception to simple actuons to "ompiex movements requiring considerable skill.

Such skills are critical to school success in ‘art, science, and physical education and are essential to
success in many occupataons from mechanl'cs to cabmetmekers to sculptors to surgeofiy. .

L

Unless'you choose coghitive sklll: you may lgnore the most useful of all transferable skills:

‘communicating with others. Byt if ybu don’t choose affective skills, you may produce studénts and

workers who aren’t emotionally healthy and can’t put their cognitive and psychomotor skills to the
best use. And yet, uniess you choose psychomotor skills, you may averloak the manipulative skills
that are basnc to performing many school assignments and daily actmtles successf lly

- L]

) But choosmg them all may oyerload your curricula as well as your testmg pr’ogram So choose
carefully. . “

D



L]
-

' petencnes by adding reasomng, good attitudes, and selected manual skulls

What do most minimum competency tests test? Most states and Iocalntces use them to test the
basic skills—reading, writing, and arithmetic—to govern promotion and to’ govern graduation. The
tgsts Yometimes include school subjects, such as science, but mbre oftpn include life areas, such as

~ citizenship and work.’ But the besucs dominate. , .

What would a list of occupatiorfaliy transferable skills add to that list? Repsoning, for one
thing. Higher level cognitive skills,-like the ability to develop classufncatlons or make decisions,
(arely appear in mmumurﬂ competency tests. . * w i

A list of occupétuonally transferable skills would add some affective and psychomotor skulls ]

- as well, Positive attitudes and good manual skills are essential. for ttensferebmty from occupation

to occupation as well as for successful citizenship and femjly fife. And they are extremely useful
in school as well. ‘But current minimum competency tests pass-them by in favor of the easier-to-
measure-lower fevel cognitive skills, _ PR _
In short, good lists of transferable skills can broaden the current narf‘ow lists of minimum com-
- N t-\.‘
The best way to consider the a]ternatlves in both movethents is to select several criteria for
judging which minimum competencies and transferable-skills to choose Take these criteria as

* examples:, usefulness, feasibility, and measurability.

Usefulness. One way to rate mtmmum competencues and transferable sktlls is to think about
their relative usefumess in multipte settings: They could be school settings or they could be life
settings. What kinds of competencies and skills can be used in many scheol subjects—perhaps in all
school subjects? What l'ung1 can be used in many: areas of Ilf::&\erhaps in all greas of of life?

Feaslb:hty 1t is more feasible to teach some competencie. and skllls than others. Maoaus and
Airasian (1977) say this: :

‘thle most educators would agree that basic cogmtuve skills and processes |
do fall witHin'¥he domaih of teachable behaviors, there appears to be less
certainty that such ““higher level skills”" as analysis, synthesis, and evaluation’
_are capable of being sucgessfully taught to all pupils. . . . Itis not at all clear
how pupils acquire these behaviors or what types of instructlonal materials
are most appropriate. . . . Teaching them, given the present state of knowl-
edge, is as much an art as it is a science. (p.81)

Madaus and Airasjan say this about teaching affective skills:.
Teaching the affective aspects of socual responsmuhty, good citizenship,
- self-concept, and jOb preparedness to all pupils-in a school calls for :
q?wledge and techmques simply unavailable given the current tech-
ology of instfuctional ahd curricular research. . ... (pp. §1-82)

Kl o

in short, ‘the fact that*attntudes and reasoning.are impoftant in many school and lufe settings
does not mean that they can be taught. Thus, you should add feasibility to usefulness in choosing

which competencies and skills to teach, ¥

3




_ Manurabimy Madaus and Air; while interest in rndmg. for
a significant attitude we miqht not be X0 measure it:

JFor exampie a common competehcy that mtght be considered crucml‘
fof mastery in the area of befform? a "lifelong learner” is that a pupil -
develop an interest in eading. -Yet; selative to our sophistication in TP
evaluating cognitive.outcomes of learnihg, our skill at evaluatmg this : SR
type of competency is small (p. 87)
In short, éven ifa compe;ency or skilil is vajuable and even if it can b ught—both of wh;ch
are true, for example, of interest in reading—you phou!d think about its me'_ rability before seiectlng
it to teach. . ) - A et

P . ] -
2 - {l ' '. R , . w,

Thinking Systematically **~ - S

- -

You could set up a talrle like those sllown earlier and use it to make your thinking systematic.
Do this: | .- T ‘ ~
o List the schooi subjects in th fust set of columns. mclude both ““academic’’
and “‘nonacademic’’ subjects. ‘Agricylture, art, business, distributive educatign,
driver educhtion; Engllsh foreign langutges, home economies, industrial arts,
, mathematics, migsic, science, scﬁ:?al studies, trade and industrial education—

'_the whole st - N e _ , , T
o List the life areas i the secomr/et of- coiug'nns include citizenship, _esthetics, :
yese are the life areas that have been smgled :

out by philosophers and cufriculum developers fQr thousands of years as most' .
significant, and thus as the ones to keep in mind when dessgnmg school pro-- v
grams. You can, of course, add otfjers to your list.

ethics, famlly\,}ealth apd wo

-

¢ List minimum competencies and transferable skills on the rows. Several lists : L
of examples of transferable skills are located in the Appendix. These will
help you to make your selections. Include the cognitive, atfective, and
psychomotor areas. Include commjunications, mathematics, and reasoning

. .skills; include aftttudes toward work, tQWard others, and toward self; include
sensory perception, simpie actions\hand complex movements.-

»

<

t, . -
o l()w place checkmdrks in the cells \ﬂﬁducate‘ where the minimum ‘compe- "
tencies and transferable skills listed on the rows can be used in the school N
subjects and/or in the life areas. Next, circle the checkmarks showing.those
that are feasible to teach. Finally, put 4 second circle around those check-
marks showing competencies-and skills that are measurable. Countmg the
double-circted checkmarks in each row will indicate which minimum com-
petencies and trahsferable skills are most worth teaching, can be taught, and
. can be measured." Refer to the-séction entitled How Measured for our Ty
thoughts on alterndtive choaces,of méasurement techniques. You should
note, of cour wh&her they register as being |mportant in the school
subjects, in e I|fe areas, or both

¢ You can sopmstlc{ne the exercise by placing a weighting in each columnto - ' Ct
show the relative importance of each school subject and/or each life,area. .

£
o 5

- -
L]
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Multiplying yourdubmireied checkmarks by those weightings will
produce a more sophisticated measure of the importance of each minimum
competency and transfcruble skill.

e The exejcise can be further sophustncated if you validate the importance of
the school submta and life areas by obtaining ratmgs from reprmntatwes

- in the commumt . Such ratings would be helpful in determining how much
;o weight to place each

L}

-The National Center is currently enqaged in validating the |mportance and utnllty of functional com-
petencies in var,ous I|fe areas.

@



HOW MANY?
" Minimum Competencies

Will you set one minimum for all students or will you consider ability, special talents, family
* background, or other factors we know affect the /earning of students? Will you set one minimurg
~ for all schools or will you consider community characteristics, faculty composition, school spending,
. or other factors we know affect the quality of schools? ;

o+

4

~ Alternatives

A single standard far students would establish a uniform level of acceptable performance for
all students, regardless of ability, talent, or background. It would stand as a working definition of
minimum competency and would establish the body of knowledge, skills, and attitudes needed by '

-every person to succeed in school or in later life. 1t would represent a-universal expectation to be
met by all students—or by all schools—regardless of circumstance. . '

In contrast, a set of standards graduated according to ability or family background, for example,
would expect less of those who can do less and would expect more of those wha can do more.
,Similarly, a set of standards differentiated according to special talents or special interests, forexam-
ple, would take into account different "achievement profiles’’ for individual students and would
allow them to demonstrate an acceptable ‘‘pattern of competency’’ rather than requiring all of them
_*to reach the identical point on the identical standard. ‘
In choosing between a single standard and multiple standards, you need to decide whether the . .
- idea of “minimum competency’’ can be reconciled with the idea of graduatgd standards or differen- '
tiated standards. If a minimum is a real minimum, perhaps no student should be allowed to fall
below it or required to rise above it because of sbility. You also have to consider what measure
of ability or family gack'ground you might use to set graduated expectations and what measure of
special talents or special interests you might use to set differentiated expedtations,

Think about student ability as one example. A single standard can be too hard for a dull stu- ‘.
dent yet be too easy for a bright student: impossible for the dull and thus not motivating; trivial : #
for the bright and thus not motivating; objectionable to parents and-teachers of the dull; laughable v
© -, to parents and teachers of the bright—and g ‘eptablemnomofthm. - ‘ >

. . * 3 b W 1 Y ° : *y :
Using a graduated standard on a'sliding scale accordigg to ability will solve all those groblems. . P
Tt And it will instgntly create others. A gudun'ad: tanteediiRnects less of some sQudents. "Expect
| less, get less’’ is a formula most parents and teachers dogf A -gradusted standard will grant a
diploma to a dull but energetic student wio gafa 40 pay e exam a0d will refuse a diploma
toa bright!but lazy student who gets 60 points on the @Xami+-Moreover, current dbility tests may ~
not give fair and accurate measures and thus may, not be aje to gyj? expected achievdment.
r b " . y l
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-1 mwmmmwm worlds? v«.mnmmmmwm
woﬂds You can use a low minimum for every student regardless of ability, and a graduated mini-
mum for students of, say, above-average ability. This does not expect the impossible from anyone,
but it does expect'more from students who clearly can do more. The oid problcms—such ashowto

. measure ability—are still there, of course.

Or consider family blckground—wel(-atablished as an influence on student Iearning: You may
feel that a single standard ignoring family background would be grossly unfair. Or you may feel
that graduated standards cgnsidering family background would bg grossly unfair b\acause they wouid
expect the children of the rich and the poor to leave school as far apart as when they came in.

The same thing is true about special talents or special interests in art, sports, mussc hustory,
automobile repair, or writing. You may feel that a single standard ignoring them would be unfair

~ by expecting athletes to write or writers to play ball equally well. Or you may feel that differen-

tiated standards would be unfair by demandmg more just becausea student has the potential—not
because more is needed for later success in school or life. ' -

, ~
The identical principles apply to setting single standards versus graduated standards for mhbs.
A single standard may demand nothing of a wealthy suburban school and the impossible of a poor~

‘ghetto school. But a graduated standard may label poor schools as places without hope or give

them an excuse for not improving, neither of which is good for students teachers, administrators,
or parents,

Perhaps you should set a separate standard for each student, considering his/her ability, special
talents, and background—a standard negotiated among student, teacher, and parent. And perhaps
the same should be done for each school—a separate standard negotiated among board, administra-
tion, and faculty. Admtttedly, the logistics would be formidable. But, the process of negotiating
standards for achievement might improve mutual understanding, mutual purposes, and—most im-

: portantlyfthe likelihood that the standard will be me't. ]

You may want to arrange several minimums into a graduated sequence to check student progress
from grade to grade. Some places are doing that.

Finally, you may want to set a rough, general minimum |mmed|ately and then refine it into,
specifics over the years ahead.
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e o Every vocational course and every vocational class would have'a commqn S
central purpose—binding them all together into a coherent y of studles ot -
leading to an mvelj‘eble final goal . ] o o -
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VN ﬂwmm.mbtmm set o’f trmferebh skills euttlno across o/ oecupstionel clusters, or \mll

you establish a distinct set for each qgrete occupational dluster, or wi& you establish differentiated
standards for verious groups of oecupettonsl clusters? K

- The Netionel Center has been engegedthus far in mﬂttifyr sk,uls eommon to all occupational
B clusters, but. it is easy to imagine cluster-specific skills. There wo Id be some adventeges to lrstmg
,thern That alternative, among others, is discussed below.. - N
\
- - * . \ s

)ﬁﬂwm AR | .o | N
\ \ '

"' Each of the choices belc&hes certain cleer-edventeges— You need to\consrder each choice
before dec&dmg ‘
- \ ol - .
A single set of slrr//s for a// occupational c/ustd( There wopld he Clear' \advaritages in 3etting
forth one single lisT of skills that ate transferable across the entiré universe of'johg, no matter what
. occupetronal cluster they are in. Here are some of thtye advantages \ - y

4
-

e There woulid be one single t’x'nplete for examining all.vocational courses
“to see if they were contnbu ng to the common core. . r <.
L
¢ Every student would have maximum exposure to the transferable skﬂls
' meeting and prectrclng them in every single vocational course,

o Students who shlfted their from one &cupetrone‘ clusterto , ,*
‘another would find themseélves aiteady equipped with some of the re{ oL .
quired skllls and would be off to a running start. , j

o Adult workers would find it eiceedlngly easy to transfer fromajob in. - »

" one ecg:rpatlonel cluster to a job in enother : CooD
. A dlstmct set of skills for each occuparronal c/uster Thére would be other edvgntages in set-
ting forth a drstmct—perhaps unique—list of transferable skulls for each sépafate cluster,pf occupa
tlons Here are some of those advantages: ~  '*

. ] 4
[‘qiﬁe hsts of skills could have a tight fit to each cluster, taking into lccount .
the current and probable future structuré of jobs in each cluster and the
skills needed for lateral transfer as yell as vertical prornotron in that cluster.

o The cluster of vocational courses preparing students for jqbs in each
cluster could form a cohefent body of studies with a common central

purpose. ' .
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T eschclusterto mmfmmwmmmmwywmm ==
B Studmuwouldgotmimumoxpmuumandpnctimlnuﬂngtm i
dnstinctiva trarisferable skills needed for that cluster of accupations. ¢ T
* o Adult workm would be upeéially well preparod Tor transfer between ' . | '-

jobs within each cluster, ~ ] ' o o

Diffomnmtud standards for groups of occupational cluctm. There would be stit! othor advan-
tages to sstting forth lists of transferable skills for rmpr groups of occupational clusters. The.ad--
vantages of doing this would be, of course, a compromise between the eompetmg advantages of
a single set fo: all and a distinct set for each. Hce are some of them A

. There would be several lists of trumferable skills, with no lin containing -
universal sKills but every list contmmng widely usable skills. R ot

¢ Vocational courses preparing students for jobs in a group of occupatuonal . v
clusters w0uld have a clear oommon purpose. , .

-4’ ¢ Students would get considerable exposure to and repeated practice in
' ~ using the transferable skills needed for a large related group of occupations.

¢ Studerits who shifted thelr studies between occupational clusters within
one group would not have to begin at the begmmng in learning skills for
_  thenew oocupatuon - i ) ' \
: # . .
, e Adult workers wolld be able to move aasily among jobs across a wide
T : \ span of occupatlons . .

Graduated sklﬂs accordlhg to Ievels of jobs. One other pomb;luty -would be to set forth differ- -
" ent lists of transferable skills accdrding to level of job responsabuhty within occupational clusters. ‘ _
J The list of transferable skills by-Kawula and Smith (1975) in the Appendix offers an excellent .
example of such a division. Kawula and Smith dlstmguuh between transferable skills needed in
A . suparvisory jobs and those needed in non-supervisory jobs. It is posdible to imagine.lists with more °
: . - thap two categories. ‘For example, the lists of skills for a given occupational cluster mlght dis-

tinguish between those needed by. production workers, production supervisors, rmddle managers,

and execytwes A
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- What can the minimum eomp;tnmv testing movement teach the transfersble skills moyement

about how many minimums to set, and vice versa? Doef each have features relevant to the other?

Learning from Minimum Competency Testing

Current studies of transferable skills rate them for their -usefuiness rather than for whether they
can be learned by every student. The studies'treat the skills ss having implications for curriculum
and instruction rather than as guides for testing and evaluation._Sooner or later, the transferable
skills movement will need to deal with the appraisal of those skills. When it doss, the minimum
competency movement can offer some Ieuom about how mnv minimums,

inany. oomudcmion of mlnimum eompetoncy tmino. the topic of student ability immediately
surfaces. Should the standard be the same for every student or should it vary? Should the variation
be based on intellectual ability, student interests, special talents, family background, native language,
economic status, disabllity, or what? Should the variation be for an entire group--the disadvantaged,

_+ the handucappod the bilingusl—or tailored to each mdwndull student?

) The same debate will arise if you decode to set standards for transferable skulls Yo anti-
-cipate the following effects of choosing the'various alternatives: - : .

" Asingle standard for all students. -

e Any single standard will have to be set quite low since it will have to be
reachable by all students. It will offer no guides to curriculum design,.
instructional materials, and teaching practices, except for minimum
levels of learning’ It will be relatively i inexpensive to test, requiring
equivalent multiple “‘forms*’ of a single examination. The total costs of -
remediation will be low inasmuch as most students will meegh(le low
v standard¥without remediation.

‘o A single standard guarantees that all high school diplomas or certificates
of completmn for specific vocational curricula will have a single minimum
meamng. Employers and others will find the diploma or certificate easy
to interpret—at ldast at the minimum.
A Yistinct standard for eech student. ~ T
. < [ ‘ . .
” o Each standard would be a close fit for each individual student, specifying .
- howwell that parficular student should be expected to learn the transferable
skills. . : .

L]

e Each standard would be fair, mumuch asit would constder"thc abilities
and disabilities of each student. The standard could be adjusted for
intelligence, pagt achievgment, sex, native Ianguage or other factors you
think merit special attention. -

{
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e would be standards differentiated for groups.of students having common characteristics.
. -4 This would avoid the limitations of 8 single stangard (such as being tooTow for many stu-
T dents) and the limitaitons of a dntinct standard for each ttudont ch as administrative
. complexity).

1
L]

Learning from Transferable Skills ’ e o,

Current practice in minimum competency testing usunuy sssumes a smgle’dutunatuon in lifeor -
a single life patterf for all. Think of it a3 8 minimum life—which the school ought to guarantee for
© all. This quaranteed mmumum life requires guaranteed minimum skilis to be supplied by the school.
Thera are no minimum competency tests for Life Style Aversus Life Style 8. Soqner or later, the '
cofmpetency movement will need t0 deat with alternatwe life patterns. When it does the transferable
skills movement will have some lessons to tesch.
"1 . : e
" Any consideration of occupationally transferable skills immediately surfaces the topic of occu-

pational destination—or, at the least, career route. ‘Should the student be prepared for :woral jobs,
. rnany jobs, ot all jobs? o ] , : .

—

To put it'another way, since transferable does not mean universal, what are the limits of trans- .
ferability? That is, to be called transfarable should a skHl be useful in every job, many jobs, or
several jobs? \

If yQu decide to set more than one minimum compotency in school skills or life skills, the
transferable skills movement can offar these lessons ahout how many minimums: "' u

A single set of skills for all occupational clusters.
, , e Teachers of every course in the school curricula could adopt the common skills
' as their objectives—therebly demonstrating the centrality of what they are teach-
ing, justifying its place in the school curricula, and strengthenmg their claim to -
a fair share of the tax dollar. : ‘

p— e Every student, irresppoti\}e of his or her choice of cburses, would have many
s | .chances to learn and praétice the common set of skills.

- A distinct set of skills for each occupationa/ cluster,

o A rather extensive list of skills could be chosen for their high transferabuhty ' . ) .
' within a limited area of life.” = - / -

. » . Courses designed to prepare students for that life area could share the enture
: list of skills as a Iarge common core of learning objectives.

Differentlaéd sandord: for groups of occupationai clustars.

)o e A compromna between one sat of skills for all occupptnonal clusters and
a distinct set of skills for each cluster would be differentiated standardg for
related groups of occupational clusters. This would avoid some of the problems
of & single set (such as the very limited number of truly universal skills) and
P some of the problems of a distinct set (such as too little commonahty of A
‘ purpose across different courses). ' R "
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‘e _ The possibilities range from testing with paper and pencil to testiné through actual ekpeu:iedce.
THere are sorie points in between: - . S . . )

HOWMEASURED? . - -*

o

. . Minimum Competencies . L
L} . ’ Ry - a ' )
3 1 ) . ..5« ", ’ "
How will you measure the competencies? There are several different kikds qf tests you can use,
but they may give you different resuits that can be put to different Uses. let you scle:tone testing
fhnique or several? SR ’ o T

- i ' a . ' . LY
’ s

~ [

' Altetnatives ., - ' : T

. o
i et \

¢ . L

LN | 2 3 3

= N - ‘ “- . .4 . ’
Paper . School . ., Simulated Actuasl
ad Products and _ . Performance G Performance e
Pencil’ - Performances : Situations N smm_km

'So you have four choices. You could test through:

1. Paper-and-pencil tests in the classroom-what we usually think of as “tests.”” Most of
these measure a narrow band of knowledge or skill and are far removed from performance
required in real life. Thus, the results may not foreshadow:later success in school and life,
where sugcess depends on attitudes, values, personal warmtf, leadership; creativity, phys-
ical stfength, and other things a person cannot show with a piece of paper and a pencil. -
But these tests are quick, easy, cheap, and available. SRR '

2. School prdducts and performancas.i THese dre essays, paintings, experi‘ment's, clarinet
solos, brake jobs, speeches, touchdowns—things students make or do while studying in

. schdol. This is better than using paper-and-pencii tests becayse concrete accomplishments"

.are used to test knowledge and skills rather than indicators of accomplishments in the

& form of test items. But it takes more time and money to score thewresults. This is not as
_good as simulated performance testing, because the student usually has had help and be-
Cause the_test pressores are missing. Still, it is simpler than arranging special simumgom.

3. * Simulated performance sitations set up in the schoolhpuse to resemble those in later

~ schooj or'on the joh. This is good testing. The student deimonstrates minimum compe-
- . tency in artificial situstions like the real angs to come. Compared to testing in pctual .

performance situstions, this is cheaper, takes less time, and gives quicker results'to help

school and student correct failures. But it isn’t perfect: (a) The situations are not real -

and the results may not match actusl performance later, (D) there are few good tests avail-
able, and (c) it takes more time and money than using paper and pencil. :

-




4. Actusl performence situations in later school or on the job. This is idesl ““testing.” The
level of schooling or getting a job and keeping it. Judging actual performance in such -
situations measures the lasting, important effects of schooling, and takes no time away

“from teaching. The trouble is that such “testing” is expensive, it takes years, and the
results come back too late to help either the school or the student.

To summarize, as you move away from actual performance situations in life and move toward .
paper-and-pencil performance,. testing becomes easier and cheapér, but the test results become less
likely to predict later success. Thus a student can fail on a minimum competency paper-and-pencil
tést, but pass in the actual performance situations of real life. Remember this later when we talk

about using results to withhold diplomas. .

Now, you might want to do this: Use simulated performance situations to test /ife skills and
use paper and pencil to test schoo/ skills. Here's why. Taking a paper-and-pencil test is, in fact, an
actual performance situation in school, Indeed, you could call it thk most important school skill of
all. In that sense, paper-and-pencil tests are not artificially removed from school, but only from life.
Since a student who does well on a paper-and-pencil test today should also do well in school tomor-

row, you may choose to test school skills accordingly.

There is another decision you have to make: Will you develop your own tests br use what is
available? As you move toward actual performance situations and as you decide to test life skills,
you will find fewer and fewer tests to choose from, &nd vice versa. Fqr instance, you will find many -
paper-and-pencil tests;pf solving science problems, an important scheol skill, but you will find few
simulated performﬂ'fie tests of ethical behawor an important life Sklll '

Remember: Different kinds of tests may give you quuta.dnfferent results So decade carefully.

35 .
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Transfursble Skil
. . . . v ) - ‘

- How will you measure transferable skifls? 'i'here are several different kinds of tesfs you can
use. Some are probably better for measuring certain skills, others for measuring other skills, What
will you choose? . " ' :

L% L)
- ) . . s

Alternatives ) .

. The arguments-for using paper-and-pencil tests, judging school products and petrformances,
arranging simulated performance situations, and examining the results of actual performance situa-
tions were explained in the previous section. The advantages and disadvantages of each differ some-
what according to whether you age testing thinking, feeling, or doing. .. N

+

- ‘ ~ ) | '
Cognitive Skills . ) \
’ \
While you can use any method of testirig.for measuring any of ¢the transferable caynitive skills,
some methods have more to say for themselves than others. LN ® .
. y G .

. M

.+ Communications. Schools ordinarily use paper-and-penicil tests to measure reading (vocabulary,
comprehension, speed) and writing (grammar, spelling, punctuation). Orie good reason is that excel--
lent paper-and-pencil tests are available and schools don't need to develop new o,néggn their own.

- But you may prefer to have teachers judge the reading and writing students do while carrying out

regular school assignments. That kind of “‘testing”” by having teachers observe and judge lets students
read and write in natural conditions and can be a more valid predictor of how they will communicate
in.later life. ' . : . ) :

Schools ordinarily use student performanges in school to evaluate listening and speaking. But,
on occasion, they set up simulated situations and ask students to listen or speak as if the situations
were real. However, student grades for performance in speaking and listening are usually incorporated
into the total grades for the school subjects. Only English, speech, drama, and foreign language teach-
ers assign separate grades for speaking. Even they rarely assign separate grades for listening.

Mathematics. Concepts qu_mm_putation are typically tested with papér 3nd pencil. The same
is true of applications, but you may want to test applications through school performances (in science
laboratories, for example) or through performances 4n simulated situations resembling those requir-
ing mathermatics in later life (in family budgeting, for example). ‘

Reasoning. Although there are tests of reasoning, few schools use them as a part of their stan-
dard testing programs. And, there are few questions requiring reasoning on the, typical, teacher-made
test. Reasoning can be tested particularly well through simulations, which can offer some of the
complexity of real life, including the interpersonal relationships that often cause problems in real ™ -
life. ‘ ‘

Affective Skills

Student attitudes are always judged but seldom measured. They almost always influence the .
grades students get in school, but they are rarely graded separately after students leave the elementary

36
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- curricular activities, including election to leadership positions, instead. -

grades,, Nevertheless, it :% n be done if you think it is imp_orfant. Keep cultural variations in mind
when makmg judgments t the value of nttitn*des - L

Amtudas toward work. You can ma‘ke the best measurement of amtudes tpward work by ob-
serving students performing actual work. You have many chances to do that since more than half
of all high school st have paid jobs.at some point during high school. The adults who pay
them cdn be asked tojudge how responsible, how diligent, ad héw reliable they gare. As career
education expands, more and mere high school students willaet the safhe experience—sometimes
for pay, sometimes not. For those who do'not work, you may wa,p.t to hmulate working conditions
and judge the way students feel about working as they.perfo m in thosé situations.

rd

Attitudes toward others. Both teachers and students jiidge—if not measure—student attitudes
toward others. Teachers let those judgments influence the grades they give; students let them in-
fluence whom they choose as their friends and whom they glect as their leaders. You may want
those judgments recorded systematically. If so, you can choose between teacher ratings and peer
ratings (using sociometric devices). Or, you may want to examine student participation in extra-

.

Attitudes toward sel.. Schools virtually never make a separate measurement of student atti-
tudes toward themselves, although such attitudes undoubtedly have a powerful effect on stugent

performance both in curricular and extracurricular activities. You may feel that the most valid .

measure is to judge actual performance in out-of-school situations, where the full range of personal

and social forces is available to shape behavior, and where student attitudes toward themselves are

most likely to have their full Yeffect on performance. An alternative, of course, is to use psychologi-
cal tests individually administered while students are still in school.

=t

Psychomotor Skills

Measuring movement requires performance testing of some kind. The testing can be done in
the normal course of school activities, special simulgtions can be arranged or performance in later
life can be judged. ’

Sensory perception. Although you can find formal tests of such skilis as seeing and hearing,
most sciiools rely on informal teacher judgment to decide whether students are using their senses
in performing tasks that require looking, listening, and touching.. You can make those judgments
more systematic by asking teachers to use rating scales to judge sensory perception in contrived

- performance situations that require students to use their senses to succeed.

Simple actions. Every school subject requires students to perform some simple physical actions—
arranging, measuring, drawing, stirring, and so on. As with sensory perception, schools ordinarily .
depend on teacher judgment to evaluate thgse simple psychomotor skills. And as with sensory per-
ception, you can get better, more reliable measurement by having teachers use rating scales to evalu-

- ate thoge simple actions in simulated performance situations.

. .
Complex movements. Many school subjects—agriculture, carpentry, business, dance, driver
educatior, home economics, music, and science—requite students to make complex movements.
Sorpetimes teachers judge those movements during the normat course of school activities; sometimes
they set up special performance testing situations, Sometimes teachers use informal means of
selecting what to observe and informal criteria for judging it; occasianally, they use format lists of

_movements to be judged and formal lists of criteria for judging them. You can make those judg-

ments fairer, more reliable, and more valid by: (a) making both the topics and the criteria explicit;

-
£
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- {(b) setting up pecial porfmna situations and mndardazmg amtmcttom, oqmmmand hm'.
'me(e}mm«mmmmmm A distinet dirernative is to walt untii'students .

‘meet sctual performahce situations in later school or later life, and having others (college pfofouors. |

employers) judge student skill in uding whatever complex movements are requnrad
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‘ ' How do most minimgm competency tests test? Thewuse paper-and-pencil tests in almost all .
. cases.| There is an occasional exception, as when a state or .ocality asks out-of-school adults, such ‘ .
e :;.:QLloyerg, to certify that students have certain job skills. But if you are going to take a minimum '
-0 Detency test, take a pdncil along with you and you will rieed little eise.
S , | _
= Just as good lists of occupationally transferable skills can enrich current lists of minimum com-
' petencies, the best technidues for testing those transferable skills can broaden thé current collectien
of competency measuring devices. This is because the additional transferable skills, such as reason- * - .
ing, positive attitudes, and physical’-movement, cannot be mesasured adequately with paper and pen-
cil, and because performance tests have been inventéd to assess them.. .

 Actual performance testing in real situations is commonplace in the skilled occupations (car-
pentry, auto mechanics, secretarial work) and,i the.professions (medicine, engineering, law, teach-
"ing). Such testing offers the decided advantage of realism (which tends to increase validity) and of
independent jucgment (which eliminates teacher bias). o

»

- . _ .
‘ |

] ‘ . ! .
Simulated performance testing in contrived situations is commonplace in vocational education.
That method of testing is especially good for evajuating tramsferable skills, such as reasopihg, atti-

! tudes, and psychomotor skills—all of which are needed for occupational success. :Compared to
? actual performance testing, simulated performance testing offgrs decided advantages: ' It is more
convenient, faster, and cheaper—not dnly in test administration but also in test scoring and in get- -
ting the results. : ' . .
. o - . 3 .
Four Things to Remember
- You need to keep. four things in mind when deciding how to measure minimum competer.\cies'
“~.  and transferaple skills. B .
1. They maylready be measured and the results recorded separately in the current school
R grading and reporting system. in that case, you need consider only whether the measure- .
. ment technique is satisfactory. * ' . : ’
. . . ‘ .. !
v 2. They may already be measured and the results incorporated with ather records in the ‘ X
current school grading and re‘po_rting systém. For example, student performance in
lisdtening—a valuable transferable skill—is usually incorporated into the total grade for each .
. ® S school subject. In that case, you,need to consider whether you want them measured,
, . . - reeorded, and repofted separately #s important transferable skiils. If so, you will have to :
make special arrangements. . '
)
" . ‘ ..l" . N ; : . ‘
3. They may not be measured at present. You may Iind that the school does not measure <
certain important.minimum competencies and transferable skil_l’s at all. In that case, you .
. - need to consider how you.want them measured, recorded, and reported, and you need to ’
L make special arrangements for getting all of that done. ' . ‘
* N 4, They may be unmeasurable.” It may Be that certin aspects of thought, emotion, and -
' o movemént are important minimum competencies and/or important transferable skills,
: but they cannot be measured. THhe reason may be that testing technojogy does not ajow .
39 - B o o - - «'.-“' -
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it, cthuuleonﬂdemnomdomtpermitit o:nmmdemtmlenout in that case, vou
mmmmwmmammm

I ...

Thmkmg Symmtmuﬂy ; P o . " .
You can use a table Nke F'gqre 6 to guide your thmkmg oo ' ”

-

i

ALTERNATIVES FOR MEASUREMENT |
. WAYSTOMEASURE '

COMPETENCIES Paperand- '[ School Products Simulated | . Actud
AND 8KILLS Pencil Tests and Performences . Performances Performances
. COGNITIVE )

Communications

" Reading

. " Writing

Li_stoning . ‘

Speaking

il

19
Mathematics ' '

Reasoning

AFFECTIVE

Attitudes toward Work .

Attitudes toward Others

. Attitudes toward Self

PSYCHOMOTOR

Sensory Perception

. Simple Actions

g™

Complex Mo\'rements

¢
'

Figure 6. Chart for guiding measurement choices in
minimum competencies and transferable skills. f

LY 7 -

You can use these six criteria to decide how to measure each of the competencies and skitls: '
availability, convenience, reliabilitv. validity, speed, and cost.

Availability. |t a paper-and-pencil test or an interview test osa work samg!e ranking procedure
or a peer rating scale br an unobtrusive measurmg device is not available, you have one good reason

-




LY

not to boather evaluating the oompatencv or mu Of ooum vou carr make your own if | vou know
how and can afford it.

. Convenience. Are the available tests convenient and simple to use, or can you design one that
is? Tests that require unuwal spaces, equipment, and materials, or that demand elaborate advance
preparation, fail o meet this cntenon

- :

Reliabmty If the available tests do not measure the same way every time, the results can be
unfair and misleading. {f you have -to develop your own, remember that rehablllty can usually be
increased by making the tests longer, training the judges better, making'the scoring guide more.
explicit, and controlling the testing conditions more carefully.

Validity. poes the test measure what it is supposed to measure? Taking direct measurements
of performance in realistic circumstances usually gives more valid results than-taking indirect mea-
surements of performance in unrealistic settings. |f the only available tests of skill in musical per-
formance use paper- and pencil, for example, don’t bother to make the measurement.

Speed Consider hew long it takes to give the test, score it, and report the results Other thmgs

bemg equal the cheaper the better. ~_ . .
4
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\5/ Competencies can be measured during school or at the end of school or both, or sorme can be

Alternatives

- 2
o e
B - ‘ . tr ’i'_ )
l' ‘ )
*
2 .
WHEN ME@SURED? - ) c .
- . . .
\. -y

- | Minimhum Competencies v

measured during school and others at the end of school. What will you do? ;

-

During school. Competency tests can be given at every grade K-12 or at selected grades such
as 3,6, 9, and 12. That is, they can be scheduled to parallel the content and sequence of the school
curricula either year by year or at major terminal points such as the end of the primary grades, the
int@rmediate grades, the junior high grades, and the senior high grades. These tests can be matched
to the curricula—that is, to the specific subject content—of the grades selected for testing.

Test during school if you believe: \

¢ You want to measure competency to move up from grade to grade in school.

L 3
- e Students and their parents deserve a distant early warning if there is trouble shead. A legal
basis can be established for non-promotion or non-gradugtion in later years, because parents
and students have been warned early—and repeatedly, if necessary—that progress was not
satisfactory. : '
i P _ ,
e A series of competency tests can be arranged in a graduated sequence of difficulty to moti-
vate students to do better year after year. '

e Students who cannot pass the tests can be scheduled for early remediation or special pro-
grams before they fall further behind.

e The results can be used to modify the school curricula yeai- by'year because weak $pots can
be precisely located and corrected. ’ ; - : :
Fag , . . ) .
e Administrators need to make changes any dfme stddents do not progress: changes in cur-
ricula, course selection, or faculty inservice training. Only formal competency tests will
alert administrators to unsatisfactory learning early:enough to do something about it.

At the end of school. A competency test can be given jn the final year of high school. The
same test (or equivalent “forms’’ of the test) can also be given a year or two earlier—in grades 10
and T1, for example—to allow time for correcting deficiencies so that students can pass the test

_in grade 12 This test can be a comprehensive final examination measuring the cumulstive effect
.of all the years of schooling in order to determine whether the student is able to move on to fur-

“ther schooling, 8 job, and/or home and fa/er_\Lr-?'UQnsibthies. . . ]

LY
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o Students learn at different rates. All studmu—including slaw learners—dessrve enough
time tgu reach the minimum and should not be lsbeled as ‘‘incompetsnt”’ by being tested
prema rely

o Teacher-m de tests and daily clasroom conta'ct will identify student: who are not making
progress during school. Formal competency testing is not needed.

e The test results should teport the_kind's of knowledge, skills, and attitudes with which em-
ployers are directly concerned—the entry-level skilis.needed to begin a job well and go on to
|oam other jobs later. .

e Students will be old enough by the end of school to be tested on er skills used by adults

o |t will cost far less to place one final testing hurdle at the end of & student’s school career

than to place mtermedmte hurdles throughout. '

e It will cost far less to remediate the few students who do not reach the minimum by the end
of school than to remediate the many who falter along the way but who will catch up on
their own, given gnough time. . .

Now, you could measure: - ’ . /

e School skills during schoel to decide promotion from grade to grade.

o Life skllls at the end of schoal to determine graduation.

Or you could measure both at the end if you feel that:

» Even the college-bound should be competent fog life (many college students have alréady :
started working). |

o Even the job-bound should be competent for further schooling (adults are retdrning 10 °
school in ever-increasing numbers).
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N During School

— mum competencues during school.

" transferable skills are taught as an emb.

Teansferable skills can be measured during 8630/ Or at the evid 0Lechool or both, or some can
be measured during school apd others-at the end of séhqol Moreover, some can be measured' at the
end of a'single course or at the end of a series of courses.. What will ypu do?
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The choice of when to measure transferable sknlls depends the ghoice of when to teach tran
" ferable skills. This in turn depends chiefly on whether transferable skills are taught in the general
acadermnic curricula or in the spgcialjzed vocational curricula or both, it aiso depends on whether
ed but identifiable part o separate course, ase in-
tended 10 be the cumulative outcorge af a8 serigs of courses, or aré taught as the target of ong or
more sﬂbcaaluzed courses deslgnod expm:my to teach transferable skills.\in shbrt, itis ecurricular ‘¢

POSSIBLE TIMES FOR TESTING TRANSFERABLE SKILLS | \\ _
i General Acadeiic Curriculs

. . Vocationsl Ciyriculs
3

"All Courses  } Specialized Coutses All Courses . | Specislized Coures

3

DURING
SCHOOL

End of

Course

End of
Series of

“| Courses

End of
Each
Course

End of
Series of
Courses

End of

E .
Coune

End of
Series of

End of
Each

End of
Series of

*Courses

Courses | Course

_END OF-scapoL’/

Figure 7. Testing alternatjv)\for transferable skills.
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+  There are excellent ;'easdns for tesﬁng transiemble skills a
_ three years— throughou?grades K-12. Some of them were list
Others appear below.

ually or permducally——perhaps every
earlier as reasons for testmg mini-

Testing in. the general acader'mc cumculum The Nationa! Center has identified an extremely
broad set of transferable skills—cognitive, affective, and psychomotor Many of.those skills are the
traditional subject matter of the general academic curricula. ' Inasmuch as the curricuta begin in
kindergaften and continue throughout the final year of high school it can be argued that testing for
transferable skills should follow the same pattern. “

Testing in all academic courses or in meciahzed academit; courses. Given the scope of the
transferable skills, thera is hardly a course in the general academnic curricula that does not contribute -
to teachmg them, English courses teach reading; mathernatics courses teach fractions; social studies
and science courses teach decision making; art and music courses teach sénsory perception; physical

- education courses teach psyghomotor skills; health courses teach attituges toward self. Since all the .
general academic courses teach transferable skills, it can be argued that they should be tested in a//
academic courses. .

o
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~ and to0 glve students practice in using them m a variety of carcumxtahces

Testing in the vocational cumcula It could be argued th’lt while the transterable skills udentiﬂad
by the National Center are extrgmely broad, encompassmg,wblect matter from the general academic
curricula, they are not likely to B¢ taught and learned for transferability in academic courses them-
selves. Instead, it can be argued that only vocational courses provide the real or realistic environments
in which students can actually learn to use those skills in various practical settings, thergby-experienc-
ing their actual transferability from one situation to another. The logical evolution of such an argu-
ment is that transferable,:kius ought to be taught in the vocational curricula.

Testing in all vocational courses or iN specialized vocational courses. \f every vocational course |
is responsnble-elther for teaching certain transferable skills or for arranging for students to practice
those skills under a variety of conditions, it follows that the skills should be testetl as a partofal, -
vocational courses.

But if vocatnonal curriculum developers decide that transferability of skills is not automatic, fb:,
cannot be agquired by taking regular vocational courses, and must be taught in specialized courses !
designed for.that purpose, .it_follows that testing for such skiils should be a part of such spec:aILed
vocational courses.

~Testing after each course or after a serles of courses. |f each separate course—academic or
vocational—is expected to teach particular transferable skills, those specific skills should be tested
at thg end of each course. Otherwise you would not know whether each course was doing its share
of the work and youwould not be able to pinpoint and correct weaknesses within courses. AN

“ . On the other hand, if a series of courses-'-—academuc or vocational —is expected to have a cumu- |
lative effect, then trangferabie skiils should be tested at the end of the series rather than course by ,
course. Imagine,.for example, a series of studio art courses, no-one of which alone is intended to

. heighten sensory pereeption, but the series of which is expected to do exactly that. The logical

‘time to test for.the transterable skills would be at the end of the series, using one comprehensive
test. -

The questign is whether each course teaches unique transferable skills or whether a series of h
courses teaches dcommon set of transferahle skills. if the first, test at the end of each course. If
tha second, test at the end of the series.

At the End of School , -

“The, best place to’ test for transferable skuHs is at the end of high school-if you believe that it
takes ?Jhnts dny years to learn transferable skills, that both general academic education and
specific vocatuo | training are necessary to learn transferable skills, and that such skills are the
cumulative resuit of diverse educational’experiences and cannot be the engineered result of a single
.course or a series of courses. In that case, you wauld want to wait until the end of high school and
give a Eomprehensive‘ test of transferable skms. :

'chere are other reasons to test at the end of s¢hool as well, mcludmg all those listed in the
previous sectwﬂ on tesupgmmlmum competencnes
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____*_Both during Sohool and st the End of School C e x
£ _ You id creasure narrow-gsuge transferable skills—such as the ability to ¥mpute ratios—,
: during schoo), but weit to measure broad-geuge transferablaskills—such as setting priorities or
. managing oshdr people—until the end of school, in the beli® that narrow skills can be taught in a

single course while broad skills can only be taught through the complete curricula. This woulid be
one way to accommodate t3thgdact that the transferable skills identified by the Nationai Center
cover the whole spectrum from quite narrow (e.g., read graphs, operate caltulator) to quite broad

{e.g., outline plaps, self-actualization).
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The central question underlying the choics between testing during schob) and testing at the
end of school is:how you are going to use the test resuits. If you want toruse for what evalu-

ators call formativé purposes—improving the curricula and instiuctional practices for teaching mini-
mum competencies and transferable skills—then you shauld test during school. if you wapt to use
them for what evaluators call summative evaluation—judging the final results of the curricula and
instructional practices in teaching mmimum competencies and transferable skills—then you should
test at the end of school.

s

bmproving through Formative Evaluntson

The purpose of formative evaluation is to influence the shape of the soft clay while it ls still
being“‘formed’’ and can be changed readily. The techniques of formative evaluation include fre- |

. Quent inspection 6f processes while they are still underway (monitoring, supervision), pilot testing

small components of 8 program to see whether they work, using a program on a small group of stu-

_dents to see whether they learn, troubluhooting a defective program to find out exactly why it is

not working, making trisl modifications in a program to see whether you get better results, and
making mid-stream changes to keep a program from failing.

All such approaches require collgcting information frequently, analyzing it promptly,.and
feeding it back immediately. That is, formative evaluation means sticking close to the program as'
it unfolds, making continuail observations, and reporting them to the program director without
delay 30 a3 to guide mid-course corrections. Thus, if the purpose of testing minimum competencies
and transferable skills is to improve the program for teaching them, they must be tested dunng
school. r .

Judging through Summative Evaluation

The purpose of summatwe evaluation is to summarize the final outcomes of the program ex-
plaining whether the program worked-—-and why. The clay has been fired in the kiln; the finish
article cannot be changed now, but it can be judged and explained. The techniques of summative
evaluation include acareful examination of the historical record of the program to'understang what
took place, field testing the entire program in a variety of circumstances to find whether it works
under some conditions but not qthers, studying relationships among diverse kinds of information
to see whether one thing led to another, and recommending under what conditions the program
should be used in the future. '

. All such approaches require collectino a considerabie amount of information, analyzing it
thoroughly, and making a careful report as to how well the program worked for whom, under what
conditions, and for vthat reasons. Summative evaluation requires devsidping & perspective on the
program, understanding the several tactors influencing its outcomes, and detecting relationships
among thase factors 50 as to explain the outcomes. Thus, if the purpose of testing minimum com-

. petencies and transferabie skills is to judge and explain the program, they must be tested at the end
- of school so that all significant factors will have exerted their influence on the results.

[
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In a researclysense, teits of competericiés and skills measure the “‘dependent variables’’ while *
information about the program measures the “independent varisbles.” .I1T minimim competencies -
or transferable skills are the dependent variables—the effects—what are the independent variables— -
the causes of those effects? Three of the fundamental causes are the curriculum, the instructional
materials, and the teaching practices. Those thrge are of particular, jnterest because all three can be

w

influential and all three"can be improved. e .
- i . S :
_ Explaining the Results and Jmproving the Progra : (\_/
Whether the evaluation is formative or su ive, you need to coll&:t information about the

curricuium, the instructional materials, and the teaching practices. Without it, a summative evaluation
cannot explainsthe results and a formatjre evaiuation cannot improye the program. Here are some
examples-of information needed to 'qx;m\ and improve What is hasppening. <

Curriculum. There are several wa‘y‘s curricular shortcomings can be identified and improved if
test results show that students are not learning minimum competencies or transferable skills. Here
are some of them: . , .

' . P .

e Use the minimum competency tests or the transferable skills tests as templates

for inspecting the currieulum to see whether it addresses those skills.

e Check the sequence in which the skills are presented to see whether the sequepce
makes instructional logic, which is not hecessarily the same as intellectual logic.

¢ Find out whether 'ghe' skills are presented in a variety of contexts to emphasize
their usefulness and demonstrate their transferability. '

o See whether there is sufficient repatition and whether there are enough opportunities
for practice so the students become proficient in the skills rather than merely familiar ,
with them, ’ C :
Materials. 1f students are not le:;ning minimum competencies and transferable skills as they
should, the blame may belong to the instructional materials ragher than to the curricular design.
Even though the curriculum itself is well constructed for teaching minimum sompetencies or-trans-,
ferabl&éills, the materials may have flaws such as these: ’

e Reading level too difficult for students.

!

¢ Insufficient number of examples drawn from various settings.

¢ Routine, unimaginative drill and practice exercises.

-

' A
e Unattractive appearance or inconivenient format.

Teaching practices. Even if the curriculum and materials are properly designed, the teaching

. praciices may not be good enough to make them work. Cladsroom practices can be inspected for
such shortcomings as these: - : .

-
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_ The teacher is active bu; the students are passive,

Teachers are not following the curriculum, not using the materials.

There is no variation for individual differences arho_ng students.

[

Students are not told how they are coming along.

v . v
.
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{ . WHAT TO DO WITH THE INCOMPETENT?

Minimum Competencies -
/

When you find incompetent students, what’can you do? ‘Must you either help them meet thé .

stanidards or stop them in their tracks? Are those your only choices?

H

]

Alternatives
Here are six distinct steps you can take once you locate incompetent students.

Verify the findings. You might give anather test to be sure that the findings are correct, es-
pecially if you have any doubt about the quality of the competency test itself, about the attitude
of the students when taking it, or about thé conditions under which it was given. You might re-
test immediately or wait until the same time next year. Confirming the results can be useful since
those students identified as incompetent will be less likely to chatlenge and less able to overturn
findings based on two testings. ‘ :

Give more chances. You might simply notify students that they did not perform well and that
they will be given another chance to pass'the test after time elapses. This would be a reasonable
step if you believed that those found incompetent would improve through maturation, personal
initiative, or help from family and friends. After all, the first test might alert parents so that they
could arrange for help outside of school—or simply have the student try harder the second time.

Lower the standards. You might drop the minimum acceptable passing score low enough so
that those students first declared incompetent were declared competent. This would make sense if
you felt that you made the passing score unrealistically high the first time around. It would also
make sense if you could not haqgle the number of incompetents identified by the first passing score.

Redesign programs/remediate students. You might modify the school program to make it more
effective in reaching all students—especially those at the bottom of the achievement scale. Or you
might provide remedial help to individual students. Those steps would make sense if you believed
that the problem lay in the school program rather than in the competency tests themselves. If the
purpose of competency testing is to locate and help the incompetent, that can only be accomplished
by improving school programs and remediating deficient students. T

Stop school operations/stop student advancement. You might suspend the operations of the
school—or actually close it—as a means of eliminating incompetent student performance in the future.

‘Similarly, you might refuse promotion or graduation to students rather than move incompetents

through the system or out of it into the adult world. Those steps would make sense if you felt that
the school program could not be corrected or there were too little time left to remediate students’
deficiencies before they moved on to the next grade or left the system entirety.

p .
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Refuse accreditation/refuse dr'plbma. You might allow an incompedent school to continue

‘operating but refuse to accredit it. "Similarly, you might aliow a student go graduate but réfuse to - .

grant a diploma,'issuing.a certificate of attendance instead, Those would be reasonable stéps if you - R
felt that it would be impossible or not worthwhile to correct the deficiencies or to prevent the school

-or person from continuing. Granting accreditation or diplomas to the incampetent might serve notice

to those farther upstream that the purpose of the testing is not seriouy, that the standards are not

real, and that they need not be met. Indeed, the desire for accreditation orfige part of schools and “
the desire for dipt®mas on the part of students might be sufficiently motivating to cause better per- '
formance if they are withheld. o v

Retention, remediation, 9r iabeling. Whether you are requiring each student to be competent

“or each school to make a majority of its students competent, you caly check the findings, give them
_another chance to succeed, Icwer the standards, remediate the program or the students, insist they

meet standards before continuing, or let them go on but advertise their shortcomings to outsiders.

If you focus on students, each incompetent one must be held back, or remediated, or labeled
and sent on. if you focus on schools, current students can be moved on through uninterrupted—
most places are doing exactly that, by the way: passing the current crop through without applying
their new minimum standards—but, to help future students, the schoo! must be ciosed, or improved, -
or left open but have a skull and crossbones painted on the door.

Making the choice. Deciding whether to retain, remediate, or label means reviewing your pur-
poses for giving n)inimum competency tests in the first place.

Are you trying to stop automatic promotion and automatic graduation? |f sb, holding back
unsuccessful students is a vivid way of reminding them, their parents, and their teachers that you
have adopted achievement promotion and achievement graduation, *

Are you trying to re-educate students who missed the essentials the first time through? If so,
remedial teachers, classes, and materials will be your choice. Retention itself will not re-educate.

Are you trying to notify schools and employers—and students themsei. es—about what students
have actually learned? If so, truth-in-academic-packaging is what you want. You need clear labels to
tell the outside world what the student knows. -

Betger think about that.

!
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. Transferable Skills , e
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_ If you set stahdardé for students to learn transferable skills but they fail o meet those mnd;rds,
what should you do? Should you try again to teach them, guide the students into career pathways
that don’t require -\thgm, warn employers that students don‘t have transferable skills, or what?

‘Alternatives T v '

b

Here are seven possible steps you can take if you find ‘t'ﬁe.students. have not developed the
transferable skills they need when you make a midpoint check at, say, the end of grade 10.

LY
. .

Remediate students. You might decide to try-again. Perhapsthe students can still learn trans-
ferable ¢kills in their remaining years of school, especially if you shift te different techniques. Per-
haps the problem is motivationat: Students don’t reelize the importance of learning the transferable
skills. You can try again to underline their significance. Perhaps the problem is instructional: Stu-

. dents can‘t learn the skills in large groups. You can try small group instruction, individual tutoring,
. pechaps peer tutoring. You can run extra classes after school, on weekends, or during the summers
so that students gkt extra instrugtion while trying to l(\eep up with their regular classes as well.
< . . , . . .

Redesign past grogram. You might decide to look backward and try to figure out why the \
program failed to teach transferable skills. Perhaps the problem is the curriculum: Transferable
skills are not built irmto the design for each course. You can go to work retlesigning the curricu-
fum. Perhaps the problem is the instructional materials: Transferable skills are not incorporated
into them in'a clear and attractive way. You can select or produce new materials to replace them.
Perhaps the problem is teachers' skills: Teachers don’t know how to teach transferable skills. -
You can create inservice courses to show them how. Perhaps the problem is supervisory: No one
encourages teachers to teach transferable skills in their classes, shows them how, and insists that
they do it. You could tighten up the supervisory system. . '

 Intensify future teaching of transferable skills." You might decide to look forward rather than
looking backward. That is, you mjght reject remediation and reject revising the past program in
favor of good teaching in the future. Looking at what lies ahéad, you might examine the curricula,.
the materials, the inservice training, and the supervisory system to see whether transferable skills will
be taught sufficiently to make remediation unnecessary. With a good regular program, students tan P
simply learn in the future what they bave failed to learn in the past. . ¢

Intensify future teaching of specialized.skills. You might take another approach entirely in
dealing with students who have not yet learned the transferable skills. That would be to give up
on teaching them to those students. Figure that transferable skills are highly desirable but not
essential for employment. Figure that a person who is highly skillful, albeit with a narrow set of
skills, can nonetheless get a job and keep it. After all, it will cost an employer less for the initial
training of such a person than for someone else who has transferable skills but lacks training for
specific jobs. Figure that such a person will demonstrate his or her value on the job not by being
highly flexible but by being highly prodyctive. ' ' . o

Guide students into slow-changihg occupational fields. You might solve the problem th?&ugh ’
guidante counseling rather than through remediation or curricular change. The counselor’s job will
_be to make it clear ' students that they lack transferable skills and then to guide thém into occu-
pational areas that are likely to change slowly and not require the employee to make frequent job
shifts. The hospitality and recreation job cluster offers examples of jobs in which skill requirements
change little over the years. So does the fine arts and humanities occupational cluster. The same
! thing'is true of lower-level jobs in the marketing and distribution cluster and in the transportation
cluster, : .

} . - - 82 ’ . .
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Notity employers that students lack transferable skills. You might solve the problem yet
another way: Simply give the outside worid an honest description of what the student can and

- cannot do.- Employers, for example, can then decide whether they want to hire people who lack
the potential for making lateral and vertical job changes. One option open to the employer, of

.course, is to run a trainiag program for such-employees, attempting to provide. them with the trans-

ferable skills they lack Some employers do that today:

L]
5

Help students create-a self-development plan. You might decide that the only thmg you need
to do--or, can do--is t0 confront the student with a realistic profile of his or her present skills, point
out the shortcommgs of that profile, and strongly encourage the student to make a personal plan for

‘making up those shortcomings. The plan could include voluntary studv in remedial classes offered

by the high school, independent study guided by a special reading list, pbstsecondary educatnon\Hat
includes courses in the missing skills, work experience in jobs specifically selected to give training

and/or practice in those skills, correspondem':e courses, part-time adult courses taken at night con- ¢

comitantly with a full-time job, @nd so on. Helping deficiént students create such plans woulg D

clearly be usefutto them as well as giving the school a clear conscience that it had not misled the \

student about his or her readiness to enter the world of work.
. ¢
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. Remediationh Options
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The concept of transfefable skills as well*as the concept of minimum competencues have at'their-
cores the idea of identifying a set of extremely valuable skills that Students learn during a |ong period
of schooling and use throughout their 'hfetlmes .Leaders in both movements must reslize that some .
students will not learn the transferable skills or thé minimum competencies on the schedule iftended.
Since the leaders of both movements insist that the skills must be learned for successful adulthood,
they must decide what tb do with students who fail to learn them

i & v . -

The options that each movement offer differ from each other somewhat, primarily because the
minimum competency movement is oriented toward measurement (and the uncertainties of measure-
ment) while the transferable skills movement is oriented toward'skill identification and development
in individuals (and the uncertainties they involve). On the other hand, the options are someWhat alike
because both movements must decide whether to redo what they have not done, try to do it in the
future, or simply settle for what they have been able to accomplish.

I3

Measurement Options ,

o~

Here are thrée alternatives that assume that the problem of incompetent students can be solved

' by changing the devices used to measure incompetence.

* Verify the findings. This option assumes that something is wrong—or may be wrong—with the
original measuring device, Solution: Get another instrument and see what measurement it gives,

Give more chances. This option assumes that the instrument mav have made an erroneous
measurement the first time. Solution: Take another measurement with the same instrument. Using
this option also atlows for the possibility that students could have passed the test the first time but
wetren't trying, and for the possibility that students can and will learn the competencnes on their own
once thev realize the school means busmess

Lower the standards. This option assumes that the first standar ere unrealistic. Neither
remediation nor a modified progtam will ever get the students up to it. Solution: Drop the standards.

V

Here are three alternatives that assume that the student has the capacity to learn byt has not
been properly motivated or taught in the past. They assume that the student can be motivated or
taught in the future, perhaps using different techniques. They also assume that the basic program.
is satisfactory, at least for many students, and that the solution lies in specnal treatment, for those
who failéd to make it jn the reguiar program for some reason. . - ,

3

Repeat the course/grade. Thus option assumes that the student can Iearq_the material, from the
regular program if only he or she can be motivated to study. Or, it assumes that the student has
grown up er settied down, and will pay attention and study the second time through.

Offer remediation. This option assumes that a word to the wise is sufficient and that the stu-
dent will volunteer for optional remediation. !t also assumes, of course, that the regular instruction
is not satisfactory for the student and that he or she needs something different. .

{
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Mandate remediation. This option assumes that even now the student has to be not only led to
water but made to drink it. And it assumes that the water cannot be what was served up the first time.

4 . . .‘,
. .

. o o
. »

Program Modification Options
- " Here are four aiternatives that assume that something is wrong with the régular program and .-
. that it should be repaired—-not allowed to keepon turning out students who lack essential skills and

competencies. _ . .

Revis@curricuhy. * This solution assumes that the curriculum is the culprit. It allows too littie
time or uses too few examples or provides too little reget_ition for students-to learn the skilk

E N ' - ' ‘.
>~ Revise materials. This solution assumes that the curriculum has been designed correctly but
“ . that the teaching materials are unsatisfactory. Their exposition is murky, useful examples are sparse,
or the format is unappetizing. g

1 [ . . . ) ° . v T
Reyise supervigion. This alternative assumes that the curnculumﬂn/d materials are satlsfacmr\t
but that no one pays attention to whether teachers.are using them as they should. The solution# a
supervisory scheme that will get the curricilum agd materials to come to life in the classroom.

- ' LN
Revise teacher training. This solution assumes that teachers do not know how to teach the
skills and competencies. Changing the curriculum, t_he materials, and the supervisory system won't

help. Teachers must instead be trained. : ;
d,

- s -

-

Guidgnce Options

’ : : - '
Here are two alternatives that assume that you must settle for what yfhave accomplished — §

that remadjaation won't help past students and program modification won't help future studbnm.
The only thing to be done is to help students make the best of what they've learned. .

Guide students into low-pressure situations. This alternative assumes that stdents ought to
be told their limitations and helped to find postsecondary schools and jobs where they can succeed
despite the limitations. ° ~ o

S ’ ¥.
Guide studentsdnto self-development. . This alternative assumes that students can-do for them-
.selves what the schools failed to do. Guidance counselors would help.students think through how
- - they could make up their deficiencies in future years through formal-and informal study.

B

L.abeling Options ' ' —~ .
N ' "Here are three alternatives th = assume that the student cannot learn the sk'ills and competencies.
Having done what it can, the school is finished—except to warn society that the graduate is deficient.

' © ®

. ¥
No diploma. Perhaps the most vivid warning is the lack of a high school diplofa. |f the student
cannot produce one, it is clear to postsecondary schools, the military, employers, and others that
the student lacks certain essential skills and, competencies. ~ ' _—
r . J ‘
.Rogtricted'dip(qma. Anoi‘her way to notify society that students are deficient is to give them
second-class diplomias indicatg’ng school completion with a satisfactory but not brilliant record, or

_ imply to staple their high schod transcripts to their diplomas so that prospective empibyeérs and
M see exactly what courses they took and how well they did. |
CeNificate of attendance. A third way to alert society to the shortcomings of graduates isto -

=« issue certificates indicating that they stayed in school twelve years but not indicating what they
learned —a clear case of caveat emptor. !
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The purpose of this paper is to compare and contrast Minimurm Competency Testing and Trans-

\ Yerable Skills in order to identify the important questions snd_issues to be considered by educational

&« 7

planners in developing programs intended to prepare studenti to meet the demands of both work
‘and life. . Both movements address concerns about the content and stafdards of aducatton particu-
larly their utility in the world of work. Each movement, howavar; takes a unique ‘approach. Each
has advant and disadvantages, similarities and dissimilarities. Neither offers a perfect solution
to any of the problems, although one or the other (and, occasionally, both) offers pattial solutions
to some problems in some contexts, \ '

Some of the pertigent issues addressed by paper include: choosing competencies or skills;
choosing the best sets o petencies or, skills to match the perceived future needs—practical and/
or afféctive—of students; how many competencles or skilis-to choose for what students in which
contexts; how to measlure each, and the limitations of such measurements; when to conduct measure- -
ments, that is, during or at the conclusion o course or afl course-work, or in some combination;
and, alternative options for dealing with tho dents unable to fulfill the chosen measurement
standards. Where possuble charts to guide work in defmmg needs and goals are offered in the dus
cussions. ]

Many of the issues raised may present unique problems for different educationa! systems. To
help guide the decision-making process, the alternatives are generally presented as distinct choices.
Such neatly drawn aiternatives do not always reflect the realities of specific situations, but the
arguments presented in support of each alternative offer a starting point for critical thinking.and
analysis,

clarj y and highlight
nherent in the

This papef does not attempt to offer a panacea Rather, it is intended
ththﬂtlpal areas of concern regarding the potential advantages and disadvantag
Mmimum Competency Testing movement and the Transferable Skills moveme
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, ; 2 : SUMMARY GF GENERIC SKILLS® N
© . Mathematics Skills (11 sreas; 34 skill areaf® 192 sub-divisions of skills)
17" Whole numbers: Read, write, and count; add and subtract; mustrply nnd divide; w0rd
problems round off
e . . * / . ) ’
3 o v 2. Fractions: Read ‘and write; edd and subtract multrblv end divide; word problems
: _
' 3. Decrmol( Dollars an:' cents, rmd write and round off multiplv and dwide. add and

N subtract word problems
A 4, Perr:ent Read and Wrrte, ratio; proportron percentage. rate; principle

5. Mixed operations: Equivalents; order of operations; word problems; quick calculations;
average :

6. Mea.wre.' Read graduated scales; read verni'ers; time; weight:’distance; capacity
P 7. Metrlc meagure: Werght distanée; capacity; weight conversion; distance conversion;
- . A capdcity cénverg;on i

_‘ 8. Geometric flgures w,Forrns and figures; angles; draw, sketch; perrmeters areas; volumes

9. Drawmgs and graphs: Read graphs read scale drawmgs, read assembly diagrams; read
schematrc drawmge, draw graphs; measure from scale drawings; draw to scale

10. Algebra Smgle vanable, open sentences; srngle variable, powers and roots; solve given
t s formulas; integers and rationals; vanables and expressions; two variable, open sentences;
quadratrcs

11, Calculations: Logs; slide rule; trigonometry calculations; calculator
’_\ - . . ]
Communications Skills (7 areas)
{ . .
12. Words: Plurals; prefixes, suffixes, and-root words; contractions and abbreviations;
dictionary; synonyms, antonyms, and homonyms; meaning and context; books
. _— : . .g ’ .
13. Listen: Literal comprehension; interpretive comprehension; evaluative comprehension

- ]

1 4
)

'Kawula H. J., & Smith, A, D. Generic skills: Handbook of occupatloml irformation, Prince Altfert, SK:
Canada Menpower end lmmrgratron Department, Training Research and deempment Station, 1975.
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| ' 14. Talk: Pronunciation; diction and word choice; fluency; organization of ideas; ukBW
[ questiors; om informltlon and dlnctiom, use tolnphom : =

15. Read /: Lcteral oomprehenslon mterpmwé oomprohemnon evbluative comprehemion

16. Read II: Forms; notes; letters or memos; charts and tables; manuals; Roman numerals X;
Roman numerals XXX; Roman numerals M

17. Yrite I: Phrases on forms; sentences on forms; paragraphs on forms; :entences;mragﬁphs; |
short notes; take notes '

18. Write //: Form letters; single paragraph letters; internal memos; business letters:—info}ma-
¢ tion reports; recommendation reports; technical reports

~

Interpersonal Skills (7 areas) «
19. Atrtending behaviors: Physical; cognitive; reactive; covert

. 2
20. One to one conversation: Elementary conversation; task focused conversation; express
' own point of view; personable conversation; persuasive presemtation .

21. Group discussion: Preparatuon presentation of infarmation or dlrections control group
decision making; group maintenance; participate in group discussion; respond to infor-
mation or directions; persuasive presentation

22. Oral presentations: Preparation; factual information; listen, respond; conceptual
persuasive; reactwe .

23. Instructional communication: Establish training; instruction; demonstration; monitor;

evaluate
P 24. Supervisory communication: Give directions; demonstrate; give praise, give discipline;
' prepare evaluation reports -

25. Interview/counsel communication: Preparation; closed questions; open questions;
confrontation; interview customers; interview job Spplicants; negotiate

Reasoning Skills (9 areas)

26. Obtam Job related information: Tools, matenals and equipment; methods and procedures;
sequence; other information; theories
) :
27. Organize information: Sort objects; sort data; rate; rank; develop classnfucauons
‘' 28. Estimate: Time; wmgm, distance; area; capacity; cubic meam/ costs

29. Tasks: Sequence; priority'- ]

30. Objectives and methads: Goals; activities; altes.atives; criteria; priority; analysis; deduction

60




31.

32.

33.

3.

Diagnosis: Cause lndoffect relationships,; pomble problems, pﬂoritiu. possible methods

)

Problem :olvmg Relevant information; alternative statements select statement; alter-
native solutions; selgct aiternative

Plan and coordinate: Activities and -sequences; outline plan; identify resources; estimate
resources; critical activities; detailed plan; resource raquisitiom

Implement work: Momtor results; standards of quality; standards of quantity; standards
of completion time; priorities of standards; authority and responsibility; update plans
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COMPOSITE‘_ LIST OF TRANSFERABLE SKILLS*

Intellectual /Aptitudinal

\Communicating
Problem Solving
Analyzing/Assessing
Planning/Layout
- Organizing
* Decision Making
Creativity/Imagination/Innovation
Problem Identification/Definition
Managing One’s Own Time
Basic Computation
Logical Thinking
Evaluating
Ability to Relate Common
Knowledge or Transfer Experiences
dopinq with the Labor Market and
Job Movement
Understanding Others
Synthesizing
Marshalling Available Resources
- Accommodating Multiple Demands
Judgment v
Foresight
Trouble Shooting
Job Awareness
Mechanical Aptitude
Typing
Accounting
implementing
Self-Understanding, Awareness,
~ Actualization
Situational Analysis
Assessing Environments/Situations
Understanding Human System |
Interactions '
Organizational Savvy
Conceptualization

1]

Generalization
Goal Setting
Controlling
Quantitative Thinking
Dealing with Work Situations
Finance

. Tool Usage
Bookkeeping
Artistic Ability
Business Sense
Tolerance of Ambiguity

Inverpersonal

Working with; Getting along with,
or Relating to Others
Managing, Directing, or Supervisihg
Empathizing or Being Sensitive
to Others .
Teaching, Training, or Instructing
Counseling
Motivating
Gaining Acceptance or Building
- Rapport
Helping, or Cooperating
Cultivating Cooperation-
Selling
Accepting Supervision-
Delegati
Instilling Confidence
Team Building ~

A ttitudinal

Diligence or a Positive Attitude toward
the Value of Work

r

*Wiant, A. A. Transferable skills: The employers’ viewpoint. Columbus: The Ohio State University, The

Center for Vocational Education, 1977. (info. Series No. 126)



Attitudinel {Contirtued)

Receptivity/Flexibility/Adaptability
. Determination/Perseverarice
Acceptance/Appreciation/Concern

for Others
Responsibility
~ Willingness.to Learn
Ambition/Motivation
Self-Confidence
Self-Discipline
Pride
~ Enthusiasm
Patience
Self-Actualization
Assertiveness
Honesty
Loyalty
Reliability
Risk Taking .
Compromising
Kindness

/-_.
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organization variables. :
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ness representatives concerning the types of transferable skills required and useful in their work settings and
how a hetter undérstanding of transfersble skills could improve training and occupational adaptability.

-
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No. 125), 1877. ($3.80) h

A report of clues and suggestions gained in the review of 14 existing training programs, with recommanda‘t"ions
for practice which appear to have been successful in recognizing skill transfer and taking advantage of an
individual’s prior skills and experience. .
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146), 1977.

A report of an exploratory study designed to test the usefulness of three classification schemes in identifying
the transferable characteristics of tasks in diverse occupations.
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A summary tinal report, presenting and discussing an array of issues encountered in the various project .

activities, and offering recommendations. ”
Selz, N. A., & Ashley, W. L. Taaching for transfer: A perspective for practitioners (Info. Series No. 141), 1978. '_.

An informal discussion of the need for teachérs and trainers to give more attention to developing transfer-
ability and transferable skills in stugents for learning and life performance applications. Practical suggestions
and techniques for improving the,capacity of students to vansfer learned skills and knowledge to new situa-
tions are given. T : .

4

Brickelf, H. M & Paul, R. H. Minimum competencies and transferable skills: What can be learned from the two
movements (Info. Series No. 142), 1978,

A report comparing and contraséng potential impact af the trensferable skills and minimum competency
testing movernents on' school programs, staff; and 'ltudcnu. Key questions and alternative strategies are
presented to assist educational planners and adminitrators in formulating policy and establishing promotion *
or completion criteria in secondary and postsecondary education. .
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