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PREFACE TO THE 1981 REVISED EDIT!ON

+

The June 1978 draft ERIC Abstractor/Indexer Workbook received a favorable
reaction from technical people at the ERIC Clearinghouses. As a result, time
was set aside at the Abstracting and Indexing Trainers' Workshop (Cazenovia,
New York, 28 August - 1 September 1978) for group discussion of the MWcrkbook.
Many valuable suggestiors for further improvement resulted from this session.
As supervisors accumulated more experience in actddlly usina the Workbook for
training purposes, additional responses were received.

This 1981 revised edition represents a distiilat. o! all comments

. . /‘.-. 3 - .
received to date. The original work has been tightened, additional appendix
materials have been included, and there have beer, some chandes in order of
presentation,

Revision of the Workbook also becomes necessary periodically in order to
accommodate ERIC Processing Manual changes. For example, the 1981 edi*ion of
Section VI, "Abstracting/Annotating,' introduced for the first time the mix«d e
abstract mode—informative/indicative. As a result, under the auspices of ,f’
the Steering Committee, an additional section (see Document Nc. 7) was added,
to the Workbook that provides practice in dealing with this mixed mode. It
must be emphasized that the mixed mode is required only for those relatively
few documents which cannot be treated adequately with either an informative or
an indicative abstract. Abstractors should{ become thoroughly proficient in ‘
writing informative and indicative abstracts before the mixed mgde Is attenpted.

s . . S .

entral ERIC- has provided funds for limited distribution of this revised
editfon. We appreciate their continued support and encouragement, which has
veen{so helpful in the fulfillment of this project. Similarly, this Workbook
would never have been possible without contributions from technical people at
all of the ERIC Clearinghouses. We are deeply appreciative of their efforts
and feel that the Workbook is a tribute to their concern, motivation, and
dedication, '

Marilyn Scutt Shorr, Chair
ERIC Steering Committee

for Technical Operations
September 1981
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PREFACE TO THE 1978 DRAFT EDITION /

C

Consideration of the need for training materials of various types was one
of the original charges to the ERIC Steering Committee for Technical Operations.
At its ficst meeting in January 1977, the Committee outlined seven types of
training aids directed to the various functional areas. The first product
prepared under Committee sponsorship was the ERIC Staff Handbook, a general
introduction to the system and its functions for all new system employees.

This workbook represents the second (.mmittee product. |t is intended to
supplement the ERIC Processing Manual by providing a set of exercises illustrating
and reinforcing the hasic principles of ERIC indexing and abstracting. . 1t will
hetp tc promote a system-wide cons:st%ncy by providing all new trainees with a
common se¢ of initial experliences. :

* ”

A1l of the ERIC Clearinghouses participated in the development of the
workbook. They supplied sample documents, examples of indexing and abstracting
for the documents, and insights into abstracting, indexing, and training functions.
This“éraft, prepared by Barbara Booth, Sydney Meredith, and Betty; Rose Rios,
represénts in large measure the collectlve wisdom and practlcal advice of all
‘ERIT technical supervisors. The assistance of Central ERIC in arrapging for the

. compilation of the draft by releasing funds to the Clearinghouse on Social Stidies/

Social Science Education, and the assistance of support personnel at ERIC/CRESS,
are most appreciated.

-

John Waters, Chair
ERIC Steering Committee

for Technical Operations
Jung 1978
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SUGGESTED ABSTRACTS AND INDEX TERMS FOR THIS WORKBOOK

P . Informative Abstract
ABST:: Representative documents and journal articles and information on training
problems and practices were solicited from the tRIC Ciearinghouses as potential
matejal for development of a self-instructional training workbook for
abstrastor/indexers. Eight documents of contrasting types and three articles
were selected by a small working group of three technical supervisors at a
regional meeting of technical staff. Each item was sent to four Clearinghuuses
for sample indexing and abstracting by experienced practitioners. Perceptions
of the indexing/abstracting process and of major decision points were elicited
along with the samples. Responses (100%) were utitized to develop a set of
training materials and exercises zgggg or existing guidelines. The materials
intrcduced basic processes, provided step~by-step instructions for abstracting
and irdéxing, and analyzed requirements and alternatives for each document and
article. f Practical! strategies were emphasized, but the exercises reflected tihe
individufl approaches of the three contrihuting authors. The '"Workbook' was sent
in draft form to ERIC system components. Suggestions for improvement were
invited. ~(BB) .

Indicktive Abstract )

ABST:: Eight documents of representative types and three journdl articies are
included in this self-instructional t. aining workbook for abstractor/indexers.
Introductory materials provide an overview of informative and indicative
abstracting styles and the principles of indexing utilized by the Educational
Resources Information Center (ERIC)., Detailed step-by-step instructions are
given on examining docurents, abstracting’, and indexing. The first two documents,
a state-of-the-art review and an opinion paper, provide practice in the
informative abstracting style. A program development guide, a curriculum guide
with instructional materials, and a collection of essays represent indicative
exercises. A research report deals with the mixed abstract mode Li.en
informative/indicative). A second research report and a document of composite
focus provide experience with author abstracts. Journal article exercises
emphasize the synthesis of extensive information. Each exercise includes an
analysis of requirements, practical stratagies, and alternative approaches to
handling the document. Suggestions to supervisors for using the ''Workbook,"
sample worksheets, a list of *'do's' and '*don't's,'" and a list of verbs are also
provided. The workbook is intended for use along with the Y'ERIC Processing
?an;al '* the "Thesaurus of ERiC Descriptors,' and the 'Identifier Authority Lis>."
88
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TO THE TRAINEE .

This Workbook is a product of cooperative effort by experienced
abstractor/indexers from all of the ERIC Cleari#ghouses. .They supplied the
documents and provided sample abstra:ts and indexing for them. Each documént,
included here was abstracted and indexed by at least four abstractors and in
some cases as many as eight. While many of the comments made throughout the
Workbook are our own, what we say about the abstractang ‘and indexing of these

documents generally refltects a consensus of all who worked on them.

You should also know that this was a volunteer project. The basic plan
for the Workbook was developed by the ERIC Steering Committee for Technical
Operations soon after it#wsg\?ormed. The Steering Committee, a group of senior
technical personnel appointed from among all ERIC system components, asked the
three of us to be responsible for producing the WOrkbook We received enthusi-
astic cooperation from everyone because such a tralnlng devuce has been reeded
for so long. /;

This Vorkbook will not teach you all you wi-ll need to know. It does not
contain examples of all the kinds of ,documents you will encounter, nor all the
difficult problems you will struggle‘with in abstracting dnd indexing. The
unique subject scope of your CTearinghouse, its special types of materials
and particular practices are also beyond  the province of the Workbook. All
Clearinghouse technical supervisors agree that it takes six months to adequately

train an abstractor/indexer. Consider yourself a trainee for at least that long.

- /

We are not ex;ggts or authorities of any kitnd, just practitioners with a
few more years of experience than we sometimes care to think about. We learned
the hard way, by reading the ERIC Processing Manual and then just sort of
starting out (one of us started out before there even was a Manuald. So '
nothing said herein is gospel, except where it is derived directly from the
Manual. At the very least, the Workbook will get you going in the right direc-
tion, with a surer grasp of the principles than we had ‘n our first months with
ERIC.

. E

Barbara Booth

: " Document Coordinator, ERIC/JC (1974-79)
(//, Sydney Meredith c
: . Assistant Director, ERIC/CHESS

J

Betty Rose Rios
Assistant Director, ERIC/CRESS

—
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Int roduction

S o

Introduction to Abstracting

. J
B\

SO==-==-~- YOU'RE going to g& an ERIC abstractor.

What kind of change is this going to make in your life? Well, we can't

-

guar;ntee sweetnessvand lighg/ but we are going to try to help you understand

the task before'you and Ahe reasons why your abstracting mastery is so impor-
/

/

tant. In your'moments of gloom and despair we want you to realize that well-

intentioned, alreadydput-through-the-fire persons from all the Clearinghouses
helped in the develepment of this Workbook. In your moments of triumph and
euphoria, please share your insights with us; we, too, are still learning.

Perhaps someone has already plopped a weighty mass in freat of you and

said, "This is the ERIC Processi- Manual." |If so, remain calm and turn to -

Section 6, ''Abstraciing/Annotating." if you haven't seen the Manual yet,
s : ‘
make noisés to do so. Section 6 is THE WORD. This Yorkbook is not intended
7 '-
to replace the Manual,\but will, it is hoped, illuminate and expand the basic

uidelines based on our accumulated e ience and mutual wisdom.
9 //59‘5*\ \
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Is there an ABSTRACTING MYSTIQUE?

What, indeed, is so special about abstracts? 'Whgt do we need ther
for, anyway?

Unless you've had your head,&n the sand, you have ta be aware of the
information explosion that every day threatfns to bury‘eacﬁ of us under tons
of péper,rfiim, tape, et:. |If one wishes to remain in any‘kind of touch with -
an interest:area, some kind of device is needed to cut down the time for

winnowing out momentarily irrelevant information. An abstract is one such

device and ERIC is the vehicle in the education interest area.

- “

what IS an abstract?

<

There are dictionary'definitions, of course, but essentially an abstract
¢
_signiffés an abbregfated, accu}ate representation of a dotument withou; added
iﬁterpretatioﬁ or criticis% and wi thout distinction as to who wrote the
N

abstract.

wﬁile some writers suggest that the function of an abstract is to
- obviate th; necessity of reading the original document at all, a far greater
number feel that the role of an abstract is to assist the reader in determin-
ing if the original document should be read in its entirety.

in short, you 5 an abstréctor will be taking the work of others,
finding the essence-of that work, and representing it to the world at large

(that is not an excessive claim; ask your user services person for the

Directory of ERIC Micrcfiche Collections).

-
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Does it make you feel good to think you are in the forefront of a
reactiod to the knowledge explosion? Before your bead get: too swelled, you o
miéht consi 1+ that a device similar to an abstract was first used on Shme
of the clay envelopes enclosing Mesopotamiqn cuneiform documents of the early

second millennium 6.C. Abstract journals like Rescurces in Education (RIE)

aren't new either; the Journal des Scava.s began pubI};ation in Paris in 1665.

WHAT do we have so far?

We have ;uu, the aspiring abstractor. We have the concept of an

~
°

abstract as & short device for represent:?g a larger work to the public. We
have Section 6 of the Manual ard we have this workbook. Soon you will have

a doc 'ment that has undergone your Cleariaghouse's selection 7{0ce§ures, been
certified fit, and placed in your hands. Has it begun to dawn that you have

a territic responsibility--both to the document's author and to the ERIC

Juser--to present that d .wment as fairly and clearly as possible?

»

Do ERIC abstracts come in ALL sizes and shapes?

No, our abstracts pretty much come ir One Size Fits All; you will note
froi Section 6 that we should not excead 20C words per abstract.

How, then, can w2 provide a variety of abstract stqus to fit the wide
range of documents represented in the FRIC systg@?‘\Although we tend to think
of ERIC as a'pha and omega, many other abstracf}ng_services have preceded us
and some have the effrontery to coexist Qi;h‘us. Almost without exception,

*such services provide two major kinds of abstracts, infocrmative and indicative.

- )

-,
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A quick way to distinguish informative from indicative is to think

of Enformative as being author-centered and indicative as being document-
centered. Let's take informative first.

An informative abstract ;ddresses the essential ideasxof a document
as the author would condense them. You must glean thoée concepts most unique
in the document and set them down as succ{nctly as possible. You do not
editorialize, you do not*intrﬁde; you simply put down the author's main
thoughts, findkngs, .tc., so that the reader perceives the author's intent.
In general, experts in the field of abstracting perceive the informative style
as being more useful than the indicative style. A glance at the summary of
significac rules for Section 6 will provide you with ERIC's stand: abstracts

should be of the informative style whenever possible.

But, life is not so simple. In addition to documents having a more
precise focus, you must also abstract curriculum guides and bibliographies and
conference reports and all sorts of . . ts that go off in all directions.
Therefore, we have the alternate <tyle, the indicative abstract. Whereas the

informative style serves as a condensed version of the document, the indica-

tive style is a guide to the contents of the document. The abstract becomes
very much like a narrative table ol contents. The'style you will choose is
pretty much dictated by the document you will have in your hapnd.*

In order to more graphically illusirate the point, we have taken the

suggested usages of informative and indicative abstracts from Section 6 and

listed them below: .

*Occasion. 'ly, a combination of the two styles may be used. ‘'Mixed-mode' or
"“Informative/indicative'' abstracting is discussed in Section 6 of the ERIC
Processing Manual. Document No. 7 of this Workbook is an example of appropriate
usage of the mixed mode. As a trainee, you should not attempt to do a mixed-mode
abstract until you have mastered the other two styles.

Q 6 1
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‘ INFORMAT I VE INDICATIVE

Reports (Research & Technical) Curriculum Guides/Teacher Guides

Speeches/Presentations ) Program Descriptions/Administra-
tive Reports

Dissertations
Textbook/Instructional Materials
Bibliographies/Directcries

Multiple-Author Works

Tests/Measurement Materials

So, what do YOU have now that you didn't have before?

You now know that ERIL principaliy uses two kinds of abstracts, the
informative which succinctly co;denses the contents, and the indicative which
equally succinctly describes the contents of the document. You also know that
one doesn't willy~nilly choose  a style and get right to abstracting. Rather,
ERIC has established style preferences according to document type and you
will be expected to follow those Preferences.

Before we plunge into indexing, there are a few niceties of writing
style that we need to review (or introduce, as the case may be).

1. Topic gentences. Topic sentences are v-e-r-y important to ERIC
because we are working in such a small space (and also because
good topic sentences are, well, marks of good writing). The first,
or topic, sentence of the abstract should he as complete a state-
ment as possible of the territory covered by the document. Now

. that doesn't mean you should have a 200-word abstract consisting

B C
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a

of only one or two long sentences. What + does mean is that the
use of clear, concise words wiil provide a sentence containing
enough information to allow the reuder to decide if (s)he wishes

to proceed further.

It is not considered good form to begin your topic sentence with
"This document ., . ." Nor is it good form to repeat the title or
a major share of the information ;ataloged elsewhere on the
resumel A good test of your topic sentence is to-pretend that
all Ehgﬂrest of your abstract has been eaten away by a perverse
termite. Would your topic sentence, standing bravely alone, ade-
quately represent the impetus which caused the document to be

written?

/\\
High information density. Since we have only 200 words, each of

them must be made to carry as much information as possible. Do

not ramble. Without bringing in your own views, choose words that
are clear and concise to build phrases and clauses that are succinct
and packed with I- “rmation gleaned from the document. This isn't
the most challenging task in the world with some bibliographies,

for example, but just wait until you get a report with numerous
hypotheses, various varia.les, and a confounding number of conclu-
sions and recommendations. Just try abstracting that in 200
information-packed words and you will begin to get some respect for

the requirement. You must remember that everything we do is for

8 16




the prospective reader of our abstracts. |f we haven't adequately
done our job, (s)he may miss the document mak the very point

his or her professional life denends upon.

3. Voice. While we could possibly use an ERIC quartet of concert
caliber, what we are discussing here is not whether you are a
bass, tenor. soprano, or alto. Voice (in a grammatical sense)
means those cues of form designed to let the hearer or reader know
who is doing something or who something is being done to. Active
voice emphasizes the doer in a sentence, while passive voice
emphasizes the receiver of the action.

Active voice: The frustrated indexer shreédded t#e Thesaurus.
) . _—
Passive voice: The Thesaurus was shredded by the frustrated
indexer.
The Manual reserves the passive voice for indicative abstracts;
such words as ''‘are included,' "are discussed,' '"is presented,"
and"“are reviewed' would appear only in an indicative abstract.
The active voice should be used in an informative abstract. Not
only does the active voice allow for more direct expression‘ it

does so in less space (sce the frustrated indexer above) than is

required by the passive voice. .

' Tense. These are indeed stressful times, but our concern here is
with that grammatical property which indicates the time of action

expressed by a verb. We generally use the pregent tense in an

B
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indicative abstract because we are here and now describing the

contents of a document. On the other hand, an informative
abstract should reflect the tense use of the document it conden-
ses. Since an author sometimes passes back and forth through

time in a given work, an informative abstract is often written

in the past tense because it is a condensation of work already
accomplished. The important thing is to provide c;nsi;tency for
the reader. Bp not change tenses within an abstract; changes con-
fuse the reader and do not contribute to that clarity for which

. ]
ve strive.

Introduction to Indexing

Indexing is also your responsibility. This is the means by which
ERIC users will locate the document citation, and with it the wonderful
abstract you have written. 'f those who need the information contained in a

document do not retrieve it, all is lost.

You may find that indexing is more difficult than abstracting, at

least at first, and that It takes longer for you to feel comfortable and com-

petent in indexing than in abstracting. After all, you have beer: writing

sentences and paragraphs of one sort or another most of your life, while

indexing is new and unfamiliar. But be not afraid. Our basic guidelines in

this area come from Section 7 of the Manual, ''Indexing."

The purpose of indexing is to make a document or article retrievable

according to its subject matter. The subjects addressed by documents and

10 18




articles are invariably made up of a number of concepts and the relationships

among them. That is, a document is not about RABBITS but about ''How to Use

Rabbits to Teach Multiplication to Disadvarntaged Minority Students in the
inner-City Elementary School." ERIC's system of indexing concentrates on
enumerating the significant concepts in a document and then weighting them as

major or minor concepts on the basis of their importunce and on searcher needs.

With the exception of a number of special ||‘Iinking“ descriptors (e.g., Parent
Child Relationship, School Community Relationship), our ability to represent

relationships among concepts in a topic is somewhat limited.

Words and Concepts

Indexing would be easy if every concept were represented by a unique
word or phrase, its own label or "name.'" Sucn is not the nature of the English
language. English is full of synonyms, of clusters of words differentiated
et
only by the finest shade: of meaning, and of words with more than one meaning.
An idea or concept can be expressed in many different ways. This is the
essential problem facing indexers and searchers.

The effectiveness of an indexing system is roughly proportionate to

its ability to bring together in one place all the instances of the same con-

Cept, no matter how variously expressed by aurhors. In setting up an indexing
system, choices must be made among synonyms and one word or phrase selected

to represent each concept. Then cveryone, indexers and searchers alike, must
be informed of the choices that have been made. This is the function of the

Thesaurus of ERIC Descriptors.

1 415,



Descriptors, ldentifiers, and Indexing

The Thesaurus controls the words and phrases used in ERIC indexing by
speci fying those that are approved to represent concepts (descriptors) and
those synonyms to approved descriptors, e.g. Bunnies USE Rabbits, and rela-

tionships among descriptors are indicated through displays of their hier-

- L4 i)
archical and other conceptual associations. h
Certain categories of contepts are not included in the Thesaurus.
Proper nouns, such as names of persons, places, and things, are so numerous

that their inclusion would make the Thesaurus unwieldly and its maintenance

impossible. These categories ot concepts are called 'identifiers." “Pre-

ferred forms for identifiers are listed separately in the ldentifier Authority

List.*

&

Are you with us so far? |If you are, you know that the Thesaurus and

the Identifier Authority List serve to take care of the problem of the

myriad ways in which authors may use, combine, and interpret words to
express ideas. Right? Wrong. The Thesaurus cannot possibly anticipate

- every expression an author may potentially use. Nor can it react instaqtan-
eously to social change, technological advances, passing fads, yesterday's
news, or any other influence on the language, much less compensate for the .
idiosyncrasies of the hu?an mind. That's where you come into this. -

The first step in indexing, and your most important function as an

indexer, is to translate the author's words into underlying concepts.- We
wish we could tell you how to do this; the best we have to offer is a few

tips at the end of this section. But you'll learn--you'll develop patterns

* ERIC Processing Manual, Section 8: Vocabulary Development and Maintenance
rt 2) -- ldentifiers.

20




of thinking and of absorbing what you read as you gain experience. The
essential thing is to concentrate on what the author means, not on the way
(s)he expresses it, and to crystallize the concepts in your mind.
0f course, it is helpful if the concepts have some pre;}sion to begin

with. We regret to iﬁform you, that, for the most part, the concepts you
will be indexing will not have external referents. 1f we were dealing pri-
marily with observable entities and phenomena, our concepts would have well-
understood meanings. We could have confidence that authors and searchers
w0ula use them with some éonsistency. But the educational disciplines.deal
with behavior, feelings, values and other abstractions. Con;epts are often
amorphous, eluding precise definition. Education has its own technical
jargon, but a high percentage of its vocabulary is present in everyday lan-
guage (unlike a scientific vocabulary, which may be almost entirely technical).
Even the concﬁpts most central to education may cause problems, e.qg.,

| am teaching the child...

! am training the child...

! am instructing the child...
What distinctions are present here? From the point of view of ordinary usage?
From the point‘of view of the professional literature? Skill, ability,
talent, compétenpe. proflciency...dne concept blurs into another. You will
frequently find that.educational terms used interchangeably in common prac-

tice are used interchangeably in documents, too, despite whatever clinical

distinctions may be found in educational dictionaries.
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One other word about conceptual difficulties seems necessary here.
ERIC did not have the luxury enjoyed by many ocher indexing systems of an
initial period of thesaurus-building, approached theoreti%ally, before
actual indexing began. The Thesaurus was built concurrently with the
processing of documents. It is no wonder that many near-synonyms and a few
true synonyms crept into it. It reflected a true picture of educational
concepts and terminology; where they were imprecise or unclear, it was
imprecise or unclear. One of the prime goals of the 1977-80 ERIC Vocabulary
Improvement Project* was to distinguish closely-related concepts and to clarify
their meaning and- intended use by pr;viding scope notes (SNs) throughout the
Thesaurus. Near-synonyms that could be corsidered synonymous from the point
of view of retrieval were merged and obsolete terminology was updated. Many
of these p.ablems appear to be resolved in the completely revised 1980 Thesaurus.
The indexing task then, is basically one of moving from the word or
words used by an author to the concept those words represent, and theﬁ of
locatingAin the Thesaurus the approved descriptor for representing that

E

concept.

Author language———p [Concept]————P Descriptor

The onus is on you to make this transition accurately.
By now you may feel that'only a clairvoyant could index with any pr.cision.
Well, nobody ever said this would be easy. But as you galn experience

with the Thesaurus and the literature of your Clearinghouse scope

*See ERIC P}ocessingiﬂanual, Section 8: Vocabulary Development and Maintenance
(Part 1) -- Descriptors. Item C.1.h of this section gives background on the
Vocabulary Improvement Project.
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areza, it will get easier and easier. Six months from now you'll wonder what
all the fuss was about. Even then, even when you are an experi;nced indexer,
you won't always find an on;target descriptor for every concept you want to
;xpress. The day will come when you will be handed that document on 'How

to Get Rid of Excess Rabbits in the Inner-City Elementary Mathematics Class-
room'" and you'll find yourself stuck with WASTE DISPOSAL és the only avail-
able descriptor. (Suggesé the need for a new descrigtqr to your supervisor.
Perhaps RABBIT REMOVAL would do. Yes, the Thesaurus lives and grows. New

descriptors are proposed by the Clearinghouses and are added to the Thesaurus

all the time.) -

Indexable Concepts

How c;n you tell which concepts should be indexed and which should not
be indexed? ‘In reSpo;ding to the question, "What  is the most difficult
problem in training?'', all the Clearinghouse technical supervisors agreed
that teaching a new indexer/abstractor to distinguish indexable and non-
indexable concepts was the most difficult part of trainina. Even the,most
narrowly conceived document or article will contain many, many concepts.
In the example, ''Using Rabbits to Teach Multiplication to Disadvantaged
Minority Students in the Inner-City Elementary School,'" each substantive
word represents a component concept of the topic, Within the body of the
document, of course, the author wauld discuss specific aspects of the

topic--how to begin (with two rabbits), teaching techniqves; lesson plans,

rabbit obstetrics, etc.--each of which would introduce many additional
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concepts. Some ideas would be discussed at length, others would merely be
. . . . '

mentioned in passing or briefly treated in a paragraph or two.

. The Manual tells us to index the ‘document in hand, not the implica-

tions, applications, potential uses or future possibilities of the document

or topic. |t is also easy to slide into the habit of indexing according to’

“who we think miéht look for it (mathematics teachers) and how we think they

might look for it (animals).

B :

A primary tenet of ERIC indexing is to index at the level of specifi-
city of the docum;nt. it is the specific roncept represented in the'&ocument
that is indexable. Broader concepts representing the class 6f which the
specific concept is a member are nqt. indexable COnLepts. RABBITS not
ANIMALS. MULTIPLICATION not MATHEMATICS.. This is essential! No matter

¢

how strongly you feel that persons interested in animals in the c!assroom
might want this document, don't index up to the broader level. Remind

yourself that there are plenty of documents dealing with the broader topic;

-

the narrower document won't add much to the user's search results, it will

r3

just seem out of place next to the others.

Specificity in indexing is achieved by selecting the descriptor most
closely matching the scope of tﬁe concept. Compound concepts, those composed
of two or more component concepts, are narrcwer and more specific than
single concepts. In our example, '"disadvantaged minority students'' is a
compound concept with three components. It should be clear that “mi;ority

students'' Is a narrower concept than ''students,' and that ''disadvantaged

minority students'" Is narrower than ''minority students.'' Descriptors

v

A Y
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representing compound.concepts are called precoordtgated descriptors. Section 7

of the Manua’ contains a good.discussion of precoordinated descriptors. Suffice
Y T

it here to say that you must conscientiously follow this rule: Always select
» Y ﬁ-r—__‘

a precoordinated descriptor, when avai]ablélf“ather than descriptors I/,,

—representing the component concepts. The lattger mpy-be, legitimately indexed
epr REL M2Ye,

only if a precoordinated descriptor does not appear in the Thesaurus.

There are a few situations in which it is permissible to index at two
levels of gpecificity. The first is when a document deals generally, but
directly, with a class concept (fruit) and also treats in depth the individual
members of the class (bananas, peaches, cherri;s, plums). The second is when
a document deals specifically with the @ndividu;I members of a class but there
are too many-to be indexed individually, or when specific descripgprs are

available for some but not all of the members.

The second criterion of an indexable concept, once level of specificity
is satisfied, is whether the concept ‘is justified for indexing jn and of itsel f.
The Manual suggests a test of each potential concept: Voula a searcher after
a particular concept be satisfied to retrieve this document? T!is means that
eéch concept considered for indexing (as distinguished from descriptors)

should be evaluated as it stands alone.

Indexing of peripheral issues and minor aspects of documents tends
to occur when concepts are considered within the context of the overall
‘ topic addressed by a document. |f concepts are tested individually these
errors can be avoided. Our rabbits, for instance, are located in an .
inner-city school. But woqld someone interested in inner-city schools

find value in this document?  Not likely.

[3

P




Nifficulty in identifying indexable concepts arises because ‘ERIC indexing
I; £3 be exhaus;ive; The Manual. provides an excellent outline of the types of
concepts that should be consi&ered in the indexiﬁg of each document--population
eoncepts*, curriculum‘COncepts, materials concepts, etc. But exhaustive indexing
does not mean indexing all the concepts in a document. The crucial qualification
is that significant concepts should be indexed exhaustively. How can you tell
if a concept is significant? Significance lies in the arount of information
backing up the concept. A concept is like a label on a drawer--i}'§ what's inside
that's important. We are indexing concepts, but it is the information ahout that
concept that we a-e deljvering to the’uger. It often happens that a concept is
very prominent in a document, yet hardly anything %s.really'said about it. Mere_
mention of a concept, even on every.bage of a document, does noE make it
significant. ‘

Weighting

Once the i;dexable concepts in a document or article have been identified
and the most égecific descriptors have been located for each, they must b;
weighted as major or minor inde< terms. Maj;r descriptors are indicated by an
;stefiak (*). Our rules allow up to five major d;scfiptors and two major

identifiers, or six major descriptors and one major idéntifier. One major

descriptor is a minimum requirement.

Major index terms serve two purposes: they signal the primary emphasis
of the document or article, and they determine thefgccess poirts that will
N —

be provided the user in the printed subject indexes to Resources in Education

(RLE) and Current Index to Journals in Education (CIJF). Decisions in weighting

must consider both functions; difficulties arise when they conflict.

¢

*Population concepts include the mandatory educational level terms, a set of 14
broad descriptors that must be considered in the indexing of all ERIC decuments
and journal articles. Settion 7 of the ERIC Processing Manual lists these
mandatory levelers and provides many examples of their use. ., The indexing of
every document/article in thisgWorkbook considers the applicability-of one or
more of these mandatory terms. .
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A case in point would be a study comparing Method A and Method B. Accord’ng
to the emphases in the documeni, the '-:dexer might assign as major terms the
appropriate descriptors or identifiers for the two methods and the linking
descriptor.COMPARATlVE ANALYS!S. But would a RIE user looking for Method A
‘ev-~ think to app;oach;this topic by lookjng up COMPARATIVE ANALYSIS? Never,
The user would search under the most ;ubstantive concepts, the methods fcncepts.
Similarly, the user of the pr{nted ingexes would never search under a ''document
type'" descriptor like TABLES (DATA), which may be used to describe documents
composed primarily of statistical tables: Document type descriptors are made
major onlx‘if they describe the subject of a document; they .re made minor if
they.describe the document jtself.*

Keep the manual searcher in mind.when assigniﬁg weights. Consider whether

. 2 s . ) .
your major terms are providing the most useful access points for the document.

-
-

This follows, really, from the basic purpose of indexing.

Tips on Approaching the Thesaurus

Until you boeome familiar with the Thesaurus and the descriptors in your
Clearifighouse scope area, a good deal of groping around is inevitable. Don't"
let ourﬁe’% get too frustrated‘but don't give up too eaéily either. It takes
Iots,of practice to get to know the Tl.csaurus well, so take your time as §ou are
. learning and pay aftention to surrounding descriptors as well as the ones you

actually use. When you cannct easily locate an appropriate descriptor, the’

.best advice we can give you is to:

-

*Access to ""document type'' is provided in tihe Publication Type |ndex to RIE. Entries
in this. index are generatud by "pubtype codes,'" usually assigned to the documents as
they are indexed. Section 5 - Cataloging of the Processing Manual discusses the
pubtype data element. Articles in CIJE are also assigned pubtype codes. Because
CIJE does not ~urrently display these code$ in its indexes, CIJE pubtypes are
accessible only on computer. |In spite of this -difference between RIE and CIJE, the
weighting of document-type descriptors.is handled in the same manner for both
publications. The.indexing of every document/article in this Workbook cons:ders the
applucabalmty of one or more of these pubtyne codes.




(1) Keep looking--
® Try component words in the Rotated Display
(However, don't index from this display --
in other words, don't assign any descriptor
to a document before first checking its meaning

and use in the main Alphabetical Di »lay, the
only Thesaurus display with scope notes and

complete cross-references)
o Think up as many synonyms and near-synonyms as you ///
can and try those approaches in the body of the /

Thesaurus and the Rotated Display: ., N\

e Start at a broader level, maybe much broader, and
" try to work down to the specific level.

(2) Ask someone who knows--your supervisor or another experienced staff
member. They may not be able to give you an immediate answer but
they can help you extrapolate synonyms and select the best
alternative(s).

* Above all, remember that the Thesaurus is an ever-changing tool. Do
not allow yourself to index from memory. Not only may your favorite
Thesaurus terms chahge while you're not looking, but you may be in such a
rut that the conceptual vocabulary has outgrOWn you and magde your lndexlng
work questionable. Always make sure, that your Thesaurus Working Copy is
current. Your Clearinghouse Vocabulary Coordinator should see that you
receive the Thesaurus updates distributed periodically (usually monthly)

by }he ERIC Facility. Even before these updates are distributed, however,

the monthly ""ocabulary Status Report'' appearing in the ERIC Administrative

Bulletin shows new descriptors and other Thesaurus changes that may be
used immediately by ERIC indexers. (Never use the published version of
the Thesaurus for indexing; before it leaves the presses, it's usually

out of date.)




DOCUMENT NO. 1: ''CAN SCHOOLS SUSPEND YOUR CHILDREN?"

Instructions

. ‘X
Before you actually try your hand at abst acting a document, itlis

lmport;nt‘for you to practice looklng at documents. Yes, there is a :\i)l
involve& here. You will find that as an abstractor, your skil': in skilming
and in selecting what must be read and what need not be read will beco
finely Loned. Time is of the essence in abstractiag, so the first task ‘s

to begin educating a perceptive eye.

You will find the document ''Can Schools Suspend Your Children?'" at
the end of the analysis for Document Number 1. Renove it from tﬁe notebqok ,
follow the instructions given below, and then turn to the next page. }

1. Flip through the pages quickly to obtain an overall view of thJ
document's length and structure. Does it have discrete sections,
section headings, numbering or any other structural indications?
Does it have a labeled summary? Note the presence of any empha-
ses supplied by the author through spacing, type size, under-
lining, italics. etc. Be aware of any assists the author gives
you and learn to take advantage of them.

= ——

2. Read the topic sentence of each paragraph, all the way through
the document.

3. Now read the entire document, and, as you go, make a rough outlin*

of the main points in their sequence. L

¢ -

\-

21

29




Abstractlng

You recall.that an informative abstract provides a concise summary of
the intellectual content or ideas found in the document, presented from the

autior's point of view. Furthermore the Processing Manual .tells us:

1. An abstractor writes an informative abstract as if he were the
author presenting:an objective summary of his own ideas.*
h
2. An informative abstract contains a statement of the author's
thesis, several sentences of his development or proof, and.his
conclusions.

3. An abstract should be 'weighted'" in the same proportions and with
the same emphases as the document...Umitting important ideas, or
failing to distinguish oetween major and minor information, will
misrepresent the document to the user...

Stylistic considerations are important too. All the basic rules of

i

good writing apply to abstracting, but even more discipline and precision
are required than in ordinary prose, due to -the limitation on length.

4. A paragraph (abstract) should have a topic sentence, some central
statement of the document's major thesis, from which the rest of the
sentences can develop...A coherent paragraph contains connected
sedtences, each following the other in logical order.

5. Every sentence should have information density, and without being
cryptic, convey a maximum amount o information in a minimum
amount of words.

6. Use the active voice whenever possible in an informative abstract.
7.. The tense of the document can suggest the tense of the abstract.
~ |

| .
8. An abstractor should try to inccrporafglinto his abstract the
key words in the document.

1
L 4

Now you are ready to beyin. First, draft a topic sentence, in the

author's |angu§ge, summarizing the main issue addressed in the document.

'
i

*Generic he/his p}onouns are used throughout much of this Workbook. No offense
Is intended. -

1
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Don't write an introductory sentence leading up to the topic. Don't write
“The author says that...." Go right to the heart of the matter. Crystallize
in your mind the main idea contained in the document and then write a sen-

-

tence presenting -that main idea. ///

Once you have your topic sentence, use your qutline to flesh out the
body of the abstract. Don't worry about, length yet, let the abstract
develop as the author's locic dictates. It's more important now that your
abstract be completgb even if that means it is too long.

‘Tipe your abstract (see sample worksheet in Appendix 6).

When your abstract is finished, test it against the rules and prin-
ciples given aone. Is it properly weighted? Has important information
been omitted or has unimportant information been included? Does it have

. .
high information density? Have you put in as much detail as possible? On

the other hand, have you repeated anything? Yo be general, or (even worse)

to be vague, is the worst sin in abstracting. Your abstract should be:

e Specific
e Precise
o Tightly constructed

Finally, edit your“abstract. Make any necessary revisions. Cut it
down to no more than 16 elite lines, 18 pica. (Don't bother to count the
words; your abstracts will be edited by your supervisor, at least ini-

tially, and this will invariably alter the word count.)




Document Analysis

. Characteristics of the document type

""Can Schools Suspend Your Children?'' summarizes the findings of the

courts concerning the legality of school suspensions and the rights of stu-

'

dents in sucl actions. On page 2, in the second paragraph, the author
provides a context for the presentation of these findings by indicating that
many questions have yet to be resolved. Thus the author is not reporting

the last word on this issue, but only what may be stated with some certainty
B \

\
A

at a particular point in time.
‘ \

Many deounents summarizing what is currently gnown in a given area
are represented in the ERIC system. These documents have no typical size,
shape, or appeariice--many are of the ''what researcH says to the teacher"
variety, which summarize research findings as reported in the literature.
Jthers may be descriptions of current practices which illustrate conclusions
by providing specific examples. A variety of approaches and formats are
utilized. They are all recognizable as state-of-the-art documents, however,

in that they reflect what is known or what is happening at a certain point

of time.

2. What a practiced eye will look for ir such a document

In order to present a synthesis of information, perhaps from many
sources, a state-of-the-art document will usually take up various aspects
~ of a topic in an organized, sequen:ial manner. In a long descriptivegwork,

the experienced sbstractor will look for a statement or list at the

24 :}22
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document's beginning of the aspects the author intends to treat, or a reit-
eration near the end of those that have been discussed. Because this paper
is so brief, such a structural guide for the reader is not necessary.

Instead, the author has highlighted the main points by underlining. Because

-of its brevity, this document should be read in its entirety.

3. Parts of the document on which the abstract should be based

The author has organized this document very well. The first few para-
graphs provide an historical perspective, indicating that it is a change in
parental reaction to suspension that has generated current legal problems.
The central legal issue, the conflict of rights, is then stated. The pri-
mary intent of the document is crystallized on page 2, paragraph 2: to
outline the issues that the courts have clarified. Four issues on which

the courts agree are then discussed with reference to pertinent court

cases. It is not clear, however, wiether a fifth issue, the overuse of

suspension as a discipline measure, is a conclusion of the courts or comes

from the author. Because of the placement of this issue between the other

court-determined issues, the abstractor should presume tha* this is a con-
clusion of the courts and not treat it any differently than the others.

On page 5, paragraph 3, the author briefly sums up the problem
and the courts' findings. New matter is interjected--the question of
whether suspensions are effective in preventing an increase in school vio-
lence. Finally, the author comments that school officials and parents must

work togcther to develop mutually acceptable guidelines.

' 25
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The abstract should be based on the middie part of the document.
An abstract based primarily on the last three paragraphs of the document,
which may appear at first to be 2 useable summary, will misrepresent its

basic ‘nrust and emphases.

L. Essential features of the content

The .abstract must include the statement of the central legal issue
and the five underlined findings. |f the introductory and concluding matter
are included in the abstract, they should be weighted in proportion to their

minor importance.

5. Sample abstracts *

Top!c sentences for the third and fourth paragraphs of the docu-
ment suggest two good ways to begin the abstract:
) - Sample Abstract #1

Legal issues surrounding suspensions from school arise from
the conflict existing between the right of all students to
obtain an education without violence, extortion, or intim-.
idation, and the right of the individual to receive justice -
. and '"due process.'' Suspension raises difficult and complex
legal guestions, and while court decisions support conflict-
ing points of view, a number of issues have been clarified.
Court decisions in Williams v.. Dade County School Board,
Goss' v. Lopez, and Tinker v. Des Moines Indegendent School
District, among others, have upheld that suspensions are
legal under certain conditions when proper procedures are
followed. While suspensions may have been over-used as a
discipline measure, particularly as regards minorities,
they appear to be appropriate as a short-term emergency
measure to relieve immedlate school tensions. Prior to -
suspension, students are entitled to a fair hearing and to
due process (though these have not been clearly defined)
and students and parents are entitled to know school board

* Sample abstracts and annotations prasented throughout this Workbook show some
word split, at the end of lines. This must pever be done in actual processung.
The computer system automatically inserts a space after the last character in
each line, so if '"conflict=" ends a line and "ing" begins the next, the data
will appear in the stored record as 'conflict- ing". ‘
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policies and suspension procedures. To avoid financ’al
liability, school officials should provide alternative
educational opportunities for suspended students, such as
home study, adult school, or evening classes.

Sample Abstract #2

Recent court decisions-have made it more difficult to sus-
pend students from school. Suspension creates a conflict
of rights: on the one hand, the right of all students to
obtain an education without violence, abuse, extartion or
intimidation, and on the other hand, the right of the indi-
vidual to receive justice and ‘‘due process.' The courts
have supported conflicting points of view on the issues
surrounding suspension. However, the things that schools
can and cannot do have been clarified in the following
respects: (1) suspensions are legal under certain conditions
when fair hearings, due process, and the right of appeal are
allowed; (2) suspensions may have ‘been overused in the past
as a discipline measure, and blacks, Spanish, and other
minorities have suffered disproportionately from this mis-
use; (3) suspensions appear to be appropriate as short-term
' emergency measures, to remove unruly students at particularly
tense times; (4) prior to suspension, students are entitled
to know school policy and procedures concerning suspensions;
and (5). school officials may protect themselves from finan-
cial liability bv providing suspended students with alterna-
tive educational opportunities, such as individualized home-
study programs, correspondence courses, adult education pro-
grams, and evening classes.

Both of these abstracts focus in closely on the main Eoints of the
document. The initial sentenceg mention both school suspension and court
- decisions/legal isiyes, immediately signaling the overall topic of the
document. They are written in the active voice, utilize the author's lan-
guége and tense, and generally follow the logical sequence of the document.
‘The first abstract deviates slightly from the author's exact order
. of presentation, while the second underscores that order by using a numbered

‘ "list.'' The list, separated by semi-colons and with numbers in closed
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parentheses, makes it ciear that all the information following the colon
represents the opiniors of the courts. The use of both semi-colons and
numbering in a list, though common, is not always necessary. Here they
create a sense of distance between each item and partially disguise the

. fact that the first three all begin with the word ”susoen;ions” (which
would be very noticeable if each were a separate sentence). Note that the
first abstractor has gotten around this problem by collapsing the second
and third items into one'sentence--"While suspensions..., they...." Note
also how the second abstractor has handled the redundancy in items one and
four.

Your abstract should contsin, at a minimum, the statément of conflict
of rights and the five points. If you were able to construct an even more
comprehensive initial sentence than these samples provide, such as ''Recent
court decisions are beginning to clarify the rights of schools, students,
and parents with regard to suspension from school,' so much the better.
Ho;ever, if your abstract begins ''"Today schools are faced with-;scalating
student disruptiqns and school conflict,' or otherwise emphasizes student
violence, this is an error. User: seeking information on student violence
would f{nd little hard iInformation on that topic here.

Mention of specific court cases in the abstract must be discretionary
In this instance. The problem is not that too many are cited, but that
complete citations are given only for four of the six cases mentioned. This
is unfortunate; searches for specific court cases are f;equently requested

by ERIC users, and the author's omission of citations for two of the most
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frequently mentioned cases poses a problem for indexing, which we will

consider next.

v

6. Indexing

8efore you begin following the indexing steps outlined below, you should

have read Sections 7 and 8 of the ERIC Processing Manual. Ask your supervisor

to review with you the structure and use of the Thesaurus and its related toois;
the Rotated Display, the Hierarchical Display, and the Descriptor Group Display.

Select a page out of the published Thesaurus and compare it with the same

-section of the Working Copy of the Thesaurus Lack of variable typography in

the Working Copy makes it easy to inadvertently use a cross-reference (UF)
instead of an authorize&bdescriptor. Use only the Working Copy for indexing.
follow the guidelines in Section'7 of the ﬂéﬂéél for converting

upper case descriptors in the Working Copy to the upper/lower case format

required for actual input.

7. Distilled instructions from the ERIC Processing Manual

e

a. Ind2x the dgcument in hand, not its implications.... (to
which we would add--do not index your abstract!)

b. The indexer should attempt to capture all the significant
concepts treated in the document. Mere mention of any concept
within a document does not mean that it is indexable
information.

c. The indexer should index concepts at the generic/specific
level actually covered in the document.

d. Do not engage in mere 'word indexing.'" [Isolate the
concept and meaning behind the words and then choose the
words the system has designated for the concept.

’
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/ e. Indexers should always refer to a checklist of indexak!e elements.

® population concepts

- educational level

- age, race, occupation, etc.
activities/action concepts
methodology/materials concepts
curriculum concepts
document form/type (see footnote on page 19 re

“pubtype codes')

o identifiers

8. Instructions for indexing

a. Put your abstract where you can't see it. You're going to index
the document, not your abstract.

b. Flip through the document once more, focusing on the significant
concepts and the amount of hard information actually given about each.

c. Now isolate in your mind, and as specifically as possible, the
concepts representing the overall topic or subject of the document.
Write these in the boxes along the side of an indexing worksheet.

d. Continue by adding secondary concepts treated in the document.
Add more boxes to the worksheet as necessary. The concepts you
identified in item "¢'" should be coextensive with the entire
document. Secondary concepts may cover only a portion of the
document. (Warning: This distinction has nothing to do with
weighting.)

-~

e. Test each concept by asking the question 'Would sdmeone looking .
for information on this concept be satisfied to retrieve this
document?' Eliminate any concepts that do not meet the test.

f. Begin using the latest Working Copy of the Thesaurus to identify
possible descriptors to represent each concept. Write these in
the columns beside each concept heading. Do not be too selective;
write down as many possibilities as you can find for each so that
you can review them together.

(1) In the main Alphabetical Display, examine the display:for
each descriptor you consider, both for further possibilities
(especially NTs)* and to make sure it represents the
concept you think it does.

(2) 1If a descriptor does not have a scope note, its meaning
can usually be verified through the evidence of its 8Ts,
g NTs, and RTs, and by looking in the subject index of
Resources in Education.

!
|
|
|

* A1l NTs are not visible in the Alphabetical Display. Use the Hierarchical Display
for scanning complete genetic trees.
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(3) uUse the Rotated Display, as needed, but do not write down
any descriptor found there without first examining its
meaning and ‘'use in the Alphabetical Display.

When you have finished with all the concepts, start cutting.
Retain those descriptors that most closely match the scope

of the target conceptshat the desired level of specificity.

In choosing among closely related descriptors, select on the
basis of the applicability of their BTs and NTs to the target
concept. Do not retain too many descriptors beginning with the
same word. :

h. Add any necessary identifiers. (See Section 8 (Part 2) of the
ERIC Processing Manual‘for identifier rules.)

i. Now weight your indexing by assigning asterisks (*). Test your
major terms by combining them in a phrase. Does that phrase

reflect the overall content of the document? Is'there significant

information to back up each major descriptor? Does each
represent a useful approach for the manual searcher?

Indexable Concepts

"'Can Schools Suspend Your Children?' is a tightly focused paper. Your

indexing should be equally focused. The primary concepts include:

Suspension--The Thesaurus includes the exact descriptor.

Rights of Students--STUDENT RICHTS ié the exact equivalent concept.

Rights of Sc;ools--The maih issue before the courts Is the weighing
of rights of students and schools. However, there is no way to
index "'rights of schools”(;ppropriately. An identifier such as

"'School Rights' is too ambiguous.

Court Decisions and Court Cases--Both '‘Court Decisions' and 'Court

Cases' in the Thesaurus refer the indexer to COURT LITIGATION.
The scope note for COURT LITIGATION reads ''Legal action or
process in a court.'

Due Process--Again, the exact concept is available. ‘'Fair Hearings''
and ""Rights of Appeal'' are not stressed in the document as much

as DUE PROCESS is; in a sense these are a part of DUE PROCESS.

E3

-
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Liability of School Officials--'Liability (Responsibility)f refers
the indexer,ta‘LEGAL RESPONSIBILITY. This descriptor is doubly
valuable for indexing the document; it captures the concept
ofcliability plus the idea that court decisions have made school -
officials legally responsible to follow certain procedures.
ADMINISTRATOR RESPONSIBILITY, used as a minor index term, is
appropriate as a supportingadescriptor. ‘

Descriptors representing the above concepts should be used ac major index

terms.

Indexable secondary concepts include:

~

Suspension Policies and Procedures--DISCIPLINE POLICY is the
closest equivalent. All our experienced indexers used it.
SCHOOL POLICY is much broader but is marginally acceptable.
BOARD OF EDUCATION POLICY is really too narrow.

Minority Students--The document only includes a few paragraphs
on this aspect, but they.provide solid information. MINORITY
GROUPS is the closest equlvalgnt. MINbRITY GROUP CHILDREN is ™
too narrow.

Altgrnative Educational Opportunities--This concept is marginally
indexable. The document really says little about this, but

it is directly related to the liability concept. -NONTRADITIONAL
EDUCATION is the best possibility for capturing this concept.

EDUCATIONAL OPPORTUNITIES is too broad.

32 4()




Specific Case Cited--Because of the author's inconsistency, use
.of the case citations as identifiers has to be discretionary.

Not enough is said aFout TINKER or PERCY McDONALD to warrant

indexing $hem. W00D, on which the liability judgment rests,
is index- le but ﬁo: cited adequately. GOSS is mentioned
ﬁogf o"ten; the appropriate construction of the identifier
(on the basis of the‘infO(mation provided and the Identifier
Authority List) wou'd. be ''Goss v Lopez." WILLIAMS is also

}

indexable--'""Willi-ms v Dade Colnty School Board.' None of our

experienced indexers used case c.tations as identifiers.

10. Non-Indexable Concepts -

Mandatory educctional ievel-(see footnote, p. 18)--By definition, the

= Y

i .
_¢tourt rulings apply to all educational levels; therefore, none of the mandator
.o ——— A Yy

leveling terms are suitable for indexing this document.

~

" dent Violence, Unruly Behaviur, etc.--¥hese congepts provide

the background to the problem, but they are not indexable

]

concepts, The d0cbmentqsays nothing about this aspect except

J ., that such behavior is increasing. The statement is not supported

in any way. Users interested in misbehavior. will not find

this single bit of informatiow.enlightening,
. t

; Law and/or Legislation concepts--Legislation descriptors have
]

nothing to do with this documeat. The court decisions become a

part of case law, hut this is an implication of tke document.

.

CONSTITUTIONAL LAW 2nd SCHOOL LAW are much ‘too broad and more than

a tittle off-base.




School Officials, Board of Education, Parent, and Specific Types
of Student (e.g., College Students) concepts are not really
Indexable. An argument might be made for some.School Officials
term but this concept is not élearly defined in the document.
ADMINISTRATOR RESPONSIBILITY is enough, The dpcument is pretty
far out in left fiéld for someone interested in the concept
represented by PARENT SCHOOL RELATIONSHIP.‘

School Administration Concepts--Too broad.

Well, how did you do? |If you: assigned *SUSPENSION, *DWYE PROCEZSS, *STUDENT
RIGHTS, and *LEGAL RESPONSIBILITY you did very well. You should not have missed
any of these. |If you assigned a ‘'Misbehavior' or '"Parent'’ term, these are not
serijous mistakes. LEGAL PROBLEMS would be acceptable as a minor descriptor, but
it Is not necessary.

11. Pub Type Code

This document is a ''state-or-the-art'' paper. Pub Type code 070 is

appropriate. //)

o
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INDEXING WORKSHEET

Page 1 of 1

COMCEPTS

MAJOR

MINOR

JUSTIFICATION
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DISCIPLINE CONCEPTS .

*SUSPENSION <

DISCIPLINE POLICY

CENTRAL FOCUS OF
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CAN SCHOOLS SUSPEND YOUR CHILDREN? DOCUMENT KO.

Donald Thomas

A1l of us can remember school fights. When two boys scrapped on the
playground, they were sent home and told not to come back "until your parents
see the principal."” If Johnny pulled Suzie's hair, a quick two-day suspension
was the result. If the problems were more serious, students were sent home
for longer periods of time. "When you learn to obey school rules," they were
told, "you can come back to school." .

When children were . suspended from school in the "old days," parents
came to school for a serious conference. The principal cited the violations
committed by the students and emphasized the need for discipline. He talked
about proper behavior, the need for parents to support the school, and the
values associated with good student conduct. Parents listened pulitely. The
student usually received additional punishment at home. Things have changed®’

Recent cogrt decisions have made it more difficult to suspend students
from school. There are certain things that schools can and cannot do in the
area of suspensions. In addition, the threats of legal action by parents have
forced sch-ol officials to become more cautious in suspending students. Many
groups are now insisting that suspensions are illegal and that parents should
sue when children are denied the opportunity of going to school. This is
’/filustrated by the case of the first grade student who was sent home because
he had abusive language. When told by the mother to cry if he were upset, the
child said: "Cry, hell! .I'm going to sue someone."

The problem with suspensions is that it creates a conflict of rights.
On the one hand, there is the basic right of all students to obtain an educa-
tion without violence, abuse, extortion, or intimidation. On the other hand,
there is the rjght of the individual student to receive justice and "ijue pro-
cess." The fights ov schools to educate and maintain order are longstaﬁding
tracitional rights. The right of “due process" is guaranteed under the U.S.
Constitution. Due process is a procedure to establish fairness while making
decisionsupr enforcing "reasonable rules and regulations."”

School officials have a difficult time doing a balancing act between
the rights of the entire student body and the rights of individual students.
Faced with increased disregard for school rules and regulations, they are
unable to us suspensions in the traditional maimer. At the samé time,. they
have a deep -concern for all legal rights which the courts now say apply to
children as well as adults.

Suspensions also raise fundamental questions about education in a free
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society. Is education an unqualified right? Do all students have a right to an
education regardless of their conduct? How far should school officials go to
promote justice? Is due process in schools the same as due process in courts?
When may a child be removed from 7ne classroom? Does suspension from school
create financial liability for school officials? . ,

These are difficult and complex questions. Recent court decisions support
conflicting points of view. Some things, however, are being clarified. While
there is still much concern among teachers and parents, the issues around suspensions
are becoming increasingly clear. The things that schools can and cannot do are
being more precisely defined. Here is what is happening.

Suspensions are legal under certain conditions when proper procedures are
followed. In Williams v. Dade County‘School Board, the court held that suspension
was proper as an emergency matter. Goss v. Lopez established that children have a
basic right to an education; and if they are suspended from school, they are

. entitled to a fair hearing and to adequate due process. Both cases supportec sus-
" pension under appropriate conditions. ‘ N

In Tinker v. Des Moines Independent Community School District, the court
said that college students have a right to a fair hearing before expulsion. Percy
McDonald v. Board of Tristees of the University of I11inois heid that an informal
hearing was properly conducted prior to expulsion.

These cases clearly support the ability of schools to suspend students from
school. They do say, however, ‘that prior\io such action, students are entitled to
basic rights which are theirs under the U.S. Constitution. Such rights include a
fair hearing, due process, and the right of appeal. The decisions generally try to
balance the two mportant, historical, and fundamental rights: ine right of schools
to educate and the right of individuals to receive constitutional justice.

Suspensions may have been over-used as a discipline measure. It is esti-
mated that one out of every ten junior and senior high school students is suspended
from school each year. Information from the Office of Civil Rights indicates that
during a school year about 20,000 students are suspended in New York City, about
9,000- in Miami, about 15,000 in Cleveland, about 7,000 in Akron, and about 9,000
in Memphis. Grounds for suspension vary greatly from school district to school
district. Some suspend for "defiance of authority," some for "insubordination,"
and others for "refusal to co.form wiin reasonable rules and regulations.” Some
districts suspend students for “classroom disruptions." One district suspended

two students for "inappropriate eating manners in the cafeteria.”
Suspensions are strongly opposed by minority groups. They claim that minor- "
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Can Schools Su~pend Your Children?

ity children are hurt by such actions. They also show that a disproportionate
number of minority children are suspended by white administrators who cannot
relate to minority students. In New York schools 64% are minorities, but of
those suspended 867 are minorities. In Dallas the school population is 497
minority, but of those suspended 68% are minorities. The highest rate of sus-
pens;on appears to occur with blacks; the next, with Spanish chiidren; and the

_next, with other minorities. Those who oppose suspension claim that minority
children are further handicapped when they are denied the opportunity to con-
~tinue their education. ’

' Suspensions appear to be appropriate as a short-term emergency measure.
Williams v. Dade County School Board has established that suspension is appro-
priate as an emergency mezsure. In that case, the court said that suspension

may be used "to remove unruly students at a particularly- tense time." In Goss

v. Lopez, Justice White supported the possibility of short term suspension when
- . the actions of students endangered the academic process. _

When such actions are taken, however, parents are entitled to some basic
information. School officials should make clear the reasons for their actions «
and explain the basis for suspension. Parents should also be informed about

' appeal procedures. They should have an opportunity-to meet with the Board of
Education if they wish to do so. And finally, -parents are entitled to know the
remedies required—by—the—seheor——so—that Students—may continue their educational
program at a later time. ' \

Suspensions justified under emergency situations are usually of short dur-
ation, many of them for only one day or until the emergency has been controlled.
Even the most adamant opponents of suspension accept such action under emergéency
situations. éenera]]y the courts do rot interfere with school officials who act
to control explosive situations and conditions which may result in "injury to
persons or damage to property."

Prior to suspension students are entitled to a fair hearing and to due pro-
cess. Students and parents are entitled to know school board policies and suspen-
sion procedufes. Goss, Dixon, and Wood all established the basic right of students
to procedural due process before suspension. This matter, however, is not yet
fully settled. Debate will continue concerning what constitutes a fair hearing,
what steps are involved in due process, and to what extent school officials must:

go to establish procedures followed by law enforcement agencies. There is agree-
ment, however, that before suspension due process must be followed. Some kind of
hearing must be conducted.

1-347




can Schools Suspend Your Children?

Goss contends that students are entitled to the minimum procedures of ’
due process for short suspensions (1ess than 10 days) and "more formal pro-
- cedures” for longer suspensions. At the same time the court said: “Nor do we
put aside the possibility that in unusua’ circumstances, although involving
anly a short suspension, something more than rudimentary procedures will be
required.”" Such circumstances may be when extreme damage would result from
the suspension: not graduating, not being able to go to college, not being
accepted for a job—It—¥s essential that, in the process, students are allowed
to explain their side of the situation and that they are given a fair oppor-
tunity to discuss the matter.
A fair hearing requires that schooi officials suspend judgment until
all information is obtained. School officials should listen to all parties.
A final decision should be made after an dbjective and thorough investigation.
Due process requires that school officials inform students of their investi-
gation. If the decision is to suspend, studeq;s are to be given the reasons
for suspension, the information gathered by the official, and the procedures
for appealing the decision. Parents should be informed as quickly as possible
and given the same information presented to the students.
Should the parents and their children appeal the decision of a princ1pa1 ‘
they are entitled to meet with the superintendent, and if not satisfied, to
have a hearing before the Board of Education. Beyond that they have redress
through the courts.
Hood. 1n addition to establishing the need “or due process, also dealt
with the ques cions of financial liability The opinion of the Court was that e

}1ab111ty’Utcnrred‘Tf‘EEﬁd’T—Board members acted "with malicious intention to
cause a deprivation of constitutional rights or other injury to the student."
Should it be determined that officials act without justification in suspending
students, they may be required to pay money damages.

A To avoid 11iability, schools shculd provide alternative educational oppor-
tunities for suspended students. Students may claim that because of suspensions
"they were unable tc graduate, get a job, go to college, or acquire some benefit.
To reduce this possibility, school officials often provide opportunities for home
study, adult school, or evening classes for suspended students.

Parents of suspended students should consult with school officials to make
alternative educational plaqs for their children. Credits may be earned through
1nd,1v1dt_1alized hore-study programs, correspondence courses, adult education pro- ‘
grams, and classes in the evening school. The chief aim is to make it possible
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for the student to continue his education without attending regular classes.
Recent court decisions support school officials who suspend students from
classes, but provide other ways of continuing their education. Thus 1iability
is reduced because possible "educational damage" to the student is lessened.

Schoo! officials should separate educational opporturity from punishing
students for school infractions. Following a heariry, due process procedures,
and determining that students sholild be suspended, . may, nevertheless, make
sense to provide alternative educational 65;ortunities. so that students are~
punished but do not stop learning.

Today schools are faced with escalating student disruptions and school
conflict. Under such pressures, school officials often remove students from
school. Suspension thus becomes a test between the school's need for order
and the student's right to an education. ‘

No one can show with clarity that suspensions prevent an increase of
student violence. School officfals claim that they do. Student-advocates
claim that they do not. The courts are reluctant to make a judgment. Courts
have cledrly said, however, that when suspension is used, the constitutional
rights of students must be protected. This includes a fair hearing, proper
due process, and the possibility of alternative ecucational programs.

Wh(le the area of suspension may be in great conflict at the present
time, if school officials and parents work together to develop acceptable guide-
lines, all may benefit. Schools may be able to reduce rapidly riiing violence
and students may be protected from unjust, punitive actions. ch

_____not to "win" over one-another.—Rather, Tt 1s to find a way which is satisfactory
to both schools and homes.

<&
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" DOCUMENT NO. 2: ''DEAN POWER: OR, ON PROVIDING GOOD
REASONS WHY SOMEONE SAOULD NOT DO SOMETHING'

I.‘ Characteristics of document type .

The position paper on ''Dean Power' focuses cn the need for college
deans to acquire and orac;ice analytical skills associated‘with the manage-
ment of conflict. On ihe thtom of page 3 and the top éf page 4 the
author summarizes the purpose of ;he paper.

Position papers (there are many in the ERIC system) present the author's

personal statement about a particular situation, problem, or concern; discuss

| theseaspects in a varying amount of depth; and offer suggestions or solu-
tions posited by the authof. The position held by the author can be backed
up by experiences or research. Many times the author may include background
information on the focus of the paper or review positions held by others.
Occasionally the presentaticn can be very rambling, making it very difficult
to determine significant and important points.

The essential characteristic of such a document is that it is usually
very loosely structured; it varies in length, alihough most position papers

are usually less than 50 pages. Normally, the paper includes a statement of

premise or thesis. lIdeas are then developed with supporting examples and facts.
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2. What a practiced eye will look for in a position paper

You wéll recall that in the first document you abstracted,_ ''Can
Schools Suspend Your Children?', you Qere told the importance of skimming
a document. Since this is an important concept for you to grasp, some infor-
mation will be repeated.

It is important ror you to examine the length and-structure of each
document. Look for discrete séﬁtions, section headings, numbering, and any
other structural indicators. Look for sections which may sgpply either a
ghsmary or summary-like information such a; an author abstract, preface, or

intraduct ion.
N -

Now, take out the document op ''Dean Power'' and scan it for a possible
)

author abstract and look for guidelines to the document- that are mentioned

-

above.

_After scanning-the-document ;you witl nofe the author gives Tittle

assistance to save you from reading the entire document. The-e is no author
abstract. In the introduction the author does describe his purpose, but does
not summarize his paper. There are no headings or other structural indica-

tors. Finally, there is no summary.

At this.point it is,qgcessary to scan the first and last few para-

Y

graphs for summary informat!on. After you have done this, you will note

that you still do not have enough information on which to base your abstract.

Be;ausc authors sometimes sneak in some summary information in an unidentified
section, it is necessary to skim the }ptroduction and the key topic sentences

of every paragraph. Pay particular attention to the last two or three pages
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since important information is sometimes included here. What we find (as
is often the cace) is that the author indeed has not p?oyided much assistance
for writi;g the abstract. For th{s reason, and because the document is rela-
tively short, it now behooves the abstractor to read the entire document.

It is important that the document be read completely to be sure that all the

_author's ideas and the relative importance of each idea are understood. It

is useful, when reading the paper, to take note of any sentences which may

help you write the abstract later; however, beware of making notes on documents
themselves since such notes can show later on the document microfiche. Read

the document now.

3. Parts of the document on which the abstract should be based

The abstract should be based on those parts that best present the

‘thrust of the document. The first few paragranhs on pages 3 and 4 of

"Dean Power'' introduce the topic and describe the purpose of the paper.
Paragraph 4 on page 3 and the top of page L4 provides enough
information for a good topic sentence which should focus on the need for

deans to acquire and use analytical skills to build political coalitions

and manage conflict. The author in the first parag;aph on page 4 tells
how to build political c¢nalitions, and how to manage conflict.

He tells us that be intends to discuss three functionally!interdepen-
dent components associated with building coalitions: (1) persuasion and

bargaining; (2) conditions under which bargaining takes place; and (3) credi-

bility and the exercise of authority. MHe then discusses each of these
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components in some detail. For example, on pages 4 through 7, he discusses

persuasion and Bargaining; on pages 7 through 10, he describes the six

" conditions under which bargaining takes place; and on pages 10 through 12,

he discusses credibility and the exercise of authority. On pages 12 through
14, the author discusses and concludes with some skills associated with the

successful managemert of conflict.

The abstract should be based on the middle part of the document in
order to develop the ideas presented in the paper. To weight the abstract
in relation to t. e docupent, it is then necessary to discuss each of the

components which] are discussed in some detail on pages 4 through 12.

L. Essential features of the content of the abstract

[l

{
These sample abstracts, written by other abstractors, are incluued
for your review.
Sample Abstract #1

Because they are mediators between the central university admin-
istration and their own faculties and often find themselves
caught between their faculties and various groups outsnde the
college, academic deans must know how, to build effective polit-
ical coalitions and how to manage conflicts. They must under-
stand the political nature of their positions and must develop
_effective comunication channels and persuasion sKills. in
analyzing their persuasive capabilities in any given conflict,
deans must consider (1) whether or not the problem is routine,
(2) the 'stracture of the decision-making forum involved, (3) the
status and personalities of the persons with whom they are
dealing, (4) the value of proper timing, and (5) the importance
of the Issue in dispute to all concerned. If they are to remain
credible, deans must strictly adhere to the rewatd/punishment
structure of their institutions, must exercise their authority
with restraint, and must promote trust and shared assumptions

by involving their colleagues in open discussion and mutual
exploration of issues.
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Sample Abstract #2 !

One decision-making skill is of particular importance to the
academic dean: the analysis of coalitions, or the management of
conflict. Building political coalitions has three interdependent
componencs: (1) persuasion and bargaining; (2) the conditions
under which bargaining takes place; and (3) credibility and the
exercise of authority. Persuasion is probably the most important
interpersonal tool for a dean; it is a form of bargaining, a poli-
tical process that is frequently used in higher education and can
be complex. Effective bargaining requires an understanding of
the conditions under which it takes place: how routine the issue
is, how highly structured the decision-making unit, the status of
the bargainers, individual personalities involved, the time fac-
tor, and the issue's potency. Credibility and the exercise of
authority are also critical elements, and their use can be com-
pared to the exchange process in a marketplace. Where deans have »
their most difficulty, however, is in their feelings about and
attention paid to individual faculty members. The communication
between deans and faculty can take the form of either negotiation
or dialogue. It is the latter that engages the participants in
educational tasks, and it is only when the dean accomplishes this
ahat he can successfully manage conflict.

Note that both abstracts synthesizé the main points of the document.

Both contain topic sentences which let the reader know that the paper focuses

<@

on the need for deans to acquire and practicc analytical skills associated

with the management of conflict.
8oth of the sample abstracts include the significant content from the

document. The abstractors 'weighted' their abstracts in the same proportions

.

and with the same emphases as the document.

“

The middle part of each abstract builds upon thc rajor ideas introduced
in the first sentence. For example, both abstracts mention condjtions that affect a
form of bargaining in a given situation. Both mention the importance of

1

deans bargaining in a given situation. Both mention the importance of deant
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maintaining credibility and factors for maintaining this credibility. All

of the author's major ideas are included in a clear and concise manner.
The conclusion makes up the last part of the abstract-». Abstract #l
probably best illustrates the use of a more concise and helpful concluding

\

scatement.

5 __it-ng style |

Sentence Structure

In the two sample abstracts, the abstractors varied the
. g
length of thair complete sentences which are therefore not monotonous.

Transitional words, ohrases, and clauses pass smoothly from one

sentence to the next.

Mood
The mood of the two sample abstracts differ. Although both
of the abstractors wri.c using an active vcice, in‘Abstract #1, the
‘\abstractor writes in a subjective mood (deans must). 1In the second

. sample abstract, the abstractor writes in an indicative mood (effec-

tive bargaining requires).

Vo.ce .

The voice used in both abstgacts is active which is appro-

priate for an.informative abstract. ''Credibility and the exerzise of
authoiity are also critical elements' rat ., than 'credibility and the

exercise of authority are determined to be critical elements."




Language/Vogabulary

' Key words from the document are incorporated into the ab-

stract: 'political-coalitions"

-

L

veredibility'.

¢

*
h

, "management af conflict'', and

d , ' ‘ *

6. . Indexab'e Concep:s for ''Dean Power"

MAJOP

" XADMINISTRATOR ROLE
*ACADEMIC DEANS
%Clm, Z1CT RESOLUTION

*TEACHER ADMINISTRATOR

RELAT IONSHIP

4

)MlNOR .

. .
ADMINISTRATIVE PROBLEMS
COLLEGE ADMINISTRATION
COLLEGE FACULTY
COMMUNICAT’ON PROBLEMS .
COMMUNICATION SKILLS
CREDIBILITY .
DECISION MAKXING SKILLS
HIGHLR EDUCATION

- POWER STRUCTURE
TE

Population Concepts

*ACADEMIC DEANS is a
i

is directe ! toward thé problem
) |

COLLEGE FACULTY may be used.as
-

is discussing the relationship

major emphasis in the document

the faculty. Descriptors that
Q

ADMINISTRATORS, and DEPARTMENT

ORGANIZATIONAL CLI
PROBLEM SOLVING
~ LEADERSHIP QUALITIES

very specif:c descriptor; the paper
of college deans managing conflict.
a minor desc?iptdr because the paper
between the dean and faculty. Tne
focuses on the deans, however, not

L)

are too broad inci.de: DEANS,

HEADS.
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Administrative Concepts

. *ADMINISTRATOR ROLE should be used as a major concept since
the paper discusses that a major role of the dean should.be to manage
conflict. It might be advisable to index the document making COLLEGE

- ADMINISTRATION, LEADERSHIP QUALITIES, and ADMINISTRATIVE PROBLEMS

miho;\éeﬁcggts. Other concepts such as EDUCATIONAL ADMINISTRATION,

“‘GOVERNANCE, and LEADERSHIP STYLES are too broad to be of much use to

a searcher.

Power Concepts

*CONFLICT RESOLUTION should be used as a major descriptor
since it is another specific descriptor reflecting content. 'PROBLéM
SOLVING should be a minor concept since this.idea is presented in the
paper. CONFLICT RESOLUTTON and PROBLEM SCLVING are often used together.
POWER STRUCTURE can be used 2s a miﬁbr because thendocument is dis-
cusging such concepts as.statué which relates tc power structure.
DECISION MA&ING SKILLS shodld‘also Le used as a minor. Concepts such
as DECISION MAKING, POLITICAL INFLUENCES, iNDlVIDUAL POWER, and POLIT-

a

ICAL POWER are broad terms which would not be useful to a sea;chgy,

Communication concepts

*TEACHER ADMINISTRATOR RELATIONSHIP should he a major since

. A
the paper focuses on the relationsffip between the deans and t'> fagulty.

COMMUNICATION PROBLEMS, and

CREDIBILITY, COMMUNICATION SKILY
' 6RGANIZATIONAL CLIMATE should be minor descriptors since these ideas

are dealt with in the paper. INTERPERSONAL RELATIONSHIP, ORGANIZAT | ONAL

e

‘*
. w O




COMMUNICATION, INTERPERSONAL COMPETENCE, INTERPROFESSIONAL
RELATIONSHIP, PERSUASIVE DISCOURSE, HUMAN RELATIONS, PERSONALITY,

and SOCIAL EXCHANGE THEORY are too brcad or off-target.

Mandatory Leveling Term -

HIGHER EDUCATION should be a minor concept. This is one of
the mandatory descriptors which should be used for indexing when a

document deals with educational levels.

Pub Type Code

This document is an opiniton paper. Pub Type code 120 is
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FOREWORD

By way of introduction I would like to make two observations about

this paper before-starting -- first, the analysis of the obvious is very

‘difficult, and second, it is easier to understand something than it is

to change it. That is, Just because we understand something does not -

‘mean that that understanding can be translated into action. One of the

most frustrating aspects of deaning is the dissonance one must leafn

to 1ive with because of the inability to translate understanding into

action.

The author gratefully acknowledges the insightful and helpful comments

“of David H. Floro.
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Until quite recently, social scientists have neglected systematic.
inquiries into the academic 1ife and the problems of academic administra-
tion. HNow, following nearly a decade of unsettling changes in hiaher
education, so much is being written about the university professor and
the academic administrator that it is difficult to review adequately all
the published material. But current 11terafure does indicate that very
little of this research contributes substantively to the development of
theory capable of guiding practice. This is not to deny the value of what
a number of investigators have been and are currently doing; 1t is rather
a caution. There is simply little warranted knowledge about the genus,
academic dean.

Today, four of us, deans of education representing four different
institutions, are presenting our views. Two of us are with public
institutions, two with private. Two institutions have a reputation for
their emphasis on education research; two are known for their orientation

toward teaching and service to innercity clients. Each of the four

deans uses analytical skills and strategies for identifying and solving

problems. Each recognizes that the tools of analysis that are emp]pyed
must match this institution's ethos and his own personal style and
pattern of managerial activities.

Jim March, in an excellent paper!, discusses his ideas about manaqge-
ment in educational institutions. ‘He describes decision making as involving
fivé-analytical skills that are lirked to the things that managers do.

Because of the severe limitation on our time I will concentrate on
discussing one analytical skill that March has identified -- the analysis

of coalitions -- the management of conflict. I have chosen to concentrate

|March, James. Analytical Skills and the University Training of Educationa!l

~ Administrators. A paper read at the Seventh Annual Walter 0. -Cocking Memorie?

Lecture. Bellingham, Washington, August 16, 1973.
2-3
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on this particular skill becayse as the first dean of a new ccllege of
education I have spent/a considerable amount of time trying to make
practical applicatien of {t.

I will discuss three functionally interdependent components associated
with building political coalitions: (1) persuasion and bargaining;

(2) the conditions under which bargaining takes place; (3) credibility and
the exercise of authority.

I 'would 1ike, however, to add a disclaimer here -- although I propose
to deal with the analyticg] skil1l associated with the management of conflict,
it is 1mportant‘that my comments be viewed in a broader perspective. That is,
deans lead an& sometimes follow; deans may or may not respond to disorder
and conflict by seeking to make sense out of divergent views; and deans do
not necessarily equate conflict with pathology. My intention is to digbuss
a skill that draws much of its substantive character from the discipline of
political science. It is not my intention, however, to convey the impression
that a dean (or any administrative leadership position) 15 entirely concerned
with political matters. 'Po11t1ca1 concerns are commonplace to deaning, but
are by no means the only matters that count.

Depending on the issues involved, a dean {s either persuading an
irdividual or a‘group of individuals to do something or not do something.

It isn't very uften that a dean can remain neutral. As Dante said, "there is
a special place in Hell reserved for those who, in time of crisis, try to
remain neutral.”

It has been my observation that a dean often spends as much time trying
to persuade his own faculty as he does the central university administration.
New faculty members realize the bind in which dcans often find themselves --

on the one hand they are line administrators and on the other, they must
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demonstrate their loyality to theiracademicgivision and represent that
unit to the University administration. It is as important to spend time
communicating with one's colleagues as it is dea’ing with membr.rs of the
central administration.

Depending on the ethos of the institution, the administration is often
characterized as either "gatekeeping” or "facilitation." If has been my
experience that faculty rarely think of administrators -- especially deans --
as facilitators. This is unfortunate because it establishes role expectations’

. /' :
which are often detrimental to a successful management of conflict. Hence

the rather pessimistic title of my\g::::; Otherwise it cdu]d have been

called -- Dean Power: Or, on providindgood reasons why soreone should

do something.
| Obviously, effectivecommuniéation skills are essentia} to management
of conflict and buiiding of coalitions. Even the best efforts will not be
effective unless all paréies are informed about the issues, are able to talk
with one another and understand that continued dialogues will be productive.
Once people stob talking or are systematically excluded from discussions, the
task of building coalitions becomes almost impossible.

Persuasion 1is probab1y the most 1mportant,1’nterper§ona1 tool a dean
has available to help build coalitions and reduce and/or increase conflict.
Persuasion is really a form of bargaining, and baryaining is a distinctly
political process. . e

Bargaining as a means of‘bu11d1ng coalftions fs an incredibly complex
phenomenon. I dog't understand it well, but I will try to convey some
thing I have learned. \

when successful bargaininig has not required direct negotiation, it

might be said that a dean has usually been effective in exerting his influence.
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When bargaining does 1nvolvg negotiation, agreements usually result. Agree- ’
ments can be efther explicit or implicit. Higher education is famous for
its 5xp11C1t bargaining. . xplicit agqreements ave documented through
blizzards of memoranda which find their way into each ¢f our lives.
- .imes, however, a dean must take a kind of action which can bes"
be described as a form of non-negotiated bargaining. When a dean aéts with-
out regard for the consequences, without involving other decision makers
or asking faculty opinion, such action is called unilateral action. Faculty
and the university administration expect to be consulted before most actions
are taken, and they should be consulted. When they are not, it is a rare
event. Perhaps this is why deans, when asked how they : e, say, "I'11 let
you know after I've checked with the full professors."
A Every dean can be thought of as having an inventory of credibility
"blue chips.m" Deans who take unilateral action are expending these blue ’
chips with their colleagues and the university adrinistration. Taking
action without allowing others the opportunity for dialogues is a risky
business, and it rapidly depletes the stock of credibility chips.
There are other forms of bargaining which involve more direct negoti-
ation between two or more people. For example, "logrolling2." This is
the type of:bargaining in which "you give me what I want, and I'11 give you
what you want." There is a form of logrolling which includes a time
variable. The sense of the bargain is "you support me now, and I'11 support
you some time in the future." Then, of course, there {s compromise. Compromise
takes the general form, "you want A, I want,C, let's settle on B." Finally,

there 1s the kind of bargaining which is called "side-payment:" It takes
. |

2 Boston. Little Brown and Co.,

Froman, Lewis. The Congressional Process.
1967.
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the form of, "you support me and i will rewa~d you or alternatively,
’ . "you support me or else I will punish you."
In order to bargain effectively, one must develop an understanding
about the conditions under which various types of bargaining take place.
For purposes of discussion, I.shal] briefly discuss six types.
The first kind of condition under which bargaining takes place is

the routine condition. An organization usually has developed relatively

s.andard and routine ways of handling issues which must be dealt wi;h‘ffequently.
S1mi]ar]y. people 1in admjn1strat\ve positions usually have deve]oped_ways

of hand11ng prob]emslwh1ch repeatedly come across their desks. Hence it is
important to Jetermine what are the‘expectationé and routine in the institu-

tion for handling recqrr1ﬁg problems. Theré is also the problem, when new

to the job, of determining what, in fact, 'is a routine problem.

The second type of cordition under which bargaining takes place is

. ‘ concerned with structure. Highly strucéure& dec1s1on-ma'k1'ng units -- like
the faculty coumcil, standing committees, the full professors -- require a
different kind of attention than decentralized decision-making units such
as admission ~ommittees, advisory boards, and ad hoc commi ttees. '

Status 1is fhe third conditian yh1ch affects bargaining. The more
resources one has at his disposal, the better able be is to bargain. For
e;ample. a department chairperson has:-more resources and status than an
instructor. The pﬁes1ﬂént of the faculty senate has more resources than a
newly appointed stand1ng-comm1tteé member. And there is, of course, the
full professor who has wore resources than a dean. Be that as it may, the
variables of status and resources need to be taken into account when bargaining --
e;peciaTWy if a compromise has to 5e effected, and it is important that

nobody loses face or appears to have given up resources over which he has

" , control.
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A fourth condition is personality. The persona]it1es of the;iedividuals
involved 1n'eecﬁs1on making and coalition building play ae important role in
the bargaining process. For example, there are some 1ndjv1dua1s who simply
cannot be trus;ed to keep a bargain. Those who cannot be frusted to. keep
a bargain eften‘engage in a game called "s¢ ‘ong sucker " They wi]] enter
into a be§>ain and then when it suits them back out of it by enter1ng 1nto
a coalition with another group and/oL individval. There are.others who
have strong ideological - ssftions and thus find it very difficult to
compromise. Individuals with stroné tdeological positioqs usually stand on
principle, and unless they are willing to say "you give me what I want, and
I'm give yoy what you want," one does not make much progress.

There are s1tuat1ons’where;dec1s1on making and bargaining are linked
to the variable of time. Certain.kinds of bargaining go on before other types
of bargaining are enployed. In ﬁh1s kind of time-sequenced situation, every-
onc 1is w1111ng to give in a 11ty‘° in c¢-der to get something, but not without
a f1ght and certainly not w1thuut a reduction in status. Collective bar-
ga1n1ngk2egot1¢t1ods are an exce{lent example of this type of time related
bargafning.

\
The sixth and last cond1t10n\1s concerned with the nature of the issue

’ involved. There are a number of way§ in which issues may be d1stinguisH§d.

The characteristic which is of pr1maf¥ concern to a'dean, however, is the

extent %0 which opposition to a given issue might be generated. For exampie,

)

an issue sometimes is labeled as "a hot, potato" because it is assumed that it
\

will polarize faéu]ty vpinion. The potepcy of an issue will determine to

a significant degree the process of barga{n1ng and, hence, the ability

to manage conflict.
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\A,distincgion should be made between external and internal issues.
Externa7\¥ssues 1ie outside of the co11ggé and usually involve a threat
to programs or college budget. The dean's resbbnsibi]ity in hapdlirg
external 1ssu;s is to define and present them to the faculty for their
analysis and recommendation. Internal issues usually involve conflict about
status, personality and realignment of groups within the co!lege. The
technology of'bargaining varies as a result of whether.an isﬁue ic viewed
as an externa! or internal problem. i

Further, a dean needs to be sensitive to political coalitions which

he enters into as a representative of his institution. For example, a
dean has a responsibility to represent his 1nst{tution to policy makers
at the federal and state levels as well as within various professional
organizations. In this effort a dean must continually communicate with
his faculty abnout how he is trying to represent their interests while, at
the same time, managing conflict and forming coalitions with external groups

}

Given the external vs. internal division of issues, there are times

and related publics.

when a dean, just as he can be §dueezed'between the central administration
and his faculty, can be in conflict with his faculty and any numbef and/or
combination of external groups -- 1nc1uging other deans of education. Time
does not permit detailed exploration of this a.ea. I be11evé, however, that
it dese;ves further attention.

A dean has considerable authorit} which accrues as a consequence of the
way his role is defined. How he exercises his authorjt&, however, will
determine whether or not he will be able to maintain it. For example, the

side-payment form of bargainirg has the potential for creating problems

]
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for a dean. Although it is a bit simplistic, most individuals tend to ’
view people as either angels or devils. Good people are rewarded, and
bad beople,are punished. If a dean divides the world into thoce who are
for him and those who are against him, he will find it difficult not to
exercise his éuthority to reward or punish people depending upon his
personal fee]ingé about th;m. Such behavior is, obviously, unfair and runs
cdntrary to our values. This leads me to another concern -- the history
and cirrent Stat.s of the reward structure of institutions.

The faculty and the university administration expect a dean to bestow
rewards in a manner consistent with the ethos of the institution. A working
understanding of fhe reward structurc of the instituion is essential to
building effective palitical coalitions and to the management of conflict.

As mentioned previously, a dean can be thought of as having an 1nvén-
tory of blue credibility chips. When rewards or punishments are meted out .
inappropriately, more credibflity is lost. The power to reward must be
used wisely, and a dean must learn, if he does not know it beforehand,
that what people admire most about power is the restraint with which it is
used. Whenever "dean power" is employed -- through persuasion or
rewa~d -- the potential for ‘losing blue chips is present. Wnen a dean's store
‘ of credibi]iiy chips is depleted, his effectiveness and ability to lead
are serfously diminished. "

CThe problem of a dean's credibi?ity.is complex. Credibility is related

to such matiers are reputation, trust, hones;g; etc. It is my hunch that
the smailer the number of blue chips a dean hgs spent, the greater the value
of each chip remaining in the stack. Nhen,fbbse ére ﬁeeded, they will be

worth more. That is, chips kept in your possession grow in value.




. " It 1s possible that b1ue'ch1ps can increase in number and value when
‘ a dean adds a new faculty member to the staff. New faculty, however, can be
bgth a 1iability and an asset. On the one hand, they tend to be more
| 17kely to support the leadership efforts of a dean to build coalitions.
On the other hand, they sometimes are viewkd as agents of change by the
| faculty and hence may serve to create problems which make bargaining more
difficult.

‘The addition of new faculty members to a staff has, over the years,
peen viewed as a vehicle for developing new programs -- a source of vital
energy for helping to move programs into the future. Given the fact that
education is a declining industry, the degrees of budgetary freedom for
hiring new faculty have been significantly reduced. The result is increased
pressure ori the dean to energize faculty to review program priorities while,
at the same time, he must cope with difficulties associated with developing

. coaliticns which recognize the realities of our current economic climate.
Establishing orogram priorities and monitoring precious economic resources
is a relatively new problem for deans of education. Over the last decade,
deans have had significant degrees of freedom to add to staff and thereby
expand or build or continue suppart of programs. The faculty -- individually
ard collectively -- benefivited from these efforts 1n"a variety of ways which
____ . - tended to enhance the deam‘s—blue thfp stock. o
Unfortunately the opéortunity for stock dividends that can be paid

for by previous affluence has declined. As a consequence, deans must
i develop conflict management skills and create political coalitions without
the assistance and support of new fatulty and the fiscal resources which
were- available in abundance several years ago.
, . Deans need assistance in thinking through the art of bargaining under

conditions of l1imited resources, for exarle, to deal with the problem of o

2-1¥'3




how to bring together individuals who may have not talked with one another
‘or years, or who are, at best, terribly resistent to efforts to form ' ‘
new coalitions. The management of conflict with 1imited resources and
the lack of new actors who serve to stimuléfe change is a new set of cir-
cumstances to be dealt with in the development of political coalitions in
colleges of education. This reality has presented deans with all sorts
of vexing problems and will continue to do so. This is an area of inquiry
which merits attertion.
In the last analysis, management of conflict is related to the ability
of a dean to cope with conflict. Deans are only human; they, like everyone
else, respond from their strengths and weaknesses, pride and prejudices,
to new facts and old, with passions and dispassions, with affection and
enmity. Most try to be fair and humane. It is hard, but many succeed.
In my judgment, where deans have the most difficulty, however, is in ‘
the area of feelings they have about and the quality of attention they pay
to individual members of the faculty. Most deans, for example, find it
very difficult to work with a faculty member whom they feel to be incompetent.

It is difficult for a dean to communicate to such an individual that he/she

] is,wqpted and valued as a person, regardless of his or her professional

deficiencies. It takes a tremendous amount of psychological energy to learn
to identify positige characteristics with tndividuals who one feels are not
doing their jobs well. It takes even more energy and'a considerable amount
of interpersonal skill to communicate to such individuals what things about them
are liked, valued, agd respected.

As mentioned previously, bargaining assumes that good communication

sxists between the parties involved. There are two contrasting types of
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communication, two different predominant modes of communication among

‘ faculty, administration, and students. These are negotiation and dialogue.
- - --—- -—Negotiation—is—a—means of coming to terms, confer}ing with the aim of
arriving at a basis for agreement. Dialogue means "conversation." In the
context of this discussion, it is important to note that negotiation does
not presuppose trust between the parties engaged in bargaining.

People involved in negotiation start from prepared positions and
usually give ground when that will serve their essentially political ends.
Negotiation, then, 1imits choices and narrows the range of action between
the bargaining parties. i1he quality of communieation between individuals who
are negotiating, who view themselves as part of a political interaction,
has significant 1mp11cations‘for the verbal and the cognitive behavior,
and even the life style, thai the negotiator develops.

‘ In contrast to negotiation, where the areas of discussion and ranges
of choice are narrowed, dialogue 1is intended to widen.the areas under dis-
cussion, exploring them completely. A precondition of dialogue is trust --
at least enoguh trust beween the participants to permit them to expose their
reasoning to the critical review of others as well as to re-examine it
themselves. The personal relationships, the interactions between the part-;

\\\“‘"~\4cipants in a dialogue di?fer significantly from the relationship between
the partieé to negotiation. Where there is fear of exposing one's view
to criticism or unwillinbness to explore other possibilities, the bargaining
process. is 1ikely to be negotiation rather than dialogue. If negotiation
becomes the major mode of communication for a dean, serious problems are
likely to result. For example, if faculty generally communicate with a
dean through negotiation, it is probably because there has been a covert,

‘ but nonetheless critical, break in trust and shared assumptions; differences




are not openly discussed and mutually explored. There are all sorts of
hazards for the dean, faculty and students in such a setting.
When negotiation is the principal meanc of communication, the essential
humanness of the interaction between the negotiating parties may well be
denied. For example, when negotiation is "formalized," attorneys are often
present. As a result, ooth the negotiating parties become mure vulnerable

in a special sense. They may hold more _ightly to their own frame of

reference, to their own view of the situation, and ignore the complexity

The possibilities for mixed

of the content in which they are operating.

messages, for anger, and for a law suit are increased significantly. In such
a situation, where the bargaining parties are unable to examine their frame

of reference; it 1s difficult to acihrieve des;;ab1e results. This re-
examination is vital to effective administration.

It is a dean's responsibility to involve his colleagues in diaiogue --

to involve them with educational tasks. The extent to which faculty and the
dean will be able to put their own egos on the 1ine will be a function, to

a significant degree, of the trust and alliance with cach other which have

been devedcped. That is, whether the dean has established a climate that is
oriented toward ¢ialogue and values it over’negotiation. This is a
significant burden for a dean. It fs no simple task to work out the logistics
f providing the conditions for dialogue. W

I have confined this paper to a discussion of the skills associated

with the successful management of conflict. March has identified four other

analytical skills needed for mana_:rs, and these also merit consideration and
reflection. They are:
(1) The analysis of expertise. The management of knowledge.
(2) The analysis of ambiguity.. The management of goals.

(3) The analysis of time. The management of attention.
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(4) The analysis of information. The management of inference.

Each of these skills is related to the common tasks of managerieal
life; each 1nvo]ve§’a technology of analysis and thought. Each is
- essential tg/prusfgﬁ solving.

In cléging, I would remind you of H.L. Mencken's comment that there
is always anxgasy answer to every human problem . . . simple, plausible,
and wrong. As you are all aware, the problems which deans of education
face these days are far from easy. Nor are the solutions simple. No one
strategy fits every problem. Acrording to Richard Brautigan, "there are
seductions that should be in the Smithsonian Institute, right next to the
'Spirit of St. Louis'." I urge you to keep Mencken's and Brautigan's comments

in mind as you think about and try to apply decision-making theory to the

problems of admynistration and research.
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DOCUMENT NO. 3: "BILINGUAL/ESL’ PROGRAMS FOR MIGRANT CHILDREN'

Introduction

Many types of documents cannot be ade:quately abstracted using the
informative style you have been practicing. Some lack the central point
of view, activity, or sequence of events on which the informative abstract
usually rests. Others consider too many topics or contain too many types
of materials to be informatively abstracted without sacrificing that essen-
tial requirement of an abstract--that it rs fiect the en’ire scope of the
document.

In these cases it is necessary to describe or represent the document
itself, its subject matter, organization, and spec¢ial features, rather than

its ideas. Such abstracts are called indicative abstracts.

2

Typically, indicative abstracts include a statement of \he <-c.c and

purpose of the document, its intended audience (if applicable), and a

description of the document in its sequence. The ERIC Processing Manual
describes what indicative abstracts for particular types of documants should

contain. In addition, it provides the following guidelines:

by
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(a) ...in an indicative abstract, the abstractor writes from the
viewpoint of an informed but impartiai reader and describes
the contents and format of a document.

[S

(b) An indicative abstract reporis - .dly what is discussed or
included in the document, in what manner the information is
presented, and if necessary, to whom the document is addressed.
In short, the indicative abstract is a guide to the contents
of a document.

Guidelines ;oncerning paragraph structure and information density apply
egually to indicative as to informafive abstracts. Special instructions
and cautions include:
(c) Use the passive voice in an indicative abstract to highlight
the process of writing the document. For example, such words

as "are included', "are discussed', '""is presented', and ''are
reviewed' should appear onlyin an indicative abstract.

(d) The present tense‘is proper for an indicative abstract.
(e) The abstractor should avoid introducing his abstract with
either "This report..." or "The purpose of this report (or
document) is...." Abstracts in which most sentences end with
"are discussed'' and ‘''are given' are similarly ineffective.
Indicative abstracts are easier to write than informative ones.
Structure of the 3abstract stems directl; from the’;tructure of the document.
Since the abstractor does not have to synthesize complex ideas, indicative
abstracts can be written more quickly. It is easy to slide into the habit
of writing indicative abstracts exclusively, or of beginning what are essen-
tially informative abstracts with indicative sentences. Be on your guard.
Another pitfall of indicative abstracts is that indicative is some-
times equated with general. Actually, the economy and flexibility of the

indicative style allow for great specificity and detail. You should cram

as much hard information into an indicative abstract as an informative one.
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It is possible to use the active voice in indicative abstracts. Many

-~

abstractors prefer to do so, as you will see in the discussiqg on the fifth

document in the workbook. The dilemma arises over which is more boring--

having all sentences begin with '"This paper reviews...'", '"The second section
examines...'", ""Appendices provide...'", or having them end with ... are
reviewed', ''... is analyzed", "...are included in appendices'. It is

N A

usually easier to arrive at a meatier opigipg in the passive voice:

Design and engineering requirements for six types of bird nests,
with complete instructions for construction and maintenance, are
provided in this document. Various types of twigs, grasses, and
leaves are analyzed according to their strength, durability, heat
retention, and drainage characteristics. Down and fur are com-
pared as nest linings, and suggestions for obtaining fresh cat fur
from the source are provided in an appendix.

A "This document...' opener in an active voice indicative abstract can
be avoided by beginning with a dependent clause:
|ntended for fledglings and new pairs, this manual describes
materials, structural requirements and construction procedures
for'six types of nests. ...A concluding nate warns of possible
dangers in '"'borrowing' an existing nest when its owner is absent.
You Will probably use the passive voice more often for indicative
abstracts, reserving the active voice for documents with discrete sections
\ . .
or chapters (and of course for informative abstracts).
Before you go any further, make sure the distinctions between

2

informative and indicative style, and active and passive voice are clear
to you. Ask your supervisor for help if you need it.
Remember, the informative abstract summarizes the jdeas:

The key to successful rest building is the proper selection of
materials. Young pairs in their eagerness often make the mistake
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of using the materials closest at claw, with tragic results for
both parents and eggs. Strength and flexibility in basic struc-
tural twigs are essential... . /

The indicative abstract describes the document. Got it?

Instructions

-
A document suitable for an indicative abstract need not be read in its

enﬁi;ety, particularly if it has a table of contents, section headings, or
——

other structural indicators. Examine ""8ilingual/ESL Programs for Migrant

Children' in the following order:

1. Read the Table of Contents carefully. Spend some time with it
beforg you go on; compare the number of pages devoted to each
major section and ea~h subsection to get 2n idea about emphases
and weighting for your abstract.

2. Skim the Introdu..ion and the Summary and Conclusions, searching
for a statement or purpose or iqtent. Jot down briefly any
helpful statement you find.

3. Keeping an eye on the Table o; Contents, begir to skim the body
of the document. You need not take notes unless you wish to;
the Table of Contents does that for you. Read topic sentences
only, zeroing in on paragraphs that should be read completely.

Draft a topic sentence expressing the scoﬁe and purpose of the docu-

ment. Take a good hard look at the title of the document first. Then,

using the Table of Contents and referring to the body of the document for

necessary explanation and detail, flesh out the rest of the abstract.
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Before you go on to the indexing, take another look at the Introduc-

tion and the Summary. What is their relationship to the body of the docu-
ment? Does the Summary really summarize the document? If the document con-

tained only the Introduction, the Rationale section and the Summary, what

kind of abstract would you have writte;? The.~ is a lesson here.

Use the Table of Contents as a helpful checklist for your indexing.
The document considers many tdpics so think broadly rather than narrowly in
your selection of indexab le concepts. ' Focus on the amount of hard informa-
tion given for each potential concept you consider. Try to limit yourself

to about 15 descriptgrs.

Characteristics of the Document Type

The purpose of the document is stated with some clarity in two plqces:
on the second page of the Int:oduction (""This monograph is concerned with thg'
deveIOpmént of special programs for Spanish speaking migrant children."),
and in the Summary (''...this monograph is intended to give these school
systems [those with little experience ip dealiqg with migrant children] some
ideas with which to p;ovide better educationai opportunities for Spanish
speaking migrant children'). You should have located these statements and
have gathered that tHe document is essentially a guide for program planning
and development.

While the document is not a step-by-;tep "how to do it'" manual, it

does outline for the program planner all the important aspects of bilingual

l and ESL programs that must be considered. It is representative of the many
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documents you will encounter in your work that can.be classified asﬂﬁguides.”
Since this particular gyide is intended for‘school personnel with limited '
pricr experience in this area, it goes be?ond the rudiments of a guide to
familiarize the planner with;the current <tatus and prohlems of migrant
education. Many of the author's owr views are interjected (an informative
abstract could easily be drawn fr&m the; preliminary and concluding matter),
but the basic thru;t of the document lies, elsewhere.

Guides are intended for continuing reference. Usually they will have
a table of contents or some other structural feature to facilitate use.

Frequently they will include diacrams illustrating steps or method. and

appended materials. They always require indicative abstracts.

What a Practiced Eye Will Look for in Such a Document

An experienced abstracto. ,would have immediataly focused oA the Table’
of Contents, and then reviewed the Introduction and Summary to see.iﬁ_the;e
tt.ree elemencs alone could constitute an adequate basis for abstracting and
indexing the document: In many cases, though not in this one, these would
be sufficient. An experierced abscractor would recoanize that tne Introduc-
ticn and éummary did not parallel the Table of Contents, and move on to
examine the bod& of the document.

If a table of contents were not present in the docpmeét, an experienced

"\\~§
abstractor would look for other structural indizators that could substitute

for one. Failing that, the abstractor would have to derive one of his own.




Parts of the Document on Which the Abstraé¢t Should be Based

_ The abstract should be based on the Table of Contents, amplified by
. : :
material drawn from the bLody of the document.

“

Eswential Features of the Content of the Abstract

The abstract must contain a statement of the overall scope and purpose
of the document, and it must itemize all the program considerations that
3 . ‘ .
are covered. The materials in the appendices should also be mentioned.

Extensive space shduld not be devoted to the author's introductory and con-

cluding recommendations at the sacrifice of these essentiais.

Sample Abstracts

The following abstracts are basically the same. One places more
emphasis on the exact sectional structure of the cocument, but both follow
the document's sequence. There is really only one way to abstract this
document; your abstract should be similar.

Sariple Abstract #1

vhe development of bilingual education and ESL (English as a
Second Language) programs for Spanish speaking migrant children
is discussed in terrs of the children's special social, physi-
cal, and acidemic needs. Definitions of both types of programs,
judicial and legislative support, and the reievancy of such
programs to migrant children are reviewed. Among the program
planning considerations discussed are pre-program assessment of
children's skill levels, age range, and intended length o. stay
in the program, selecting a program model, establisking instruc-
tional goals, necessary attributes of instruction.’ staff,
establishing parent and community involvement, and arranging

for supportive hea'th and social services. Strategies for ESL

. Sy
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and bilingual classrooms are described and types and sources of
instructional msterials are cited. The importance of on-going
diagnosis and evaluation of student progress, bicultural enrich-
ment activities, and program evaluation are emphasized. Appen-
dices include a list of colleges and universities offering
bilirqual education training, and a 'ist of bilingual curriculum
and training resource centers.

. Sample Abstract #2
Essential considerations for planning and implementing comprehen-
sive bilingual education and English as a Second Language (ESL)
programs for Spanish speaking migrant children are presented to
assist schools in developing programs to meet their special needs.
Following definition of both types of programs and a discussion
of legislative support, six aspects of program planning are con-
sidered: pre-program assessment of migrant student and community
characteristics, selection of a program model (intensive ESL,
pull-out ESL, ESL support type, transitional olingual, mainten-
ance bilingual, and supplementary), development of instructional
goals, staff irainina, involvement of parents and community, and

coordination of support services. Classroom concerns cre dis- .
<ussed next, including strategies for both bilingual and ESL
classrooms and instructiona! materials required for each. Ways .

of meeting individual students' cognitive and affective needs are
then reviewed, focusing on on-going diagnosis and evaluation of
student progress ana provision of bicultural enrichment activi-
ties. A brief note on program evaluation is followed by recommen-
dations for improvement of migrant programs nationally. A list

of colleges offering bilingual education training and & list of
bilingual education centers are provided in appendices.

In the first abstract, follcwing the topic sentence, one sentence is
deoted to each major section of the document. The sentences essentially -

list each of the subséctions. In the serord abstrazt, each sentence begins

by representing the section heading and then lists the subsections.

The second abstract is more interesting. By combining the duscripn-
tion of some sections into one sentence, rather than following the strict
sections.entence order of the first abstract, the :tecond abstract manages ‘

a more varied sentence pattern. The first abstract is perfectly satisfactory,
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however; it is clear, accurate, and includes all the important points covered

N
in the  .ument. (Note: |If your abstracts arc clear, accurate, complete, but
dull, do not spend a lot of time striving for stylistic perfection. Your X

productivity is much more important than deathless prose. ,(Tell yourself that in

the majority of cases,a dull abst.act more faithfully reflects the literature.)

Indexable Conce~ts

Your major descriptors should represent the overall topic of the document.
There was little disagreement aong our experienced abstractor/indexers abouc
the selection of major terms.

Bilingual Programs--BILINGUAL EDUCATION is the best choice among the

. available descriptors.* The other 'bilingual" terms .e not
coextensive with the entire scope of the document. BILINGUAL STUDENTS

S may be appropriate as a minor'desgriptor (though our experienced
abstractor/indexers did not use it), but pot as .a major; the document
does not identify all the children as bilingual, BILINGUALISM is
both too proad and too off-target.

ESL--You should-have assigned ENGLISH (SECOND LANGUAGE) as a.major
descriptor. If you assigned ENGLISH and SECOND LANGUAGES, you violated
the rule about level of specificity. SECBND LANGUAGE PROGRAMS is
applicable, but it offers less precision than ENGLISH (SECOND
LANGUAGLE) and appears more suitableués a minor descriptor. SECOND

LANGUAGE INSTRUCTION is a less suitable alternative for (his

particular document; SECOND LANGUAGE LEARNING is even more off-target.

&

*BILINGUAL PROGRAMS would be more precise; it and BILINGUAL MATERIALS are-
considered likely new descriptors in late-1981 or 1982.
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Spanish Speaking--All our abstractor/indexers but one felt this concept
warranted treatment as a major (the one used it as a minor). The
Thesaurus provides an exact equivalent descriptor, SPANISH SPEAKING.
Only two of the six abstractor/indexers, by the way, assign .
MEXICAN AMERICANS (as a minor); the document focuses more closely
on the language group thap on an ethnic group.

Migrant Children--The Thesaurus says ''Migrant Child Education, use

MiGRANT EDUCATION.' MIGRANT EDUCATION is therefore more specific than

MIGRANT CHILOREN, but the use of either or both terms is OK here.
Only one needs to be majored (both as majors would cause unnecessary
redundancy .in the printed subject ind;xes).

Program Development--This major concept is less obvious than the others,
but you should have gathered that PROGRAM OEVELOPMENT'is what the

document is about.

In the selection of minor concepts, things get trickier. rhe document
has .18 major sect}ons and subsections, all of which may represent indexable
conégpts. Even assuming that each could be represented by a single
desqjiptor, this is too many. The question, then, becomes one of weighting
in the document. How much emphasis 1s placed on the various parts in
terms of thé space devoted to them? First, you should have considered the
majbr sections. The largest.number of pages is given to pre-program

assessment, the prégram models, parent and community involvement, and

‘instructional materials.
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Pre-Program Assessment--There is no way to clearly translate this
concépt into descriptors. The component concepts COMMUNITY CHAR-

ACTERISTICS, STUDENT CHARACTERISTICS, etc., do not warrant index~-

“

ing at the expense of other important concepts in the document.

Program Models--MODELS should be assigned.

T »

Parent and Community Involvement--Here the indexer has to choose

among several potentially appropriate descriptors. PARENT PARTIC-

IPATION oest reflects the emphasis in the document, but ceveral - - - -

s

.indexers selected COMMUNITY INVOLVEMENT. FAMILY INVOLVEMENT is

equally appropriate to the meaning intended, but most indexers

followed the author's lead here.
Classroom Concerns--This is a label, not really a concept. A few

indexers attempted to characterize the section by assigning

CLASS ORGANIZATION or INSTRUCTION” DESIGN, but most did not.

Few assigned INSTRUCTIONAL MATERIALS. either.

Individual Studen.,' Needs--STUDENT NEEDS is an RT to INJIVIDUAL NEEDS,
and although both are applicable tO‘the document, the more precise
term, STUDENT NEEDS, should be selected. Most indexers felt the
broader category of STUDENT NEEDS should be indexed rather than
tryi;g to capture the cognitive or affective concepts. However,
one student characteristic, 8ICULTURALISM, is given sufficient

space 'in the document and should be indexed.




Program Evaluation--Only half of the indexers used the descriptor

T—,_-_ -

PROGRAM EVALUATION. Little is actually said about it in the document.

Legislation--This concept, from the Rationale section, was indexed by
half of the indexers. FEDERAL LEGISLATION is the most specific
descriptor.

Mandatory Educational Level--Though the document does not explicitly
specif/ an educational level, most indexers felt this was presumed
in the document and should be indexed by the descriptor representing

. T~
K-t2, ELEMENTARY SECONDARY EDUCATION.

Many other descriptors were assigned by one or two indexers, including
ANCILLARY SCHOOL SERVICES, TEACHER QUALIFICATIONé, DEFINITIONS, CULTURAL
DIFFERENCES, etc. In a document with so many nearly equally weighted concepts,
rot all of which can be indexed, some arbitrary choices will be made. At “
this level, however, the indexer is dealing with coﬁcepts representing only

a page or two of information. It is probably better to limit the indexing

to the broader and more encompassing concepts.

Pub Type Code

This document is a guide for school planning and development. Pub Type

code 055 is appropriate.
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INTRODUCTION

As the United States grew from a rural econom; to an indusirial
economy, the shape of agriculture changed. Many small farms that were once
‘family owned and operated were swallowed up. As agri-business grew, the
need for cheap,‘temporary labor grew, and thus, migrant streams came into
being. In the east, the migrant stream developed out of the share-cropping

system, and has been traditionally Black, with a small number of poor Whites.

Blacks, historically discriminated againsiz often found that the low paying

temporary farm work was the only type of employment they could obtain.

In the westerr part of the U. S., the search for cheap labor focused
primarily on immigrant groups. After the completion‘gf the transcontinentalv
railroad, many Chinese were recruited as farm laEPrers in California.

Later, the Chinese were replaced by Japanese and Filipino workers. This
supply of labor was limited in 1924 when Congress passeg the Inmigration Act
excluding Orientals.

Mexicans began to enter this country in large numbers in the first
decade of the twentieth century. Coming from an agrarian society, they
were ideal as farm laborers. During the second World War, labor was in such
short supply that Congress made an informal agreement with Mexico to accept
their workers for agriculture. The bracero program was formalized in 1951
to contrnl the flow of Mexican lc%or into this country. The program was

terminated in 1964 because Mexican workers took nearly $100 million in

U. S. dollars back to their homeland each year.




During the years from the early part of the century to the 1960's, ‘
many of the workers who came stayed and made this country their home. The
Senate Subcommittee on Migratory Labor set +he migrant population at one
million in 1969. The Migrant Research Project completed by the Manpower

Evaluation and Development Institute in 1970 found that this migrant pcpu-

lation was 75 percent Mexican American and 19 percent Black, with a
remaining 6 percent Native Americarn, Puerto Rican, and othevs. There are
no current figures concerning the numbers of Spanish surnamed and/or |
Spanish speaking #izrant workers, but estimates range from 70 to 85 percent.

The patterns of the migrant streams have changed in recent years.
Because of increased job opportunities, many Blacks have been able to drop
out of the eastern stream. Migrant families from the Rio Grande Valley now
move to states such as Florida and New York and other eastern states, as .
well as to ths western agricultural states. A recent survey by the state
of Florida indicated that 75 perceat of the migrant children in Collier
County, Florida, are Mexican American. The Spanish speaking migrant now
works and lives in 48 states.

This monograph is concerned with the development of special programs
for Spanish speaking migrant children. Because these children are migra-
tory, they have special social and physical needs, and programs developed
for thgm cannot focus sé&ely on academic needs and classroom activities.

. Comprehensive programs must consider and, if possible, include the family
and the community in order to meet the needs of the children as completely

{

as possible.

Tne fact that Spanish speaking migrant children have difficulty N
speaking and understanding the English language both affects, and, in many \ .
l g }
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cases, determine the implementation of migrant programs. For this reason,
this paper cites much of the literature currently available in bilingual
edvcation, and attempts to point out that which is relevant to Spanish

. <
speaking migrant children. The learning process of a Spanish speaking

migrant child is not much different from the learning process of a Spanish

speaking non-migrant child, although studies have shown that there may be

significant differences in learning processes between children of different -

cultural groups.

There are many diffir ies i implementing English as a Second Language
(ESL) and bilingual education programs for migrant children. Little Py
little, through implementation of such programs and further research, better
comprehensive services can be develcped for Spanish speaking migrant chil-
dren in the future. Since bilingual education of migrant students has only
become important nationally withia the pas. ten years, much work remains

yet to be done in program development.




RATIONALE

Definitions

Children of limited English speaking ability have been defined as

those "who were not born in the United States or whose native language is

& language other than-English, and (children) vho come from enviroments

vhere a language other than English is dominant. . . and by reason thereof,
have difficulty speaking and understanding instruction in the English
language" (United States Commission on Civil Rights Clearinghouse, 1975:

p. 196). This definition certainly includes large numbers of migrant
children.

There are basically two types of i{nstructional programs that can be
utilized with these children--bilingual education and English as a Second .
Language (ESL). The two terms are often confused, and thus are carefully
defined here.

According to the Bilingual Education Act of 1974, a bilingual educa-
tion program is one in which there is "1nstruction given in, and study of,
English, and, to the extent necessary to allow a child to progress effeé—
tively through the educafional gystem, the native language of the children
of limited English-speaking ability, and such instruction 1s'given with
appreciation for the cultural heritage of such children, and with respect
to elementary instruction shall, to the extent necessary, be in all courses
or subjects of study which will allow & child to progress effectively
through the educational system" (PIL. 93-380). More simply stated, bilin-

gual education makes use of two languages to instruct a child who has only '
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. a limited command of English so that he can progress effectively. The
amount of time spent in each of the two languages depends on the child and
his skills in each language. Bilingual education, as del’ined by law, also
includes bicultural education, which means that bilingual programs must be

sensitive to the child's cultural heritage.

An ESL program is a planned instructional program for teaching lis-
- “tening, speaking, reading, aﬁ&vﬁfifi;éiiﬁiﬁngii;ﬁ to children whose native
language is not English. The ESL program methods used to teach foreign
language gducation, focuses on the sound, structure, and vocabulary of the
English language. ESL requires long periods of intensive instruction.
Although it is an important component of any bilingual program by itself,

ESL is not bilingual education, since bilingual education laws require

that children be taught partly in their native language.

Judicial and Legislative Support

In recent years bilingﬁal education and ESL have received support from
several different sources. The first Bilingual Education Act of 1967 -
allocated monies for the development of bilingual demonstration programs,
and federal support has been increasing since that time. The Lau vs.
Nichols Supreme Court decision of 1972 gave further suppért to the concepts

of bilingual education and the teaching of English as a second language.

In the court decree, Justice Douglas stated: 'There is no equality of
treatment merely by providing students with the same facilities, text books,
teachers, and curriculum; for students who do not understand Engl’'sh are
effectively foreclosed frou any meaningful education" (Supreme Court

Opinion 72-6520, p. 3). The Court did not specify any remedy, but stated
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that ESL and instruction in the child's native language will help migrant .

students receive this "meaningful education.”

The Equal Educational Opportunity Act of 1974 focused on thé responsi-
bi)ities of school systems and decided upon and defined actions which effect
a denial of equal educational opportunity. The Act states that "the failure

by an educational agency to take appropriate action to overcome language

barriers that impede equal participation by its students in its instruc-
tional program (United States Commission on Civil Rights Clearinghouse,
1975: p. 197) constitutes a denial of equal education opportunity.' The
growth of bilingual education and ESL programs has received further impetus
from other legislative and judicial decisions at the federal and state

levels.
Relevancy to Migrant Children .

According to a recent definition, a "'currently migratory child' is
a child who hat moved with a parent or guardian within the past twelve
months acress a school district boundary or boundaries in order that a
parent, guardian or member of his immediate family might secure temporary
or seasonal erployment in an agricultural or fishing activity" (Federal
Register, July 8, 1975: p. 28624). Slightly more than half a millien of
these children are enrolled in the Migrant Student Record Transfer Sysatem,
a#d there may be half a million more children who can be defined as migrant
who are not carried on these roils. If 75 percent of these children are
Spanish speaking (a -onservastive estimate), there are at least 375,000
enrolled migrant children and as many as 375,000 non-enroiled migrant

children who could benefi: from bilingual or ESL instruction. These .




. children have special needs because of their mobility, and special needs
because they don't speak much English. Too often in the past they have
been looked at as "problem children" only because their needs are different.

Perhaps the brst example of this "problam" point of view appeared in the

May, 1975 Education Briefing Paper on migrant children which stated: "To

make matters worse, many of them can't speak English" (p. 1).

As shown in the past, a regular school program cannot meet the needs
of these Spanish speaking migrant children. Without a nationally coordi-+
nated migrant program, local educational districts cannot provide the
educational continuity these children so desperately need. And without
well organized ESL and bilingual education programs, these children will
effectively be denied equal educational oppurtunity.

An agency at the federal level needs to assist states and local

. school districts in providing educational continuity. Since migrant chil-
dren do not remain within fixed geographic boundaries, such as school

districts and states for long periods of time, and since they may not

attend school at all for weeks at a tire, the federal government must take
the responsibilitv for assuring that these cbildren receive relevant aad
continuous educational opportunities. Since most migrant children are
Spanish'speaking, ESJ, and bilingual education must continue to be 1mp5rtant
thrusts at the national level. ~

Statec that share the same children need to work together in order to
provide better educational services. In many cases, stage educational
agencies can provide strong leadership in the development of local educa-

tional programs. State agencies can take the initiative in providing

‘ training and technical assistance to local school districts which do not
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have the resources to serve their Spanish speaking children effectiveiy.

State migrant personnel can also be instrumental in providing materials

for local programs. Successful jnstructional programs are most likely to

result when personnel at all levels work together to develop them.




PROGRAM PLANNING CONSIDERATIONS

Pre-Program Assessment

Joshua Fichman and John Lovas, in the article, "Bilingual Education in

Sociolinguistic Perspective" (1970), stated that realistic societal infor-

mat{on is needed in order to establish realisfic educational goals. In
other words, any successful educational program must mgét the née@s of the
community and generate community support. '

Making a pre-~program asse;sment of migrant communities' and students'
needs may be pafticularl&&difficult to accomplish. Oftean program adminis-.
trators.do not know when children will afrive; where Fhey are froﬁ, or what .
their needs are. Determination of community needs and desires is complicated
by the fact that migrants live in more than one community in the course of
their work. Not only do these factors frustrate planninéT;E the local

level, they undoubtedly contribute heavily to the rather fragmented educa-

tion migrant children currently receive.

- I3
2]

While there are no easy solutions to these problems, some programs
have made attempts to sélve them. In places where the pattern of migrant
movement is fairly stable, p.rsonnel at the receiving site can communicat;
with personnrel in the home base state in order to conduct a pre-program
assess;ent. Questions that need to be asked include:

*How many limited English speakers live within the migrants'
home base community?

*How many bilingual persons are in the community?

*What Qre their skill levels in each language?




«Whichk langﬁages are increasing or declining within the total
home bezse communicy?

+Are students moving into or out of the home base communi*y?

*What are the community's attitudes toward English as a second
language and/or bilingual education?

*What are the students' levels of subject matter achievement?

To obtain enough information to answer these questions, interstate

.
cooperation is a must. A program that has children for only a short period

of 'time must inte£act with the home basg location in order to know what the
. children and thelr community need.

’ Once all the basic community information is gathered in the pre-
program assessment, there are still several critical factors which affect
moael gelection. These factors concern general student characteristics

and program administration as related to funding.

Grade and Age Level. Grade levels of students must be carefully

considered in model selection. A group of recently immigrated high school
students who do not speak Englieh will certainly have a more urgent need
for an intersive ESL program than a group of kindergarten children who do
not speak English., Pre-kindergarten children who do not speak English will
probably have a greater need for bilingual education to further develop
concepts they have already established in the home language and to foster
home-preschool continuity.

Length of Stay. The students' intended length of stay in the program

is another critical factor. A program that has students for six months of
the year would have more options for model selection than a program that
has students for shorter periods of time. This time factor may not be as

important if the receiving site has coordinated with the home base site to
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minimize differences in instructional procedures and materials. The length
of time needed to introduce a child to an instructional situation versus the

total length of time the child will be in the program must be analyzed.

Integration with or Segregation from the Regular School Program. The

fact that Title I Migrant monies may not be used to supplanh regular school
functions and services has a great bearing on model selection and program
implementation. A program operating within a school system that only .
releases migrant children for an hour a day for special tutoring, for ex-
ample, cannot 2xpect to offer those ctfldren a “ull bilingual program under
the auspices of the migranf program. A supplementary ~igrant program must
focus on the special instruction which is not available to the chtlgren in
the regular classroom. Migrant personnel working under such reséricted
conditions might‘encqurage local school personnel to provide a bilingual
program with other funds.

Whether or not limited English speaking migrant students are inte-
grated int® classrooms with native English speakiné students (migrant or
non-migrant) will affec~ the ratg at which they learn English. A small
group of limited English speaking students exposed to a large group of
English speaking students will tend to learn English much faster than a
large’group of limited English speaking stu&ents exposed to a small group
of Englich speaking students. It is natural toc interact énly with those
who speak one's native language, especially for older students and adults,

but such intieraction inhibits their ability to learn the second language.
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Selecting 1 Program Model

Several researchers and practitioners have developed models and
typoiogies for ESL and bilingual education. Fishman and Lovas (1970)
defined their program types in terms of differences in community and
school objectives. They arrived at the fﬁur broad categories of: (1)
transitional bilingualism, (2) monoliterate bilingualism, (3) partial
bilingualism, and (4) full biiingualism.

Bruce Gaarder, in "Organization of the Bilingual School" (1967, pp.
110-120) does not consider transitional bilingual education to be true
bilingual education. The factors he considers in his typology are: the
number of student linguistic groups, the particular languége added, mixing
and/or segregation of classes, and time allotted to and treatment of the
languages in the curriculum. He gave examples and descriptions of six of

the eight organizational patterns.

I; "A Typology of Bilingual Education" (1969), William F. Mackey
Aeveloped a typology of 90 differ:at models based on the languages used in
the home, in the school, in the area, and in the nation. He further
characterized curriculum in terms of transfer or maintenance, direction
(acculturation or irrendentism), distribvtion (different or équal), and
chgnge (romplete or gradual).

;Uﬁfortunately, many of these models and grpologies are not épproptiate
for delcr}bing programs for-migrant children for various re&sons. lrirst,
gigrant children are often not in one school long qnough to establish the
educational continuity which i{s an integral part of many of these models.

Second, -the restrictions placed on the use of Title I Migranh monies by the




‘ supporting legislation does not always permit migrant programs to be
fully integrated into the regular school program. Often such full inte-
gration can only be accomplished through the use of different funding
sources.

This section attempts to isolate several differen. ESL and bilingual
education models which can be implemented for migrant children. Each is

described and its advantages and disadvantages discussed.

ESL Models
Intensive ESL
An intensive ESL program as described by Mary Finocchiaro (1969)
is one designed specifically for English oral language development for
limited English speaking students. It is not the same as a language
. development program for students who already speak English, as the progrlam
makes a conscious effort to teach students the features of the English

sound - -ture, and vocabulary systems. The prcgram does not encourage use

Vaganity

of the 3tudents' native language. Limited English speaking students are
isolated from native English speaking students for the major part of the
day for intensive ESL instruction.

An intensive ESL program could be used in a summer program to teach
migrant students as much English as poseible before the regular school year
(which shoulﬁ iqclude follow-up instructi;n). Intensive ESL may be‘espe—
cially upefu%_;itﬁ small groups of older migrant students who may not be in
aschool much lgnger, and thus need ‘to obtain as many English skills as
possible in a short time span. This program could also be used during the

regular schoeol year for migrant pre-schvolers to prepare them for a




monolingual English elementary school. Bec-use children given this pro- .
gram would face a radical change in environment, extreme care should be

taken to maintain a strong relationship between home and pre-school to

provide the children with the proper emotional support.
| ‘ Probably the main disadvantage of an intensive ESL program is that it
does isolate limited English speaking migrant students from important con-
tact with native English speaking students. This peer interaction is an
important learning tool that is often forgotten in education. Such
seg;egstinn can cause fragmentation among student populations unless a -

special effort is made to bring them together in other activities.

Pull-Out ESL

In the pull-out ESL model as described in A Better Chance to Learn:

Bilijghl-nicultural Education (United States Commission on Civil Rights '

Clearinghouse, 1975: p. 81) the student receives instruction for a portion
of the day from an ESL teacher and participates in the reéular English
classroom instruction for the rest of the day. Such a program can be
valuable for a migrant student who has enough skill in the English language
to benefit from regular instruction, but who needs additional work in areas
luc; as voc;bulary development. Before assigning a migrant child to a

pull-out ESL program, program directors must be sure that the child does

-

1

. indeed havé eA;uéh skill in English to benefit‘from'regﬁlar English class-
rcom instruction. A pull-out éSL program is also an appropriate follow-up
for migrant atudents.who have already been in an intensive ESL program. The
fact that migrant students are gith their native English speaking peers for

the major portion of the day undoubtedly facilitates their learning of

English.
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‘ ESL support T:/pe Ccmponent

The concept of an ESL support type component was introduced by
Muriel Seville-Troike (1974). An ESL support type component is included
within tne regular classroom instruction, and provides migrant students
with necessary English language skills, as well as the opportunity to use
these skills in a real situation. A professional or a trained paraprofes-
sional could provide support type activities for English as a Second
Language and integrate them into the regular content areas. This approach

would also ai.ow for a great deal of individualization for limited English

speaking migrant students.

The main advantage of an ESL support type component is that the child
learns a certain amount of subject matter as he receives language 1nstruc;
tion. Furthermore, integration of limited English speaking migrant students

‘ with native English speaking students promotes their learning of English.

Bilingual ﬂodels
Trangitional Bilingual Model

In trénﬁitional bilingual programs, the student's native language is
used to tesch subject matter while the student is in the process of
learnig Enélish. The native language is used as.a tool to teach English.
Title VII legislation and most state bilingual education laws mandate’
transitional programs. 'S-evaraI ‘state laws mandate that students be enrolled
in ; transiéional program for a period of three &ears, or uﬁtil they a;e )
proficient in English.

Transitional bilingual programs are certainly a step forward for

staies in which it was previously illegal for a language other than English

‘ to be used in the classroom. Using the scudent's native language allows
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him to further develop skills he has already begun to learn while he is
learning E;glish. It helps develop strengths the migrant student brings
from home, and thus promotes 2 stronger home-school relationship.

Because of the length of time necessary to effect a transition from
Spanish to English,{xsaget migrant students must be in the program for a
substantial span of time, and there must be a high degree of enrollment
carry-over from year to year. The effectiveness of a transitional bilin-
gual program is increased through strong coordination between the home base
site and the temporary site. One such program has been successful in pro-
viding the same curriculum, the same support services, and even the same
staff while the children migrate (Bilingual Mini-School Tutoring Project,
1972-75). Accomplishing this sort of coordination is by no means an easy

task, but it is possible.

Maintenance Bilingual Education

Maintenance bilingual programs encouragc the student to develop and
maintain both languages and encourage academic growth in both languages.
To be most effective, maintenance bilingual programs must be continuous,
pre-K tr post-secondary.

Some bilingual educators feel that maintenance bilingual education 1is
an ideal toward which committed profesqionals should be reaching. They
'ﬁoint out society;é neea for individuals who are fully bilingual. Transi-
tional bilingual programs tend to phasé out noﬁmEnglish language,‘although
it may be considered as important as English. The disagreements between
those who favor maintenance education versus those who favor transitional

bilingual education are based on involved sociolinguistic, economic, and

113
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political factors which will probably remain entangled for years to
come.

Maintenance bilingual programs have many of the same operational
requirements as transitional bilingual programs, except that they are con-.
tinued over a much longer period of time. Migrant students in these
programs must be at one site for a substantial amount of time, or else
there must be very strong cooperation between the home base site and the
receiving site. A maintenance bilingual program could best be implemented
in the home base site to vinich a large majority of the same families re-

turn each yYear and in which loyalty to the mother tongue is strong.

s

Supplementary Model )

A supplementary bilingual model (Models of Bilingual Education,
Spring, 1972) can be used to give migrant studencs partial bilingual
instruction. This model requires .nhat limited periods in the school day
be set aside for instruction in the native language If students are in
need of ESL instruction, it is given at a separate time. The sﬁpp;ementary
bilingual model can be used in conjunction with any of the ESL models.

Many bilingual educators ho not consider such a supp’ementary program
to be a true bilingual education program. Nevertheless, {t 18 used by

some school system; which for varioJé reasons have not been able to

implement full bilingual programs but which wish to provide limited English

speaking children with some instruction in their native language. Because

‘of restrictiens pIaéed on the use of Title I Migrant monies, the supplemen-
tar& bilingual program sometimes provides the only means by which a small

group of Spanish speaking migrant students can receive native language




instruction within a large no1-bilingual school system. The supplementary
bilingual progrvam can reinforce concepts the migrant student learns in the

regular classroom as well as improve his self-concept. E aximum effec-

tiveness, there must be close contact between the reg assroom teacher

~

and the native language arts teacher. "

Establishing Instructional Program Goals Based on Model

Administrators,‘staff, and community must define the goals they hope
to afyieve within given time limits in order to determine which bilingual
and/or ESL model they wish to implement.

Once they have selected an appropriate program, progrem administrators
decide how to pace and measure student growth in language proficiency in
both the subject areas and the affective areas. The staff must determine
students' initial skill levels and décide upon valid ways of measuring
student achievement. Stucent growth is most often measured in terms of
tests, checklists, inventories, etc., but other factors, such as increased
attendance and decreased drop-out rates, can be very valid measures of
program success.

Many programs establish goals for themselves in areas other than

‘{nstruction. As program managers become more sophisticated, they establish

.. measurable objectives for themselves ir nanagement. Objzsctives can also be

establighed in the areas of curriculum materials development, staff develop-
ment, parental involvement, and support services. The Pasco, Yashington
project reports (1972-75) give excelient examples of how to develop progranm

objectives to meet program goals.




' Tnstructional Program Staffing to Meet Program Goals

Unfortunately, instructional goals are more often determined by the
sk‘lls the instructional staff can teach rather than the skills the chil-
dren need. Becauvse of the shortage of qualified ESL and especially of
bilingual teachers, careful staffing for migrant programs is critical.
Although program administrators establish overall goals for.a program,
classroom teachers and aides have the responsibility for establishing more
specific goals and objectives for individual migrant children.

The administrative staff must have a clear understanding of what skills
are necessary for the migrant teaching staff to meet the overall program

goals. Mary Finocchiaro, in Teaching English as a Second Language (1969),

described the required competencies for ESL teachers. Some of the compe-
‘ tencies she listed were:
insight into the students' linguistic and cultural background;

indepth knowledge of the features of the English sound, grammar,
vocabulary, and cultural systems;

skills in the methodclogy of teaching English as a second
language;

skills and techniques in grouping;

skill to utilize and develop instructional materials consistent
with program objectives and students' neecds;

ability to diagnose and evaluate individual student progress;
and

ability to provide a positive classroom environment and develop
positive self-concepts.

In addition to this list, ESL teachers of migrant children should
have a good undetstandlng of the migrant child and his iifestyle. The

ability to communicate with the migrant parent is also an important skill.

TR ' '




At a conference sponsored by the Center for Applied Linguistics,
bilingual educators proposed guidelines for the preparation and certifica-

tion of bilingual bicultural education teachers (The Linguistic Reporter,

October, 1974). According to this conference, migrant program administra-
tors should consider the following aveas in selecting staff:
personal qualities; : WS
laﬁggagé proficiency;
inouledge of iinguistiLﬁ; -t
knowledge and skiiis in cross-cultural seftingé;

skills in instructional methods;

skills in curriculum ucilization and adaptation;

.
<

"skills in assessment; B

skills in school-community relatiogs; and
experience in supervised teaching.

Once the admigistrators of a migrant program have defined the staff
gkills necessary to meet their program goals, they can interview potential
staff members. The classroom staff should include both professionals and
pnraprofeasion;ls. Very rarely, if ever, will program adminiptrators be
able to asscmble a staff with all the required éﬁmpetencies. A careful
inventory must be taken to ascertain what skills the staff members have
" and what skills they need.

As the teaching staff's skills and competencies are gssessed, a prograx
of preservice and 1nservice training can be planned to meet their needs.

It is at this point that state bilinguél and migrant staffs, local universi-
ties, and outside consultants can be useful. Training goals and objectives

should be established by teacher trainers skilled in the areas of migrant




. education, bilingual education and/or ESL, in conjunction with classroom
staff. Classroom personnel often know their own needs far better than
anyone else.

Many universities have ESL teacher training programs, and a growing

number of universities offer training in bilingual bicultural education

from the aide level to the doctoral level (see Appendix A for a 1ist).
The Training and Resource Centers funded through Title VII also have
_technical expertise in these areas (see Appendix B for list). Personnel
at these institutions can be utilized to etructure training programs
N particularly relevant to the needs of teachers of migrant children.

A series of manuals for teacher training entitled New Approaches to

Bilingual Bicultural Educ.tion (1974) has been developed by Manuel Ramirez,

P. Leslie Herold, and Alfredo Castancda. These manuals deal with theories

‘ of bilingual bicultural education, theories of cognitive learning styles
of Mexican American children, and ways of implementing these theories in
the classroom. The booklets could greatly assist a migrant program to

establish its own structure for staff training.

Parent and Community Involvement

Parent and csmmunity involvement in planningla migrant program should
begin before the staff is selected. Parents and communiiies should be
involved with pre-program assessuent and‘Successive phases of planning,
implementation, and evaluation. Migrant parents and community members
should be consulted on policy and decision making an& on setting program

goals and objectives.
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Unfortunately, migrant parents are frequently not in th; community
when most of the planning is done. The typical migrant workday of up to
four.een hours leaves most migrant pareits with very little Fime in which
to involve themselves in schoql programs. Still, effective communicat lon
with parents while they are still in the home base state can sometimes
increase parent parcicipation in decision making. Migrant program directors
are encouraged to talk with community leaders who msy themselves persuade
parents to become involved with the program. -

The La Grulla - Ephrata program, which is a cooperative effort between
the states of Texas and Washington, has developed an innovative technique
for involving parents (Bilingual Mini-School Tutoring Project, 1972-75).
All migrant parents or family members who give time to the program receive
hourly payments in the form of vouchers. Their activities range from
working with students in the classroom and assisting with special field
trips to building shelves and painting, etc. The Parent Committee decided
that all money earned through workinmg in the pogram wousd be donated to a
special fund which is controlled by the committee. To date, the funds have
buen used to make emergency loans to families, to buy playground equipment,
and for special holiday parties for the children and families. Thus, the
money inveafed in parent involvement has benefited the program in many ways.
Other programs have encouraged parent involvement by giving one free hour
of pabysitting for each hour worked in the program.

Not only ;hOuld migrant parents be involved in their children's educa-
tion, but also in educational programs for themselves. Parent education
programs must be carefully planned to insure that they do reflect the needs

and desires of migrant parents and are convenient for them to attend. Adult
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educational programs can also be extended to include older teenagers. Some
such possibl. programs include ESL classes, high school equivalency (GED)
or consumer education classes. To involve the migrant parents furtbher in
their children's education, a toy lending library could be implemented.
This type 9f program would not only provide toys to families, but would
also teach parents how to play with their children to promote their
cognitive and psychomotor development. Previously successful programs

have included nutrition education classes for parents. Such classes teach
migrant parents how to prepare nutritious inexpensive dishes as well as the
basic concepts of nutrition. A well-plénned adult migrant program might
stress the cultural food preferences of the parents and introduce new but

inexpensive "American" dishes.

Finally, parents shouldsgg\éﬁpieygguig instructional personnel and
support staff whenéver possible. Parents on a migrant staff provide a
most important link between school and community. Furthermore, parents
who assume jobs in-instructional programs may no longer need to work as
migrants. And as migrant children begin to see community parents in the
classroom, they may become more aware of job opportunities outside the
migrant stream.

The permanent residents of the host community should be involved ;s
much as possible in migrant programs.' The cooperation of the grower or

<

farm manager can be most important. Such permanent residents must be

convinced that thu advwantages of a migrant ptbgram for children outweigh

possible unpleasant consequen&es for themselves. Involvihg permanent

-

community members in the program can do much to break down traditional

barriers between the host community and the migrants.




. Support Servi-ces

Support services must be an integral component of a migrant program.

‘A chi}d who is not healthy and does not have a well-balanced diet will not
‘leiru well in the classroom. Before the migrant children arr.ve, contacts
for support sefvices must be made, and a file listing available services
must be started. A plan for conducting the child and family needs assess-
ments for health ard social services and for providing follow-up services

should be developed and person(s) responsible for each arpect ;hould be
designated. The Migrant Student Record Transfer System should provide the
besi¢ medical record keeping system, but ggch program will need its own
social services record keeping system.

General arrangements for medical and dental check-ups must be antici-
pated. Special consideration must be given to locating either support '
services personnel who can speak’ the language of the students and the (
parents or staff who can translate. A bilingual staff may be useful in
uocigl service areas such as food stamps, Me&icaid, anq possibly housing.

Food services must alsp be plamned before the students arrive. Many
programs have nade special efforts to incorporate the students' ethnic
foods into the food services frogram. A parent advisory'committeé can

provide innovqtive ideas for food services.
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CLASSROOM CONCERNS

-

The program staff must decide hov to organize the classroom to meet
the program gcals and the needs of individual migrant students. The
program model selected will do much to structure the classroom program and
schedule. The basic strategies for ESL and bilingual classrooms are dis-

cussed in tﬁis section.
The ESL Classroom

In an ESL support type program, the biliﬁguél instructor works in the
classroom alongside the regular classroom teacher. While the classroom
teacher is carrying out regular activities, the bilingual instructor assists
limited English speaking students 1ﬂlunderstand1ng the concepts presented
as well as in gaining English second fénguage skills. The teachers plan
classroom activities together.

Teachers must decide how much time will be devoted to ESL‘activities
each day. Time spent on ESL should depend largely on the students' ages
and attention spans, as well as upon how much they could learn iaformally
from native English speaking séudents in non-academic situations such as
physical education, art, music, etc.

Listening and speaking are the skills emphasized for beginning ESL
students and for younger students at any proficiency level. It should be
emphasized that placing a limited English speaking student in a remedial
English language arts program primarily designed to teach reading does

very little‘to teach the child English. Learning to read is a complicated




task, ard a child cannot do it well unless he has good listening, comprehen- .

sion, and speaking skills.
Children needing ESL instruction will be a' a variety of skill levels,
and will probabiy need to be grouped for imstruction. Careful grouping

by skill rather than age level will make the CSL teacher's task much easier.
The Bilingual Classroom

1f a school system selects a supplementary bilingual program, instruc-
tion 1; the native language will be given during a set aside portion of the
day, usually by a teacher employed specifically to teach migrant children.
_ The regular classroom actiQities will remain fairly much the same, although
the OUpplementary clisses should be coordinated with the regular classrocm.
In both the maintenance and the transitional. bi‘ingual pro;rams,
classroom schedules and organization must be structured to provide children Q
with exposure to-and prac;ice in both languages. Some programs rezomhend
that language use should not be structured and that there should be free
alternatinn of languages. Speclalists in child 1adgg§ge acég}silion
gencrally disappfove of this practice, saying that langua;éguéhoyld
definitely be kept separate 8o children-;ill not confuse the tw;. ;ihes;
researchers feel that free alternation of lagguages wi}l result in one’
"pixed language" instead of two independent language systems.
There are various ways of separating the two languages in the class-
too;. One alternative is to separate languages according to subject:
matter; for example, language arts and social studies may be taught in

Snanish, math and science in English. A second alternative is to divide

language use by time; for example, in the morning Spanish is uced, in the ‘
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afternoon English is used. A third . .ternative, which can be very appro-
priate for a team-teaching situation, is separating the languages by

teacher; e.g., the children speak English with Ms. Smith and Spanish with
Mr. Garcia. A good discussion of classroom design appears in A Handbook

for Bilingual Education (Saville and Troike, 1971).

As with ESL, consideration must also be given tc grouping childred
for various ac ivities. Migrant children will arrive with a wide range of
skill levels and language levels. Some may speak no English, and some,
though Spanish surnamed, may speak no Spanish. Their instructional needs
will obviously be quite different and many activities will have to be done
in small groups or on an 1ndig}dﬁa1 basis. Classroom aides and parent
volunteers‘can be most important in these efforts, but it is still the
responsibility of the classroom teacher to organize the classroom and handle

the basic groupings.
Materials

Instructional materials are important to an educational program.
Materials often structure much of the classroom activity. Properly selected
commercial materials can help the teacher provide a well defined scope and
sequence of instructivnal objectives. Well planned and developed teacher
made materials can provide an extra spark in student learning.

Bilingual ana ESL teachers are fortunate that in the past few ye;rs
more and more instructional materials have become available. While many
materials will not fit any given program because of the differences in local

language and culture, there are still many other materials available that

can be adapted. The Bilingual Education Service Center of Illinois has
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produced a document, Curriculum Materials for Bilingual Programs (Alvarado,

1973y, which lists 3400 titles of materials in Spanish and English, and a

supplement which lists an additional 675 titles (DeHoogh ipd Swanson, 1974).
Por each title, the subject, the suggested grade level, the medig, the
publisﬂer, and the distributor are listed. Undgr a grant from the National
Institute for Education, the Educational Products Information Exchange
Institute evaluated over iOO Spanish language arts series in the EPIE

Report: Number 73, Selector's Guide for Bilingual Educa* ‘on Materials

(1976). A second volume, EPIE Report: Number 74, Selector's Guide for

Bilingual Education ¥ .terials, Spanish “Branch" Programg, evaluated in-

structional materials in various subject areas. Those seports should be
most helpful for migrant programs in the process of selecting materials.

The ESL classroom needs materials for éeaching English vocabulary,
structure, and pronunciatio.a. Colorful pictures and audiovisual aids seem
to be some of ;he best tools for teaching language. Puppcts and many
everyd?y objects can be necessi in the classroém. If the ESL teacher
plans to coordinate ESL activities with the regular classroom activities,
she must have materials that will focue on the classroom curriculum areas.
These materials can be teacher made, or student made, or come from a
variety of commercial sources. Often, one student teaching another with
materials he has made stimulates learning.

The bilingual classroom needs materials for language arts in botn

languages, as well as materials in other subject areas in the language in
which the subjects will be taught. It is most important that the materials

selected be appiopriate for the local language and culture. While few

commercial materials will reflect a localized dialect, they can still be .

.
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used successfully with children. Curriculum developers are now leaning
toward the use of a standard "international" Spanish, rather than localized

dialects. Adaptation of materials by local migrant teachers can bridge the

gap.

The Reading is Fundamental Program and Proyecto Leer are excellent

sources for leisure reading materials in Spanish and English. Leisure

reading materials are important for establishing a habit of reading in

children. Other sources of materials are the materials development centers

and the dissemination and assessment centers funded through the Bilingual

.

Education Program (see Appendix B).




MEETING INDIVIDUAL STUDENTS' NEEDS

~'l'hs academic and social growth of each and every student is the
ultimate goal of any instructional program. To tailor anreffective instruc-
tional program for each migrant student, the teacher must determine what
skills each student has and what skills he needs. Ongoing diagnosis and
evaluation of student prcgress is necesaar& during the course of a program

to redirect teaching efforts
Cognitive Nee?a

To insure the most effe;tive teaching of a limited English speaking
-1g;ant child, his teacher muét quickly determine his ;;111 level in the
‘English language, the content areas, and, for o bilingual program, his

skill in the native language. Teaching a child a skill .that is ivappro-
priate for his level is a waste of time that a teacher of migrant .(hildrem .
cannot afford. Although much information is available on the Migrant Student
Record Transfer System, each teacher must do some testing and di.gnosis.
Tests of varying quality are available for diagnosing language pro-
ficiency, language dominagycy, and academic achievement. The book,
Evaluation Instruments for Bilingual Education:  An Annotated Bibliography
(1975), describes instruments that may be used with migrant children, and

is available from the Dissemination and Assessment Center for'Bilingual

Bicultural Education. The Northwest Regionni Educational Laboratory has

evaluated language dominancy instruments in the publication Oral Language

Tests for Bilingual Students: An Evaluation of Language Dominance and
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‘ Proficiency Instrumentg (1976). These tests may be particularly helpful
v
for ESL and native language placement. As with instructional materials,
care must be taken in selecfing instruments to be sure that the&rare appro-

priate for the student population and will give the information necessary

for instructional program planning.

An instructional program is designed, or prescribed, for each child
based on the diagnosis of each child's skill level. The prescriétion sets
general goals (e.g., Juan will improve his pronunciation) as well as
specific objectives (e.g., Juan will pronounce v as in vase). The goals
should provide sequent}al and continuous growth in English, the Eontent

fhreas, and in the native language if the program is bilingual. Goals for
/

-~

individual student achievement should be consistert with overall program
goals.
‘ The classroom environment should be organized so that the individual
child can master the prescribed ekill in the learning strategy that best
A suits him. Activities that can be very effective at times include work at
learning centers, individual work, and small group work. Sometimes a stu-

dent can master a skill most effectively with one-to-one tutoring by a

teacher, aide, volunteer, or ‘specialist. Ramirez points to some interesting

concepts or the different cognitive learning styles in New Approaches to

Bilingual Bicultural Education No. 4 Field Sensitivity and Eield Independence

in Children (1974). He states thdt Mexican American children tend to be
"field-sensitive" and work better with their peers, whereas Anglo children
tend to be "field-independent” and work better by themeelves. Acgording to
this, the American school system, which traditionally emphasizes indivi-

dualism and competitiveness, is not providing the noft efficient learning
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situations for Mexican American children. For many of them, group learning
activities may be much more appropriate. Ramirez's theories on the cooper-
ative behavior of Mexican American children as opposed to the competitive
behavior of Anglo children have interesting implications on how learning
situations should be structured for Mexican American children. Administra-
tors and classroom teachers dealing with Mexican American migrant children
should be familiar with Ramirez's concepts.

The initial diagnosis and prescription are only the beginning of the
testing process. After the child is taught each objective, his learning
needs to be evaluated and new skills to be learned prescribed. ‘Ongoing
diagnosis and evaluation can be done daily, or, at a minimum, weekly.
Continual evaluation needs to be done not only to measure the student's
growth, but also to measure the effectiveness of the activities the teacher
has structured. Ongoing diagnosis and evaluation can be done in a variety
of ways, including teacher observation, checkliats, and criterion refer-
enced tests. Norm-referenced tests are ususlly used at less frequent

intervals than needed for ongoing classroom planning.
Affective Needs--Biculturalism

A child's positive self-concept is necessarily related to a positive
concept of his home. Therefore, it is almost impossible to speak about a
limited English speaking migrant child's affective needs without talking
about a biculturaliss in the classroom. Numerous studies have shown the
relationship of children's self concept to their academic achievement.

Regardless of the program model, affective needs must be met.
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Biculturalism is espccially important for bilingual programs because
of the close relationship of the language to the culture. Biculturalism’
can also be an important part of an ESL program because it makes childrén
feel‘that the home culture is accepted while introducing a new culture. A
bicultural enrichment program can help foster mutual respect and under-
standing between Spanish speaking migrant students and Anglo students.

Biculturai enrichment can be integrated into core subject areas such
as language arts and math. A student can just as easily learn to read if
he is reading about Juan and Maria rather than Dick and Jane. The values
and lifestyles of Juan and Maria (who are hopefully not just Dick and Jane
colored brown) may be similar to his own. In math, it is just‘as efficient
for a child to learn to count objects that are culturally relevant to him
rather than unknown objcct;.

It should not be hard to bring bicultural elements into the areas of
social studies, music, and art, as they are "“naturals" for studies of cul-
ture. Holidays, varying styles in clothing, and geography can be taught
migfant studeﬁts in all grade levels partly by showing them examples in
the community. Music and art can show students that there are many creative
outlets in all cultures. Nutrition education and food experiences may be
studied in conjunction with social studies and the arts. Nutrition educa-
tion can teach migrant children ways 1; which foods within their culture
are good for them, as well as introduce them to foods that they have never
experienced. A creative nutrition education program . .uld structure food
experiences around varicus cultural topics. <
Career education can be used to point out many positive aspects of

bilingualism and biculturalism. Through studies in career education,

130°%




migrant students can learn about many job opportunities which will be open
to bilingual students who complete high school and/or college. Students

at the elementary level and even at the kindergarten level are not too

young to become aware of various career options open to them.

Using migrant parents in the classroom also promotes biculturalism.
Parenqg can be used as assistants for special events such as field trips
and parties, as well as in the everyd#y'classroé; curriculum. A migrant
parent may have a speciai taleat in cooking that he or she can share in
a nutrition education class. Ancther migrant parent may be musically
talented and may be proud to teach the children songs or how to play
vaéiouu musical instruments. A creative science lesgon could include a
study of food producing plants with a migrant parént taking a large part
in the discussion. The opportunities for involving migrant parents in
the classroom are limited only by a teacher's imagination.

Finally, bicultural education should teach not only an appreciation
of the home cylture, but an awareness of and an ability to deal with the
dominant culture. The purpose of such education is to give the migrant
child skills to deal with those different from himself and to increase
his options in adult life. Bilingual education is especially critical
for the migrant child who may be isolated in rural areas away from the
dominant culture. Migrant students can learn much from field trips to
department stores, factorlies, offices, etc. If his education is success-

ful, eventually the migrant child will feel that he does indeed possess -

the ability to cope with aearly everything in this multi-cultural, multi-

lingual world.
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PROGRAM EVALUATION AND DISSEMINATION

Evaluation 13 an essential part of any program, necessary to measure
the success of the past efforts, as well as to insure successful planning
in the future. Methods of program evaluation must be decided upon before
the program in question is ever launched.

Programs may be evaluated in the areas of management, staff develop-
ment, education, parental involvement, and support services (social
services, health, nutrition), among others. Evaluation can be carried out
in terms of process (for example, what activities will we carry out to
meet our goals?) and produce (for example, what will the end result be?).
Both the process and the product evaluations must be consistent with the
goals established at the program outset. A series of excellent references
for program evaluation are the mid-year and-p:ogram year evaluhtién reports
for the Bilingual Mini-Scrool Tutoring Project (1972-75).

Once a program ;valuation is completed, it should be used in future
program planning, and not put on a shelf to collect dust. If it is parti-
cularly well planned and informstive, it may be disseminated to other
programs and to interested administrators. A well planned and carried out
evaluation can be an excellent way of assisting ofher programs‘by showing
them what has and has not been effective. If certain new approaches are

of special help to children, they are worth sharing.
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SUMMARY AND RECOMMENDATIONS

The 1imited English speaking migrant child 1s not an "unusual child."
He is only a child with special needs. Since school Fystems do not gen-
erally have much experience in dealing with migrant children, this monograph
i{s intended to give these school systems some ideas with which they might
provide better educational opportunities for Spanish speaking migrant
children. -

The education of Spanish speaking migrant children has been neglected
at federal, state, and local levels. There has ﬁever been an adequate
count of migra~* children. The Migrant Student Record Transfer System
does collect a .ot of informatiom about these children, but it fails to
record either the child's home l&nsuage or his dominant language. Cer-
tainly this information is as critical to program planning as the child's
scores on specific tests, which are listed. Before Spanish speaking
migrant children's needs can be met on a national level, determination of

the nuaber of migrant children currently enrolled in elementary and high
pcﬁooln is needed to get Congressional support and funds for migrant
programs.

State‘educational agencies and local educational agenciea must also
become more aware of the needs of Spanish speaking migrant children.
Efforts to meet their needs must be made in states without ESL or bilingual
legislation, as well as in those wifh such legislation. State agencies .
must provide lgadctnhip to local schools that need special expertise, as

well as distributing funds for various local proiects. Hopefully, through




combined efforts at federal, state, and local levels, all migrant children

who need bilingual education or ESL will have access to such programs.
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APPENDIX A

List of Colleges and Universities Offering
Bilingual Education Training

Dr. Carlos Vallejo i Dr. Gustavo Gonzalez
Arizona State University ' University of California at
- College of Education Santa Barbara

Tempe, Arizona 85281 ' Craduate School of Education
Bilingual/Cross-Cultural Program

Dr. Rodolfo Serrano Santa Barbara, California 93106

California State University at . .

Bakersfield Dr. Jose R. Llanes

School of Education University of San Francisco

9001 Stockdale Highway - Multicultural Program

Bakersfield, California 93309 Golden Gate and Parker Avenues

San Francisco, California 94117
Ms. Sylvia Rose Gonzalez

- California State University, . Dr. Gus Garcia
Dominquez Hills / University of the Pacific .
School of Education) School of Education
1000 East Victoria Street~ Stockton, Caiifornia 95211 .

Dominquez Hills, California 90747
. Dr. Leomard Baca
‘ Dr. Charles F. Leyba University of Colorado

California State University at School of “Education
Los Angeles : Division of Educational Specialists
Bilingual Teacher Training C nter Boulder, Colorado 80309
P 5151 State University Drive
Los Angeles, California 90032 Dr. Byron Massiales
Florida State University
Dr. Dolores Escobar Litsinger School of Education
California State Laiversity at Tallahassee, Florida 32306
Norchridge +
Department of Elementary Education *  Dr. Henry Trueba
Morthridge, California 91324 University of Illinois at Urbamna
Collrge of Education
Dr. Roberto D. Segura 329 Education Building
Californis State University at Urbana, Illinois 61801
Sacramento

Department of Teacher Education Dr. Kenneth Nickel

» 6000 J Street Wichita State University

“ Sacramento, Californ.a 95819 College of Educatinn

- Box 28

Dr. M. Reyes Mazon Wichita, Kansas 67208
San Diego State University
Institute for Cultural Pluralism .

School of Rducation
San Deigo, California 92182
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Dr. Maria E. Brisk
Boston University
School of Education
Boston, Massachusetts 02215

Dr. Sylvia Viera

University of Massachusetts
School of Education

Bilingual Bicultural Professions
Program

Amherst, Massachusetts 01002

Dr. James Snoddy

Michigan State Uriversity
School of Education

Room 349 Erickso: dall

East Lansing, Mi.. ‘gan 48824

Dr. Tadashi Kikuoka and.

Dr. Albert Reiners

Setoa Hsall University

Center of Bilingual Education
South Orange, Yew Jersey 07103

Jr. Atilano Valenc’a

New - *-o State University at
Las Cruces

Educatiraa) Resource Center
Box “au -

Las Cruces, New Mexico 88003

Dr. William Sanchez and
Dr. Jane Kopp
University of New Mexico at
Albuquerque ~
College of Education
107 Education Administration Building
Albuquerque, New Mexico 87131

Dr. Richard Baecher

Fordham University

Sehs0l of Education at

Lincoln Center

Room 1024 - 113 West 60th Street
New York, New York 10023

Dr. Isabel Sirgado

Hofstra University

School of Education
Hampstead, New York 113550

Dr. Gladys Wolff

Long Island University at
Brooklyn Center

385 Flatbush Avenue

Brooklyn, New York 11201

Dr. Pedro Algarin

New York University

735 East Building
Washington Square

New York, New York 10003

Dr. Efthimia Bozinou

St. John's University

Grand Center and Utopia Parkways
Jamaica, New York 11439

Dr. Lester Golub
Pennsyivania State University
College of Education
University Park, Pennsylvania 16802

Dr. Max Castillo

University of Houston

Department of Curriculum and
Instruction ’
Bilingual/Multicultural Program Area

Houston, Texas 77004

‘Dr. George Blanco

University of Texas at Austin
College of Education

Austin, Texas 78712

Dr. Marie Barker

University of Texas at El Paso
College of Education

El Paso, Texas 79968

Dr. Albar A. Pena

University of Texas at
San Antonio

Division of Bicultural-
Bilingual Studies

San Antonio, Texas 78285

Dr. Juan-Juarez
University of Washington
College of Education
Seattle, Washington 98195
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Dr. Macario Saldate
University of Arizona

College of Education

1437 E. Second Street, Box 601
Tucson, Arizona 85721

‘Dr. Alfredo Castaneda and
Dr. Arturo Pacheco
Stanford University

School of Education
Stanford, California 94305

Dr. Elnora A. 01d Coyote
Montana State University
Bozeman, Montana 59715

/

Dr. Ricardo Garcia
Univereity of Oklahoma
Ccllege of Education
Norman, Oklahoma 73069

Dr. Mario Benitez

Texas A and 1 University
Bilingual Education Center
Kingsville, Texas 78363
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Bilingual Education Centers

Training Resource Centers

Roberto Cruz

Berkeley Resource Center
2168 Shattuck Avenue
Berkeley, California 94704
(415) 549-1820

* Anthony M. Vega /
Comprehersive Educational Assistance’ Center
800 North State College Boulevard
Fullerton, California 92634
(714) 870-3109

Steven F. Arvizu
Cross-Cultural Resource Center
6000 "J" Street

Sacramento, California 95819
(916) 454-6985

M. Reyes Mazon

Bilingual Education Tra.ning Resource Center
Institute for Cultural Pluralism

554435 Hardy Avenue

San Diego, California 92182

(714) 286-5193

Maria Medina-Swanson

Midwest Resource Center for Bilingual Bicultural Education
Bilingual Education Service Center

500 South Dwyer Avcnue

Arlington Heights, Illinois 60005

(312) 255-9820

Robert Fontenot

University of Southwestern Louisiana
Bilingual Bicultural Resource Center
East University Avenue .
Lafayette, Louisiana 70504

(318) 233-3850

(Source: Office of Bilingual Education, U. S. Office of Education)
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Antonio Simoes

New England Bilingual Training Resource Center
765 Commonwealth Avenue

Boston, Massachusetts 02215

(617) 353-4365

Jose A. Gandert

Southwest Bilingual Education Training Resource Center
The University of New Mexico

College of Education

Albuquerque, New Mexico 87131

(505) 277-3551 -

Carmen Velkas -

Regional Bilingual Training Resource Center
Cenior for Bilingual Education

110 Livingston Street, Room 224

Brooklyn, New York 11202

(212) 858-5505

Dr. Prank X. Sutman

Merit Center

Ritter Hall Annex, Room 434

Broad Street and Montgomery Avenue
Philadelphia, Pennsylvania 19122
(215) 787-6258

Adelina Becker

New England Multilingual-Multicultural Teaching
Resource Center

86 Fourth Street

Providence, Rhode Island 02906

(401) 331-3627 _
Joel Gomez

South Central Bilingual Resource Center
Region XIII Education Service Center-
6504 Tracor Lane

Austin, Texas 78721

(512) 926-8080

Dr. Hugo Rivera

National Network of Bilingual Bicultural Education
Intermountain Resource Center

2201 East 13th Street

Salt Lake City, Utah 84109

(801) 581-8221




Dr. Robert Manion

Bilingual Educairion Technical Assistance Center
P. 0. Box 1357

Tacoma, Washington 98401

(206) 383-1811 k\

Dr. Juan Juarez

Bilingual Training Resource Center
Jniversity of Washington

122 Miller Hall

Seattle, Washington 98195

(206) 543-35424

Dissemination and Assessment Centers

John Correiro .

Dissemination and Assessment Center .
Lesley College

29 Everett Street :
Cambridge, Massachusetts\ 02138

(617) 492-0505 . ’

Charles Leyba

Assessment and Disseminatlon Center
California State University

5151 State University Drive

Los Angeles, California 90032
(213) 224-3631

Joel Gomez

Disseminacion and Assessment Center for Bilingual Education
Education Service Center - Region XIII
Program Development Division

6504 Tracor Lane

Austin, Texas 78721

(512) 926-6129

Materials Development Centers

Tupou Pulu

Alaskan Native Language Material Development Center
University of Alaska

Rural Education Affairs

104 Bunnell
Fairbanks, Alaska 99701 r
(907) 479-7259 (Dev:lops for Alaskan

Languages)
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Elizabeth M. Antley

Arizona Bilingual Materials Development Center
University of Arizona

1434 East 2nd Street

Tucson, Arizona 85721

(602) 884-3724

Dennis Fukumoto
Agian Bilingual Material Center
15 West Almambra Road

Alhambca, California 91801 "(Develops for Chinese,
(213) (77-5411 Japanese, and Xurean)
Linda Wing

Asian American Bilingual Center '

2168 Shattuck (Develops for Chinese,
Berkeley, Califcrnia 94704 Japanese, Korean,
*(415) 848-3199 Filipino, and Samoan)

Roberto Ortiz )
Multilingual-Multicultural Materials Development Center
3801 West Temple Avenue

Pomona, California 21768

(714) 598-4984

Ralph Robinett

Spanish Curricula Development Center
7100 N. W. 17th Avenue

Miari, Florida 33147

(302) 696-2244

Henry Trueba and Rudolfo Martinez

Midwest Office for Materials Development

University of Illinois

College of Education

Urbana, Illinois 61801

(217) 333-2615

Andrew Ford ’

National Materials Development Center for French and
Portuguese

168 South River Road .

Bedford, New Hampshire 01102 (Develops for French and
(6n3) 668-7198 Portuguese)

John Young

Asian Bilingual Curriculum Development Center

4400 South Orange Avenue

South Orange, New Jersey 07079 (Develops tor Chinese,
(201) 762-9000 Korean, and Japanese)

»




. Gloria Emerson
Native American Materials Development Center
407 Rio Grande Blvd., N. W.
Albuquerque, New Mexico 87103
(505) 242-5222 (Develops for Navajo)

Aursa Rodriguez . )
Northeast Center for Curriculum Development ,
778 Forest Avenue \
Bronx, New York 10456 ’ \\

Carlos Perez N

Bilingual Materials Development Center \\
v 6000 Camp Bowie Road AN

Fort Worth, Texas 76107

(817) 731-0736

Juan Solis
/\ The National Center for the Development of Bilingual

~

Curriculum 4
3700 Ross Avenue

Dallas, Texas 75204

(214) 824~1620

Francisco Urbina
.« Midwest Materials Development Centex
’ 1516 West Forest Home Avenue ’
Milwaukee, VWisconsin 52304
(414) 475-8731
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DOCUMENT NO. 4: 'METRICS FOR ALTERATIONS SPECIAL!I' S

1. Characteristics of the document type

We usually think of educational guides as providing instructions for

teaching a certain subject matter. Typically, however, the category of - - ——

guides is very broad and con§is:s of diverse materials which vary in content
and format. The types of_guides include teaching, curriculum, study, leaders,
administrative, and resource guides.

Al though we tend to think of the purpose of a guide as containing |
instructions for teaching about a certain subject matver, the content in
guides varies. For gfample, their purpose can be to provide step-by-step
lesson plans, to present guidelines for implementing programs, or simply to
suggest certain techniques. In addition to providing instructions for teach-
ers, students, and other groups such ;s parents, guides may include back-
ground information for teéchers. acfual teaching techniques such as role
playing, suggestions for adapting materials, descriptions of resources,

questions for discussion, and readings from primary and secondary sources.

Iypically guides are well-structured documents with discrete tables

of contents, and distinct sections consisting of lists or outlines of
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educational objectives, ;eaching procédqres or techniques, suggested activ-
ities, lists of instructional resource materials, and biblibgraphies. The
format of each guide varies greatly. Information can be in text-1ike form,
outline form, or chart form.

Because guides do contain many iypes of materialsvand features, the
abstract should be written in ag indicative mode. In orde; to represent
the. document accurately itself, the subject matter, organization, and sée-
cial features need to be desc;gbéa adequately. The abStraétg} can best
describe such ma;erials with an indicagive abstract. As suggested in the
ihtroduction to Document Number 3--''Structure 6f the abstract should stem
directly from the structure of the document .'’

Since guides are usually well-structured with discrete sections, it
normally is nbt necessary to read fhe guide in its entirety, particularly
if it includes most structural indicators noted above.

This guide.on metrics that you will be abstracting is one of several
put into ERIC for a home economics occupation cluster. It is part of a
set of‘packages for metric instruction in different occupations. The quide

is designed to help the clothing alterations specialist become familiar

with the metric system.

S

The purpose of the document is expressed first of all in its title,
" Metrics for Alterations specialists." The aim is ilso stated in the
first sentence of the introductory section: "This instructional package
for teaching and learning metric...."" it is evident that the guide

provides metric instruction for the alterations specialist.
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This guide is not prescriptive, since it does not offer step-by-step

sinformation. That it is suggestive is stated in the first pargrapgh of the

introduction, ''Teachers and learners are encouraged ‘to adapt the materials
to preferred approaches.'' The content of the guide is representative of

many in the ERIC system in that it contains objectives, learning activi-

&

ties, .and units. The format of the document is different from most guides
because it does not contain a table of contents. However, the four unit
sections are clearly delineated, as are the objectives, learning activities,

and supporting information.

2. what a practiced eye wili look for in such a document

Since the document does not have a table of zontents, it is necessary
to examine other structural elements. The inside introductory page de-

; scribes the purpose and format and offers other information. It would.be

e

wise to'skim this. After determining the purpose of the document, it wouldx///”

be helpful to skim the rest of the document, focusing especially on the

firss page of each unit. Most of the experienced abstractors who worked

’

/ £

&

on this document stated that they briefly read the introduction and scanned
the ryst of ghe guide in sequential order. They read only enough to see
what(thg document was about and how the information was organized.

Keeping in mind the guidelines for writing an indicative abstract
discussed in Document Nﬁmber 3, you are now ready to index and abstract the

. document on metrics. Remove it from the notebook and begin working.
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3. Parts of the document on which the abstra * should be based

The abstract should be based on information presented in the introduc-
tion, amplified by material drawn f;Om the four units of the instructional
package. ,

| f the abstract had been based on the introductory pay2 only, it
would have focused on the objectives and would not have acequately des-
cribed the content of the units. The reader of the abstract would like to
know, for example, that Unit'1 is a general inirot ction to the metric sys-

tem of measurement which enables students to bezo familjar with the basic

metric units, their symbols, and mea.urement instruments. he focus of the

4

abstract should be on the actual 'jnstructional package." N

L. Essential features of the content of the abstract

An abstract for a guide siould contain the following elements:

“

a. subject area and grade level,
b. specific objectives of the course,
“c. unit areas of the course,
d. particularly interesting methods used,
e. supplementary activities and suggested materials. -

1he two sample absiracts which fol low include most of this information.
In addition, ¢ - r relevant information was included on use and intended

audience of the material.

Topic sentences describe the purpose and scope of the guide. Both

<
abstracts describc units effectively.

151

;——’—_



Sample Abstract #1
The emphasis in this abstract is on the Fontent of the units. After
the units are thordughly described, the abstractor notes that performance
ob}yctives are contained in the package and lists other information that is

included.

Designed to meet the job-related metric measurement needs of
alterations spec’ilists, this instructional package is intended
" to accommodate a variety of individual teaching and learning
styles. There are four units in this guide. Unit 1, a gene}al
introduction to the metric system of measurement, provides
informal hands-op experiences for the students, This unit
enables students to become familiar with the basic measurement
instruments and to develop a set of mental references for metric
values. The met’'ic system of notation also is explained. Unit
2 focuses on job-related metric equivalents and their relation-
ships. Unit 3 provides experience with recognizing and using
metric instruments and tools in occupational measurement tasks.
It aiso pruvides experience in comparing metric_and customary
measurement instruments. Unit 4 is designed to give students
practice in converting customary and metric measurements. Each
. of the four units in this package contains performance objective s,
“learning activities, and supporting information in the form of
text, exercises, and tables. In addition, suggested teaching
techniques are included.. At the back of the package is a list
of references, including metric suppliers and information sources.

, _ . Sample Abstract #2
Sample abstract #2 contains all o6f the elements that shculd be
!
included in the abstract. TFhe information about content is very detailed.

This instructional package for teaching the metric system to
alteration specialists is organized in terms of four objectives:

. the students will recognize and use (1) metric units, terms, and
symbols; (2) mrtric equivalents and relationships among metric
measurements; () instruments, tools, and devices for measure-
ment tasks in this occupation; and (4) metric and customary units
interchangeably in making clothing alterations and ordering -
supplies. The eight pages devoted to the first objective include
information sheets on metric units; two tables of units for length,

|
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area, mass, volume/capacity, and temperature; three visuals

\ on metric relationships, temperature, and prefixes; and two
exercises requiring students to measure. For the second
objective, one page provides information on equivalents and
relationships; the second page contains nine multiple-choice
and completion items. The two pages for objective 3 contain
an information sheet on selecting and using metric measures
and a set of activity exercises. For objective 4, information
on equivalents is given, conversion tables fill the second
page, and three occupation-oriented exercises are on the third
page. For each objective, a sequence for using the pages is
suggested. Eleven references are also included.

5. Indexing Analysis

Indexable Concepts

As discussed in Document Number 3, major descriptors should

represent the overall topic of the document.

Maior Minor
“METRIC SYSTEM ADULT EDUCATION
*MEASUREMENT POSTSECONDARY EDUCATION
*SEWING INSTRUCTION SECONDARY EDUCATION
*0CCUPAT IONAL HOME TEACHING GUIDES
ECONOMICS TEACHER DEVELOPED MATERIALS

LEARNING ACTIVITIES
BEHAVIORAL OBJECTIVES

Curriculum or Subject Area Concepts

Metrics and measurement are two important concepts which describe
the specific content of this document. *METRIC SYSTEM is the most appropriate
major descriptor which reflects 'is concept. *‘EASUREMENT, a related term
to metric, should also be a major descriptor. Both concepts describe the

content of the document.




~\~\\i In the curriculum area, *SEWING INSTRUCTION should be 2 major

descriptor. The guide provides instructions for teaching measurement
techniques to be used when altering clothes. *OCCUPATIONAL HOME ECONOMICS,
also made a major, is right on target. The scope note for this descriptor

reads ''Formal preparation for occupations using home economics knowledge

and skills—below the baccalaureate level."

Population/Educational Level Concepts

Since the document obviously is intended for adult education,
ADULT EDUCATION was made a minor descriptor. Although the educati%nal
level is not specified In the dbcument, it could, ho&ever, be used at both
the secondary and adult level, Therefore, SECONDARY EdUCATION and

POSTSECONDARY EDUCATION are the appropriate mandatory educational level

. descriptors; both are minor.

Material Component of Guide

t

The units offer numerous learning activities; therefore, LEARNING
ACTIVITIES was made a minor desc}iptor. BEHAVIORAL OBJECTIVES was also made
a minor descriptor. Searchers may want behavioral objectives in subject
areas sucH as this and would be able to retrieve this ducument using the

minor descriptor BEHAVIORAL OBJECTIVES. -
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Publication Type

Two minor descriptors reflect the '‘form!! of the document: TEACHING GUIDES

and TEACHER DEVELOPED MATERIALS. | NSTRUCTIONAL MATERIALS (BT to TEACHER DEVELOPED

MATERIALS) is not used since it does not reflect the specificity of the document.

This document is a guide for teachers; thus, the Pub Type code is 052.

There was an extremely wide scattering of indexing among Clear-
inghouses on this document. Eight Llearinghouses indexed this document
very differently. For example, one Cleari;;house used the descriptor MATHE-
MATICS INSTRUCTION, while another indexed the document with the descriptor
MATHEMATICS EDUCATION. Both descriptors are off-target. Under the curricu-
Jum area, two Clearinghouses used the descriptor NEEDLE TRADES, two SEWING
INSTRUCTION, and one CLOTHING INSTRUCTION. Eighteen other various descrip-
tors were iisted by one or two other Clearinghouses. This kind of indexing
presents serious problems to searchers. This particular illustration

clearly emphasizes the need for the indexer to ask the very important

questicn quoted from the ERIC Processing Manual 'Would a searcher after a

particular coﬁcept be satisfied to retrieve this document?''.




INDEXING WORKSHEET Page 1 of 1
CONCEPTS MAJOR MINOR = — JUSTIFICATION 700 BROAD/OFF-TARGET
SUBJECT AREA #METRIC SYSTEM MOST SPECIFIC MATHEMAT1CS
. DESCRIPTOR INSTRUCT I ON
*MEASUREMENT - REFLECTS DOCUMENT | MATHEMATICS
) CONTENT EDUCAT I ON
CURRICULUM AREA #SEWING INSTRUCTION DOCUMENT PROVIDES - | CLCTHING INSTRUCTION
X0CCUPAT |ONAL HOME '"SLZUCT'O"S FOR 1 NEEDLE TRADES
BCONOM I CS USING METRICS
ADULT VOCAT IONAL
EDUCATION
~ . VOCAT |IONAL EDUCATION
JOB SKILLS
_ | LEVELING TERMS : ADULT EDUCATION
- POSTSECONDARY FROM MANDATORY
EDUCAT I ON LEVELING LIST
SECONDARY FROM MANDATORY
EDUCAT 1ON LEVELING LIST ,
) DOCUMENT TYPES TEACHING GUIDES DESCKIPTORS USED TO | WORKSHEETS
(2]
TEACHER DEVELOPED S eaen o EOCU”ENT VISUAL AIDS
ETERIALS TYPE'" ARE ENTERED
S AS MINORS INSTRUCT |ONAL MATERIALS
DOCUMENT COMPONENTS LEARNING ACTIVITIES _ EDUCAT | ONAL OBJECTIVES
BEHAVIORAL OBJECT IVES INDIV1IDUALIZED
INSTRUCT 10N
INSTRUCTION

IToxt Provided by ERI
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\'Teac\{mg and
\_ear NG y\e)(vo\c

_ This instrictional package for tcaching and learning
metric was designed to accormodate a varicty of individual
teaching and learning styles. Teachers and learncrs are
cneouraged to adapt the materials to preferzed approaches.
The most important consideration is whether students will
be able to perform on the job; thercfore, ovjectives and
learning activitics may bc modified to meet specific job
requirements. _

The irstructional materials were organized with a
simple strategy. Occupational outcomes are stated (1).
These are cach supported by occupational performance
objectives (2). Teaching scquences (3) are suggested
to heip students achieve performance objectives. nfor-
mation, tables, visuals, excercises, and references are
given to help teachers and students with the suggested
experiences. Evaluation (4) of students is based upon

performance obj ectives.

.

'. a' 3. L]

g"“"f" Performance ‘naclmp ,s. 2"’“5

sona 0;""_-‘w¢s (su;’ RAild B l!,

outromt b o 1ron/Ur S8
e:er:n's:; .’l.?fonnuﬂ

These materials were prepared by experienced teachers,
revieved by expcrts, tested in classvooms., and refined
before release. A few suggestiors can b offered upon the
basis of classroom experience with the series and reports
of experience with metrication in other countries.

1. Students leam better when metric units sre comparcd
to familiar objects. Learning the new system by
corparing it to the customary system 1S confusing
and sore difficult. Stucents <hould learn to “'think

metric."

2. Students should learn a core of knowledge about the
metric system which will be used in measurement and

calgmhation.
160

3. ,Studc}nts §hould have actual expericnces with specific
metric units and derivations commonly used for -

* ic i

metric instruments, tools, and cevi : .
1 R cevices use

ocaumatio ) i ed in their

2 s . . s s .
C. S tll_ noting, measurin and ~ 3 \
j 1 l: £ Ver lfylhb metric values
* determining metric equiv ationshi ps

N . 't alents arld Tel .‘s i

4. Students should have practice with ski 3
adequate job performagce. ills to achieve

5. Students should be tested t : i
: 0 assure achiev
performance objectives. enent of

A few additional suggestions also may be helpful.
1. Take small steps to avoid discouraging students.

2. Let first experiences be inf
o - E o ' t
Lot first o : mmal to make learning .the

3. Move-through steps (e
¢ ) 8. length to area to volume
which emphasize the simplicity of the metric systeaam.

4. R 12 i
tgc&%:fe that wanting to know depends on needing

USING THESE INSTRUCTIONAL MATERIALS

Teachers arc encouraged to ada i

_ pt these materials to
lt;.hegagm classes. The Information Sheets may bc presented
V)i’suals 1:;5 gr given to students as supplemental rescurces.
Visuals yb c;lusc_ed as transparency masters ,duplication
lastors ord ulletin board displays. Ixercises can bz used
in in ;E:::x) ent study, small Jroup activity, or in whole
crass ivity. Tests may be used as pre- OT post-tests.

of the materials can be extended by the teacher.

ITvg'os agzbgz;atwn was developed pursuant to contract

an& Aduit-E‘fl-gsss’ with the Bureau of Occupational

and Ad z:zcat;wn, U.S. Department of Health,

A e T
- d sar Lee e pogiti

pf;clzwy of t.hc U.S. Office of Educgtion andt:gna?‘l‘:i Zal

endorsemant by the U.S. Office of Education 3hou“La{' .

Le inferred.
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METRIC UNITS

Ir the metric system, as in our Customary system, most measurements involve time length,
area, volume, mass, and temperature. Each o1 these quantities is measured in units of a d\stcr-
mined size.

OBJECTIVES
h d il . " The metre (lenath), litre (volume), and gram (mass) are basic units used in tw syslem

The student wi rocognl;zci's and use instead of the foot, quart, and pound in the Customary system. These basic units will be uscd ine
melric units, terms, and symools. creasingly as industzy and business changes over to the metric sysiem.
e Given a metric unit, state a physical Table 1 gives the busic metric units, their symbols, and some useful referents for {ive of the

referent. quantities. Timz is pot shown because it is the same in both systems. Table 2 lists the metric
e  Given a measurement task, select the units and symbolsAfsed in your occupation. ' Y

/ appropriate metric unit. PREFIXES

¢  Given a measurement, write in metric

X . fixes are used wi asic units, ide larger and sm: its iffe as-
symbols using proper rules of notation. Prefixes are used with the basic to provide larger and smaller units for different meas

urcment tasks; for example, kilometre, centimetre, millimetre. Prefixes increase and decrease in
multiples of 10. The first syllable is stressed in pronouncing the names of units with prefixes, for
example, kilogram is pronounced “KILL-o-gram.” Common prefixes are:

:
3 SUGGESTED TE'IACHING SEQUENCE Prefix Symbol Meanin
1. Assemble metric measuring devices .
(rules, tapes, scalcs, thermometers, kilo k 1000 (thousand)
measuring containers) and objects to centi c 0.01 (hundredih)
be measured. milli m 0.001 (thousandth)

2. Present or make available Information
Sheet No. 1; Visual Nos. 1, 2, and 3;

and Tables 1 and 2. A kilometre is 1 000 metres; a centimetre is one-hundredth (0.01) of a rictre, and a millimetrc is

‘ one-thousandth (0.001) of a metre.

- & Havé students cstimate, measure, and _
record using Exercise Nos. 1, 2, and 3. RULES OF NOTATION !

4. Test performance with Scction A of 1. Symbols are not ;épitalizcd unless the unit is a proper name (mm not MM).
“Testing Metric Abilities.”

2. Symbeols are not followed by periods (m not m.).

3. Symbols are not followed by an's for plurals (25 g not 25gs).

4. A space separates the numerals from the unit symbols (4 | not 4l).

5

Spacos, not commas, are used Lo separate large numbers into groups of three digits
(45 271 km not 45,271 km).

QS. A zero precedes the decimal point if the number is less than one (0.52 g not .52 gj
" Informaticn Sheet No. 11613
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Metric Unlts; Symbols, and Ref=rents

\

Useful Refc‘renta

Quantity Metric Unit Symbol
Length millimetie m Th:ckness of dime or paper .
, clip wire
centimetre em Width of paper clip \
metre m Height of door about 2 m
kilometre km 12-minute walking distance
Area 00z atimetre cm2 Arca of this
space
' square metre m2 Area of card table top
hoctare hs Football field including
& sidelines snd end zones
Volume and Capacity miLiilitre m! Teaspoonis 5 ml |
litre 1 3 A little more than 1 quart
cubie centimetre cm Volume of th.is container
&
1
&
cubic metre ¢ ms A little more than a cubie
: yard
Mass milligram mg Apple sced about 10 mg
gram [ Nickel about 5 ¢
kilogram kg . V/ebster's Collegiate
, Dictionary
tonne (1000 kilograms) t Volkswagen Beetle
Temperature degree Celius °c Wnt‘cr treezes at 0 °C;
boiis at 100 °C ‘
1000¢m? 1litre
- -.-._\% '
| L=
f \ .
’ 1 y 1
— L —
o 10 €M ] \ . '
1 [ 1 kilogram
Q \

.

Tabie 1 ‘ ;
.1 =
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METRIC UNITS FOR ALTERATIONS SPECIALIST

Quantity + Unit Symbol Use

Length millimetre mm Design; drafting paper dimensions; button spacing;
bolt and screw dimensions; wreach sizes.”

_—1
centimetre cm ) Fabric width; body mcasurcments; patterns; seam
and dart widths; seam and inseam lengths; zippers;
, - dosign; work table width, :
metre m Fabric, tape, webbing, piping, and thread lengths;
floor dimensions,
Area square centimetre cm2 Fabric quantities; swatch and patch sizes; spots and
;'.- stains.
wn
square metre mz " Work spacc; storage arca; fabric quantitics.
~  Mass gram . g Shipping and mailing; purchasing by mas+ beeswax,
notions, yarn, thrcad, heavy scwing machine lubri
kilogram kg . cant, and powdered chemicals; purch.sing tools and
equipment. -

Volume/Capacity millilitre ml Water; cleaning fluids; fabric treatment solutions;

dye solutions; sewing machine oil; filling steam and
‘ litre 1 mangle irons.

Tempcerature degree Celsius °C Pressing temiperatures; mixing and using chemical
solutions; relating indoor and outdoor temperature
and clothing fubrics to customer comfort.

o *
_ THE CENTER FOR VOCATIONAL EDUCATION Table.2
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METRIC/RELATIONSHIPS

Length Area Volume Capricity Mass
' fa-cm R ‘
¥ R — | - .,ma
pecm-o| 1 y A
1cm 1cm’ 1cm’. imi 1g
&
1000cm 1 litre

7

>
A

moem - Z 1 kilogram

»

Visual No. 1

169 ®
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TEMPERATURE S

+——— Boiling 100°C

Normal body temp. 37°C
Very hot day 30°C and above

— . Conrfortable room temp.

a8 20°C to 23°C
L S ’ i n : ,
T _\ :

o || ——

-~
-

4

g

Cool summer day 16°C to 20°C
Freezing 0°C

Cold winter night -10°C
and below

%&mn FOR VOCATIONAL EDUCATION Visual No. 2
-]
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METRIC PREFIXES & THEIR DECIMIAL VALUES

Prefix éymbol Decimal V;a!ue \ | o Example

. mega M 1000 000 1 megametre - 1 000 OO0 m
kilo k 1000 1 kilometre - 1000 m
hecto h ( 100 1 hectometre - 100 m
deka | da e 10 1 dekametre - 10 .~

Z =

base unit _ 1 1 metre --1’m
deci d 01 1 decimetre - 0.1 m
centi c 0.01 1 centimetre - 0.01Tm
milli | m 0.091 1 millimetre - 0.001T m
micro M 0.000 001 ° 1 micrometre - 0.000 001 m )
cem | ) Visual No. 3
e @ 152 o bes
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TRYING OUT METRIC UNITS 4

To give you practice with metric units, first estimate the measure- ) Estimate Actual
ments of the items below. -Write down your best guess next to the item.
Then actually measure the item and write down your answers usir: the 16. Measuring cup (metric) -
correct metric symbols. The more you practice, the easier it will be. -
17. Milk container
Estimate Actual
18. Small box or package
Length . .
1. Palm width 19. Shipping container
2. Hand span . ' 20. Coffee cup
3. Your ueight 21. Notions bin
4. Length of hemline 22. Spray/steam iron \
5. Height of thread spool
. Mass
- 6. Height of ironing board 23. Textbook
(]
et 1. Index card 24. Nicke!
8. Length of shears 25. Paper clip
9. Diameter of thrcad spool . 26. A litre of water (nct) .
Area 27. Thimble
10. Desk t s
P > 28. Yourself
11. Classroom floor )
12. Sheet of paper _ Temperature '
29. Room ‘
13. Patch pocket )
30. OQutside
i4. Spot or stain -
P 31, Cold tap water
Volume/Capacity \
15. Small soft drink bottle 32. Hotwap water

f THE CINTER FOR VOCATIONAL EDUCATION Exergise No. 1
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SEWING WITH METRICS IT FIGURES WITH METRICS

It is important to know what meiric mcasurement to usc. Show Usir.g a metric tape measure and working as partners, take the body
what measurement to use in the following situations. measurements of your partner as described in the following measurement
chart. Complete tnis chart with your own measurements.
1. Length of needle _ v
NECK N
2. Arca of table clcsT  WIDTH OF BACK
Le f o pusT CENTER DaCK
3. ngth of lace stnp T
” WAIST
4. Thread length on full spool
- -\ HIP
5. Length of scissors } SHOULDER '
O\ CHEST
- 6. Mass of ball of yam or linen th=2ad _ J |
- ' :Er?xsx-:?r‘;%':; LENGTH OF SLEEVE SKIRT LENGTH
7. Length of pants inscam WIDTH OF SLEEVE STREET

SKIRT LENGTII

8. Mass of boilt of fabric
EVENING

9. Volume of cleaning fluid

0L~y

*SEASUREMENT CHART MY MEASUREMENTS

10. Length of fabrics

T'IIST (around fullest pact)

11. Mass of heavy lubricant for sewing WAIST (smur)
machine 1P (about 18 centimetres below waist o fullest part)

NECK (around-base of ncck)

12. Diamecter of a button WRIST (ot too tight)

i BACK LENGTH O WAIST (basc of neck to waistline)
. 13. Thickness of buttons FRONT LENGTH TO WAIST (base of neck to wastline)

SHOULDER (neck to armhole)

14. Area of leather trim on coat YIDTH OF BACK (armhole to armhole, 10 ce‘;unetxes

down feom shoulder scam)

WIDTH OF CUHLST (armholc to armholc above bust)
LENGTI! OF SLEEVE (top of arm to wrist, arm ben?)
WIDTIS OF SLEEVE (around fullest parct above clbow)
BACK SKIRT LENGTH (waist to hem)

FRONT SKIRT LENGTH (waust to hem)

N pockets

15. Dimensions of a zipper

16. Width of fabrics

17. Teniperature range for pressing
wool [ Soutce: Adapted from Mashematics I - Necdle Trades, Antoinctte . Colicchlo and Burr D. Coe,
Vucstional Division - Cucrlewtum Laboratory. Admunistration Bullding, College of Agriculture,
Now Bruuswnck, NJ 08903, July 1560, puge 72,

/.'Y‘\ Excreiso No. 2 Exercise No. 3
Q THLCENTER FOR VOCATIONAL EQUCATION -
FRICAA S 176 o 177 @
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.@TRIC-METR}C EQUIVALENTS | )

Some'imes a measurement in one metric unit must be expressed in a different metric unit.
\ This change of units can ue made by multiplying or dividing by some nower of-ten. Metric pre-
OJBJECTIVE fixcs wnd their defin:tions may be used to make these changes. To decide whether to muitiply
or divide, follow these rules.

The student w’ll recognize and use met- ‘
ric equivalents ar.d relationships among metric 1. When changing from a larger to a smaller unit, multiply.

measurements. ‘

o Given a metric unit, state an equivalent 2. When changfng from a smaller to a larger unit, divide.

in a Jazger or smaller metne unit.

PROBLEM 25km = m
WE KNOW 1km = 1000m
SUGGESTED TEACHING SEQUENC THE..EFORE 25km = 25x1000mor25000m
1. DPresent or mzke available Information PROBLEM '2500mm = cm
Sheet 2 and Visuals 1 and 3. Demon- WE KNOV' 10mm = 1lcm -
strate if necessary. , THEREFORE 2500 mm = 2500mm . 950 em
. 2. Haee students complete Exercise No. 4. ' 10mm
_-'; 3. :I‘est performance with S'?ction B of If you are finding equivalents between arca (or volurie) units, the power of ten must be
*Testing Metric Abilities. squared (or cubed) before you multiply or divide.
PROBLEM 251° = " em?
WE KNOW 1 m* = 10000 cm? !
THEREFORE 25m? = 25x10000cm?or25 060 cm?

PROBLEM 15000 cm? = m?

WEKNOW 10000 cm®? =. 1m?

THEREFORE 15000 cm? . = 15000 em? 135 m2
10 000 cm )

METRIC RELATIONSHIPS | R

In the metric system there is a logical relationship among the units of volume and inass.

A cube with sides 10 cm long has a volume of 1 000 <':m3 (10 cm x 10 em x 10 cn.). This
volume is defined to be one litre. Since 1 0C0 ¢m® = 11and 11=1 000 ml, we know that
1cm? =1ml

Q ?! THE CENTER FOR VOCATIONAL FOUCATIOM k J
voN *
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BY ANY OTHER NAME

1. Write cach measurement below ir metres. . . 7. Some of the things you use on the job may be measured in a differ-
ex: 25 km = 25000 m ent metric unit. Practice finding metric equivalents by completing
' these statements: :

a) 2350cm = e) 2.35km= 600 cm of yam is m
b) 235cm =" f) 0.235km = © 250 ml of :’aber is I 1
¢ 2350 mm= g) 0.0235ha= 60 mm hemis cm
d) 235mm= h) 0.235ha= 0.5 kg cutting shears is 4
i mm
2. Write cach measurement below in millimetres. zg ;Thci)rfxlbal?i;s kg
ex: 250cm =2 500 mm 500 m! of machine oil is 1
‘ - 4 ¢m necdle is mm
a) 75cm= . d) 0.075m= " 1.6 m body height is cm
b) 0.75cm= e) 0.0075km = 0.5 m2 of fabric is cm?
c) 0.075cm = f) 0.075km = - 21 of water is ml
cutti mm
3. Wnte each measuremen? below in centimetres. ?8 fnmoiu;‘t;;gt;;zﬁ e - cm
ex: 2500 mm =250 cm 20 mm diameter button is cm
125 g of heavy sewing machine
a) 225.5mm= d) 0.225km = ' lubricant is - ke,
by 0.025m= e) 22556mm=

8. Use your knowledge of metric.volume and mass relationships to

c) 2.25km= .
) ‘ complete the fullowing statements:

Zl-Y

4. Wnte each measurement below in square centimetres. . . 3
A one litre container would have a volume of cm® and

ex: 2.5m2 =25000 cm? would hold kg of water. A 50 litre container xcald
a) 25mm?= c) 0.625m2= hold ______ kg of water.
b) 0.25m?= d) 25mm?=

A1 cm3 volume would he'? ml of water which would be
equivalent to g. A 250 ml volume of water would have a

Write cach measurement below 1n cubic centimetres.
mass of g.

ex: 1m3 =1000000cm?

[

9.  Find the mass of 250 m! of sugar (or some tubstance other than

a) 2.5 mm? = c) 0.025 m3 =

b) 0.25md = d) 25mmd = water).
6 Write each ¢ below in cubic millimet Were the results more, less, or the same as the mass of 250 ml
S. rite each measurement below in cubic millimetres. of water? Can you explain your results?

ex: 1cm3 =100C mm3 : '

a) 250cm? = ' c) 0.25 m3 =

b) 25cm3 = ¢) 0.025m? =

THE CENTER FOR VOCATIONAL EDUCATION ) , 1 8 lEXGrCiSO No. 3
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OBJECTIVE

The student will recognize and use
instruments, tools, and devices for mea-
surement tasks in this occupation.

e Given metiic and Customary tools,
instruments, or devices, differentiate

between metric and Customary.

*  Given a measurgment task, select
and use an appropriate tool, in-
strument or device.

e Given a metric messurcment task,

judge the metric quantity within 20%
and measure within 2% accuracy.

gL-4

SUGGESTED TEACHING SEQUENCE

1. Assemble metric and Customary mea-
suring tools and devices (rules, scales,
. °C thermometer, tapes, hem gages) and
-~ display in separate groups at learning
stations.

2. Have students examine metric tools and
instruments for distinguishing character-
istics and compare them with Customary
tools and instruments.

3. Iluve students verbally describe chorac-
tenstics.

4. Present or make available Information
- Sheet No. 3.

5. Mix metric and Customary tools or
equipment at learning station. Give
students Exercises 5 and 6.

162
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SELECTING AND US'NG
METRIC INSTRUMENTS , TOOLS AND DEVICES

Selecting an imprope.: measuring tool or misreading a gauge can result in failure to obtain

%t and maintain styl: and quality workmanship. For example, shortening a hemline 3
rather than 3 centimetres will result in an unsatisfactory fit. Herc are somc suggestion

inches
s:

1. Find out in advance whether Customary cr metric units or equipment are needed

fora pven task.

2. Examine the tool or instrument beforce usi‘ng it,. T o

;'3. The metric system is a decimal system. Look for units marked off in whole
numbers, tens or tenths, hundieds or hundredths.

4. Look for metric symbols on the tapes, rules or gauges—cm, mm, m.

K. Look for decimal fractions (0.25) or decimal mixed fractions (2.60) rather
than common fractions (3/8) on tapes, rules and gauges. .

6. Practice selecting and using tools, instruments and devices.

LT

information Sheet
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WHICH TOOLS FOR THE JOB?

MEASURING UP IN
CLOTHING ALTERATIONS

Practice and prepare to demonstrate your ability to dentify,

select, and use metric-scaled tools and instruments for the tasks given

beloy.

priate precision of the tool, instrument, or task.

You should be able to use the measurcment tools to the appro-

1.

2.

hi-4

10.

11.

12.
id.
14.
15.

Cut thread the proper length for hemiing a garment.
Measure an even hem allowance.

‘Trim an even scam allowance to be at least 1 cm wide and
not more than 1.5 cm.

Mark an even hem to be 50 cm from the floor.

Stitch a garment side seam to be 5 mm larger than it already
is stitched.

Make minor repairs to a sewing machine.

Estimate the cost to a customer for repairing a bum or moth
hole,

Select elastic for a waistband.
Sclect a zipper.
NMeasure the chest or bust of a customer.

Theck a shipment of plastic bagging material which was pur-
chased by mass.

Alter the sleeve length on a man’s coat.
Press mark an even hem allowance.
Measure even spaces betwcen tucks, buttons, snaps, and pleats.

Collect prepaid shipping costs for mailing a customer’s suit
after alteration.

For the tasks below, estimate the metric measurement to within

20% of actual measurement, and veri{y the estimation by measuring tc
within 2% of actual measurement.

Estimate Verify

Seam allowance

Length of hem tape

Zipper length

Dart length

Width of hem allowance

Sleeve length

Pants inseam length

Stitches per centimetre

Number of machine basting stitches
per centimetre

10.

Mass of a box of dressmaker’s pins

11.

Volu‘mc of cleaning fluid in a partly-
filled container

12.

Width of elastic for a waistband

13.

Chest or bust size of anothei person

14.

Mass of a roll of paper used in the
trade

IToxt Provided by ERI

6 Exercise No.
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OBJEC’II¥ E

The student will recognize and use
metric and Customary units interchange-
ably in making clothing alterations and
ordering supplies.

e Given a Customary {or metric) measure-
ment, find the metric (or Customary)
equivalent on a conversion table.

¢  Given a Customary unit, state the re-
placement unit.

e Given a metric (or Customary) amount,
state the approximate Customary (or
metric) amount.

SUGGESTED TEACHING SEQUENCE

1. Asscmble packages and containers of
materials used in this occupation.

2. Present or make available Informa-
tion Sheet No. 4 and Table 3.

3. Have students find approximate metrit_:-
Customary equivalents by using Exercise
No. 1.

4. Test performance by using Section D of
“Testing Metric Abilities.”

by |
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GETRIC-CUSTOMARY EQUIVALENTS x

During the transiticn period there will be 2 need for f inding equivalents between systems,
Conversion tables list calculated equivalents between the two systems. When a close equivalent
is needed, a converion table can be used to find it. Follow these steps:

1. Determine whicl conversion table is needed.

2. Look up the known number in the appropriate column; if not listed, find numbers
which add to give the number.

3.. Read the equivalent(s) from the next column; adding readings if more than one is re-
quired.

Table 3 gives an example of a metric-customary conversion table which you can use for
practice in finding approximate equivalents.

APPROXIMATE METRIC.CUSTOMARY EQUIVALENTS

1 metre is a little more than 1 yard.
1.5 km is about 1 mile.
30 cm is about 1 foot.
25 mm is about 1 inch.
. 1 litre is a little more than 1 quart.
250 ml is about 1 cup.
30 ml is about 1 fluid ounce.
1 kilogram is a little more than 2 pounds.
30 g is about 1 ounce.*
1 hectare is about 2'% acres.

lnformationﬁfs'nect No. 4




CONVERSION TABLES )

; MILLIMETRES ' ND CENTIMETRES TO INCHES /
mm em in. mm cm in. mm cm ! g in
100 10.0 29 10 1.0 4 1 0.1 0.04 °
200 20.0 7.9 20 2.0 8 2 0.2 " 0.08
300 30.0 118 30 3.0 1.2 3 0.3 0.12
" 400 40.0 , 15. 0 4.0 1.6 4 0.4 0.16 -
500 50.0 19.7 50 5.0 2.0 5 0.5 0.20
600 60.0 23.6 60 6.0 2.4 6 0.6 0.24
700 70.0 216 70 7.0 2.8 1 0.7 0.28
800 40.0 © 315 80 8.0 3.2 8 0.8 0.32
200 9.0 35.4 90 - 9.0 35 9 0.9 0.35
1000 100.0 39.4
i-‘ INCHES TO MILLIMETRES AND CENTIMETRES
o in. mm cm in, mra cm in. mm cm "
10 254.0 25.4 1 25.4 2.5 1/8 3.2 0.3
20 . 508.0 50.8 2 50.8 51 1/4 6.4 0.6
30 762.0 76.2 3 76.2 7.6 3/8 9.5 1.0
40 1016.0 101.6 4 1016 10.2 1/2 12.7 1.3
50 1270.0 127.0 5 1270 12.1 5/8 15.9 16
60 1524.0 152.4 6 152.4 15.2 3/4 19.1 1.9
70 1778.0 177.8 7 171.8 17.8 /8 22.2 2.2
80 2032.0 203.2 ¢ 8 203.2 20.3
. 20 2286.0 228.6 9 228.6 22.9 '
CUSTOMARY-METRIC ZIPPER LENGTHS (Available Zipper Lengths)
in. cm in. cm in. cn® in cm
30 75 22 53 14 as 8 20
28 70 20 50 12 30 7 18
25 85 18 45 10 25 6 15
24 60 i 16 40 9 22 b 12
4 10
THE CENTER FOR VOCATIONAL EDUCATION ' Table 3
Q .
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andVAY YOU WANT IT * ®
1. You are an alterations specialist in a department store. With the ] 50 cm = in. 11/8in.= mm
change to metric measurement some patterns, fabric, directions : 65 mm = in. 13/4in.= cm
and notions used in clothing alterations will be available only in '
metric sizes. You will need to be familiar with approximate
Customary equivalents in order to select correct pattern sizes and 3.| Complete the Requisition Form using the items listed. Convert
- quantities of supplies for proper fit, drape and style in garment the Customary quantitics to metric before filling out the form.
construction. You will also need Customary equivalents to order ! Complete all ihe information (Date, For, Job, ete.).
supplies in metric units. To develop your skill, use Table 3 and Order the following alterztions specialist supplies:
give the approximate metr quantity (both numbers and unit)
for each of the following Customary quantities. 1 doz. 10 in. zippers
- : - - - 25 yds. of seam tape .
Customary Quantity . Metric Quantity 1 gal. cleaning fluid

4 lbs. of dressmaker’s pins
2 {“ 2 ft; hem t§9e Two 1 pt. cans of sewing machine oil
3 in. hem , 1/2 doz. 4 in. seam rippers

1/2 in. seam allowance
3/4 in. button !
5 yds. of wool Date

REQUISITION

i 12 in. by 24 in. box

~ . For ,
4 oz. tube of heavy lubricant "

1 pt. of sewing machine oil +

i 20 yd. spool of thread Job Date Wanted .

‘ , 2 oz. ball of linen thread Deliver to ‘ \:
' 2in.needle j
' 4 f1. oz. of spotting solution QTY UNIT ITEM

4 in. wide sponge
2 gal. can of cleaning fluid
30 in. pants inscam i -

t
]

9 Use the conversion tables from Table 3 to convert the following:

15mm= in. 30in, = cm

81 cm = in. 24 in, = cm Requested by
 30cm= in, 4in. = em Approved by
22 mm = in. '5/8 in. = mm

AR . .
czmnonvocmmntoucnﬂon - Exercise No. 7 -
Al 4 . .

191

(




E
]
c-

REFERENCES

At Home with Metric Mcasuring. (Kit) Butterick Publishing, P.O. Box 1915,
Altoona, PA 16603, 1974, 1 f@mstrip (color), 1 sudio caczette, Teacher's
Manual (28 poges), 2 wall charts, meesuring cup, gram scale, thermor: ~ter,
mcasuring tape, sheet cf 48 individual inelric adhesive labels for sewing
machine throat piate. metric equivaleacy chart, $75.00.

Appealing, easy-to-use, activity-bascd, resource kit for secondary home-
making and consumer educstion. Focuscs on advantages of the metric
system in sewing and cooking. Teacher guide includes content for eacher,
references, {ilmsirip questions, 18 pages of reproducible activity shects to
familianize students with basic metrie units in consumer and homemaking
siiuations, and an answer sheet. Contains & chart for matching pattern
sizes and metric body measurementa.
Mecaguring with Meters. vr, How to Weigh a Gold Brick with a Meter-Stick.

. Metrication Institute of America, P.O. Box 236, Northficld, IL 80093,

1974, 23 min., 16 mm, sound, color; $310.00 purchase, $31.00 reatal.

Film presents units for length, area, volume &nd mass, relating cach unit
to many commmon objects. Screen overprints show correct use of metric
symbols and ease of metric calculations. Relationships among metric
mcasures of length, arca, volume, and mass are illustrated in interesting
and unforgettable ways.

Metric Education. An Annolated Bibliography for Vocatioral. Technical and
Adult Lducalion. Product Utilization, The Center for Vocational Edu-
cation, The Ohio State University, Columbus, OH 43210, 1974, 149
pages; $10.00.

Comprchensive biblivgraphy of instructional msterials, reference mate-
nals and resource list for secondary, post-secondary, teacher education,
and adult basic education, I[nstructioan] materials indexed by 15 oceu-
pational clusters, types of materials, and educational level.

Metric Education, A Pasition Paper for Vocatiunal, Techrical and Adult
Fducation. Product Utilization, The Center for Vocational Fducation,
The Ohic State University, Columbus, OH 43210, 1975, 46 pages;
$3.00.

Paper for tcachiers, curriculum developers, and adininistrators in voca-
tional, *2chnical and adult education. Covers issues in metric education,
the metric system, the impact of metrication on vocctional and technical
education, implications of metric instruction for adult basic education,
and cumculum and instructional strategizs,

Metries ‘n Carcer Education. Lindbeck, John R., . harles A, Bennett Company,
Inc., 809 W, Detwciller Drive, Peoria, IL 61614, 1975, 103 pages,
$3.60, paper; $2.70 quaatily «chool purchase.

Prerents mettic units and notation in a wellsillustrated maaner. Individual

ehapters on maities in drafting, metalworking, woudworking, power and

erery, graphic arts, and home cconomics. Chapiers followed by scveral
O e activitica for student use. Appendix includes conversion tabica
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Metrics fur Hoinc Use. Opal Masscy, Willow, House Publishers, P.O. Box 129,

Stockton, CA 95201, 1974, 32 pages, papor, $2.60.

Vorkbook for individuals. Fxplanation is followed by questions and
activitics. Individuclized topics include: introduction, home cooking,
calorics, shopping, cooking utcnails, appliances, sewing, fabrics and
pattcgns, furniture, recipcs, rules for SI units and decimal multiples and
submultiplics, area and volume.

SI... A Metric Workbook for Tcachers of Consumer and Homemaking Education,

Carole Biclefeld, compiler, Orange Couinty Department of Education, P.O.
Box 11846, Santo Ana, CA 92711, 1973, 70 pagcs and 36 pages of trans-
parency masters, $1.50, paper. -

V/orkbook in casy-to-usc format for instructors in consumer and homemaking
ecucation at the secondary level. Includes: brief history of the metric sys-
tem, transparcney presentation with narration on length, volume, and mass.
1as lcarning-by-doing excrcises with pre-test and post-test. Contains s chart
for matching pattern sizes to metric body measurements.

METRIC SUPPLIERS
Dick Blick Company, P.O. Box 1267, Galesburg, IL 61401,

Instructional quality rules, tapes, metre sticks, cubes, height measures,
trundle whcels, measuring cups and spoons, personal scales, gran/kiiogram
scales, fecler and depth gages, beakers, thermometers, kits and other aids.

Ohaus Scale Corporation, 29 Hanover Road, Flotham Park, NJ 07932,

instructional quality and commercial precision balances and scales, plastic
calipers and stackahle gram cubes for beginners.

INFORMATION SOURCES

American National Metric Council, 1625 Massachusetts Avenue, N.W., Washington,

DC 20036.

Charts, posters, reports and pamphlets, Mctric Reporter newsletter. National
metric coordinating council representing industry, government, education,
professional and tradce organizations.

National Bureau of Standards, Office of Information Activities, U.S. Department

of Commerce, Washington, DC 20234.

Free and inexpensive metric charts and publications, also lends films and
displays. ?“

w
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DCCUMENT NO. 5: ''MULTICULTURAL EDUCATION: TEACHING ABOUT MINORITY WOMEN"

1. Characteristics of document type

The document contains six articles that treat the topic of the dual
barrier of sexism and racism. The purpose of this document on multicultural
education is stated in several places. The first paragraph in the foreword
states, "'This...series...treats the convergence of two pernici;us social
maladies--racism and sexism--and suggests implications for teacher education
efforts to mitigate these ills.'" On page 5, the first article declares,
""The intent of this discussion is to help teacher educators more effectively
present information about minority women....'" The first paragraph of the
last article on page 29 summarizes, "Each of the foregoing articles gives

.
consideration to the involvement of minority women in thg women's movement.'
A document containing a collection of articles calls for an indicative
s

abstract because the document contains high density information that best

lends itself to a brief description of each article. As you recall, the

indicative abstract tells what the document discusses and how it is presented.

It is a broad guide to the document's contents.

13
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Manv documents of this type go into the ERIC system. |In most cases,
the documents are well-structured and need not be read in their entirety.
Bocuments of this type usually focus on a particular topic or aspects of a
topic, and normally include a Forewora or Preface, a Table of Contents
listing title and author, an Introduction or introductory article, the
articles themselves, a concluding article, and a Bibliography. This par-

‘

ticular document includes all of the above except a Bibliography.

What a practiced eye will look for in a multiple-authored document

Before you begin_writing your abstract, quickly scan the entire
document. Be alert to the possibility of one part, usuallf either an
introductory or concluding section, which summarizes the important
ideas of .the document, thereby saving the time that it would take to
read the entire document. Pay special attention to the Table of

Contents which can provide a framework for the abstract.

Since the document is so well-structured, the entire document need
no: be read. First, the abstractér should examine the Foreword and Table
of Contents, which provide information on the scope, purpose, format, and
subject matter of the document. Second, the abstracfgf mé? briefly scan
the introéuctor9 article, and examine very quickly the other four articles,
perhaps reading only introductory topic sentences of the paragraphs. The
concluding article should be scanned. By scanning very briefly the fore-

word, the Table of Contents, Introduction, and Conclusion, the abstractor

195
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can identify the section which may summarize the document, thereby
eliminating the need to read it in its entirety. For example, after
scanning this particular document, it will be n;ted that the first
paragraph in the concluding ariicle on page 29 summarizes each

article very nicely. -

You may now remove the document on multicultural education
located at the end of this analysis and begin to abstract and index it.

After you have finished, return to and read the remaining sections.

P

3. Parts of the document on which the abstract should be based

The Foreword (page 4) describes the scope/purpose of the document

-

and provides information reeded for a good topic sentence: ''The monograph
treats the convergence of racism and sexism and s.ggests implications

for teacher education efforts."

The major part of the indicative abstract for this document can be

based on th: Table of Contents, the introductory article,; or the

-

concluding article. Actually, this.type of document lends itself to
alternatives in abstract}ng style among which the abstractor may choose,
basing his abstract on any of the three sections above. Such alternatives
are more fully discussed in the fitth part of this analysis, '"Discussion

of stylistic alternatives."

-

7 An efficient way to write an abstract is to base it on the Table of

Contents which serves as the framework, with details coming from the text




of the document. ''The six articles are: (1) 'Minority Women and the Women's
Movement' by Ann M. Schlitt; (2) 'American Indian Women' vy Kathleen A.

Hunter; (3) ...."

Another way to write your indicative abstract is to base it on the
introductory article which describes the other five articles. The, last two
paragraphs on page 6 provide a synthesis of the document, '"The monograph
contains succinct observations about Chicana, Native American, Black
American...."

The abstract could also be based on the concluding section which cap-
tures the thrust of the entire document. On page 29, a succinct summary is

- provided. p

Each of the foregoing articles gives consideration to the involve-

ment of minority women in the women's movement. The individual

authors speak to the unique relationship that exists between their
respective ethnic/cultural groups and the focus of the current
sfruggle against sexism. In ""Minority Women and the Women's

Movement,' Ann Schlitt states, ... . In 'Understanding the Chicana,"

Isabel Salas suggests, ....

Because of the need to weight the abstract according to the emphases
in the document, it is important not to base an encire abstract on any one

section. The sample abstract below clearly shows on which parts of the

dccunient the abstractor chose tc base the abstract.
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. The monograph treats the convergence of racism and . Based on v
sexism and suggests implications for teacher education Foreword
efforts to alleviate these ills.

The six articles give succinct observations about Based on
Chicana, Native American, Black American, and Introduction,
Japanese American women from the perspective of page 6,

each writer. Each has a unique message shaped in 3rd paragraph

part by her-ethnicity and culture.,

The articles discuss: minority women and the Information
Women's Movement; the American Indjan woman as taken from
the communal woman, the gentle woman, and the Table of
whole woman; Indian Parent Councils: the Chjcana Contents

from the Anglo view and the Chicana's view; - the
Women's Movement as seen by Chicanas; a unified
movement by Black American women; and a perspective
on liberation by Japanese American women.

A final section considers the viewpoints presented Introduction

and explores considerations for teacher education page 6, last
as they relate to the needs of minority women. paragraph

General guidelines are suggested to assist in
establishing and developing teacher education
programs that reflect multicultural approaches and

. content.

L., Essential features of the content of the abstract

The following elements should be included in the abstract:
a. A statement of subject and scope (which may be a topic sentence):
The monograph treats the convergence of racism and

sexism and suggests impiications for teacher education
efforts to alleviate these ills,

b. Prose Table of Contents:

Tne articles discuss: minority women and the
Women's Movement; the American Indian woman....

The topic senE\pces of the sample abstracts describe the scope, purpose,

—~ | .. and conteiat of the document in one concise statement. The major emphasis of

the three abstracts focus2s on the content and meaning of each of the six

. articles, as it should when the content is weighted in the same proportion
199 _
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as the document. Because the final article presents a succinct summnarizing

approach to multicultural teacher education programs emphasizing a

perspective of all minority groups' viewpoints, more emphasis is put upbn
it than the other articles. It is described more thoroughly in all three

of the abstracts.

Sample Abstract #1

The monograph treats the convergence of racism and sexism and
suggests implications for teacher education efforts to alleviate
-these ills. The six articles give succinct odservations about
Chicana, Native American, Black AmeFican, and Japanese American
women from the perspcctive of each writer. FEach has a unique
message shaped in part by her ethnicity and culture. TRe arti-
cles discuss minority women and the Women's Movement; the Amer-
ican Indian woman as the communal woman, the gentle woman, and
the whole woman; Indian Parent Councils; the Chicana from the
Anglo view and the Chicana's view; the Women's Movement as seen
by Chicanas; a unified movement by Black American women; and a
perspective on Liberation by Japanese American women. A final
section considers the viewpoints presented and explores consid-
erations for teacher education as they relate to the needs of
minority women. General guidelines are suggested to assist in
establishing and develnping teacher education programs that
reflect multicultural approaches and_content.

Sample Abstract #2

Suggesting that the victimization of minority women by racism
and sexism can be alleviated by providing prospective teachers
with a multicultural perspective, the document offers six arti-
cles dealing with minority women. The articles explore ethnic
differences and similarities among American Indian, Black Amer-
ican, Japanese American, and Chicana viomen and suggests ways in
which teacher educators can develop and implement multicultural
programs. Multicultural education i3 interpreted as education
that will prepare individuals to recognize, understand, and
app-eciate- the culturally diverse nature of the United States.
The first article stresses the need to study feminism and
women's liberation from a multicultural perspective The second:
article discusses varieties of experience of American Indian
women due to tribal custom, geographic location, and role per-
ception. The third article examines the Anglo view and the
Chicana view of the Mexican American woman. The fourth article
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identifies strengths of Black women, including strong kinship
bonds, strong work and achievement orientation, and adaptability
to changing family roles. The fifth article presents perspectives
on liberation of .Japanese American women, drawn from recent
literature. The final article presents an overview of comments
in preceding articles and offers guidelines for multicul tural
teacher education programs.

Sample Abstract #3

Emphasizing the importance of muiticultural approaches to teacher
education, the six articles in this monograph describe the dual
impact o. sexism and racism upon minority women. "“"Minority Women
and the Women's Movement'! (by Ann M. Schlitt) emphasizes the need
for all women to develop positive self-images which allow for
cultural diversity/expression. "American [ndian Women'' (by Kath-
leen A. Hunter) describes the diversity among women in the Amer-
ican Indian community and discusses the role of Indian Parent
Councils and teacher education in confronting racism and sexism.
"Understanding the Chicana' (by Isabel Salas) discusses the Anglo
view, the Chicana's self-view, the impact of the women's movement ,
and the importance of multicultural teacher education. ''To Know
Black Women'' (by Gwendolyn C. Baker) emphasizes unity within

all minority movements and the importance of education for djver-
sity. ''Japanese-American Women: A Perspective on Liberation"

(by Linda J. Murakishi) describes the necessity for liberation

of both Japanese men and women, the need for self-acceptance, and
the importance of teacher education. ""New DiPrections for Ensuring
Equality' (by Gwendolyn C. Baker) presents guidelines for teacher
education programs which include: acknowledgment of, recogni tion
of, and exposure to ethnic and cultural diversity; preservice and
inservice teacher training regarding positive cultural variants;
focus upon ethnic/cultural groups within the U.S.; and training
for the development of instructional techniques, strategies, and
materials supporting ‘multiculturai concepts.

5. Discussion of stylistic alternatives

In writing an indicative abstract, the abstractor needs to make some

judgment about what stylistic approach to use. The abstractor may take:

(a) a broad view of the document and describe the contents generally; (b) a

narrow view, providing a skeletal ‘framework, listing such things as titles

and authors; or (c) a balance of the broad and narrow, identifying and

deécribing each article.




Sample'#l takes a broader view. Rather than identifying and listing
titles and authors, the ab;tractor briefly describes the rontent of the
articles. This can allow for a more concise abstract that includes all
of the essqujal information. When titles do not reflect the content and
meaning of the articles, the titles should not he listed. (Not the case in
tg;s document. hdwever, secause the titles reflect content.) In addition,
lists of titles are sometimes awkward to read.

Sample abstract #2 is a balance between the broad and narrow abstr?cp;
it idertifies and describes each paper, introducing each article with the
phrase...'"The [first) article...."

‘

Sample abstract #3 illustrates a more narrow approach, although it is
not completely narrow. The six articles are I[éted by title and author,
and a brief‘description of éach article is included. ‘This kindhof style is
effective when pnq.jnent authors need to be pointed out, for example,'arti-‘_

cles by authors such as Piaget.

A very narrow approach, by éBmparison, would include only a skeletal

framework. A good part of the abstract would contain information taken from

the Table of Contents and would list tables and authors with very little or
no description of content. This kind of approach is effective when the
titles reflect the content and when there are many articles that need to be

listed.

o

Sentence Structure

In the three sample abstracts, the abstractors vary the length of

their complete sentences, thereby eliminating monotony. This is especially

B
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true irn sample abstract #l. The second sample abstract is somewhat monoto-
nous in repetitiously describing the six articles... '""The first article...''; ?
"The second article..:.“ The third sample abstract begins sentences with

the article titles which effectively delineates the contents.

3

Voice/Tense/Vocabulary

The voice used in all three sample abstracts is active, e.g., “fhe monograph
treats," "The articles explore.' Although it is permissible to use the passive
voice in an indicative abstract, the active voice is more forceful and interesting
té read. Passive voice is often wordy, unclear, and dull. Sometimes, however,

meaning demands the use of the passive voice.

The use of present tense, used in all of the sample abstracts, is pre-
ferred for an indicative abstract.

Key words from the document are incorporated into the abstract:

'racism and sexism,' '"Chicana,' ''Native American,' 'Women's Movement,"

“"feminism," "minority women.!' Some of these terms are not descriptors
themselves but are synonymous to descriptors in the system. Using these key

words is very helpful to someone who is doing a text search.

6. Indexable Concepts

Teachers

*TEACHER EDUCATION is the most specific descrip}or and should be

used; the document suggests ways in which teacher education can help
&

alleviate racism and sexism.
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Women Y

The Thesaurus directs the indexer to usé FEMINISM for ''Womens Liberation"
and "Womens Rights.'' Because t!= articles in this publication focus on

these concepts, FEMINISM should be a major descriptor. The artizles also
b O

discuss the roles and cultural v;*yes of minority group women, and FEMALES
/

should be a minor descriptor.

Minorities and Culture

Four descriptors identifying the minority groups which the abstractor
codld use to index the document are precoordinated: AMERICAN INDIAN CULTURE,
JAPANESE AMERICAN\CULTURE, HISPANIC AMERICANOCULTURE, and BLACK CUL}URE.

The introduction in the 1980 publiéhed edition of the Thesaurus states that
""Precoordinated (i.e., multiple-word) descriptors are used whenever possible,
rather than two or more descriptors representing their companent concepts.'
Thus, for example, the precoordinated descriptor AMERICAN INDIAN CULTURE 5
should be used rather than AMERICAN INDIANS and CULTURE. The precoordinated
minority terms with ‘'culture" a;e also the most specific. Since identifying
these four specific minority group descrihtors as majors would mean eliminating
some other major de§ériptors needed to identify the document, the broader
descriptor *MINORITY GROUPS is qsed as a major. The specific minority group
descriptors which are precoordinated w}th “'eulture' are then listed

as minors. » ‘

Note, however, that the Thesaurus says '''Mexican American Culture', use
HISPANIC AMERICAN CULTURE Eﬂi MEXICAN AMERICANS.'' Therefore, MEXICAN
AMERICANS mu;t be included in the indexing to reflect the specificity level

of this document.
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The document focuses on ti~e concept of multicultural education.

MULTICULTURAL EDUCATION is a descriptor and should be used as a major since
it is }Ae most i :cific descriptor. The document explores cultural
gifferences and similarities among the;ninority groups, therefore CULTURAL
BACKGROUND and CULTURAL DIFFERENCES are minor descriptors. Also, since the
1 essays are inte&ded to help others recognize and understand mjnority women,

CULTURAL AWARENESS is used as a minor des:riptor.

Racism/Sexism

1

The document offers auidelines for teachers who want to eliminate
racism and sexism. RACISM is an invalid:descriptor; SEXISM is not a
descriptor. The two parallel terms chuosen are RACIAL 31AS and SEX SlAS.

These were made minor descriptors. -

Identifier: Chicanas .

CHICANAS reflects the language used in the document. It is an identifier

which is listed in the ldentifier Authority List,

N

»

Mandatory Educatioral Level

~

This document is directed primarily toward teacher educators to help them
"more effectively present information about mirority women." Therefore,
indexers should assume t'iat the proper mandatory leveling descriptor is

HIGHER EDUCATION.

Pub Type Code

The document is a collection of articles, and the appropriate Pub Type

code Is 120,

o
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INDEXING WORKSHEET

Page 1 of 2
CONCEPTS MAJOR MINOR JUSTIFICATION TOO BROAD/OFF-TARGET
TEACHERS *TEACHER EDUCATION OFFERS GUIDELINES EDUCATION COURSES
FOR TEACHER EDUCATIORN INSERV | CE
TEACHER
EDUCATION T0O
PRESERVICE NARROW
TEACHER
EDUCATION
WOMEN *FEMINISM ARTICLES FOCUS ON
WOMEN'S LIBERATION
FEMALES
MINORITIES *MINORITY GROUPS ARTICLES GIVE
CONSIDERATION TO
THE INVOLVEMENT OF
MINORITY WOMEN IN
THE WOMEN'S MOVEMENT
CULTURE HISPANIC AMERICAN ARTICLES EXPLORE
CULTURE ETHNIC DIFFERENCES
AMERICAN INDIAN AND SIMILARITIES
CULTURE AMONG THESE
MINORITY GROUPS
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FOREWORD

This eighth in the series of Special Current Issues
Publications (SCIPs) treats the convergence of two pernicious
social maladies--racism and sexism--and suggests implications
for teacher education efforts to mitigate these ills. The
minority woman is victimized because of both her sex and her
ethnicity. Often, indeed, she is forced to come to grips with
internal conflicts generated when she accepts an active part
in the two liberation movements: whereas feminists strive
toward goals articulated by Anglo leaders, cultural distinc-
tions may very well dictate other priorities for minority
women . .

The authors -of this monograph view both of these social
struggles from the unique perspectives of their individual
ethnic contexts. Clearly, racism and sexism are seen as dual
barriers to be overcome by the concerted energies of both men
and women of all ethnic groups. To that end, teachet educa-
tion programns must incorporate strategies to instill sensi-
tivities--and practical techniques--for effecting social
change. B .

The authors are well qualified to speak to these concerns:

Gwendolyn C. Baker, Associate Professor of Education,
Director of Affirmative Action Programs, University of Michi~-
gan, Ann Arhor

Kathleen H. Hunter, Program Analyst for American Indian
Education, Michigan Department of Education, Lansing

Linda J. Murakishi, a student at the University of Michi-
gan, Ann Arbor, and a staff member of the University's Affir-
mative Action Programs

Isabel Salas, Assistant Professor, Chicano-Boricua
Studies, Wayne State University, Detroit, Michigan

Ann M. Schlitt, Program Associate for Women's Qoncerns/
Affirmative Action Programs, University of Michigan, Ann
Arbor.

The Clearinghouse is grateful to these authors for their

contributions to this publication. Reader reactions or -sug-
gestions are welcome.

Karl Massanari
Director, ERIC Clearinghouse
on Teacher Education
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MINORITY WOMEN AND THE WOMEN'S MOVEMENT

ANN M. SCHLITT

The inten%: of this discussion is to help teacher educa-
tors more effectively present information about minority
women, primarily to non-minority students. A teacher educa-
tion program that incorporates a multicultural component, or
has an integrated approach, is necessary to make education
relevant to all people in a culturally diverse society.

Multicultural education, as viewed by the writers, is
education that will prepare individuals to recognize, under-
stand, and appreciate the’ culturally diverse nature of this
country. From our perspective, a multicultural approach
differs from a multiethnic one. Multiethnic education
focuses primarily on content unique to specific ethnic
groups. Multicultural education is more inclusive, in that
its broad interpretation of "cultural group"” allows for the
study of all groups in the United States. It is an encom-
passing approach to education based on the notion that
group-~related issues and problems can best be understood
when the ethnic components and experiences are considered
within the framework of the larger cultural group.

More specifically, women comprise a cultural group;
therefore, a study of the women's movement falls under the
domain of multicultural education and multicultural teacher
education. Because the study of women is appropriate from
the multicultural perspective, it becomes important to
explore the differences and similarities based on ethnicity
that exist among women. It is also imperative to note that
there is as much diversity within an ethnic group as there
is between groups.

A distinctive feature of U.5. history has been the
parallel between racism and sexism, both acting to relegate
minorities and women to a secondary status in our society.
The minority woman is caught. in a double bind: she is the
victim of both racist and sexist behaviors. A woman's
response to the struggle against racism and sexism may be
shaped in part by her ethnicity. Issues such as political
participation, elimination of discrimination, equal pay for
equal work, reproductive choice, child care, equal educa-

* tional opportunities, media images, and economic opportun-

ities take on different levels of priority. For instance,
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Chicana activist Consuelo Nieto sees support from many
Chicanas as the women's movement relates to equity in pay
and job opportunities. "vet for some, particularly the non-
activists, the closer the movement comes to their personal
lives, the more difficult it becomes to tear themselves away
from the kinds of roles they have filled."l

Some women see the struggle for racial equality as
their primary concern. Many Native American women believe
their total efforts must be directed toward improving the
status of Indians as a people. Minerva White, a Seneca,
said, "We have had women's liberation for five thousand
years . . . and so that is not an issue for us."2 Other
women view the movement for equal opportunity and the right
of self-determination as compatible goals for all women.

The study of feminism or women's liberation can be
meaningful only if it is multicultural. It must recognize
the need for positive images and self-concepts for all women
and allow for the expression and appreciation of the diverse
cultures that make up our society.

This monograph contains succinct observations about
Chicana, Native Americar, black Aumerican, and Japanese-
Amerjcan women from the perspective of each writer. Each
has a unique message shaped in part by her ethnicity and
culture. Implications for téacher education are provided at
the end of each discussion.

The final section considers the viewpoints presented
and explores considerations for teacher education as they
relate to the needs of minority women. General guidelines
are suggested to assist in the establishment and development
of teacher education programs that reflect multicultural
approaches and content.

1l Consuelo Nieto. "The Chicana and the Women's Rights Move-

ment.” Civil Rights Digest 6 (3): 36-42; Spring 1974.

2 Quoted by Alice Sargent, in an unpublished paper, "Sex
Role Issues for Minority Women."
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AVERICAN INDIAN WOMEN

KATHLEEN A. HUNTER

There is no American Indian woman. There are Siocux
women or, more specifically, Oglala Sioux women. There are
Pueblo women Or, more specifically, Isleta Pueblo women. And
80 on. Because identification with one's tribe is the funda~
mental awareness for American ‘Indian people, self-concept is
intimately associated with tribal concept. For Indian women
this means their role expectations are modified by the tribal
perception of a woman's role.

Vine Deloria, Jr., a Standing Rock- Sioux lawyer, has
explored the essential relationship of place to tribal reli-
gions and communities. In the book, God Is Red, he argues
that the basic determiner and strength of a comrunit, and its
religion is the space in which it has come into existence--
not the time of its events. "American Indians hold their
lands--places--as having the highest possible meaning, and
all their statements are made with this reference point in
nind."3 Therefore, tribal life will be realized differently
in different environments. We should assume that tribal role
expectations of women will adapt as well. The large western
reservations, the isolated rural settlements, and the urban
centers will each nurture a value system and body of customs
appropriate to that place.

In some instances, sex differentiation within a tribe is
clear and controlled by law and custom. Many tribes, such as
the Iroquois, Pueblo, and Cherokee, are matrilineal societies.
The customs and traditions which facilitate and protect
matrilineal organizations will reflect the unique cultural
values and experiences of the tribe. While matrilineal
societies provide us with a dramatic example of differing
role expectations for Indian women, within each tribe there
are sex role designations which are subtle and exclusive.

- For example, Indian grandmothers enjoy a respect and affec-

tion unique to their role.

Contemporary American Indian experience dictates a
complex coexistence of protection for ancient tribal values
and customs and utilization of necessary technological
innovations. An Indian woman, trying to hold on to tribal

3 Vine Deloria, Jr. God Is Red. New York: Dell Publishing

Co., 1975. p. 75.




~ life, must realize her meaning and significance within this
stressful context. As we risk some generalizations about
these wcmen and their life styles, we are not suggesting’
absolui.es. What are presented are points of reference and a
way of comparing the role expectations of some Indian women
with non-Indian women.

THE COMMUNAL WOMAN

Indiztdual achievement, pe5§ona1 rlghts, and control
over one's own body are values of the women's rights move-
ment. The New Woman's individualism is partly modeled on . -
American male independence and capitalistic ecoriomics; it is
also a response to the unhappy repressive nature of women's
commpnal experiences. Placing women into groups has had more
to do with control of property than a positive sanction of
womanly responsibility and power. The "coming together of
women" is a fearful and anxiety-producing event for American
men, who see such gatherings as thteatening their exclusive
control and ownership of women. 7

Communal identity and indiv1dua1 identity are almost
inseparable for Indian women who value their culture. 1In
God Is Red, Deloria explains that the tribal community is a
living presence as much as the individual. Neither the
person nor the community is diminished by the other, but
rather each is realized and enriched through the other. This
relationship should not be seen as repressive of personality;
the person, seeking a way of living in the world, is honored
and respected. The worth of the community is to support the o
vision of self and to provide a context in which the person
can actualize identity. '

The conflict betweer individualism and communalism will
create a hardship for the tribal woman, She may rnot respond
to the same motivational forces as the non-Indian woman. 1In
fact, she may even find herself having to cope with guilt and
alienation should she attempt to pursue an individualistic
approach to her life.

&

THE GENTLE WOMAN

Power and strength have different significance for
Indian women than for non-Indian women. For a collection of
unpublished poems, Dr. Robert K. Thomas, Cherckee scholar,
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has written a poem entitled, "Where Have All the Tender Young
Women Gone?"4 Thomas explores the loss of gentleness which
has accompanied the expcsure and activism of modern women.
The quality of tenderness which Thomas perceives is not
weakness, but rather a gentle free yielding of a powerful
Earth. Earth is the essential nurturing core of life: it is
strong and independent, and moves by principles which must
not be violated. It can be fierce in its protectivism and
awful in its retribution. For a reality this powerful to
raise up life as delicate as sweet grass, as corn, as laurel,
. is truly an act of gentleness. 1In like manner, a tribal’
woman can be a gentlewoman, not out of weakness or as'a-
gesture of submission, but as a statement of recognized
strength and essential value.

Thus strength and power are not qualities which need to
be wrestled away from unquarded men, but rather are intrinsic
to' the nature and role expectations of Indian women. When
these women meet to discuss women's rights, it is assumed
that they do have rights.. The concern is how to exercise
their responsibilities of leadership in keeping with their
cultural values while developing and maintaining maximum
effectiveness in a non-Indian society. Within the communal
ecology it is essential that each member discover his or her
power, and that this power be understood and used to sustain
the life of all.

THE WHOLE WOMAN

Women's magazines devote their pages to helping the New
Woman to be and to stay organized. Like the magazine itself,
a woman is seen as a series of Departments: The Professional
Woman, The Beautiful Woman, The Sexual Woman, The Healthy
Woman, The Materral Woman, and so on. Womanhood is not a -

- role in itself, but a composite of roles. Magazine articles
suggest that a woman should have two goals: (a) to know and
perform each of these roles with perfection, and (b) to keep
the roles discrete and unconfused. There are appropriate
clothing, makeup, hairdos, and perfumes to go with each role
to help keep them straight.

Now and then the magazines will rescue their readers
with a consoling article on the difficulty of managing all of

4 By permission of the author, Dr. Robert K. Thomas, Wayne
State University.




this. Tips are provided on how to get it all together: mix-
and-match clothes that will get you thrzagh the whole day,
casseroles for the working wife, isometrics for thc profes-
sional woman. This is a lot like a good American garden with
its fields of beans and f'elds of corn carefully planted side
by side, draining the so’l's nutrients. Again, the Earth
provides the appropriat: metaphor for the impossible situa-
tion in which American women find themselves. They have
beccme an economic commodity valued in terms of productivity.
Wher. they are finally depleted, what parts of themselves will
end in "so0il banks" for regeneration?

American Indian people see the.person as they see the
Earth: a single interrelating system which must be under-
stood as a w.ole--a circle. Like the sun, the moon, the
seasons, and the directions, all things rcturn to their
beginning point, creating the whole. For the tribal woman,
each of her experienc 3 has value because it contributes to
her sense of wholeness; she does not wish to Zracture her
life into exclusive components. To each event she carries
all that she is as a result of past events. Her choices may
differ from those of non-Indian women. Perhaps it will not
be important to her to be able to do all things at once. Her
goal may not be to say, "Loaqk at all I have been able to do";
this is an economic concept. Her goal may be ingtead to say,
"I want to interact with what I am doing now so that I may
become a more total person”; this is a humanistic concept.

INDIAN PARENT COUNCILS

When.we examine the actual situation of Indian women, it
is obvious that the ancient values are struggling for sur-
vival. Like all American Indians, the women are frequently
isolated from each other--alone in non-Indian communities,
alone in school, alone in the classroom, alone un the job.

Little tribal support sustains them and protects them from
acculturation. Remembering ideals of tribal cohesiveness,
community support, personal vision, and womanly gentleness,
“he Indian woman confronts a reality of shattering pluralism,
isolation, private despair, and aggressive survival strate-
gies. ghe is often unseen; thersfore, there are no expec-
tations for her.

Daospite the multitude of handicaps, events indicate the
0ld values will survive. There is a growing renewal of
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tribal awareness and a creatise adaptation of institutional
structures to implement Indian self-determination.

One of the most hopeful movements in contemporary Indian
affairs is the establishment of Indian Parent Councils within
local school districts. In order to receive federal assis-
tance under the Indian Education Act (ESEA Title 1V, Part A,
U.S. Office of Indian Education, Department of Health, Educa-
tion, and Welfare), school districts must work cooperatively
with an Indian Parent Council in the development, implem. -
tation, and evaluation of an Indian education program. These
councils are not advisory committees, but policy-making
bodies which share responsibility with the schools in all
aspects of the program.

This innovative self-determination legislation provides
legitimacy and status to Indian women in social action roles.
Along with husbands, children, and grandparents, they are
taking on leadership responsibilities within their communi-
ties. The sense of isolation is decreasing. An Indian woman
may travel ten or twenty miles with her family for the
wonthly Parent Council meeting. At a given meeting, she
might help the other Council members with a potluck supper,
listen to a presentation on Indian Rural Health from the
state coordinator, and help her mother teach the children
beadcraft. She might vote with other members on whether to
take their children to the statewide Indian Student Career
Day, or whether to renew the teaching contract of the indian
cultural history teacher.

"he councils are becoming the impetus for a renewed
tribalism in which women of all ages are playinqg significant
roles. Equally important, however, school district personnel
are gaining a changed image of Indian women, with whom they
will need to contend. These women are strong willed, and
determined never agair. to relinquish their right to sustain
and protect the values of their people.

IMPLICATIONS FOR TEACHER EDUCATION

Educators seeking to enrich the-rchool curriculum and
prepare sensitive teaching personnel would do well to begin
their efforts right at home in cooperation with regional
Parent Councils and Indian Centers. In the design of a
teacher education program responsive to the American Indian

R}
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cultural values and patterns for women, at least four prin-
ciples shcald guide decisions:

1. Educators must become sensitive to fundamental
tribal characteristics which result from cultural
values and historical experiences.

2. Teacher educators must prepare teachers planning to
work with Indian female students to structure
school activities which will support rather than
violate community loyaltie- and collective
activity.5

3. School personnel need to recognize that aggres-
siveness and assertiveness are not the only
measures of strength, determination, or ability and

. that the quiet manner of an Indian female student
possibly .eflects its own courage and capacity.

4. Young indian women have the awareness to teach the
teachers that the quality of human experience and
activity has greater total value than the more
easily measured tasks usually presented students.6

[ S

5 This author has spoken with several school administrators
who are concerned about school failure of Indian female stu-
dents. While sports programs may hold young Indian men,
there are no adequate communal experiences to hold Indian
women in school.

6 An excellent discussion on this subject appears in: "USOE
Task Force Report on Native American Instructional Strate-
gies," Instructional Strategies in Schools with High Concen-
trations of Low-Income Pupils. Washington, D.C.: U.S.
Office of Education, - Department of Health, Education, and
Welfare, 1976.
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UNDERSTANDING THE CHICANA

Isabel Salas

Now that multicultural education is finally gaining wide
attention in the United States, social scientists and educa-
tors are attempting to understand the values and cultural
characteristics of minority groups. Some of that attention
has focused on minority women. In the case of Mexican-
American women, or Chicanas as we prefer to call ourselves,
there are two distinct views: one is the Anglo view, which
is scientific; the.-other is the Chicana view, which is
humanistic.

" THE ANGLO VIEW

Widely publicized generalizations of Chicanas stop short
of an accurate and full description for two reasons. First,
analysis of research findings has been from a predominantly
Anglo point of reference.’ Second, behavioral responses
stemming from cultural stipulations are misunderstood. As a

.result, Chicanas are stereotyped as passive, resigned, and

submissive women. Most maligned is the Chicano value system
which is considered to be the cause of such behavior. No
doubt a qroup's value system determines, among other things,
its behavioral patterns. Distortions, however, are inevi-
table when polar sets of values are superimposed. Catholic
collectivism, cooperation, and mutual dependence, values
highly esteemed by Chicanas, cannot be properly interpreted
using a frame of reference based or Protestant individualism,
competition, and independence.s

' Chicanas reject these stereotypes. As members of the
group in question, we need only observe how our grandmothers,
our mothers, and the women in our communities actually behave
in their daily lives. Passivity, submissiveness, and resig-

7 Octavio Romano. "The Anthropology and Sociology of the.

Mexican American.” In: O. Romano, ed. Voices. Berkeley,

Calif.: Quinto Sol Press, June 1971.

8 Manuel Ramirez and Alfredo Castaneda. Cultural Democracy,
Bicognitive Development, and Education. New York: Academic
Ptell,_1974.
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nation are not the outstanding characteristics we remember.
Strength, determination, and endurance are more accurate des-
criptors.9 Admittedly, the Chicano culture imposes secondary
status on women. Early female socialization instills passive-
submissive behavior. Rural isolation maximized it in the
past, but urbanization has reduced it drastically. Urban
Chicana behavior is a mixture of cultural traditions and mer-
ican adaptaticns. It is, more and more, a melding of twu
cultures, .

Distortions persist because distinct types of behavior
are not recognized by outsiders. Just as the Spanish language
contains a formal and a familiar manner of speaking, so does
the Chicano culture prescribe formal and informal behavior.
Speaking to people in formal situations, such as work, church,
school, or busin«ss, requires the use of "usted" (you). The
familiar pronoun "tu" (you) is used with family and friends
sharing the same social status. Formal behavior for formal
orzasions is prescriptive public behavior. Informal behavior
is actual daily behavior. Cultural norms reinforce formal
behavior, how group -members ought to behave. Chicanas may be
vocal and -assertive with their husbands at home, but in
public they behave as they should. '

Contrast the public behavior of the Chicana and the
Anglo woman. It is not uncommon to hear an Anglo woman tell
her husband to "shut up" in public. Chicanas wait for a
private moment to do so, and undoubtedly choose other words.
Anglos interpret this type of response as submiszive; Chicanas
see it as proper formal behavior in a public situation.

Actual daily behavior, on the other hand, is shaped by the
necds of the family. "La familia” is the most important
institution. .The woman is the heart of the family. Familial
responsibiligios accelerate the Chicana's departure from
passive-submissive behavior.

. A SELr VIEW
The evolution of Chicana characteristics can be divided
into three stages: the Passive-Submissive, the Becoming
Independent, and the Independent.
3 Isabelle Navar. "La Mexicana: An Image of Strength."

Regeneracién (Los Angeles, Calif.) 2 (4): Special Issue
on Chicanas, 1975.
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As daughter, and later as young wife, the Chicana does
pass through a passive-submissive stage. From chil2n.od the
female child is taught to be obedient, respectful, indus-
trious, virtuous, and religious. The expectation is that she
will integrate these values and adhere to them throughout
life. The very same values, except for virtue, are taught to
the Chicano son. In adolescence, the daughter is protected,
sheltered, and confined. Unlike the Anglo family, the Chicano
family does not equalize social privileges as the son and
daughter grow older. Marriage promises more of the same;
restrictive authority is transferred from the parents to the
husband.

Major re:ponsibilities related to managing the home and
educating the children are assumed in the second stage. The
Chicana must break out of the passive~-submissive mold. Rural
residence affords few opportunities to do so, but in the city
each outing exposes l.er to the outside world. Each experience
provides contact with other people and other women, each is a
learning situation. These familial responsibilities transform
the Chicana into a very strong woman. Passivity becomes
activity. Moreover, each achievement increases her self-
confidence and intensifies her quest for independence. Out-
wardly, the Chicano husband remains the dominant figure;
privately, he is surrendering familial authority to his wife.
Contrary to popular belief, most Chicanas do not settle into
a life of continued male domination. A great amount of inde-
pendence is needed and gained by the second stage. And male
dominacion is being challenged further by the growinq number
of Chicanas entering thé job market.

By stage three, Chicanas are the recipients of special
treatment from both male and female members of their families
and theiy group. The grandmother's wisdom is sought and
respected. She is revered and loved for her performance as
nurturing mother and enduring, loyal wife. And she may be as
indepencient as she wishes to be. -

If Chicanas are all seen as passive and submissive it is
because, regardless of their age or status, they continue to
behave publicly according to the norms of their culture.

THE WOMEN'S MOVEMENT

. Tﬁe basic conflict between Chicanas and the women's
liberation movement lies in attitudinal differences toward




sexism. The women's movement insists that women, regardless
of cultural affiliations, have the same problems and will
respond inthe same manner.l0 Sexism is the major concern
of the womén's movement. It is of great concern to minority
women as well, but their responses differ.

Chicanas make distinctions between the sexism of the
dominant culture and the sexism of the subculture. Anglo
women are hostile toward men. Chicanas are hostile toward
Anglo men (and women), but not toward their own men. The
Chicano male is a partner in the struggle for racial equal-
ity; one does not turn against a comrade. The Chicana
recognizes and is attempting to change the sexist attitudes,
beliefs, customs, and roles in her subculture, but her
tactics and strategies will differ from those employed in
dealing with the sexism and racism encountered in the Anglo
world.

A collective approach to women's liberation is preferred
by Chicanas when they deal with their own men. Great care
is taken not to destroy the spirit of collectivism, coopera-
tion, and mutual dependence which is ingrained through
cultural socialization. The women's movement has an individ-
ualistic approach: 1liberation for the self regardless of
the disruptions of the marital relationship or the family.
This stance is consistent with the Anglo value system, but
to expect all women to take the same stance has been the
greatest misjudgment of the women's movement., We are all
women. Women may all have the same problems, but each group
of women responds to these problems according to the value
systems, collective and individual, of its constituent
women.

MULTICULTURAL TEACHER EDUCATION

Knowing and understanding the cultural values to which
Chicanas adh.re is an essential ingredient for multicultural
teacher education. Learning about their culture not only is
important for those who are planning to work with Chicanas,
but is perhaps even more crucial for those teachers who will

10 Evey Chapa. "Reﬁort from the National Women's Political
Caucus."” Magazine (San Antonio, Tex.) 1 (9): 37-39;
September 1973.




be teaching about them. Once basic information is grasped,
then and only then is it possible for teachers to plan
curricular content that is appropriate for students. Equally
important i the necessity to help prospective teachers
develop appropriate and relevant instructional techniques
and strategies. One technique which is popular is the

' :cross-cul+ural approach which compares and contrasts the
cultural characteristics of different groups of minority
women. ‘The teacher's role is to create an accepting and
understariding atmosphere as students examine what social-
ization and behavioral patterns Chicana, Puerto Rican,
Asian, Native American, Black, and Anglo women have in com-
mon. Where do basic differences occur? What are the behav-
ioral implications of these differences? No group is
omitted. Each member of a minority or ethnic group is
invited to participate.

Multicultural education requires commitment on the part
of all educators. Commitment to equality and the recogni-
tion of cultural diversity should be evident in staffing
patterns, in counseling procedures, and in all other aspecte
of the educational prngram. An educational program that
reflects cultural diversity at all levels and in a total way
ig one that can best provide multicultural education.
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TO KNOW BLACK WOMEN

GWENDOLYN C. BAKER

To learn about and to teach about black women is to put
aside previous stereotypes and to see us as we truly are.
Robert Hill, in Strengths of Black Families, discusses five
strengths: strong kinship bonds, strong work orientation,
adaptability of family roles, high achievement orientation,
and religious orientation.ll These strengths cannot be ade-
quately considered without some investigation of the role of
the black woman in their development. Contrary to many
perceptions of the black woman in relation to the black
family, the pattern of family life developed not because the
role of the black woman was thiat of a matriarch, but because
of the unique roles that both black men and women -ad to
assume. As Hollie I. West stated in the Washington Post
review of Herbert G. Gutman's latest book, The Black:- Family
in Slavery and Freedom, 1750-1925, "Despite family breakup and

separation, family structure grew and stayed alive and
cultural patterns formed."1l2

Black women, partly through adjustment and adaptation to
an unjust system, developed the ability and compassion for
caring for young children and the elderly by absorbing them
into their households at whatever the physical or economic
costs. Hence we find the development and perpetuation of an
extended family relationship. In the absence of formal
adoption agencies, an informal adoption network functioned to
tighten kinship bonds. The black woman provided a strong link
in the development of this strength. i

In most black families, women and men work together and
Place a strong emphasis upon work and ambition.l3 Histori-
cally, black women have not been chained to their own kit-
chens, but rather through necessity have worked outside the
home. The development of the black middle class gave rise to

1l Robert B. Hill. Strengths of Black Families. New York:
Emerson Hall Pablisher, 1971.

12 Hollie I. West. "The Black Family: A New Perspective."
Washington Post, December 1976.

13 ui11, p. 9.
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an erpanded partnership between the black female and the black
male--the privilége to pursue a career was hers.

There is a high degree of equality in the black family.
Pamily patterns appear to be egalitarian, with little atten-
tion to specific rols definition. Men and women assume each
othex's roles as needed. .Therefore, role diversity is not a
need of black families. ’

. Black women value achievement and can be considered not
only as achievers but also as those who have encouraged the
notion of "education as the hope for the future of Blacks."
Unfortunately, society has not supported this strength, and
there has been little upward gain on the economic ladder for
black women.

Firm religious convictions have sypplied hope to black
families. Black women, as active participants in church
related activities, have long beenr involved and are highly
respected.

To know black women is to recognize and acknowledge their
strengths:

%0 illustrate, women or the feminist movement may be
explored, but the full impact of this movement will be
ignored completely unless we consider the interest,
concerns, and responses to the issues involved by women
of various ethnic groups. The values and interests a.
Black, Native American, or Chicano woman places on the
feminist movement are quite different from those of a
white middle-class woman. The differences in perspec-
tives and/or respongses are primarily due to the ethnic
experiences each has had in this country.l4

A UNIFIED MOVEMENT N

Perhaps the most essential instrument for combatting the
, divisive effects of a black-only or feminist-on’ movement is
the voices of black women 1nsist;ng on the unity of civil
rights for minorities and women. Only a broad movement for
human rights, via multicultural education in the schools, can

14 Gwendolyn C. Baker. "Cultuxa) Diversity: Strength of
the Nation.” Educational Leaaership 33 (4): 257-60;
January 1976.




prevent black revolution from becoming isolated and can

ensure its success as well as success in eliminating sexism.l5
Black women differ; there is no monolithic concept of the

black woman, but there are many models. However, there is a

common denominator, a common strand of history that charac-

terizes all black women: oppression.l®

No matter how much we celebrate our culture and its
heroes, we must still do the necessary activist work to
eliminate oppression. Cultural nationalism can never be
a total substitute for direct political involvement.l7

Therefore, as Pauli Murray discusses in "The Liberation
of Black Women," involvement in the struggle against racism
and sexism necessitates a dual approach:

Traditionally, racism and sexism in the U.S. have shared
some common origins, displayed similar manifestations,
reinforced one another, and are so deeply intertwined in
the country's institutions that the successful outcome of
the struggle against racism will depend in large part
upon the simultaneous elimination of all discrimination
based upon sex.l8 ‘

One approach that appears to be an appropriate attempt to
combat the forces of racism and sexism may be found in the
concept of multicultural education. A multicultural curric-
ulum acknowledges the differences that exist between and
within ethnic groups and includes these differences in the
exploration of larger groups, cultures, and issues.

Responsibility for helping to eliminate racial misunder-
standings and for creating an environment of equality has been

15 Pauli Murray. "The Liheration of Black Women." In: Jo
Frecman, ed. Women: A Feminiat Perspective. Palo Alto,
Calif.: Mayfield Publishing Co., 1975. p. 363.

16 Joyce Ladner. Tomorrow's Tomorrow: The Black Woman.
New York: Doubleday and Co., 1971. p. 18.

17 Ladner, p. 273.

18 murray, p. 351.
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placed on the education system. The 1954 decision in the case
of Brown vs. Board of Education of .Topeka was a beginning
toward the desegregation.of schools. Incorporating ethnic
studies into the curriculum is a more recent attempt toward
integration of instructional centent. Then the need for
eliminating existing racist and sexist behavior in our

schools became a priority; in this regard, Title IX has

hecome the password of the day. '

Unfortunately, efforts to eradicate racism =nd sexism
have, up to now, remained fairly separate movements; little
has been done to develor an approach that will do both. As a
result, endeavors formerly aimed at the elimination of racism
have.been curtailed, if not abandoned, in most scnools, and
the efforts toward elimination of sexist behavior are
increasing. As one movement appears to be on the decline and
the other on the upsurge,'minorities--especially minority
females--have been lost in the shuffle. The battle to elimi-
nate sexism has been based on the assumptions that all women
are the same and that all want the same changes. How inac-
curate these assumptions are; to consider the plight of black
women and other minority women the same as that of all other
women is to assume in error.

The Black woman suffers from the twin burden of being
Black and female. Her life is shaped by the subjugated
statuses which are assigned to beirng a woman and being
Black, both of which carry with them a double eopardy.1?

Black females are different because historically their
involvement in the development of this country has been dif-
ferent; they ar: treated differently and they feel different.
Other minority women have experienced similar treatment and
feel much the same way as black women do.

- EDUCATION FOR DIVERSITY

Because racism and sexism have parallel concerns and
origins, it is mandatory that efforts to 2liminate such
behavior and attitudes in schools take a combined approach to
the problem.

19 Ladneg, pP. 277.
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Multicultural education--particularly as it relates to

1.

2.

3.

teaching about minority women, and specifically about black
women~-can be effective only if educators recognize that:

Teacher education programs must provide students an
opportunity to learn about the involvement of the
black American in the United States. Providing
this kind of objective content will help establish

‘a knowledge base that is essential to teachers who

will be teaching Blacks and/or about Blacks.

An examination and analysis = the various myths
and stereotypes about Blacks should be executed in
view of historical relevancy--for example, the
matriarchal role of the black woman.

It is crucial to be aware of those elements of the
culture of Blacks that are held in common and thore
that may differ. This awareness is essential for
helping to develop the sensitivity needed to resp
respond to the educational needs of Blacks and,
specifically, black females.
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JAPANESE-AMERICAN WOMEN: -
A PERSPECTIVE ON LIBERATION

. LINDA J. MURAKISHI

1 see women's liberation as meaning advocacy for the
advancement of women, both personally and professionally. As
., such, women's liberation implies that women of all races join
on common ground against a shared form of discrimination.

Jor instance, we feel the impact of sexism, as other genera-
tions of Japanese-American women felt the sexism of patri~
archal Japanese .aen, described in Emna Gee's historical essay,

"Issei: The First Women."20 Gee relates how many Japanese

immigrant women were burdened with the double task of working,
beside their husbands in the family enterprise while raising 'a
family and keeping house. This experience is also commoa in
the male-dominated culture. A patriarchal cultural structure
is not the sole property of the Japanese-American immigrants.
A collection of essays, poems, and historical viewpoints
entitled Asian Women takes the modern stance that sexists
among Asian-American males in the Asian-American "movement"
need to be enlightened concerning their dominance of many
activities.2l But nowhere in that collection of writings is
it stated that men are a monolithic group. Asian-American men
share with Asian-American women a history that has bound them
together under racism. The women's liberation movement is
based on the perception of men as a monolithic group, but the
experience of Asian~American women has unified them with
Asian-American men. And as I cannot ignore this bond, I
cannot ignore the strength of shared identity and unity which
comes with it. In Third World Women, a collection of articles
by minority women, it is evident that out of a common identity
that celebrates the unity of Third World men and women comes a
self-acceptance which is positive and rewarding.2

20 Enma_Gee. "Issei: The First Women.” 1In: ' Asian-American
Studies Center. Asian Women. Los Angeles: University of
California, 1975. p. 1ll.

21 Asian-American Studies Center. Asian Women. Los Angeles:
University of California, 1975.

22 1n; Third World Women. San Francisco: Third world

?
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WOMEN AND MEN TOGETHER

In light of my perception of the unit; between Asian-
Americans, it is not a contradiction to state that I am
alienated from the women's liberation concept while ac’owl-
edging that sexism exists within and outside my Japanese-
American subculture. I am alienated from a women's liberation
concept that advocates for wome: alone while ignoring the
needs of minority men, whose needs for advocacy are as great
as those of women. Because I share a strong identity with
other Asian-American people, I cannot ignore the racism .
face as people of color, both male and 3g£ale. Liberation
from sexism is only part of the liberation nceded by all
minority peor .e. There is a need i’ r freedom from artificial
limits deteriined by a person's obvious physical and sexual
characteristics. My identity with Asian-~Americans and other
Third World p=ople expands my concept of liberation par* the
liberation of women alone. -

Socialization as a Japanese<~American submerged in a
larger culture has strengthened my identity with other Asian-
Americans. When the first Asian woman set foot in America,
she found a culture that Jlorified women with "white charac~
teristics.” "Asian Images--A Message to the Media" describes
the socialization of Asians as negative to a large extent.

Governmental and educational institutions, advertising
and public relations agencies, newspapers, and other
public informational organizations (have) often developed
and reinforced stereotyped images that perpetuate
- prejudice and hate toward Asians. . . . For whatever -
reasons--political, economic, social, comical-~-these
. distortions have done much to damage the image of Asian-
Americans.23

This experience is not limited to women; Asian men are
also victims of negative racial stereotypes. The perceptions
of the majority culture can be very destructi-re to the indi- P
vidual and the group when accepted without critical analysis.

23 Asian-Americans for Fair Media Group. "Asian Images--A
Message tc the Media." Bridge Magzzine 3 (2): 31;
April 1974.
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ACCEPTANCE OF SELI

Angry that negative stereotypes are often accepted by
minority people, one Asian-American woman writes critically
of an "Asian-American magazine" containing advice for dis-
guising Oriental eyes so that they seem larger.24 This is an
example of how it is possible to lose perspective on our
Asian/non-majority characteristics and deny qualities so
inherently Asian as our physical appearance. Like other
minorities, Asian-Americans fight against such illogical and

» demeaning perceptions of themselves. Our human need to per-
ceive ourselves as worthwhile makes Asian-American men and
women accepting and supportive of each other. As a subculture
ws have values which differ from the larcer Americar culture.
Our subcultural values do not contain the negative evaluations
of the outsider looking in.

Historical experience with racism has served as another
unifying force between Asian-American men and women. An
example of the racism which Asian-Americans have experienced

. is the incarceretion of Japanese-Americans during World War

‘ ) II. These desert camps were ostensibly designed to prevent
harm from coming to Japanese-Americans through Yellow Peril
hysteria, and to contain the fifth column acts of sabotage
which disloyal internees were presumed capable of committing.
Michi Weqlyn, in Years of Infamy, documents recent evidence
that shows the evacuees were in actuality considered innocent
of such activities by government investigators. She writes,

One of the gross absurdities of the evacuation was that
the preponderance of those herded into wartime exile
represented baves-in-arms, school-age children, youths
not yet of voting age, and an exhausted army of elderly
men and women hardly capable of running out and carrying
on subvers_.on.?2

S . 24 Joan Shigekawa. "Through Jaded Eyes." Bridge Magazine
3 (2): 37; April 1974.

25 Michi Weglyn. Years of Infamy. New York: William Morrow
and Co., 1976. p. 42.
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But if the camps did not serve the purpose of protectiné"’
Americans and democracy, they did accomplish one task very
well: the camps taught Japanese-Americans that they were
powerless to stop racism from directly affecting their
lives.26 This powerlessness unified the Japanese-Americans
in the sense that their efforts for liberation were focused
outside their racial group. They saw that equality was ’
denied them because of their race, and this made every
Japanese-American keenly aware of the common burden both men
and women carried. Fighting racism as an individual is
pointless because racism blankets an entire group of people,
not one person alone. In the same way, exploring sexism as a
woman's struggle misses the scope of the oppression; sexism
affects all people in its denial of rights for a few. Sexism,
when seen in the context of a history of discrimination, is
just one more form of discrimination faced by Japanese-
Americans.

In essence, all women may share familiarity with sexism,
and on that broad commonality build a feeling of solidarity
against it. But beyond that broad meeting ground are the
differences in attitude which separate many minority women
from many women of the majority culture. These differences
come from the experiences of history and socialization of
different groups. Because racism is faced by all Japanese-
Americans without distinctions of male and female, unity and
group identity are recognized as tools to combat it. To put
aside the effects of racism, Japanese-Americans use this
unity and group identity to examine the sources of racism

‘critically and to reject stereotypes destructive to their

potential for advancement. With the problem of sexism, the
same formula is also applied. Sexism, because it is only one
more form of discrimination, can be fought as Japanese-
Americans have fought other forms of inequality: by a power-
fu' union of men and women. Asian-American men and women
both have traditionally drawn upon each other as sgurces of
positive identity and pride. There is no logic in fighting
the men with whom we have stood firm against other forms of
oppression.

26 Isao Pujimoto. "The Failure of Democracy in a Time of
Crisis."” Gidra (Los Angeles, Calif.), September 1969.
rinted in: Amy Tachiki, Bddie Wong, Franklin Odo, and
k Wong, eds. Roots: An Asian-American Reader. Los
Angeles: University of California, 1971. p. 208.
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Asian-American and Third World liberation means to me
that my daughters will be as free as my sons to exrress their
abilities. I cannot make the choice to advccate the rights
of one child over the rights of the other. Many Americans
realize that "women are half of the working force in the
movement against oppression, exploitation, and imperialism. _
+ « «» They must develop as human beings, not subject to
categorizations and stereotypes. The struggle is not men
against women, nor women against men, but it is a united
front striving for a new society, a new way of life,"27

TEACHER EDUCATION IMPLICATIONS

Japanese-American history is notewort.y in that it is a
history strikingly/mundanely like the histories of other
immigrant groups. The Americanization of and discrimination
against . aigrants make a deep mark on their psychology; old
country values lose their meaning as they alter and blend
into new values. This socialization of imnigrants is an
American theme which ties together the histories of all
groups. It ties each student in the class to the past and to
the future, because it is an ongoing theme yet to be resolved.
Many Japanese-Americans are today very aware of the implica- .
tions of immigrant status as manifested in discrimination
against race, language, and culture. It is necessary to
assess those differences in terms of societal acceptance and
Professional expectations, past and present. Japanese-
American history is continuing, and is still influenced by
those immigrant differences which have set apart so many
other groups. - '

Japanese-American women must be seen in this greater
context of immigrant socialization. They share the racism of
their history.with Japanese-American men, and both continue
to face raciem as visible minorities. Majority culture,
minority culture--the conflict has produced a crucible in
which Japanese~American identity has formed to the exclusion °
of separate male and female priorities. Freedom from dis- -
crimination means that sexism and racism are perceived as

27,”Asi£h Women as Leaders.” Rodan (San Francisco, Calif.)

1 (9); April 1971. Reprinted in: Tachiki and others.
Roots: An Asian-American Reader. p. 297.




cormon adversaries. Wanting acceptance by the majority cul-
ture and yet wanting to celebrate their Japanese-American
strengths, Japanese-American women often find themselves
with priorities and concerns which are different from those
of non-minority women. The goals of teacher educators
should be to show how these desires for self-acceptance

and majority acceptance are-often contradictory desires

for the Japanese-American woman, and how the fears and
lessons of racial discrimination lead her to value unity
with Japanese-American men.
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NEW DIRECTIONS FOR ENSURING EQUALITY

GWENDOLYN C. BAKER

Each of the foregoing articles gives consideration to
the involvement of minority women in the women's movement.
The individual authors speak to the unique relationship that
exists between their respective ethnic/cultural groups and
the focus of the current strugglz against sexism. 1In
"Minority Women and the Women's sovement," Ann Schlitt
states, "There is as much diversity within an ethnic group as
there is between groups”; this idea is further explored by
Kathleen Hunter as she points out the tribal and regional
differences among American Indian women. In "Understanding
the Chicana,” Isabel Salas suggests a slightly more uniform
approach; but the stages of development discussed indicate
that thexe is also great variety in the thinking and behavior
of Chicanas. Linda Murakishi makes the point that the his-
tory and socialization of minority women contributes to these
differences within groups, and I have emphasizad that there
is no monolithic concept of the black woman.

In essence, each message reiterates that there is no one
model woman, just as there is "No One Model American.” That
concept, which the American Association of Colleges for
Teacher Education (AACTE) has advocated for several years, is
the idea on which its Multicultural Commission bases all its
activity.28

All of the authors seem to agree that the differences
which do exist among women are largely cultural in nature,
and have been influenced by each group's experignces in this
country. These differen® cultural traits, behaviors, and
strengths must be considered and acknowledged not only in the
women's movement, but in any activity that concerns all ’
people. Therefore, it is appropriate to think about the
preparation of teachers Lo foster sensitivxty to these
differences.

Multicultural education is one appro..h that can be used
to acknowledge the differences which exist betwees. and within
ethnic/cultural groups. It is a method that recognices
cultural diversity in the exploration of larger issues. This

28 “No One Model American." Journal of Teacher Educatipn
24 (4): 264; w.nter 1973.




does not mean that commonalities of groups should or can be

Multicultural education provides for the identification
of those behaviors, beliefs, and attitudes that are common
among and between groups, but at the same time acknowledges
the differeaces that exist. For example, while there are
groups of women who seek the freedom to pursue a career,
there are also women for whom this is not a need. On the
other hand, "equal pay for equal work" will hardly be shunned
by any group of women, regardless of their minority affilia-
tion.- Economic oppression has been felt by all women and can
be thought of as a unifying force in the women's movement. °
Multicultural educat.on demands that attention be given to
the diversity of individuals and groups. Educators and
students alike must be sensitive to the needs of a multi-
cultural population in all attempts to free our schools from

The recognition of cultural diversity through teacher
education, preservice and inservice, could have a substantial

impact on schools.

The following quidelines are multicultural

cnaracteristics suggested for teacher education programs:

l. ~ All aspects of teacher education should incorporate

acknowledgment of, recognition of, and exposure to
ethnic and cultural diversity.

Teacher education should provide training that will
help the preservice student and the inservice
teacher perceive differences as positive cultural
variants.

The main focus of multicultural teacher education
should be on the ethnic/cultural groups within the
United States, and should include the international
- perspactive only when it can be significantly
related. '

Training should be provided to prepare educators
who will be able to develop instructional tech-
niques, strategies, and materials that will support
multicultural concepts.

As affirmed in the AACTE Multicultural Commission state-
ment, "No One Model A..srican":
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: Colleges and universities engaged in the preparation of
teachers have a central role in the positive development
of our culturally pluralistic society. If cultural
Pluralism is to become an integral part of the educa-
tional process, teachers and personnel must be prepared’
in an environment where the commitment to multicultural

.education is evident. Evidence of this commitment*
includes such factors as a faculty and staff of multi-
ethnic and multiracial character, a student body that is
representative of the culturally diverse nature of the
community being served, and a culturally pluralistic
curriculum that accurately represents the diverse multi-
cultural nature of American society.29

Multicultural education can pave the way for ensuring
the involvement of minority women in the elimination of
sexism. It is also a means by which we can ensure truly
effective educational programs. Teacher education has a
responsibility it cannot afford to ignore.

[

29 Ibid.
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DOCUMENT NO. 6: "ERROR ANALYSIS AND SELECTIVE CORRECTION IN
THE ADULT ESL CLASSROOM: AN EXPERIMENT'

(A RESEARCH REPORT WITH AUTHOR ABSTRACT)‘

1. Characieristics of the document type

Kesearch reports usually set forth a problem for which a solution or
further explication is séught. Normally the problem will be staied, an
hypothesis formulated, é research design established for a target population,
findings presented, and conclusions/recommendations set forth. The better
the document, the greater the likelihood that all of these will be present;
there will be exceptions, however.

Author abstracts are usually found at the front or at the end of a
document. Author abstracts vary froma fey sentences to a virtual rewrite
of the document. There are few guidelines extant for writing autho abstracts;
authors sometimes even dash off an abstract at some time before or after the
document proper is written without consulting the finished document.

You should also recognize that sections called '"Conclusions' or
“§ummary" br some other synthesizing section may well be the equivalent of

an author abstract. Be prepared to accept any help that comes your way.
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2. What a practiced eye will iook for ir this type of document

A well-written research report will have the kind of progression indi-
cated above, with headings and subheadings for the various sections. A
lightning look at the first few-sentences under each section should give a
feel for the internal integrity of the document (not all documents are what
they seem or should be!). Further, such a ''flip-through' will give a feel
for the author's weighting of the conceptual components of the paper.

A well-written author abstract will be a condensed version of the )
* report, weighting and all. After skimming through the report, the practiced
eye can eva!uate the author abstract for faithfulness to the report and
appropriateness for ERIC purposes. It is well to remember that the use of

N

a good author abstract provides an inexpensive abstract--a thing highly

prized in the unit cost battle. You should not be so enamored of your own

creativity that you are unwilling to accept a little help from others,

3. Decision: indicative or informative

Section 6 of the ERIC Processing Manual indicates that research repo:ts

usually require informative abstracts; probably no other kind of document
(except possibly position papers) more fully represents an author's personal
statement. Perhaps the only research report situation in which an indica-
tive abstract might be used would be in th. case of a very large study of
such diverse elements as to defy anything except a description. JSuch is

not the case here, so an informative abstract will be used.
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b, pParts of the document on which the abstract should be based

You shouid now read Document No. 6. Since one of the aims
of this exercise is to assist you in critically assessing author abstracts,
it is suggested that you read the document before reading the author
abstract.

When you are truly experienced, it might not be necessary
for you to read the entire document. What we want you to develop is an
insightful eye that will permit you to scan and pick and choose. For
ékqmple, the majority of the experienced abstractors who helped write this
worgbook for you said they looked at (and the order varied with the

AN
abstractor) :

Introductory Remarks
Conclusion ‘
Population group information
Methodology

Author Abstract

Results

.
It would also be a good idea for you to review the rules for specific kinds
of documents (in this case '"Reports-Research and Technical') in Section 6 of the

ERIC Processing Manual in order to begin fixing in your mind tnhe kinds of things

you must be alert for as you now read (and later scan as you become more proficient).
i
You might fiad it useful to write out the required components (including

the subsections of methodology) and tick them off as they arise (or do not)

89
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in the paper. All right, now review Section 6 of the Processing

Manual, read the document, and then read the author abstract.

5. Essential features of the content of the abstract

You have just reviewed the required features of & research report
informative abstract. Hopefully you made the listing and ticked off the

elements as you found them in the paper Let us now review the author

-

abstract in view of the requirements:
Author Abstract Abstract Requirements

In foreign language education there is a great
need for empirical research to examine the
communicative effect of errors made by second
language learners. There is also a need to
determine experimentally how different error
correction strategies affect different students’
developing proficiencies in the foreign lan-
guage. C(Consequently, a number of different
student types were subjected to two areas of
ervar analysis that directly relate to composi-
tions written by learners of English as a second
language. The errors were classified—as global Objectives and
or local and were further identified as lexical, hypotheses
morphological, syntactic, and orthographic.

Two pretests were administered to the subjects

to determine proficiency in English grammar, s~

vccabulary, and reading comprehension and- to

assess communicative and linguisfic proficiency ‘ \

in written English. Students were randomly Methodoleay

assigned to one of two treatments: correction

of written global errors only or correction of Subjects

written global and local errors. Results

indicated: some evidence that the communica- Variables

tive proficiency in the written work of inter- Controls

mediate students of ESL depends rather heavily

on an atequate kaowledge of vocabulary and on - _Conditions and testing
the proper use of prepositions and pronouns; )
that linguistic proficiency depends on know-

ledge of the subtle connotations of English

~
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lexicon, on skill in using prepositions precisely,
on making subjects and verbs agree, on using the
simple past and past perfect tenses correctly,
and on writing sentences that contorm to the
demands of English word order; that the selec-
tive approach to error correction did not

improve the students’ communicative and/or
linguistic proficiency. For the present, it
looks as if the development of instructional

techniques and materials for facilitating communi-

cative and linguistic proficiency in the ESL
classroom largely depends upon the professional
responsibility and personal integrity of the
teacher.

Findings and
conclusions

Specific implications
or recommendations
for further research

There are now some questions to ask yourself about the author

abstract:
a. Are the objectives adequately set forth?
4
Probably not. The ERIC user would appreciate some definitional
c;e as to how the author uses ''global' and ''local."
b. s the population group adequately mentioned?

Probably not. The user would find it helpful to kqdh the

number of subjects and that they were adult, foreign-born.

c. Is the methodology adequately described?

Probably not. There is no mention of the duration of the

study, the use of pictures to elicit composition, or the use

of posttests.

d. Is there material in the author abstract which does not reflect

the true ''weight'' of the document?

Yes, the last sentence (which is kind of an insightful
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observation by the author) is not really representative of
the thrust of the study. §

So, you must now make a decision:

Is the author abstréct adequate? No.
60 you want to tinker with it? Depends on you.
Do you want to start from scratch? Depends on you.

The majority of our experienced abstractors who worked on this docu-
ment found it easier and more time-saving to simply st®rt afresh after
seeing the inadequacies of the author abstract. This is not to imply that
a weak author abstract can never be supplemented and used. Rather, it does
imply that the working styles of those abstractors made it easier for them
to start over for this particular author abstract. Their discipline.was
alqeady set, and putting the required material in inLtial sequence was
easier than to try to shift existing sentences that were no£ whol ly
responsive to the requifements.

Perhaps you would now like to try your hand at the abstract for this
document.~ Remember all kﬂe things you have learned about voice, tense,

7
/

etc., plus the requirements for this kind of abstract.

6. Presentation of a sample abstract

Fi ished? Have you included all the requirements? Does your topic
sentence zing?
The sample abstract given below is packed with hign-density informa-

tion. Notice that the objectives are stated, basic information on the
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subjects and methodolagy is given, and the results are set forth. What

kinds of things had to be sacrificed in the interests of weighting and

space? |If you worked in lexical, morphological, syntactic, and ort!..-
\

graphic, what d.d you have to leave out? On the basis of weighting, how

N,

\

would you defend that decision? N

Twenty-four foreign-born adults eninlled in an English as a
second language (ESL) course participated in a six-week
experiment to determine the most frequent communicative and
linguistlic errors in student compositions, and to examine
the effect of two types of direct tear -~ correction on stu-
dent writing proficiency. One pretes: assessed proficiency
in English grammar, vocabulary, and reading comprehension;
a second pretest assessed globa (communicative) and local
(Vinguistic) errors in written I, Jlish. After being placed
in a high or low communicative ; Jficiency group, students
were randomly assigned to two t atment groups: correction
of written global ¢rrors only or correcti~n cf both global
and local errors. Picture stories were used to elicit com~
positions for evaluation. Posttesting indicated written
commnicative proficiency depended upon an adequate know-
ledge of vocabulary and the proper use of prepositions and
pronouns; linguistic proficiency depended upon knowledge of
subtle connotations of English lexicon and various grammat’
cal skills., Neither error correction treatment made any
statisticaii; significant difference in students' written
proficiency. .

Indexable Concepts

Well, what concepts are we talking wbout? We are:

a.

involved in a search for an effective error analysis strategy
for second language learning;

interested ir enhancing composition skills and language

mastery; and




C.

concerne ' with adults in an Erglish as a s -ond language situation.

Let's further refine that into some specific areas and look at available

/

terms from the Thesaurus:

d,

Objectives
XERROR ANAL'YSIS (LANGUAGE)--Right on target.

“WRITING SKILLS--The scope note for WRITING SKILLS reads ''Skills that
enable an individual to write lucidly, coherently, and grammatically."
(The UF term is COMPOSITION SKk'ILS (LITERARY).) Right on target.

*LANGUAGE PROFICIENCY--The document is concerned wnth ""'student writing
proficiency.' LANGUAGE SKILLS is reJected as being too broad for the
conceptual level of the document.

Appropriate minor descriptors would be COMMUNICATIVE COMPETENCE
(LANGUAGES), GRAMMAR, and VOCABULARY. ‘

Curriculum Concepts

%ENGLIoH (SECOND LANGUAGE)--Right on target.

*SECOND. LANGUAGE INSTRUCTION--Most basic concept of the entire cocument.

A parallel term SECOND LANGUAGE LEARNING is less on target and should be

d4iscarded. Indexers should always try to choose among terms with similar
constructions and subtle distinctions in meaning.

Population Concept

ADULT STUDENTS--We know little about these students except that they were
adults, foreign-born, and of widely varying edu:ational background. The
most specific descriptor is ADULT STUDENTS. It should probably be a minor
term since the fact that the students were adults is of minor significance
in this study.

Instructional Strategy

TEACHING METHODS--Because we have such specific terms available as
ERROR ANALYS!S (LANGUAGE) and SECOND LANGUAGE INSTRUCTION, they become
the major concepts and TEACHING METHODS in an enriching term. TEACHING
METHODS serves tris function for many documents.

PICTORIAL STIMULI--Unique, minor element of the document.

Document Type

LANGUAGE RESEARCH--Broad overreaching term.

i
i




. Pub Type code is 143--Research Reports.
i. Mandatory Educational Level

None of the mandatory leveling descriptors appears appropriate 16 this
document.

There is one other concept that is neither major nor available in the
Thesaurus, but does supplement the other terms. We need to get at the con-
cept of foreign-born. Checking the available Thesaurus terms, we find we do
not have enough information to determine that these students were FOREIGN

NATIONALS, FOREIGN STUDENTS, or FOREIGN WORKERS. Their one unifying foreign

——

#

/Effiﬁfwagi;hat they were ''Foreign Born.'' We might, therefore, want to make

that a minor ident.ifier. . .
. Althougir ERIC's aim is for consistency, it is recognized that (learing-
houses have references for térm assignment in.their scope areas. What we
have tried to do here is present some basic terms as selected Ly our exper-
ienced indexers. The numeric range of possibilities should not frighten you.
The main thing is to be éble to édequqtely retrievg the document with the
best terms available. You might Pe interested in the range for this docu-

ment : v

# of indexers # of terms uced

10
11
12
16
19

N = - N

B




There are some tests you can apply to your indexing:
Can you sort of remake the abstract from the terms?

Have you used precoordinated descriptors wherever possible?

Could you find the document in a hand search?

Is the indexing at the conceptual level of the document?

Are the index terms reflected in the abstrazt? This test is
just for consistency; you index from the document and not from
the abstract.




L6

LANGUAGE)

*SECOND LANGUAGE
INSTRUCT{ON

INDEXING WORKSHEET Page 1 of 1
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DOCUMENT NO.

Error Analysis and Selective Correction in the

Adult ESL Classroom: An Experiment

James M. Hendrickson
The Ohio State University

ABSTRACT

In foreign language education there is a great need for empirical research
to examine the communicative effect of errors made by s:cond language
learners. Thece is also a need to determine experimentally how differ-
ent error correction strategies affect different students' developing
proficiencies in the foreign language. Consequently, a number of dif-
ferent student types were subjected to two areas of error anszlysis that
directly relate to compositions written by learners of Englich us a second
language. The errors were classified as global or local and were further
identified as lexical, morphological, syntactic, and orthographic., Two
pretests were adminigtered to the subjects to determine proficiency in
English grammar, vocabulary, and reading comprehension and to assess
communicative and linguistic proficiency in written English. Students
were randomly assigned to one of two treatments: correction of written
global errurs only or correction of written global and local errors. Re-
sults indicated: some evidence that the commmicative proficiency in

the written work of intermediate students of ESL depends rather heavily
on an adequate knowledge of vocabulary and on the proper use of preposi-
tions and pronouns; that linguistic proficiency depends on knowledge of
the subtle comnotations of English lexicon, on skill in using prepositions
precisely, on making subjects and verbs agree, on using the simple past
and past perfect’ tenses correctly, and on writing sentences that conform
to the demands of English word order; that the selective approach to

error correction did not improve the students' communicative and/or lin-

"guistic proficiency. For the present, it looks as if the development

of instructional techniques and materials for facilitating communicative
and linguistic proficiency in the ESL classroom largely depends upon the
professional responsibility and personal integrity of the teacher.

l'l'he Author vhhu to thank Gerard L. Ervin and Major Brent M. Strong

for their helpful comments in the preparation of this paper.




In foreign language education thet:e is a great need for m;pirical ‘
research to examine the communicative effect of errors made by second
language learners. There is also a need to determine experimentally how
different error correction strategies affect students' developing profi-
ciency in the foreign language. The‘findings of such empirical research
could provide language teachers with useful information for helping stu-
dents to express their ideas and feelings with greater substance and ac-
curacy.

Recently, Kellerman (1974) recognized that all second language errors
should not be aoligned an equal status within any given learner's grammar.
This statement is especially true when consideringﬂwhich student errors
to correct and how to correct them. Many foreign language educators agree

that correcting errors that seriously impair the communication of a mes~-

sage should receive priority over those errors that cause a message to

appear avkward, yet understandable (Robinson 197}, George 1972, Olsson |
1972, Hanzeli 1975, Johansson 1975, Powell 1975, and Valdman 1975). More- i
over, Burt (1975) proposes that selective approaches to error correction

may be cognitively and affectively more effective than an "all-out" cor-

rection method, especially if the communicative effect of errors forms

‘ the basis of selective correction.

Objectives

This study was conducted to examine two areas of error analysis
that directly relate to compositions written by adult learners of English
#s a second language. Its goals wer~ (1) to determine the most frequent

communicative and linguistic errors in these students' compositions and
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. (2) to examine how two types of direct teacher correction would affect

the students' writing proficiency.

Classification of Written Errors

Burt and Kiparsky's (1972) global/local errcr distinciion eerved
as the theoretical base for developing a taxonomy of student written
errors. In this investigation a global e;-ror is a communicative error
that causes a native speaker of English either to misinterpret a writ-
ten message or to consider the message incomprehensible within the total
context of the error. A local error, on the other h.ad, is a}iggustic‘
error that makes a sentence appear ungrammatical or unidiomatic but,
nevertheless, causes a native speaker of English little or -no difficulty
in understan’‘ng the intended meaning of a sentence, given its con-

. textual framework. Mrichm)

Global and local errors were classified into four subcategories
based on the misuse or omission of standard English lexicon, morphology,
syntax, and orthography. The_lexical subcategory included mos: misused
or omitted noms (inciuding compound nouns), verbs, adjectives and adverbs.
The-nophological subcategory referred to the misuse or omission of any
required bound morpheme (e.g., ed in played vs. play; un in uncommon vs.
common). The syntactic subcategory comprised misused or omitted deter-
miners, modals, qualifiers, prepositions, conjunctions, subordinators,
s(atence connectors, question words, and certain othervise uncategorized
syntactic classes ¢fe.g., there is, it is). The orthographic subcategory
consisted of the addition, ommission or rearrangement of one or more

letters in any lexical, morphologicsl or syntactic form or structure.

‘ Thus, students' written errors were classified into eight general
r)
Q ‘ 6_3 [ 5 4
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categories as shown in the following chart:

-

Global Local

Lexical

Morphological

Syntactic

Orthographic

So that students' global and local errors could be converted into
statistically manipulable data, a8 global and a local error ratio were
calculated for each student. A global error ratio consisted of dividing
the total number of global errors on a composition by the totél number
of words written. The global error ratio was taken to measure a student's

communicative proficiency, i.e., as a student's global error ratio de-

creased, his communicative proficiency increased. Similarly, dividing
the total number of local errors by the total number of words on a com-
position yielded a local error ratio. A student's linguistic proficiency
was thus showm by his local error ratio, i.e., as his local error ratio

decreased, his linguistic proficiency increased.

Subjects . R

Twenty-four foreign-born idults enrolled in two sections of a non-
credit ESL course sponsored by the Division of Continuing Education of
The Ohio State University. These students formed a very heterogeneous
group in terms of age (18-45 years old), educational background {(comple-
tion of middle school to postdoctoral studies;, English proficiency (raw

scores on Form A of the Michigan Test of English Language Proficiency

ranged from 29 to 93, with an average cf 46), and native language

Co- n"'s
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(Arabic, Bengali, Hungarian, Japanese, Korean, Persian, Portuguese,
Russian, Spanish, Thai, Turkish, and Vietnamese). At no time prior to
or during the English course were stulents informed that an experiment

wvas in prc;greu .

Procedure .
When class enrollne:}t had ressonadbly stabilized by the second week

of class, two pretests were adninintered. Onel’teat determined students'

progiciency in English grammar, vocabulary, and reading comprehension

as measured by the Michigan Test. A second test assessed communicative

and linguistic proficiency in written English by determining students'

global and local error ratios on compositions elicited by three picture

) stories adapted from the Picture m_' sition Book by Hill (1960). Stu- -
. dents were not permitte’ to use dictionaries, grammar books or other

such externul aids, and they were not permitted to speak with one another
while writing their compositions. On the basis of the latter test, stu-
dents were 1dentif1e: as h.Ni.ng high communicative proficiency (i.e.,
lov global error ratio) or low communicative proficiency (i.e., high

global error ratio). The median global error ratio determined the cut-

off point between high and low communicative groupings. Students from

both groups were then randomly assigned to one of two treatments: cor-

rection of written global errors only (Al) or correction of written

global and local errors (Az).

_— To {llustrate hov each of these two correction methods was under-
taken, two facsimiles of an actual student's composition are presented
below. In the first facsimile, the composition has been corrected using

Treatment Al’ wvhile 1in the second, Treatment A2 has been used.

ERIC - 63256




Illustration of Treatment A1° Correction of Clobal Errors Only

us ¢ amp e
In the sommer Mr. Smith and het vife leave the c _p_ing. They
upset
fishing 1._9_ the lake. She lost her watch in the lake. She is sick.
1o comP

Mr. Smith fishing one big fish. They walking at home. She craing. He

said No problem. I buy new watch.

Cum
In the homg she cooking the big fish. She cuting the f£ish. In

hvs
the fish is her watch. Mr. Smith and her wife are happy because she

has her watch and he not buy new watch.

Illustration of Treatment A,: Coxrection of Global and Local Errors

hws - cumf are.
In-eho 9 mer Mr. Smith and her wifq leave the camping. They ,

t

f1shing _1_g the lake. She lost her watch in the lake. She is sick.

seatheqa QrC  doMhe CAMP 1o criand

Mr. Snithqfishigg one big fioh. They,walking at home. Shg‘ craing.
uall

He said No problems. Iﬁbuy,\nev watch. ting
At comp 1y Cu
In the home lhe,‘ cooking the big fish. She,cuting the fish. In
Herakh 13y The Rsh— - - NS
) the fish is her vatch. Mr. Smith and her wife are happy because she

has her watch and hc;\not,\buy/mew watch.

Beginning in the third week of the course and extending over the
following six consecutive weeks, all students were given the opportunity
in class to describe 18 different pieture stories adapted from the Hill
book. At no time were students permitted to use any external aids while
writing these compositions. This researcher corrected each of these
picture story compositions according to the particular treatment (A1 or

‘ Az) to which individual students had been assigned. At the next class
meeting each student studied his corrected composition and its corre-

sponding picture sequence alone in separate learning carrels. As each




student completed this task, his correcged composition and picture se-
quence were collectéd and he was given another picture story to.describe
in written English.

In the ninth week of the course students were administered as a post-
test the two measures tha\t had be& used for the pretests. The Michigan
posttest was used to determine students' general progress in the English
course over & six-week period. The composition posttest was used to in-
vestigate whether the error correction treatment had any statistically
significant affect upon students' communicative and linguistic proficiency
in written English during the same period.

A 2 X 2 factorial Treatment-by-Blocks design was used toﬁfeat the
main and interaction effects of two independent variables: a;aignnent
to Treatment Al or Az and grouping according to high or low communica-
tive proficiency. The two dependent variables vere global error ratio

and local error ratio, as measured on the composition posttest. An

-

analysis of variance was computed to test for differences of statistical

significance at the .05 level.

Results

Frequency of Communicative and Linghiatic Errors

Of e near’y 10,000 errors made by students on 552 compositions
(including composition pre- and posttests and all in-class compositions),
the most frequent are discussed below with respect to the eight error
categories outlined above.

Global lexicsl errors resulted because students lacked sufficienmt

knovledge of the nouns, verbs, adjectives, and advurbs they needed to

f 5




describe the picture stories adequately. Students often indicated their
awarenegs of their lexical deficiencies by replacing the needed elements
with a line, ellipsis, questiocn mark or an empty space. Occasionally

a student omitted a lexical item altogether, either accidentally or in-
tentionally (e.g., "They think t!.at have to [ké] up to in chere").
V;fadi (1973) identifies this communication strategy as message abandon-
nent.z Other students risked making global lexical errors by substi-
tuting completely inappropriate words. For example, when faced with

the necessity of conveying the meaning for the noun "fence,"

many stu-
dents used one of three communicati&h strategies: message adjustment
in the form of y'neraligations (e.g., "leap," "door," '"walk," "gate");
approximation (e.g., "wall," "hgdge," "railing"); and word coinage
(e.g., "penetrate"). (A Vietnamese student who had studied French made

the word coinage error, which may have resulted from combining the notion

/
of “getting into" a fenced yard with the French verb pcnéirer.) Some-

5

that, though semantically related to the needed word, changed a sentence's
meaning altogether (e.g., 'cattle" for ''sheep'") or made no sense at all
in the partiéular context (e.g., "hours'" for "wristwatch").

Global morphological errors accounted for the least number of glo-

bai errors. They occurred most frequently when Verb + ing was substi-
tuted for Verb + ed (e.g., "The girl is surprising" instead of "The giri
ies surprised"). Occasionally when a picture story portrayed only one

person or object, a student consistently referred to the plural form of

¥

2Por several informative discussions on error avoidance see
Kellerman (1974), Rojas (1971), and Schachter (1974).

25H9
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‘the noun without indicating singularity in the context of the composi-

tion: ."They go out and brirg sormething to make the holds" (cf. "hole").
On several occasions this phenomenon was reversed: "The farmer took
the animal to the barn" (cf. "animals™).

Globel syntacti:c _ .rs occurred most frequently when prepnsitions

and pronouns were misused or omitted. ﬁisused prepositions oﬁteu made
méaning ambiguous: ''They worked and at last they found their sheeps
wvithout frozen" (ct. "were not'). Omitted preposition~ al;o confused
meaning: "They are going a brizde" instead of "They are going on a
brizde." The misuse of pronouns made several interpretations of mweaning
possible, esﬁzcially vhen subject or pbsse;aivé pronouns were used in-
appropriately: "When the woman watch this he is scare and cried”

(cf. "she"); "The wife of the family man wint some ornaments from‘gig
husband” (cf. "her"). Sometimes an onitted nronmoun caused considerable
ambiguity of a neasaé;: "Her husband followed her carring the fish
vhich was hunting for their eating® ins | 6f "Her husband fcllowed

her carring the fish which he was hunt for their eating."

Global orthgégaphic errors most fr. ;uently occurred with lexical
ifems as illustrated by the following sentence: '"The wife coke the
fish but in the fihs have the washes.'" What the student actually meant

to write was: "The wife cut the tish bué in the fihs have the watches
(A'global morphological error una‘alao tallied because the picture st;ry
clearly showed that the fish contained a single watch). It would appear -
that among the primary causee‘of seriously misspelled words were inade-
quate knowledge of correct sound-symbol correspondence in English and

interference from native language phonology.

260
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Local lexicaLi errors occurred in large numbers on all student's
—

compositioﬁs. The following examples illustrate such faulty lexical
choices:
"He finded one bird-home and ner eggs." ("bird's nest")
"Two boyé are sliccing tree kn&w at night." ("sawing down')
"The small bogg runs fast to vue beach." ("moves")

"Before—the sleep he turn-off the curtains on the window." ("close'")

bocal morphological errors appeared in the compositions of all stu- '

:
dents in varying frequencies. However, most of these error occur;ed in
two ﬁpecific)areas:

(a) Lack of subject-verb agreement. This accounted for a very

large portion of the local morphological errors. For example, "The

little brother look at his sisters who play badminton" fcf. "looks").

|
(b) Errors resulting from inappropriate past tense forms. These

pervaded che'compositions of e+en the most advanced students in the

class: ‘ s

"They digged around the small tree." ("dug")

\
"Their mother didn't spanggg them." ("spank")
\
"It's impossible it has grew very rapidly." (''growm")
\

\
Local syntactic errors- accounted for p. - .aps one third of all glo-
\ “ ) -
‘ bal and local errors. The most freﬁuent problems that students experi-
‘\ ‘\\ -
enced with this error type' are as follows:
\

\
(a) The misuse cf prepositions cauced a grea*: deal of difficulty
o | \ ‘
for all students. aspecially the 1nnpptopriate use of in/on and to/at.

For example:

"They are enjoying each cther 55.11*1ng room." ('"in")

y

] 6l
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"There are also a man who 1s saying good-bye with his wife." ("to")
lﬁhen he rides bicycle's, one car hits to him.”" ("hits him")
étudenta also omitted many prepositions in their sentences:
"He is listening the talk of the marn." ("listening to")
"They are running at the river that is close the house." ("close to")
"~ 1is second story of building." ("is on").
(b) Incorrect vord order also caus;d many problems for
students:
"They enjoy highly the cooking." ("highly enjoy")
"I d1d 1t well until now without it." ("Until now I...")

"'Well, nothing is forever,' told them their mother."
("their mother told them")

Local orthozraphic errors accounted for many locai errors, es-
pecially in the nouns, verbs, adjectives, and adverbs séudents used in
their picture story narrations: \

"'The Plaen went to skiy." ("plane," "sky")

"The boy goes up the three and the girl hepls him." | 'tree,"
|

I

« "helps") E
/

"You must be carefull, I'm not going'to buy onother wacht for you."

("careful," "another,” "watch")

Effect of Direct Teacher Correétion
_ An examination of the tsbles below reveals that neither error cor-
rection treatmint; regardless of level of communicative profic ency,

nadé auy statistically significant differences in students' written pro-

‘ ficiency over the six-week treatment period.

- 262
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TABLE 1

Means and Standard Deviations for the Posttest
Global Frror Ratio By Error Correction Treatment
and Pretest Communicative Proficiency

” Error Correction Treatment Pretest Communicative Proficiency
i ) High Low

n Mean sD n Mern SD

Clobal Errors Corfected 7 .022 .014 6 .03 .03

Global and Local Errors 7 .021 .014 4 037 .017
Corrected

Totals 14 .022 .013 10 .035 . 025

TABLE 2

Analysis of Variance of the Posttest
Global Error Ratio Py Error Correction
Treatment and Pretest ‘ommunicative Proficiency

.+ Source df Ss MS F 2?
Error Correction b b i
Treatment (A) 1 . 000 - 000 .005 .99
Preteast Communicative
Proficiency (B) 1 .001 .001 2.710 .11
Interaction (A X B) 1 . 000" .000° .07 .99
Residual 20 . 001 .001
Total 23 .000°

. ‘Probabiilty of rejecting a true null hypothesis

bConputoi: program rounded these values to' only three digits
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Q ' TABLE 3

Means and Standard Deviations for the Posttest
Local Error Ratio By Error Correction
Treatmer:t and Pretest Communicati—e Proficiency

—
—

Error Correction Treatment Pretest Communicative Proficiency ,
High Low

B Mean SD n  Meam SD
GIobai Errors Corrected 7 113 .054 6 .166  .060
Global and Local Errors 7 12 .055 4  .098 028 .
Corrected

‘l'ota]; . 14 J112 ,052 10 .139 .059
—
TABLE 4
. Analysis of Variance of the Positest

Local Error Ratio By Error
Correction Treatment and Pretest Communicative Proficiency

Source at ss us r )

Error Correction )
Treatment (A) 1 .005 .005 1.700 .21

/
Pretest Communicative
Proficiency (B) 1 .003 .003 1.190 .29
Interaction (A X B) 1 . 006 .006 2.277 .14
3 Residual _ 20 .056 .003
Total 23 .071

‘Probability of rejecting a true null hypothesis

‘) »
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As with many empirical studies dealing with student behavior, it
was difficult to completely isclate every specific variable relating to
error correction strategies of written compositions. Therefore, several

- interpretations of the results are possible.

One interpretation is that supplying the correct f.rm of an error
was an overly direct error correction strategy for most of the inter-
medinte_itudents. Corder (1967), Gorbet (1974), and Valdman {1975) pro-
pose that supplying the correct form might actually prevent the learner
from tesiing alternate hypotheses that could lead to an accepteble lexi-
cal item or grammatical structure in the target language. This interpre-
tation of the results of the study proviues some evideice to support
that po:i:ion. Perhaps a discovery approach, combining teacher guidance

with séff or peer correction would be a more effective error correction

strategy,.3

Anqther 1nter§retation could be that students were unable to remem-
ber and profit from the man7 corrections they received over the six
weeks of treatment. Indeed, many students asked to take home their cor-
rected compositions in order to compare the errors they made on previous

coepositicns. (Obviously, during ihe correction period, these requests

had to be diplomatically denied to avnid possible experimental bias if

students had discovered that their errors were treated differently.a)

3Iu a recent study, Witbeck (1976) found that peer correction pro-
cedures result in increasingly more accurate and responsible written
work for most students.

‘At the completion of the English course, students received xeroxed
copies of their compositions.

2T Nl
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A third interpretation is that the taxonomy of global and local
errors was not refined enough for the correction of written errors.
Put differently, students might have been able to improve their communi-
cative and linguistic proficiency much more if particular errors had

been corrected instead of merely global or global and local errors. For

example, those students who had low communicative proficiency made very

many er;;rs in subject-verb agreement on their compositions. An examina-
tion of Table 3 indicates that the‘students in this low group whose
global and local errors were corrected, reduced their average local

error ratio (.098) far greater than students in the same z;;municative
grouping who received correction of their global errors only (.166).

The substantial difference between these two means may be attributable

to the internalization of rules for subject-verb agrecment among Treat-
ment Az students as opposed to students who recei\_red "rreacment Al.

A final explanation to account for the statistically insignificant
effect of the independent variables is that the sample population of
the study was too small. Tables 1 and 3 indicate that the largest cell
size for any one group was 7. Cell sizes of 20-30 each would greatly
increase the statistical reliability of differences among treatment
groups as would the use of a control group consisting of students who

write compositions without receiving correction of their errors (at

least during the experiment).

An Additional Finding

An unexpected finding in this study was the substantial increase

(302) in the number of words students wrote on the composition posttest
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(10,366) compared to the number of worde they wrote on the composition
pretest (7,966). It seems reasonable to suggest that the more confi-
dent the scudents became in expressing themselves in written English,
the pore words they produced. Briere (1966) also found that students
showed a spectacular increase (161Z) in the total word output on the
composition posttestsl .mpared to the number of words they wrote on

their composition pretests.

Conclusions

The purpose of this study was to examine which errors affect a
students' communicative and linguistic proficiency in written English
and to determine experime;tally the effectiveness of correcting students'
written compositions in different ways. The findings of the study pro-

vide some evidence that the communicative proficiency in the written

work of intermediate students of ESL depends rather heavily upon an
adequate knowledge of vocabulary5 ané upon the proper use of preposi-

tions and pronouns. The results further indicate that linguistic pro-

A Y
A

\ .
ficiency depends on knowledge of the subtle connotations of English

lexicon, on skill in using prepositions precisely, on making subjects
and verbs agree, on using the simple past and past perfect tenses cor-
rectly, and on writing sentences that conform to the demands of English
word order. The selective approach to errer correction used in this in-

vestigation did not improve students' communicative or linguistic

sRichnrdc (1976) recommends that a component of massive vocahulary
expansion should be a major feature of a second language program for
intermediate and advanced students.

sad
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proficiency in written English any more substantially than did correct-
ing all composition errors.

A great deal more empirical research is needed to determine the
communicative effect of students' written errors and to find mcre effec-
tive ways to correct such errors. For the present, the development of
{nstructional techniques and materials for facilitating communicative
and linguistic proficiency in the ESL classroom largely depends upon
the professional responsibility and personal integrity of the teacher.
He or she must provide students with effective and creative activities
and exercises to help learmers become more self-sufficient‘and self-

confident when writing in English.
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DOCUMENT NC. 7: ''ADULT FUNCTIONAL COMPETENCY: A SUMMARY"

Introduction

Occasionally a document to be abstracted will not f.:1 neatly into one of
the two previously examined categories. A few documents have some parts that
seem more suitable for abstracting in the. informative mode and other parts more
suitable for treatment in the indicative mode. Perhaps, for example: a
research report is accompanied by substantial amounts of statistical data or
‘extensive appendices that require detailing; a curriculum guide is prefaced by
a significant description of the curriculum design and goals; or an extensive
bibliography that needs description is preceded by useful information on its
developmeng and the selection criteria for its contents.

In thes? instances, and in the examples that follow, the abstract with
the‘gre;test\clarity and the most accurate representation f the document
may well be one written in the ‘‘mixed mode," that is, a combination of the
informative and the indicative. !t is named aptly (if not with originality)
the "iInformative/indicative'; some have affectionately tagged it the
"Infordicative."

Typically, an abstract written in the mixed mode should begin in the
Informative mode, presenting information from the author's point of view.
This should be followed by an obvious switch to the indicative mode, with a

detailed description of the relevant contents of the document. Because it is
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necessary that the abstractor fully understand the distinctions between
informative and indicetive abstracts first, the informative/indicative should
be attempted only by experienced abstractors who have mastered the other two
modes.

In approaching any document an abstractor should initially conceive of
the abstract as either informative or indicative. |f, however, either of these
modes would fail to represent the document accurat:ly, then the informative/
indicative may be considered. The following cautions are suggested for

writing the mixed mode:

(a) Use the informative mode first. The switch from informative to
indicative provides an easier transition for the reader, and is
more easily accomplished by the abstractor, than a switch from
indicative to informative.

(b) Mak. the transition from informative to indicative as clearly and

obviously as possible. The Processing Manual states that "'the

reader must never be unsure as to whether the viewpoint of the words
being read is that of the author or that of the abstractor."

(c) Do not have multiple flip-flops between informative and indicative!
Only one change of mode is usually justifiable.

(d) Do not use the mixed mode for an opinion paper, as the changing
point of view of thg mixed abstract could confuse the reader, making
it unclear as to whether the opinions are the author's or the

abstractor's.
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1..  Characteristics of the document type

Although no specific types of document typically require an informative/
indicative abstract, an important factor should be considered when deciding

whether to write an '"'infordicative' abstract: the proportion and significance

of material that is substantive text (crying out for informative treatment)

compared :io the proportion and significarice of that which can only be handled

indicatively.

The following documents would probably be represented most effectively

by an informative/indicative abstract:

a. A conference rebort, of which one-third consists of an overview of purpose,
a description of participants and their interaction, and a distillation of
major issues identified and consensus reached (informative); two-thirds
consists of summaries of individual presentations, a backgfbund paper, a
panel discussion, outlines, and lists of resources (indicative).

b. The annual report of a research organization, of which half summarizes

the year's gnals, major accomplishments, and new directions (informative); -

the other half consists of individual project summaries, financial reports,
and staffing and work flow charts (indicative).

c. A statistical report that consists mainly of data tables for use as a
resource (indicative), but which contains a summary analysis of trends
the data support (informative).

NOTE: In the case of a document that is best treated infarmatively but
that contains significant tables, appendixes, charts, etc. not
requiring description, an informative abstract should be written,'

with an indicative sentence added at the end, in parentheses to

indicate the change of mode. For example, '...Exceptions to these
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generalizations were in the areas of rhe historical foundations of
language, syntactical skills, and literary works. (Appendixes

contain quastisnnaires an” related materials.)"
. Pl

2. What a practiced eye will look for in such a document

As with previous workbook documents, boti the conteﬁt and the format of
Document 7 should be considered and reflected in the abstract. The experienced
abstractor, therefore, will first determine whether this document is a straight-
forward report of research, in which casc it should be represented by an
informative abstract. When an initial examination reveals that the document
contains both a research report and additional materials significant enough
to require description, an irdicative abstract might then be considered. But
that raises the question cf what to do with discussion of the research--its
background implementatio;? and resu'ts. It quickly becomes apparent that
this is a good candidate for an informative/indicative abstract and that the
abstractor shouid both: (1) rcport the research and (2) describe the sections

of the document.

3. Pa-ts of the document on which the abstract should be based

Since the first section of an informative/indicative abstract should be in
rhe informative mode, this section should be written from the author's point of
siew and should condense the information upon which the document is hased (in
this caze, parts | and I+ of the document).

Following the very important transitional sentence, the second section of

the abstract will then describe the document or the parts of the document not
covered in the first section (in this case, parts Ill, 'V, and V and the

appended objectives).




Essential

features ” the content of the abstrac.

The abstract for this document must contain the following elements:

’

a. An overview of the project objectives, research, model, and findings.

b. A transitional statement, identifying the change from the irformative

mode to the indicative mode. This is a very important feature of the

mixed mode abstract, hecause the reader must slways be aware of the

switch in point of view.
c. A brief description of the remaining gontents of the document.
Please note that the proportion of informative text to indicative text may varv.
For some documents, the division may be about eaual, while for others, the split
may be one-third indicative to two-thirds informative, or the reverse. However,

the most ccomon proportion is two~thirds informative to o..e-third indicative.
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: Sample Ahstract

Objectives of the Adult Performance Level (APL) project w ‘e to specifv

the competencies that are func.tional to e.ucational and economic success

in the United States and to develop devices for assessing those
competencies. The project involved a research review, surveys cf state

and federal agencies, adult needs conferences, and interviews with
undereducated and underemployed persons. The resulting APL model depicts
adult competency as the application of individual capabilities (communication
skills, computation skills, problem solving skills, and interpersonal
relations skills) to societal requirements--the general knowledge areas

of consumer economics, occupational know!edge, ‘community resources, health,
and government and law. Assessment of a national sample of adults showed
that aporoximately one-fifth are functioning with difficulty. Following
the summary of theory and methodology, this report presents results of the
national survey according to three competency levels (function witn
difficulty, functional, and proficient) by knowledge areas and skills,

and by demographic groupings. The report also summarizes validity and
reliability information and suggests implications for educational practice.
An appendix contains the APL objectives for functional competency in

ecach of the five knowledge areas.
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5.

Indexable Concepts

The indexable concepts of this document may be listed as follows:

Functional competency Educational needs
Performance/skills Reliability/validity
Adults/adult basic education Surveys

Competency assessment Demographic Factors
Success factors Competency levels

Two challenges are at hand: (1) to translate these concepts into
descriptors or identifiers, and (2) ;o decide which are major énc which
are minor conéepts in the document. Let's e:.amine the c0ncep£s one by one.

""Functional competency,' a concept which appears in the title and
which describes the major subject area of ‘the document, is not listed in
the Thesaurus. The point is ma@e in the document that ''functional
competency' is used sthroughout the reporg rather than '"literacy,' because
the stereotypical idea of literacy is largely unrelated tuo the pragmatic
requirements for adult life in this country. ngevér, when we Ibok at
tHe scope note ‘or_the descriptor FUNCTIONAL LITERACY, we see that it would
be an acceptable near-synonym for use as a major term on this document, and
we select it. An RT ADULT LITERACY is relevant to the scope of the document
and is selected as a minor term.

Because the scop; of FUNCTIONAL LITERACY is not broad encugh to cover
all skills identified in the document's ''functional competency'' model, we
must seek inclusive terminology.

The document describes a process of translating identified corpetencies

'(knowledges and skillé) intQ performance requireménts called ''objectives' in
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four skill areas: ‘communication, computation, problem solving, and
interpersonal relatist. Since the four specific areas are not dealt
with in enough depth ;B)b indexable, we seek broader terms to cover
them. MINIMUM COMPETENCIES is for the more academic skills, but DAlLY‘
LIVING SKILLS was also selected by many indgxers to cover the social
areas. Together they seem to cover the concept adequately and are both
given major status.

The "cbjectives' or ''performance requirements' listed at the back of
the document (into which competencies/skills were translated for purposes
of measurement and development of curriculum) were further indexed by
several indexers as '"€d ational Objectives' or ''Measurement Objectives.'
Most, however, felt that the competencies/skills terms were adequate to
cover it all. The document uses the words 'minimum performance criteria."

" an invalid descriptor, leads

The scope note of 'Performance Criteria,
the indexer to EVALUATION CRITERIA, which appears to be more suitable than
the ''objectives'. t>rms. It is selected as a minor descriptor.

Our indexing instructions are to assign a population term to identify
the educational level being stucdied, or toward which the document is

directed. Looking at the list of fourteen Educational Level terms (in

front of the Thesqgigi and in the Indexirj Sectinn of the Processing Manual),

we do not find "Adult Educ~:tion,' although 1~ is a descriptor. ‘'Adult

Basic Education' and ''Postsecondary Education'' do appear on the list. We
select ADULT BASIC EDUCATION because (he scope note mentions the types of

skills discussed in the document. At this time, we must decide whether to

enter ADULY BASIC EDUCATION as a major or minor term. We decide to make it

D)
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minor because the dis.ussion of application of the study to adult basic

education constitutes only about three pages of the total document.
Another population term, ADULTS, is chosen to name the subjects of
the study. 1t is made major becauc t is a title term, and is basic

to the whole context, particularly in light of the fact that many studies

of minimum competencies, particularly at this basic level, are of school

This document is concerned with "'undereducated, underemployed,
unsuccessful' adults, and an additional population term is needed to cover
this context. The descriptor DISADVANTAGED is appropriate and is given

major status. Although tte scope note warns to ''use a ma= specific term

if possible," the options are limited to ''D.sadvantaged Youth,' "Economically

Disadvantaged,' and ''Educationally Disadvantaged.'" The first of these
alternatives is off target; the others are too narrow.

The report deals with assessment of the competency levels of U.S.
adults by means of a national survey. Since ''assessment'' alone does not
appear in the Thesaurus, we look under ''Measurement,' the scope note for
which tells us to see also '"Testing'' and ''Evaluation.' Looking at the
displays for thes. terms, we find that a narrower term tc Testing, M!w.“UM
COMPETENCY TESTING, appears. Its scope note indicates that it describes
the subject content of this document, and since our indexing instructions
are to index to the level of specificity of the document, we select it as

a maior term, rather than the broader term, ''Testing."




Several indexers selected EDUCATIONAL ASSESSMENT as a minor term.
The scope note seems appropriate to the broader context of purpose and
implications for the study referred to throughout the document. Minor
terms selected for the document, in addition to ADULT LITERACY, ADULT
BASIC EDUCATION, EVALUATION CRITERIA, and EDUCATIONAL ASSESSMENT are:
SUCCESS, 3 UF for ''Success Factors."

EDUCATIONAL NEEDS, which exactly matches a fhesaurus descriptor.
TEST RELIABILITY and TEST VALIDITY, narrower terms to ''Reliability"
and 'Validity,'" which we select because we wish to i1ndex to the

level of specificity of the document.

NATIONAL SURVEYS, a narrower term to ''‘Surveys,'" also selected for
its specificity.

DEMOGRAPHY, which we decide will fill the bill for '‘Demographic Factors."

The final concent, '‘competency levels,' was covered by most indexers

with the identifier ADULT PERFORMANCE LEVEL, the l!dentifier Authority

List term which also covers the project name itself--thus is major.
Other terms selected by some indexers but not confirmed by others

because they were too broad, too narrow, or off target:

EDUCATIONAL RESEARCH, EVALUATION METHODS, MEASUREMENT TECHNIQUES, ADULT
EDUCATION, SOCIAL PROBLEMS, INTERPERSONAL COMPETENCE, DECISION MAKING
SKILLS, COMMUNICATION SKILLS, JOB SKILLS, CONSUMER ECONOMICS, HEALTH,
COMMUNITY RESOURCES, BASIC SKILLS, KMOWLEDGE LEVEL, MEASUREMENT OBJECTIVES,

EQUCATIONAL OBJECTIVES.
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1. OBJECTIVES

The ability to use skills and knowledge with the functional competence needed
for meeting the requirements of adult living is often called "functional 1it-
eracy,” "survival literacy,"” or,occasionally, “coping skills.” The central
otjectives of the Adult Performance Level (APL) project are to specify the
competencies which are functional .to economic and educational success in to-
dey's society and to develop devices for assessing those competencies_ of the
adult population of the United States.

Although millions, perhaps billions, of dollars have been spent on e¢ducational
o research, practically all of that money ha: been in support of studies designed
. % to either develop educational programs or products or to compare the effective-,
ness or efficiency of competing programs and products. Unfortunately, questions
~ of effectiveness and efficiency are irrelevant if the objectives on which pro-
grams are based are not appropriate,

Attempts to use the tools of behavioral and operations research to specify the
transcendent objectives of educational systems have been practically nonexist-
ent. Researchers are much more adept at answering the question, “Which read-
ing program is most effective?”" than the more fundamental question, “Why is
reading important?” The Adult Performonce Level project activities occur in

the latter arena. :

i

II. A THEORY AND METHODOLOGY bF ADULT FUNCTIONAL COMPETENCY

The APL theory of functional competency was arrived at in the following manner,
The staff focused on; the first objective of the project which was to identify
basic requirements fbr adult living, Rather than rely upon expert opinion,
four simul taneous lipes of research were pursued.

1.  Review of related literature and research. A wide variety of behavioral
and social research was reviewed in order to find a way to categorize the
needs of the undéreducated and underemployed adult. in addition to the
traditional sourdes of information, the documentation of dozens of studies
or projects which had so-called disadvantaged groups as their target was
collected and reviewed. Data gathered by the National Assessment of Edu-
cational Progress project was also of great use.

2. An extensive survey of state and federal agencies and foundations was con- - - -
ducted in order tio identify characteristics which distinguished the suc-
cessful from the unsuccessful adult. The assumption was that a major source
of knowledge of minimum performance criteria existed in the experiences,
accumulated data, and reports of professionils who deal with the minimally
performing adult.| For example, interviews were conducted with 49 indivi-
duals from 25 different state and federal agencies during the initial phase.

. These persons proyided literature, studies, data, and comments relevant to

the objectives ofithe project. )

A series of conferences on adult needs was conducted in different regions
of the country. Adult educators, memoers of the private sector (e.d., super-
visors and personnel managers), and members of different state and federal
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agencies were brought together to review APL progress and to add their
insights and information to the pcol.

4. A continuing series of semfi-structured interviews with undereduc?ted and
.nderemployed persons was begun in order to-gather some first-hand data
on their felt needs.

The result of these-activities, which occupied much of the first year of the
study, was a taxonomy of adult needs which finally came to be called "general
knowledge areas." These general areas, which may be considered as the cortent
of adult literacy, are now known as (1) consumer -economics, (2) vccupational
(or occupationally-related) knowledge, (3) community resources, (4) health,
and (5) government and law.

Having identified the general knowledge areas which seemed to be the most cri-
tical to adult performance related to the acquisitipn of literacy, data which
had been obtained were then reanalyzed. This time, however, the concern was

not with the content of literacy, but with the skills involved. Four primary
skills seemed’ to account for the vast majority of requirements placed on adults.
These skills were named (1) communication skills (reading, writing, speaking,
and 1istenin§). (2) computation skills, (3) problem solving skills, and (4)
interpersoniz relations <kills. ‘

By this time it should be clear that the concern of the APL project is much

more than the stereotypical notion of literacy. Because the term “"literacy”

popularly connotes a low level of functioning (e.g., the ability to read and .
write one's name) which may have nothing to do with functional competence, we

‘have chosen to excise the word "literacy" from the rest of this exposition.

Instead, we will consistently use the phrase "functional competency.” This

practice seems to be preferable to reeducating the whole world concerning the

true meaning 0% literacy.

APL findings allowed for the consfruction of a aeneral theory of adult func-
tional competency which is summarized below:

1. Functional competency is a construct which is meaningful only in a spe-
cific societal context. A correlary of this thesis is that, just as func-
tional competency is culture-bound, it is perhaps even more closely bound
to the technological state of a particular society. The person who is func- —
tionally competent in one society may be incompetent .in another. Further-
more, as technology changes, the requirements for competency change.

2. Functional competency does not consist just of a single skill -or even a
set of skills. Relevant.to the skills and general knowledge areas iden-
tified oy APL research, functional competency is two-dimensional; it is
best described as the application of a set of skills to a set of general
knowledge areas (see Figure 1 on following page) which results from the re-
quirements imposed upon members of a society. The APL project used this
approach as the basic framework for generating the essential elements or
performance requirements of adult functional competency.

3. Adult competency is a function of both individual capahilities and societal

requirements. To restate the thesis: A rerson is functionally competent
only to the extent that he or she can nzet the requirements .hich are extant

7-3
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CONSUMER OCCUPATIONAL HEALTH COMMUNITY GOVERNMENT
ECONOMICS KNOWLEDGE RESOURCES AND LAK

READING Reading a '
newspaper
grocery ad

WRITING Writing a
grocery list

. SPEAKING, Listening to

LISTENING, an advertise-
VIEWING ment on the
radio
~J
=
PERFORMANCE
. COMPUTAION Computing the
unit price of REQUIREMENTS
a grocery item
<
PROBLEM Determining
SOLVING the best stores

in which to shop |

INTERPERSONAL Interacting with \

RELATIONS sales clerk
successf:lly

e

FIGURE 1. The APL Model of Functional Competency.

285 [

alo)
9
(Vo)




at a given point in time. If the requirementis change and the individua!
does not adapt by either acquiring more or different knowledges ard skills,
then that person becomes less competent, Functional competence is a dyna-
mic process, rather than a static state.

4. Functional competency is directly related in a mathematical sense to success
in adult life, This iy an operating assumption which underlies al! APL re-
search activities. However we define functional competency, we expect more
competent adi:lts to be more successful.

The APL project has drawn from a variety of educational, sociological, economiz
and behavioral studies to analyze different criteria of success. Based or this
experience, an index of success is used which is a composite of (1) income, (2}
level of education, and (3) occupational status. The assumpticn that competency
is directly related to success implies that not only muyst the measure be derived
from performances which are taken from the adult milieu, but that performance on
such a measure must be positively correlated to success. '

0
Once a general theory of functional competency had been developed and a taxonomy
of associated adult pe.~formances created, the way was open for the evolutior of
the final APL methodology, wnich is summarized in the following diagram and
discussion.

APL RESEARCH PROCESS

Under-
educateda
Adu‘lt-

teployers

iy No
" [ 1 Ready for
Competency 3/ Pertormance N rreld b3 ¢ yacional
> Specificat:ion Indicators Teets ! survey
[Dcvclawont

, *ryfate,
State. Previous Netional
Federal Reeeerch Survey
Agenciee \L
* Determinetion
of
Competency

Levele
Information Source

B Activity

O Review Point
——> ‘Direction of Work flow

Methodology

1. Specification of competencies. From the sources of information identi-
fied previously, the performance requirements are aggregated into general re-
quirement statements called "objectives.” These objectives are keyed to the
five APL general knowledge areas.
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The set of opjectives, taken as a whole, form the APL description of the be_hav— ' .
jors which are important to adult competency. A copy of the latest APL objec-

tives can be found at TAB A.

2. Development of performance indicators. Performance indicators are writ-
ten for each competency. These are no' "test items" in the traditional sense.
Because they reflect requirements taken from adult life, thex are small simula-
tions of what is demanded of the adult by his or her society, and they require
the adult to employ communication, problem-solving, and interperscnal relations
skills in a variety of adult-related situations.

3. Field test and subsequent revision. Initial versions of the performance
indicators were field tested with undereducated and underemplioyed adults. An
initial round of field testing involving some 3,500 adults was conducted with
the cooperation of Adult Basic Education programs in 30 states. Since that time,
several thousand more adults have been tested in a number of states with subse-
quent versions of the perfoimance indicators. Field testing and subsequent re-
vision of performance indicators i< a contiruous, rather than one-time process,

as indicated by the flow of acti as in Figure 2.

Information gathered during the field test stage is used to respecify objectives

and to improve the quality of performance indicators. These revised versions of

both objectives and indicators are fed back to the original information sources

for further revision and specification. The entire specification-field test-
feedback-respecification process is cycled as many times as is necessary to reach
consensus regarding a given objective, although tvpically three iterations are

required. Each objective must also meet the empirical tests of non-triviality .
and of positive correlation to varijous indicators of success. (Those of you who

are so inclined wil) recognize this method as a somewhat modified Delphi technique.)

4. National assessment of competency. The next step in the APL research pro-
cess is to determine national levels of performance with regard to the objectives.
Performance indicator: are formatted into a series of interview schedules, With
the assistance of a subcontractor (Opinion Research Corporation, Princeton, New
Jersey) a representative sampie of adults is drawn from the continental United
States, excluding Alaska and Hawaii, and data are obtained from this sample. To
date, five independent samples of the population have been drawn, each with a size
of not lessithan 1,500, for a total of 7,500 adults. The overall precision of each
sample is about 4% at the 95% confidence level for an item which breaks at the 50-50

level,

5. Determination of competency levels. The final stage of the process is to
determine meaningful and well-defined competency levels from data gathered in the
various national surveys. This determination is accomplished by (1) examin-
ing the performance of the population on an objective-by-objective basis, and
(2? describing overall competency in terms of three levels based on an aggre-
gate index (This aggregate index of functional competency is defined below.).

In essence, the natiorally representative survey data are used to develop
"competency profiles" which are associated with different levels of adult suc-
cecs as measured by income, job status, and educaticn. Three such levels have

been chosen ard are called simply APL 1, APL 2, and APL 3, '
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APL 1

‘ (ADULTS WHO FUNCTION WITH DIFFICULTY)

APL 1's are those adults whose mastery of competency objectives is associated
with:

1. Inadequaie income of poverty level or less

2. [Inadequzte education of eight years of school or fewer

3. Unemployment or occupations of low job status

APL 2
(FUNCTIONAL ADULTS)

APL 2's are those adults whose mastery of competency objectives is associated:
with:

1. Income of mo»e than poverty level but no discretionary income
2. Education of nine to eleven years of school

3. Occupations.falling in medial job status range

o . AL 3

(PROFICIENT ADULTS)

APL 3's are those adults whose mastery of competency objectives is associated
with:

1. High levels cf income or varying amounts of discretionary income
2. High levels of education, high school completion or more
3. High levels of job status.

Notice that each of the three APL levels is a conjoint definition based on pre-

dicted income, education, and job status. Test data are used to "predict” an

adult's success level, based on his functional competencies. Those persons

classified as APL 1 are, by and large, "functionally incompetent” or adults who

function with difficulty, APL 2's are competent, or adults functioning on a

minimal level; and APL 3's are proficient in that their mastery of competency |
objectivas is assocfated with the highest levels of income, Jjob status and |
education. |

Since the sample data are nationally representative, it is possible to esti-
mate the proportion of the U.S. adult population which comprises each APL level.
‘ A discussion of these and other results follow,




I11. ‘HOW FUNCTIONALLY COMPETENT ARE U.S. ADULTS?

In general, the answer to the question posed by this section is "not as compe-
tent as we thought." Overall, approximately one-fifth of U.S. adq]ts are func-
tioning with difficulty. This estimate is based on a representative sample of
adults performing on,_indicators which cover the five general knowledge areas
and four skills,

The results of the APL national survey on functional competency will be pre-
sented as follows: (1) For each general knowledge area and skill area, the
proportion of the population estimated to be in levels 1, 2, or 3 are reported;
and (2) For each major demographic grouping, the proportion of the population -
estimated to be in levels 1, 2, or 3 are presented.

Competency levels by knowledge area and skills. The percentages of the adult
population which are in APL Tevels I, 2, or 3 as determined by performance on
those indicators in the survey which measure knowledge and skills are presented
in tre following table:

Areas APL Competency Levels
T 2

Occupational Knowledge 19.1 31.9  49.0
Consumer Economics 29.4 33.0 37.6
Government and Law 25.8 26.2 48.0
, Health 21.3 30.3 48.3
.*  Community Resources 22.6 26.0 51.4
‘ Reading 21.7 32.2 46.1
Problem Solving 28.0 23.4 48.5
Computation 32.9 26.3 40.8
Writing 16.4 25.5 58.1
Overall Competency Levels 19.7 33.9 46.3

In terms of the general knowledge areas, the greatest area of difficulty appears
to be Consumer Economics. Almost 30% of the population falls into the lowest
level (APL i), while one-third of the population is categorized as APL 2. Trans-
lated into population figures, some 34.7 million adult Americans function with
difficulty and an additional 39 million are functional, (but not proficient) in
coping with basic recquirements that are related to Consumer Economics.

The highest proportion of proficient persons (most able to cope) is found in re-
lation to Community Resources. Over half of the U.S. populatign falls into APL
level 3. This {s followed by Occupational Knowledge; again almost half of the
population is estimeted to be proficient in dealing with occupationally-related
tasks. Although the least proportion of persons in compariscn to all areas are
in level 1 of Occupational Knowledge, this still indicates that about one of
every five adults in the U.S. functions with difficulty or is unable to jerform
correctly on occupationally-related performance indicators.

A greater proportion of pe ole is unable to perform basic computations than the
other skills. Approximately one-third of the population, or 39 million adults,
functions with difficulty, and a little over one-fourth, or 29.5 million adults,
s functional but not proficient in task performance on items reauiring mathe-

matica” manipulation. The area of greatest competency in comparison with other

[y
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skills is in writing. However, even though almost three—fifths of the popu-
lation performed adequately on tasks requiring writing skiils, 16% of the
adults in the U.S., or, some 18.9 million persons, are unable to cope success-
fully.

Corpetency levels by demographic groupings. The purpose for selecting certain
Jeriographic groupings and comparing the results within a group is to discover
trends which might arise. As seen in the definitions given earlier for the three
ipL  competency levels, "success" was an important variable in the study. In
jeneral, the three success indices (level of education, family income and job
status) demonstrate a positive relationship with performance. The percent of

the population estimated to be in APL levels 1, 2, and 3 for each renorting

croup of relevant demcgraphic variables, as indicated by task performarce, is
presented in the following tatle:

Demographic Variables APL CompgtEﬂCY Levels
1 3
Education
0-3 years - 85% 102 €%
4-5 84 16 0
6-7 49 37 14
8-N 18 55 27
High school completed N 37 5e
Some college 9 27 64
College graduate plus 2 17 80
Family Income
under $5,000 40% 39% 214
$5,000-$6,999 20 44 36
$7,000-89,99y 28 39 37
$10,000-514,999 14 34 52
$15,000 pluse 8 26 66
Job Status
Unskilled 30% . 38% 32%
Semi-skilleu 29 42 29
Skilled 24 33 43
Clerical-Sales 8 38 54
Profescional-Managerial n 28 61
Age
18-29 . 16% 35% 49%
30-39 n 29 60
40-49 19 327 49
50-59 28 37 35
60-65 35 40 24
Sex
Male 17% 31% 52%
Female 23 35 42
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APL Competency Levels

Demographic Variables : > 5

Ethnicity

. 16% 344 50%
:?;5: 44 39 17
Spanish-surname 56 26 18
Other 26 4] 33

Occupational Status

Employed 15% 28% 57>
Unemployed 36 30 34
Housewives 27 38 35

Number in HKousehold

1 person 21% 23% 56>
2-3 20 35 45
4-5 19 K} 50
6-7 21 33 46
8 plus 43 22 35

Region
Northeast 16% 36% 48%
North Central 15 42 43
South 25 37 38
West 15 35 50

Metropolitan Areas

1 million plus 21% 39% 40%
under 1 million 15 38 47
Suburb 21 32 47
Urban 14 29 57

In relation to the "success" variables, for level of education the percentage

of APL 1's rises steadily from about 2% for college graduates to about 85% for
adults with less than 4 years of formal schooling. For family income, the per-
centage of functionally incompetent persons rises from about 8% for incomes of
$15,000 or greater to 40% for those under $5,000 a year income. For occupation of
chief wage earner, the percentage of APL 1's rises from about 11% for the pro-
fessional and manageriag category to approximately 30% for the unskilled.

There is 2 generally negative relationship between age and performance. Al-
though the youngest group (18-29) does not have the lowest level of function-
ally incompetent adults, still the general trend is that the older the indivi-
dual, the more likely that he/she is incompetent. It appears that males and
females perform about the same, althov~™ there are minor differences with males
estimated to have a greater percentage of APL 3's than females. As for ethnic
groups, it appears that there are great differences between Whites and all other
minority groups. While 16% of the Whites are estimated to be functionally in-
competent, about 44% of the Black and 56% of the Spanish-surname qroups are es-
timated to be so. Here, as with other variables that have been discussed, the
differences are probably due to the relatively lower levels of income, education,
Job status, and job opportunity found among minority groups in this country.




The employed show a smaller percentage of APL 1's (15%) than did housewives

’ (27%) who, in turn, show a smaller percentage than did the unemployed (36%).
Here, again, the differences in the “success” levels (i.e., amount of income,

etc.) of especially the employed and unemployed may be used to explain the
\ variations.

With regard to the number of people 1n the household, the only apparent dif-
ference in percentage of APL 1's occurred 1n households where more than 7

people ‘lived. While for most household populations, the percentage of func-
tional incompetents is about 20%, for the eight or greater group, the percen

tage rises to 43%,

The demographic conparison of regions of the U.S. indicates that while the
hortheast, North Central and Western parts of the ).S, have about the same
percentage of APL 1's, 2's, and 3's, the South nas more APL 1's and less APL
3's. While all other regions of the country are estimated to have about 16%
functionally incompetent adults, approximately 23% in. the South are predict-
ed to be APL 1's. Thus, a greater percentage of adults in the South appear
to be in need of educational assistance than other parts of the country.

Rural areas have the greatest estimated percentage of APL 1's (27%) with cit-
a5 over one million ard suburbs slightly less (about 21°), and cities under
ane million and other urban areas having the least percentage of APL 1's.

IV, THE VALIDITY AND RELIABILITY OF APL

‘ Validity

A strong case can be made for the validity of the APL objectives and the per-
formance data which relate to them. Consider the following argument.

1. The objectives derive from inputs from the appropriate segments of
society. These objectives, which form the APL description of adult functional
competency, are the products of a research process which subjects each one to
two critical ,tests: (1) Is the objective perceived as being important (valid)
by undereducated and underemployed adults, employers, educators, and a number
of other social service agencies who deal with "unsuccessful” adults? (2)
Grven that consensus among these groups is reached, is there evidence that
mastery of a particular objective increases the probability of adult success,
as indicated by income, education, and job status? Only if both questions
are answered affirmatively is an objective considered to have been validated,

2. Great care wes taken to construct performance indicators which were,
within budgetary and time constraints, the best possible measures of the ob-
Jectives, In addition to a technical review by consultants, performance in-
dicators were also reviewed by the groups mentioned in 1. above, and were
processed through several cycles of field testing and redesigning before be-
ing used on a national sample. The indicators are clearly not perfect in an
absolute sense. It is impossible to obtain absolute consensus or to produce
perfect correlation on any indicator. Nevertheless, there is good evidence

. that the APL performance indicators serve the purposes of the study very well,
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3. Greéat care was also taken to design a national sampie of adults and
to exercise the proper control over field procedures in order to produce _
meaningful and precise results. As mentioned earlier, the sample design is
straight forward, has a known precision, and is reproducible in the scien-
tific sense. Sample design and field procedures were carried out according
to specifications by an organization which has years of experience in draw-
1ng national samples and in conducting house-to-house surveys.

4. Perhaps the most important kind of “validity” 1s the acceptance and
degree of use to which the objectives and test data will be put. Preliminary
evidence indicates that, at least among the adult education community, there
will be widespread acceptance and utilization. Already, several Statewide
efforts (notabTy Mississippi, Texas, and Alabama) are in progress to translate
the objectives into relevant curriculum and staff development materials and

methods .

Reliability

Although the term "reliability" is quite often used to refer to different
constructs, “reliability” means temporal stability in the context of the APL
project. That is, APL performance indicators are reliable to the extent that,
assuming no major changes have taken place in either soCietal requirements or
in the level of achievements of the general population, repeated measures pro-
duce idertical results. Reliability is a function not only of the format and
content of the interview itself, but of the sampling design and the field pro-
cedures. These features have Jjust been discussed.

The traditional method of estimating reliability is repeated testing of a giv-
en sample. Coefficients of reliability calculated from total scores are used
as decision variables for the estimation of reliability. No such coefficients
are available aggthis time for APL measures, for two good reasons; (1) Relia-
bility coefficients are based on total scores. Total scores are never calcu-
lated in the development of competency levels from APL data. (2) A test-retes
design for a national sample would have cost at least $100,000. This was money

which was better spent on development and validation of objectives.

: There are, however, two valuable sources of information which are relevant to a

discussion of the reliability of APL measures:

1. The fifth APL national survey consisted of a compusite battery of items
which had been used in previous surveys. Although changes were made in many of
the items, some useful comparisons can be made on an item-by-item basis between
results from earlier surveys and results on the final survey. Theoretically, if
an item had not been changed at all, the estimates from two independent samples
should differ only by the precision which each sample affords. For two indepen-
dent samples of size 1,500, most items require a difference of 4% or more to in-
dicate statistically significant differences (.05 level).

For the 39 items which were rot ch-nged be‘ween surveys, the mean absolute dif-
ference was 5.5% with most items having slightly higher p-values on the second
sample than on the first. Although 5.5% is somewhat higher than the anticipated
4%, the reason for these results is quite clear. In order to minimize interview
length (and maximize budgets), respondents in earlier surveys who failed to get
a specified number of items correct during the initial portian of the interview
were discontinued, under tBe assumption that most, if not all, of the remaining
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responses would be incorrect (items were arranged in order of difficulty).
For the final survey, this criterion was omitted, so that every respondent
completed all parts of the interview. The net effact was a desirable one--

311 respondents attempted practically every item. A side effect, however,
was that p-values for easier items placed later in the interview tended to
rise when compared with ea)lier results. Consequently, the .verall differ-
ence between the samples is exaggerated. Most of that difference is due to
a change in the criterion for completion, rather than factors relative to

sample size, item format, or field procedure.

2. Another independenc sample, drawn specifically fer the State of Texas,
using funds provided by the Texas Education Agency and the Governor's Office,
was simultaneous with the final nationai survey. Although detailed results
are too numerous to mention here, data from the Texas effort, which replicated
the national one, are remarkably consistent with national trends. The rela-
tionship of test performance to variables such as income, education, occupa-
tional status, urbanicity, ethnicity, sex, age, and a number of other demo-
graphic variables is practically identical for Texas and the nation. Further,
patterns of responses for the Texas sample are essentially identical to those
of the national sample. Items with high p-values nationwide have high p-values
in Texas, and those with low p-values nationwide have low p-values in Texas.

A final note of caution regarding the interpretation of APL results, particu-
larly those dealing with the three levels of competency, must be sounded here.
Those who «re familiar with the AFL objectives know very well that each one
comprises a broad sector of human behavior. Clearly, it is fruitless to try

to 1ist and to measure all tne behaviors which are embedded within a particular
APL ebjective. Ultimately, one must operationalize the objective by selecting
3 set of behaviors as measures of that particular objective. A1l APL estimates
of competency are based on such operational definitions, and their limitations

must be kept in mind.

V. HOW DO WE MEET THE NEED?

The United States has been in a preeminent position of world power and influence
for decades. Citizens of this country are justifiably proud of their country's
accomplishments in industry, science, technology, the arts, and, perhaps most of

~all, in their system of universal free public education. Millions of mothers and

fathers have intuitively subscribed to that tenet of the American dream which holds
that education is the major avenue to success for their daughters and sons. Accord-
ingly, Americans are, by many standards, the best educated and the most affluent

people on earth, -

Concomitant "th this historical emphasis upon education and its benefits is the
popular conception that "illiteracy" is a problem unique to the economically
underdeveloped nations--the "Third World" countries. How could the United States, -
with its billions’of dollars spent on education each year, have any significant

literacy problem?

To be sure, we have been willing to commit a very small portion of our resources,
private, state and federal, to literacy and related programs. The motivation be-
hind this commitment is probably not due to a perception of a widespread need
which is crucial to the well-being of our country. More likely, it is one of
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noblesse oblige. For the most part, ABE has been perceived as a pertphgral
enterprise with an extremely limited clientele. After all, if leg a minute
fraction of the population is "illiterate," there can be no justification for
spending more than a minute fraction of the nation's resources toward elimi-

nating the problem.

As long as "literacy" 1s conceived tc be naothing more than the ability to

read and write one's name, or to score at some low grade level on a standard-
ized test developed for children, then the United .tates probably does not
have a significant problem. On the other hand, if the concern is with the
adult who does not possess thogs skills and knowledges which are requisite

to adult competence, then the results of the APL re-earch suggest that there
is,-indeed, a widespread discrepancy in our adult population between what is
required of them and what they achieve. It is surprising, perhaps even shock-
ing, to suggest that approximately nne of five Americans is incompetent or
functions with difficulty and that about half of the adult population is merely
functional and not at all proficient in necessary skills and knowledges.

The rest of this section deals with other implications and possible methods of
implementation or dissemination. Because the original focus of the APL pro-
Ject was the ABE system, more attention will be given to that enterprise than
to other educational systems, There are, however, implications for eiementary
and secondary education, which will also be presented.

Implications for Adult and Adult Basic Education

Let us summarize the products of the APL project to date. Essentially, the
APL project was given the charge of specifying those competencies which are .
functional to adult life, with the implication that these competencies would

become the core of objectives for ABE. Specifically, the APL project has

accomplished the following tasks:

1. Developed and va]idatéd a series of objectives which comprise adult
functicnal competency. '

2, Conducted a series of national assessments of performance of adults
with respect to these objectives.

3. Created, a; a by-product of the research, a prototype test of adult
functionai competency.

The discussion which follows describes some activities or products which are
indicated for ABE at four operational levels: the classroom or instructional
}evel. the local program level, the state level, and the federal or national
evel,

-- At the CLASSROOM LEVEL (Teacher-student)

1. Curricula based on APL objectives. Obviously, the APL objectives
form the core around which ABE curricula may be constructed. The forms which
these urricula might take could, and probably will, be quite varied in order
to meet local requirements. As mentioned earlier, several major curricula
development efforts are already underway. ' '




2. Diagnostic, placement, and assessment devices. The APL Study has

. . built a solid research base for developing measures or overall student pro-
gress, pacing measures, such as curriculum-embedded tests,and devices used
for placement or diagnosis.

--- At the LOCAL PROGRAM LEVEL (Local Program Director)

1. Guidelines for program objectives Much curricula development work
in ABE is conducted at this Tevel. 7The /’L objectives form a valuable set
of gtidelines for deveioping local curricula.

2. Local program effectiveness assessment. Because of the ambiguity
resarding the instructional goals of ABE, Tocal programs have traditionally
had difficulty in documenting or measuring prcjress. Since the APL research
‘has specified objectives and suggested ways of measuring behavior related to

« these objectives, an opportunity exists for local programs to meaningfully
assess their effectiveness. )

. J. Starf Developmert. Any APL curriculum effort will require extensive
training and deveiopment of local staff. For more agetai's, see "Staff Devel-
opment" under the State Level, )

--- At the STATE LEVEL (State Director of ABE and other concerned State Officiais)

1. State quidelines or foci for instructional objectives. Since education

is properly a function of the state, the state department of education, in the
.‘ form of the state director of adult education and his or her -taff, has an oppor-

tunity to take the leadership ih:providing comprehensive programs dealing with

basic education for adult life. With appropriate input frcm other state agencies,

state-level officials can provide guidelines and direct resources to develop

instructional programs which address the fun.tional competencies identified by

the APL project. .

s 2. Statewide instructional effectiveness assessment. States have tradi-
tionally experienced difficulty in collecting evidence regarding the effective-
ness.of their program<, APL objectives and data can form a base upon which to
meaning¢ . ‘1y document statewide ABE program progress, as well as to p.rovide a
framework for reporting to the federal level. )

Related to the function of assessing instructional effectiveress, is the possi-
bility of conducting statewide competency assessments. Even though national
- levels of performance are known, APL surveys do not provide enough precision

to describe a particular state. Since statcs are bound to differ with respect
to performance on different APL objectives, conducting state assesiments of
adult competence c~uld provide extremely valuable data for planning programs.

3. Staff Development. Preliminary experience with curricula designed
around APL objectives indicates that teachers will require significant retrain-
ing in order to function effectively in providing basic educatfon for adult 1ife.
Thise efforts which are now underway utilize the teacher more as an instructional
manager and resource person rather than in the traditional role of lecturer and

‘ imparter of knowledge, Furthermore, there are strong suggestions that future
APL-based curricula will require fulltime, highly trained teachers. These re-
quirements certainly have implications for staff development and for teacher
, certification, which are primary concerns of the state director.
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--- At the NATIONAL LEVEL (OE)

1. National Dissemination of APL objectives. Al though thg Office of Educa-
tion is Clearly not in the business of setting national educational standards,
there is nevertheless the opportunity to provide leadership which can come only
from this level in disseminating the objectives as suggested foci for programs
1ealing with undereducated adults. The Office of Education, working with a
variety of state agencies and other federal agencies, can have a major impact
on educational practices at every level insuring that the results of the study
and its implications for practice are well known throughout the educational and

social service communities.

2. National Dissemination of APL Data. The Office of Education now has at
1ts command a process which can meaningfully describe the level of competency of
the adult population of the U.S. For reascns similar to those described above,
the Office of Education has an opportunity to provide gquidance, leadership, and
assistance to states which it never had before. The ways in which this process
can be used are numerous: Assessing the effectiveness of federally-funded pro-
grams, developing more useful reporting procedures, and maintaining a continuous
assessment of national literacy levels over time are only a few of them.

Implications for Elementary and Secondary Education

The astute reader will have perceived by now that (assuming the research is
any good) the implications of APL research are by no means confined to Adult
or Adult Basic Education. If it is true that a significant proportion of
Americans does not possess important skills and competencies, then it is
patently wasteful of human and financial resources to wait until persons
reach adulthood to begin to address those needs.

when one examines the APL objectives, it is interesting to compare the compe-
tencies described in the APL objectives to the curricular offerings typically
found in elementary and secondary education. A brief examination will quickly
reveal that, although many of them are indirectly addressed, not much of the
typical school day is spent in focus on the objectives per se. This is not to
indict the elementary and secondary systems--too much of that has occurred
already. The fin¢ 'ngs do suggest, however, that to the extent that producing
functionally cor . * adults is an important goal of elementary and, secondary
education, sta.e + ocal education would do well to examine the functional
cor:petencies vis-a-vis their curricula and state requirements for high school

completion.

Some states, notably Oregcn, have already benun requiring students to complete
a series of adult life-related performance tasks before awarding certification
of high school completion. This is the kind of practice which seems to be
entirely consonant with the APL findings.

To Summarize

Because of precedent and tradition, "literacy" is a static, low-ievel concept
which is largely unrelated to the pragmatic requirements for adult life in this
country. Using the term "functional competence," the APL project has developed
a research process which has identified competencies which are important to
success as adults. Using an assessment method which stems from viewing func-
tional competence as a function of individual capabilities and societal raquire-
ments, the APL project has produced data which suggest that, contrary to popular
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belief, many adults do not have the basic education for living which is
indicated for even ninimal levels of success. These results, and the objec-
tives upon which they are based, can have profound implications for education-_
' al practice, and form a base of information and evidence which can be used to
make different educational systems more responsive to the needs of both their

clients and society,
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A NOTE- CONCERNING APL GOALS, OBJECTIVES, AND TASKS

Attached 1s thc curre.t version of the APL description of comnetency.
This description is organized by general knowledge area. Within each general
knowledge area, requirements are described in three successive levels of detail.

The first level is a goal statement, which is a broad description of ‘?f

capability whicl: the functionaliy competent adult should possess for that par-

ticular general knowledge area.

-

The goal statement is defined by a series of intermediate-level require-
ments called objectives. The objective is the fundamental building block of
the APL description o’ cumpetency. Some degree of mastery of these objectives,
the degree depending on the adult's individual milieuy, is required for true

functional competency. .
Each objective, in turn, is described by a series of'situation-specific

requirements called tasks. ﬁastery of an objective is manifested by the in- ‘
d{vidual adult's ability to perform a group of tasks -- to réspond appropriately
to specific situations which reflect the requirements of t@g objective. Since
the tasks are curiently undergoing a thorough revision, only the goals and ob-
Jectives are inciuded in this presentation.

- The implications of this caveat concerning the APL tasks become especially
important yhen one attempts to translate the APL description ;f competency
into . .sriculum or other training programs for undereducated adults. When used
for this purpose, tasks should be considered as paradigms or general guidelines.

They shculd not be interpreted as being engraved in stone, because it is the

objective th»t is the most important element in the requirements for functional

competency.
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APL
OBJECTIVES FOR FUNCTIONAL COMPETENCY
OCCUPATIONAL XNOWLEDGE

GOAL: TO DEVELOP A LEVEL OF OCCUPATIONAL KNOWLEDGE WHICH WILL ENABLE ADULTS
TO SECURE EMPLOYMENT IN ACCQ&OANCE WITH THEIR INDIVIDUAL NEEDS AND INTERESTS.

1. OBJECTIVE: To build an oral and written vocabulary related to occupational

knowledge.

2. O0BJECTIVE: To identify sources of information (e.g., radio broadcasts,

newspapers, etc.) which may lead to employment.

3. O0BJECTIVE: To define occupational categories in terms of the education
~and job experience required, and to know minimum requirements of given

occupations.

4. OBJECTIVE: To be aware of vocational testing and counseling methods which

help prospective employees recognize job interests and ualifications.

5. OBJECTIVE: To understand tye differences among commercial employment

agencies, government employm;uéaéaencies and private employers.

6. OBJECTIVE: To prepare for job applications and interviews.

7. OBJECTIVE: To know standards of behavior fqr various types of employment.
8. IOBJECTIVE: To know attributes and skills which may lead to promotion.

9. OBJECTIVE: Tu know the financial and legal aspects of employment.

304



10. OBJECTIVE: To understand asoects of employment other than financial which

would affect the individual's satisfartion with a job.
CONSUMER ECONOMICS

GOAL: TO MANAGE A FAMILY ECONOMY AND TC DEMONSTRATE AN AWARENESS OF SOUND

PURCHASING PRINCIPLES.

1. OBJECTIVE: To build an oral and written consumer economics vocabulary.

This should be an ongoing process through each otjective.

2. OBJECTIVE: To be able to count and convert coins and currency, and to

convert weights and measures using measurement tables and mathematica)

operations.

3. OBJECTIVE: To understand the concepts of sales tax and income tax.

4. OBJECTIVE: To be aware of the basic principles of money management, including

knowing the basics of consumer decision-making.
k]

5. OBJECTIVE: To use catalogs, consumer guides and other reference documents °

to select goods and services.

6. OBJECTIVE: To'be aware of factori/;hat affect costs of goods and services

and to determine the most economical places to shop.

7. OBJECTIVE: To be aware of the principles of comparison shopping, and to be
aware of the relationship of price to quality among brand names, and between
"firsts® and "seconds" and to be able to substitute economy for quality according

to individual needs.
7-20
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B OBJECTIVE: To know the various methods by which gdods are packaged and to

know which methods are most cost-effective in terms of ruality and storage.

9. OBJECTIVE: To be able to take advantage of sales by knowing where to find
them, oy planning for their eventuality, and by being able to determine which

are of worthwhile value to the indfvidual.

10. OBJECTIVE: To be aware of advertising techniques and to recoanize

appropriate and inappropriate forms of selling and advertising.
11. OBJECTIVE: To know how to order food and to tip in a restaurant.

12. OBJECTIVE: To be aware of different storés where home furnishings can be

/
purchased and to determine the best buys for essential and luxury items based

on individual needs and resources.

13. OBJECTIVE: To determine housing needs and to know how to obtain housing*

and utilities based on those needs.
14. OBJECTIVE: To know how to buy and maintain a car economically.

15. OBJECTIVE: To know basic.procedures for the care and upkeep of personal

possessions (home, furniture, car, clothing, etc.) and to be able to use resources

relating to such care.

16. OBJECTIVE: To know the virious media of exchange and to be familiar with

benking services in the community.
17. OBJECTIVE: To develop an understanding of credit systems.

18. OBJECTIVE: To cbllect information concerring the types of insurance
available and to be able to select the best insurance for the individual and
his famfl

y. 7-21
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19. OBJECTIVE: ~o know the recourses available to the consumer in the
face of misleading and/or fraudulent product/service claims or tactics.
20. CBJECTIVE: To uncerstand the implication of consumption vis-a-vis finite

world resources and to recognize that each individual's pattern of consumption

influences the general welfare.

HEALTH

GOAL: TO INSURE GOOD MENTAL AND PHYSICAL HEALTH FOR THE INDIVIDUAL AND HIS

FAMILY.

1. OBJE"TIVE: To develop a working vocabulary related to health, especially as

it relates to basic medical and physiological terminology, for accurate

reporting of symptoms and following a doctor's directions in applying treat- .

ments.

2. OBJECTIVE: To understand how basic safety measures can prevent accidents
and injuries and to recognize potential hazards, especially as such hazards

relate to home and occupational safety.

3. OBJECTIVE: To know medical and health services in the community.

|

4. OBJECTIVE: To understand the.physical and psychologicai influences of

pregnancy as well as the need for proper prenatal care.

§. OBJECTIVE: To understand the importance of family planning, its physic51 v

psychological, financial and religious implications and to have knowledge of
.\\)

\
both effective and ineffective methods of- birth control.

6. OBJECTIVE: To understand generai child rearing practices and procedures for

guarding the health and safety of a child and to apply proper action in
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accordance with needs and resources.

7. OBJECTIVE: To understand the special health needs and concerns of the

adolescent (and his parents} and to become acquainted with some ways to
1

ease the transition from childhood to adulthood.

8. OBRJECTIVE: To understand what contributes to good mental and physical

health and to apply this understanding toward preventive care and health

maintenance;

9. OBJECTIVE: To understana the interaction of self as a member of smal)

groups (family, work, club, class) and to use this understanding to promote

~ effective interpersonal coping skills.

10. O0BJECTIVE: To be able to apply first aid in emergencies and to inform

proper authorities of sudden illnesses, various accidents or natural disasters.

11. OBJECTIVE: To plan for health or medical insurance and to be aware of

available financial assistance for medical or health probiems. .

12. OBJECTIVE: To understand what constitutes a proper diet and to plan

meals according to individual needs and resources.

13. OBJECTIVE: To understand federal control of various drugs and items

for health protection and to understand how public reaction influences this

control.

GOVERNMENT AND LAW
}

GOAL: TO PROMOTE AN UNDERSTANGING OF SOCIETY THROUGH GOVERNMENT AND LAW
AND TO BE AMARE OF GOVERNMENTAL FUNCTIONS, AGENCIES AND REGULATIONS WHICH
DEFINE INDIVIDUAL RIGHTS AND O8LIGATIONS.
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1. OBJECTIVE: To develop a working vocabulary related to government and
law in order to understand their functions in society and in the personal

life of the individual. This should be an ongoing process as each objective

is covered.

2. OBJECTIVE: To develop an understanding of the structure and functioning

of the federal government.

3. OBJECTIVE: To investigate the relationship between the individual citizen

and the government.

4. OBJECTIVE: To understand the relationship between the individual and

the legal syéiém.

5. OBJECTIVE: To obtain a working knowledge of the various legal documents

which the individual will need as a member of society.

6. OBJECTIVE: To explore the relationship between government services and

the American tax system.

_ COMMUNITY RESOURCES

1

GOAL: TO UNDERSTAND THAT COMMUNITY RESOURCES, INCLUDING TRANSPORTATION
SYSTEMS, ARE UTILIZED BY INDIVIDUALS IN SOCIETY IN ORDER TO OBTAIN A
SATISFACTORY MODE OF LIVING. - |

\ ok '

1. OBJECTIVE: To build an oral and written vocabulary pertaining tc community
resources and to define community resources in terms of (a) services

to community members and /b) services to persons outside the community or

non self-supporting members of society (unemployed, criminals, insane, etc.)
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2-3' OBJECTIVE: To know the types of community services provided for members
of society including the purposes of and how to gain access to these services.

4. OBJECTIVE: To understand how and when to apply for community services,

such as Social Security, and Medicare.

S. OBJECTIVE: To know various recreatiunal services available in the

community.
6. OBJECTIVE: To be able to utilize 1nformq£i§5>services of the community.

7. OBJECTIVE: To be aware of the péople and agencies in the community

whose job it is to register and act upon citizer complaints.

SUBSET: TRANSPORTAT}ON

8. OBJECTIVE: To build an oral and written vocabulary of transportation

terms. including car insurance terms.

9. OBJECTIVE: To be able to recognize and utilize signs related to

- transportation needs.

10. O0BJECTIVE: To develop a.fam11iar1ty with transportation schedules, and

to calculate fares.

11. OBJECTIVE: To be able to find and utilize information facilities.

12. OBJECTIVE: To learn the use of maps relating to travel needs.
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13. O0BJECTIVE: To recognize time zone boundaries and understand the

concept of daylight saving time. .

14. OBJECTIVE: To réquest information on and make verhal and written

travel and overnight accommodations/reservations.

R 15. OBJECTIVE: To understand the relationship between transportation

and public problems.

J6. O0BJECTIVZI: To understand driving regulations, including safety,

courtesy, and rules such as having a driver's litense, car license plates,

.

etc.

.
i
.
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DOCUMENT NO. 8: "'WHY ADULTS PARTICIPATE IN EDUCATION: SOME I..PLICATIONS FOR
PROGRAM DEVELOPMENT OF RESEARCH ON MOTIVATIONAL ORIENTATIONS'

(A COMPOSITE PAPER WITH AUTHOR ABSTRACT)
) .

1. Characteristics of the document type

It is not uncommon to get 'mixed blessing'' documents to abstract. Such
a compusite document will be a combination of twﬁ or m&re document.styles.
For example, you might get a synthesis dochmeqt withlpn extensive bibliography
in the back, or a cqmbination t;;cheé/student guid; with curricular material.

In this instance, we have a literature review in the front portion of

4he paper followed by an implications section which can be looked upon as a

klnd of guidc. Usually a literature review wi'll have an informative abstract

and usually a guide will have an indicative abstract, so right away you know
90u have a problem.

This is the last document presen:ed in the Workbook. What this means
is that you are (should be!) ready to solo. We are going to let you decide
whether to:do an informative ;r indicative abstract (maybe, even an

"infordicative' abstract as done for Document No. 7).

' Would you like a little help? :




sad

This does not mean that you count pages on a composite document and then go
the way of numbers. What is does mean is “hat the conceptual framework of the
document must first be viewed as a whole, and then reducea to its d’sparate
parts. In this document, we have a }iterature review with headings and a
conclusion, followed by an implications (guide) section with headings and a

conclusion.

abstractors as to which style they chose:

means is that whatever you do can't be very wrong. Must ygu/ﬂg/;nything?
o
There is an author abstract (aha! an easy way out!?)-é?fered below for your

consideration after you have examined the document.

What a practiced eye will look for in this kind of document

Bear in mind that we must reflect the conceptual weight of .the cocument.

Before you make your decision, here are some comments from the experienced

Indicative Style

There was too much material to be covered in an informative style.
Also felt that points covered were too equally weighted to single
any out for informative coverage.

The indicative style allows a tighter arrangement of the contents
of the paper, which a discursive style wouldn't permit.

Informative Style

3

Although harder to write, the informative style offered a more
direct presentation of the author's ideas.

Chose the informative Style in order to tie the paper to earlier |

work and to be specific about method and findings.

So you see, even the old han&s diverge on this one. What it r 1

-~

- -
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Author Abstract

This study offers some implications for program deselopment of recearch
on motivational orientations, i.e., it investigates why adults participate

dn education. In 1961 Cyril Houle published 'The Inquiring Mind," in whica

he reported on his efforts to identify the basic structure underlying the
diverse reasons that people give for participating in adult education.

Most research in this area has attempted to tes’. and refine Cyril Houle's
three-factor typology. Roger Bosher describes !4 studies since 1964.
Morstain and Smart's research points out that Houle's typology can no longer
be considered an adequate representation of reality. Although most
motivational literature focuses mainly on identifying the general underlying
strecture of motivations, some attempts have been made to correlate
motivational factors with participant and program characteristics such as
sex, age, and socineconomic status. The conclusion is that adult learners
enroll for mixed motives. This mot.vational research has practical
implications for program development. .

Now yot:'re on your own. DO NOT read on until you've done your abstract.




O

Presentation of sample abstracts and discussion of stylistic alternatives

3.

First, you ought to know that the author abstract was rejected by all as
being useless. Second, you should know that it's not a real =uthor abstract

(apologies to Gordon Darkenwald!). It was 'fabricated'' by the_.authors of this

Workbook, not because we like playing tricks, but because we wanted to illustrate

. the problem of ‘unquestioned reliance on author abstracts. If you used our

abstract, perhaps you need to review the discussion on author abstracts for
Document No. 6 to sharpen your critical eye:-(did you notice that the first sentence
was a repeat of the title, that Boshier was misspelled, that most of the abstract

wés vague or general or redundant, and that the implications were left out?).

Informative. Abstract

Awareness of the variety and complexity of motives that underlie on-going
participation in continuing education is important for everyone in the field
of adult education. 'Motivational orientations'' are constructs that
identify the underlying structure of the diverse reasons people give for
continuing their education. Motivational orientation research reflects
learner needs, characteristics and interests, and has important implications
for program. development and content. Cyril Houle's pioneering three-factor
typology (goal, activity, and i:arning orientations) has been supplanted

by a more complex typology; most people apparently participate in adult
education for mixed reasons, some of which are unrelated to learning per se
or to course content. Major orientation factors appear to operate
independently of individual characteristics such as age, sex, educational
level, and socioeconomic status. While motivatiunal orientation research
does not provide any easy prescriptions for programming success, it does
suggest some broad directions for more effective program development,
pafticularly in terms of needs assessment, the promotional aspect of
marketing edpcatIOnal services, and the design and management of learning

activities.




Indicative Abstract

Selected research studies on motivation for partic’pating in

adult education are reviewed. Cyril Houle's pioneering three-factor
typology (goal, activity, and learning orientations) is compared

with Roger Boshier's more recent work with the kducation Participation
Scale (EPS). Six motivational factors identified in a study by

B. Morstain and J. Smart are discussed; the factors are shown to tend
rot to be differentially associated with individual characteristics
-such as age, sex, educational level, and socioeconomic status. |t

is revealed that some of these factors are unrelated to course content
or learning per se. The implications of these findings for program
development in adult education are discussed. Practical strategies

for securing information on motivational orientation from specialized
target groups are described; marketing principles which would make use
of findings from motivational orientation research to promote adult
education programs are presented. Ways in which the desi.,a and conduct
of learning activities can be adapted to meet the needs of adult students
for meaningful social contact and intellectual stimulation are explored.
ltems comprising the six motivational orientation factors adapted from
the EPS are appended.

‘ PerHaps as never before you can now see the difference between an
informative and an indicative abstract.

It is easy to see the broad conceptual cverview provided by the
informativé abstract, and the ability to outline more specific Lits of
information allowed by the indicative -tract.

You might also notice the quotation marke used in the informative
abstract to set off the autho.'s use of motivational orientations: The
use of this device alei'ts the user that this definitidn may or may not
be unique to that author but does sct the tone for the entire document.

Which abstract do you think is more relevant? For which kind of user?
Do you think the informative one might answer the needs of a knowledgeable
motivational orientation researcher while the indicative might be more useful

to the seeker of background information?
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While this particular document may not be in the scope area of your
Clearinghouse, the day will hopefully come when you are familiar enough with
your literature base and your users that a composite document will! not be
a terribly frustrating experience at all,

You might also emember that the Processing Manual! decrees that

wherever possible, an informative abtract should be done.

As a hiﬁt for fqture ‘mixed biessings,' most of the experienced -
abstractors who chose the indicative style based their abstracts (remembering
that no-one liked the fabricated '"author abstract'') on the introduction,
major headings, and conclusions. Most of.those who chose the informative
style used the same sections, jﬂjﬁi the first paragraph under each major
heading. Since the first paragraph usually serves as a mini-introduction
for that section, you can see the wisdom of such a strategy. Regardless
of style chosen, most everyone admitted to scanning ("skimming''} the entire
document.

As seen in the discussion for Document No. 7, a combination of the two
styles weuld be a third possibility if the abstractor is able to provide
a clear transition between the two and doesn't flip-flop back and forth.
Howeve, informative and indicative abstracts are ordinarily p;eferred over
the "mixed-mode'’ alternative. Non!,of the experienced abstractors chose
to write a*pixed-mod? abstract for Document No. 8.

4L, Indexable Concepts

Once again, you're sort of on your own. Do the little exercise about

isolating the basic concepts. Are we talking about:




the use of motivational oriegfation research to determine
why adults become involved in adult education programs?

the need to base adult education programs on needs assessments?

developing adult ediLcation programs?

Go, now, and do your indexing.

0.K., if we agreed on the basic concepts, then what kinds of
areas can we break out? .
a. Level/Population

*ADULT EDUCATION--Right on target. Documents indexed with
ADULT EDUCATION do mot ordinarily require a mandatory leveling
term. '"Adult education' overlaps all educational levels from
""adult basic education'' to 'postsecondary education,' and it
is clear that such is the case with this document. CONTINUING
EDUCATION (an NT of ADULT EDUCATION) is too specific for this
document and should not be selected.

*STUDENT EDUCAYIONAL OBJECTIVES--Right on target. The scope
note clearly indicates that this concept includes ''the reasons
for [students] participating in a particular educational program.'

STUDENT CHARACTERISTICS--We are talking about adult student
characteristics. We don't have such a precoordinated term, so

we have to decide how to make the concept available at the most
access points. We already have ADULT EDUCATION, so using

STUDENT CHARACTERISTICS coordinately will get us "Adult Education
Student Characteristics.'' Using ADULT EDUCATION and ADULT STUDENTS
would have missed the concept of characteristics--a concept which is
important to the conceptualization of the document. We should

still use ADULT STUDENTS as a minor, however, in order to round

out tHe total concept.

PARTICIPANT CHARACTERISTICS--We are talking about characteristics
of studept participants in adult education.

b. Action Concepts

STUDENT PARTICIPATION and STUDENT MOTIVATION--On target, but

made minor since manual access is provided by STUDENT EDUCATIONAL
OBJECTIVES (the latter term is even more on target). LEARNING
MOTIVATION is too specific; a desire to '"learn' is only one
factor among the motivational orientations discussed in this
-document.
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*GOAL ORIENTATION--Comes the closest cf all the orientation terms
to being related to '"'individual orientation." ORIENTATION is
rejected as being more concerned with physical or event
relationships. SELF ACTUALIZATION is rejected as being too
specific for che conceptual level of the document.

*PROGRAM DEVELOPMENT--Right on target. This is what the Implications
for Program Development section is all about. The document focuses
on formulating designs and strategies for an effective adult
education program. Used alone in a hand search this term will
retrieve the document, and used coordinately will get "'Adult
Education Program Development.'' ADULT PROGRAMS could be used as

a minor to provide specificity.

PUBLICITY, MARKETING, and.STUDENT RECRUITMENT can be used as minors
to supplement and expand PROGRAM DEVELOPMENT, -

*NEEDS ASSESSMENT--Right on target. INDIVIDUAL NEEDS is too
specific for the conceptualization in the paper. However, STUDENT
NEEDS and STUDENT INTERESTS are acceptable as minors.

EDUCATIONAL ENVIRONMENT can be used as a minor to reflect the
"“coffee pot' concept since it is to be used for SCHOOL CLIMATE.

c. ldentifier
Education Participation Scale--The questionnaire was used. to
identify the underlying motivational structures examined by this
document.

d. Document/Publication Type -

LI TERATURE REVIEWS--The document is a combination of a literature
review and a kind of guide. The appropriate Publication Type codes

are 070 and 055. LITERATURE REVIEWS should be used as a descriptor
to tag the 070 publication type. Since the 055 category and
descriptor GUIDES are synorymous, GUIDES should not be used as a
descriptor,

So, how did yoﬁ do on your own? Feel ready to tackle just about anv
kind of document? We hope so. A lot of people poured time and energy into
this prroduct so that you could have an easier (and hopefully more productive)
introduction to ERIC than chey had.

We solicit comments and suggestions for possible future revisions of the

Workboo. and wish you the best in all your ERIC endeavors.
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DOCUMENT NO. 8

Why Adults Participate in Rducation: Some Implications

for Program Dsvelopment of Research on Motivational
Orientations”

Gordon G. Darkenwald
Rutgers University

‘

Introduction

Two cardinal principles of adult education are that programs should be
d-3igned on the basis of needs-assessments and that learning activities should
be compatible with the needs and learning styles of adults. Needs and interests,
of course, are closely related to motivations for participation. Motivational
orientations might b~ defined as constructs that identify the underlying
structurc of the divecse reasons that people give for continuing their edu-
cation. Because motivational orientations reflect learner needs and inter-
ests, the reseaxch on this {opic appo;rn to have important implications for the
program development process. ‘

The question of why adults participafo in education has long been of
interest to adult educators. ' Prior to 1961, n&st conceptualizations of this
fundamental question were primative. Early efforss to identify motives re-
lied mostly on crude checklists of reasons for participation or on direct
questioning of persons who often were not fully aware of their reasons for
participation. In 1961, Cyril Houle published The Inquiring Mind (5), in
which he reported on his efforts to identify the basic structure underlying the
diverse reasons that people give for participating in adult education.

On the basis of in-depth interviews with 22 continuing learners, Houle

-

]
Presentation to the faculty of the University Extension Division,
' Rutgers University, January 26, 1977.




formulated a threesfactor typology. Houle's three types of adult learner
include the Goal Oriented, Activity o:ientia and Learning Oriented. Briefly.
tae goal orienggd learner uses adult education as the means to a fairly
clear-cut or predetermined end. Learning is pursued only if it can be put
to uée. The Activity Oriented learner participates primarily for social
reasons, such as to be with others, engage in somé interesting activity or
meet new friends. Significantly, the content of the educational program is
of secondary importance for this kind of learner. Finally, the adult who
is Learning o;iented participates mainly for the sake of learning or
knowledge itself. For such people learning is a natural and continuous
part of living.

Houle's provacative study leads to a burgeoning of research activity
concerned wiéh motivational orientations. Most of the subsequent research
has attempted to test and refine Houle's basic concepts. The best research
has employed carefully developed measuring instruments and the sta;isticai
technique of factor analysis to probe the underlying structure of reasons
for participation. In a recent revi;w, Boshier (1) described fourteen
studies since 1964 which employed factor analysis of a Q;ti ation instrument.

The most extensive recent studies (2) (3) (7) have iielded remarkably
siniiar findings with very different populations of adult learners in the
U.S., New Zealand and Canada. The pdpulation for the U.S. study (7) was
611 adults enrolled in a variety of evening credit courses at Glassboro
State College in New Jersey. The New Zealand study (2) was based on
responses from 233 adults in a variety of programs sponsored by three differ-

ent institutions. The Canadian study population (3) consisted of 242 par-

ticipants in non-credit evening classes conducted by two public school
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systems and by the University of British Columbia. All three studies used
the Education Participation Scale (EPS), a highly reliable instrument
developed by Roger Boshier in New Zealand (2).

Betore turring to the findings, it is important to review briefly the
nature of factor analysis.k This is a very complex statistical procedure.
The simplest technical description I could find is this:

"Given an array of correlation coefficients for a set of variables,
factor analytic techniques enable us to see whether some‘undarlying
pattern of relationships exists such that the data may be 're-arranged’
or 'reduced' to a smaller set of factors o: components that may be
taken as source variables accounting for the observed interrelations
in the data." (8:209)

Put more Simply and in relation to the EPS questionnaire, factor

~ analysis is a way of clustering related scale items so as to yiéld separate,
independent constructs that reflect the underlying structure of responses to
the instrument. The clusters, of course, are called factors. The

factor names or labels are determined by the content of the items that

cluster together in each separate factor.

Motivational Orientation Findings

As noted above, there is a striking degree of similarity in the
findings of factor analytic studies of motivational orientations. However,
inasmuch as there are some variations among studies, I will base the
discussion of findings mainly on the results obtained by Morstain‘and
Smart (7) at'Blassboro State College here in New dersey.

Morstain and Smart identified six factors which they labelled Social
Relationships, External Expectations, Social Welfare, Professional Advance-

ment,Escape/Stimulation and Cognitive Interest. (See attachment)
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Social Relationships, which Boshier called Social Contact (2), reflects

a desire to develop or %mprove one's relationships with other people.
Individuals who score high on this factor indicateAa need to make new
friends, participate in group activities, and improve their soqial func-
tioning. —

#
External Expectations clearly reflects a deyree of compulsiom or

pressure external to the individual to participate in educational activities.
The items suggest that the individual is complying with the requirements or
suggestions of someone else or of some agency or organjzation.

Social Welfare is indicative of an altruistic concern for other people,

community betterment, or for mankind generally. Persons who score high on
this factor see education as preparing thnm.for service to others or for
participation in community affairs.

Professional Advancement is strongly associated with improving one's

occupational performance and status. The items reflect a concern for
acquiring useful knowledge, credentials, and job-related skills.

Escape/Stimulation comprises two related dimensions -- a need to escape

from routine, boring or frustrating situations and a desire to find
intellectual stimulation -- to "stop myself from becoming a vegetable" --
as one EPS item puts it.

The final factor, Cognitive Interest, is jdentical to Houle's concep-

tion of the learning oriented participant. High scorers on this dimension

value knowledge for its own sake rather than for instrumental purposes.

e .

For such péobie, learning is an integral part of living.
An immediate conclusion that one might draw from these findings is

that the dynamics of motivation are more complex than Houle originally

327




envisioned. Wwhile Cognitive Interestis identical with Houle's Learring
!~L|

Oriented category, the other factors are much more concrete than Houle's

broad categories of goal and activity orientation.

Relationship to lLearner Characteristics and Program Content

While the motivational orientation literature has focused mainl on
identifying the general underlying structure of motivations, somé Attempts
have been made to correlate motivaticnal factors with participant and pro-
gram characteristics. In reviswing these correlations, one is impressed
principally with how little they reveal. In general, individual charac-
teristics such ;; sex, age and socio-economic status are only weakly
associated with the motivational orient.tion factors. In othe:r words,
each of the six oriéﬂfationa seems to be equally important for men and

‘ s women, younger ‘adults and older adults, and people of relatively low as
well as relatively high socio~economic status. There are, however, a few
variations that are worth noting:

Before describing variations in importance for different groups, it
should be noted that pdult learngrs in general place the most important
cn reasons for quticiphtion relatea to Cognitive Interest and Professional
Advancement. Escape?Stimulation and Social Relationships tend to be rated
least important (7:90). Interestingly, the mean importance scores for all
factors, including Oognitive Intcrest and Professional Advancement, a:e
rather low, ranging fqr example from 2.6 to 5.8 on a nine pOi;t scale
(7:92!. One logical interpretation is that most people have mixed motives

fqr participation, which tend in general to deprass the importance ratings

for individual scale items.




Morstain and Smart (7) examined the relationships between sex and age .
and mean importance scoretc for each of their six motivational factors.
They found that younger participants had somewhat highe¥ mean scores on
the Social Relationships factor and that men scored slightly higher
than women on the External Expectations dimer~ion. There was a slight tendency
for women to place more importance on Cognitive Interest items.
Boshier (3) reported correlations between his factors for a random
sample of 76 non-credit evening class participants. Among other things,
he found a modest tendency for younger adults to enroll for External Ex-
pectations reasons and for older people to enroll for Cognitive Interést.
In addition, people with less formal education and lower occupational
status were more likely to enroll for Professional Advancement reascns.
While these differences in motivation are statistically significant,
they are not great enough to have much practical significance for program '
Planners. It is particularly worth noting “hat the data do not support
common assumptions based on sex-role stereotypes. Women and men, for
example, are equally likely to enroll for Professional Advancement as
well as for Social Welfare and Social Relationships reasons.
One of the most interesting and important findings for program planners
is Boshier's unpublished evidence :hat motivational orierntations are only
moderately associated with course content. Students in a non-credit acting
class, for example, scored fairly high on Escape/Stimulation, but they
scored even higher on Social Welfare. Boshier concluded that motives -
for participation and subject matter are related, but that adult learners

enroll for mixed motives, some of which are not related to course content.
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Conclusions Based on the Research Evidence

The findings of the motivational orientation research suggest the
following principal conclusions:
(1) Studies in different countries with different populations of learners

in different institutional settings have yielded very similar results. We

. can be reasonably confident that the research has identified important

motivational factors underlying the general phenomenon of participation
in comprehensive programs sponsored by school systems, colleges, and
universities. |

(2) Houle*s three-factor typology, while a ve-f useful starting point,

can no longer be considered an adequate representation of reality. The

recent research indicates that motives for participation are more complex

- than Houle originally envisioned.

(3) The major orientation factors, with some slight variations, appear to:

~ v

be valid for participants generally -- that is, they tend not tc be dif-
ferentially associated with individual characteristics such as aoce, sex,
educational level and socio-economic statuc. Future research, however,

may reveal motivational differences related to other variables, such as
occupation, which have not been studied. .

(4) Finally, most people appear to participate in adult education for mixed
reasons, some of which are unrelated to learning per se or to course content.
vMany adults are constrained t. participate by external demands while others
respond to inner needs for social contact or intellectual stimulation. .
; LT
Motives csnnot be inferred solely on the basis of course -ontent or the

nature of the learning activity.
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Implications for Program Development

On the most general level, the major practical implication of the
motivational orientation research ﬁay be its value in sensitizing program
planners to the diversity and complexity of participant motivations. Pure
logic would suggest that adults enroll in a course cr other learning activity
for the simple reason of acquiring the knowledge or skills inherent in the
subjgct matter. In reality, however -- as my own research on disadvantaged
adult learners (6) has also demonstrated -- people are not purely logical
and participation in adult education reflects a variety of human Beeds,
some of whigh are unrelatad to the acquisition of skills and knowlédge.

Obviougly, this 4.<s not mean that program content or serious learﬁinq
are unimpos'cant concerns for learners or program planners. Engineers who
enroll in anr advancad course on pollut! control technology want to learn
clout pollution control, but they may also be strongly mmotivated by social
waelfar= ~oncerns and by a desire for social contact with stimulating
colleaques. Eve.v adult educator can think of similar examples. The
question it, now can we use our understanding of the nature and‘diversity
of learner motivations to improve our programming activities? I think
there are several practical implications related to broad-scale needs

assessme~t, program marketing, and the management ot learning environments.

Broad-6cale Needs Assessment

Needs assessments vary in purpose and specificity. One can focus on
the broad needs and interests of the clientele for an entire agency or
ganeral programming area or on spscific learning needs related to particular

\
\‘n
courses or other learning activities. There are also many ways to secure
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information on learning needs as the basis for program planning, including
expert opinion, task analysis, testing, review of census and labor market
data, and client surveys. The motivational orientation research appears
to be most relevant to broad-scale needs assessment and to procedures for
obtaining information on needs directly from potential participants.

At the agency level -- that is for the University Extension Division's
clientéle as a whole -- the motiﬁational orientation findings described
here can probably be taken as valid indicators of general needs and ;;ter-
ests. The fact that many studies of thé general clientele for university
extension and related programs have yielded similar findingé provides séfong
support for this ccntention. The same reasoning would probably also apply
to the University Extension Division's Department of Continuing General
Education, which offers programs aimed at the general public. The main
implications of the motivational research for the University Extension
Division as a whole seem to relate primarily to marketing and the design
and conduct of learning activities. I will turn éo these topics very shortly.

For more specialized programming activities, the general motivational
findings are suggestive but not concrete enough to provide much help for
program planning purposes. Lawyers, nurses, engineers, social workers and
o*her cliantele groups for continuing professional educétion probably differ
from the general adult public in regadd to the importance of different
Qotivational factors. While needs assessment for such specialized groups
should emphasize the identificatio of learning needs, it is important for
program planners to be sensitive also to the nature of underlying motivations

for participation. Because client surveys are a major source of information

for broad-scale needs assessment, I will briefly describe two practical

332
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strategies for securing information on motivational orientations from
specialized target groups.

One very simple strategy for obtaining data on the nature of motiva-
tional orientations is to adapt selected items from the EPS instcuvent for
use in a aeneral needs assessment questionnaire. This can be accomplisth~d
by selectin§ two or three EPS items from each of the six factors or for
particular factors judged most relevant to the nature of the target group
or program. The EPS items can easily be re-worked into various question
formats or retained in scale form to provide an indication of the importance
for a particular ﬁmet group of specific motivations for participation.

A seoond, but perhaps less practioal strategy, is to administer the
entire EPS instrument to a population or random sample of participants or
potent:tal pa;'ticipants. The EPS can be completed easily and quickly by
virtually anyone. To obtain a measure of the relative importance of each
of the six motivational .factors, the program developer could simply compare
“he magnitude of the mean factor scores. To 1i1ustrate, the Social Welfare
factor cont';j.ns six items on a four point scale (the origingl EPS had nine
points) from "No influence" to "Much influence.” Using a computer or hand
calculator, we can sur the individual scores nfor all six items, divide that
value by six (that is, by the number of items in the factor), and finally
divide the gross factor value by the number of individuals in the sample
to obtain‘a mean importance score. The procedure can then be repeated for
the other five factors and the means compared to assess the relative impo.*ance
of each motivational factor for a particular target population of learners.
In addition to comparing mean factor scores, one could also compute the
mean scoraes for each EPS it.n; Individual items with unusually high mean

values woul® eignal important needs or interests of a more ooncrete nature

than the general factors.
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, Marketing

Since adult education has a service to offer and lacks a captive
clientele, it seems appropriate to borrow the term marketing from the
business world to refer to the process of effectively reaching the clientele
we wish to serve. Marketing experts (4) refer to the four P's of product,
price, promotion and place. Needs assessment, of course, is fundamental to
effecitve marketinq and in theory at least determines the product or
educational service that is offered to potential a;ult leafpers. A needs
assessment may also have implications for price, promotion and place. The
question of needs assessment aside, the findings of the motivational
orientation research appear to have some broad implications for the p;omotion
side of marketing.

In promoting our courses and programs, we attempt to communicate the
nature of our services anp also to appeal to the underlying needs or
motivations of our clientele. Undoubtedly most of us can be much more
sensitive and creative in appealing to client motivagions than we have been.
The motivational orientation research is helpful here because it indicates
that motives for participation are complex and varied and because it has
identified six specific motivational factors that impel aduits to continue
taeir education.

There are many ways we can make use of the motivational orientation
findings in promoting programs. Obviously, much depends on the nature of
the particular program and its potential clientele and on the communication
medium used for pramotion purposes. Nonetheless, there seem to be some
general principles worth taking into consideration.

(1) Great emphasis should be given to the one motivational orientation

factor that most closely corresponds to the nature and purpose of the

educational activity. For occupationally oriented programs, this might be




Professional Advancement; for social or civic action programs, Social . .
Welfare motivations might be stressed. Personal development and leisure
time programs might emphasize Escape/Stimulation. This may sound like
obvious advice, but it is not always followed in practice. The EPS items
can be used as a source of specific content for promotional communications.
(2) An appeal should bhe made to as many motivational orientations as
/possible. For example, health professionals may be motivated to continue
their education for Cognitive Interest and Social Welfare reasons as well
as for Professional Advencement. Promotional materials that appeal to a

variety of legitimate mntives are much more likely to be effective thar

those with a narfow message.

(3) For the adult population at large, the most important motivational

orientations are Cognitive Interest and Professional Advancement. This

suggests that the central theme for mass promotional activities aimed at ‘
the general public should be the intrinsic rewards of learning and the
extrinsic rewards in the work world of increased compete..ce and higher
occupational status. Of course, the latter applies only to those adult
education agencies like the University Extension Division at Rutgers with

a major coomitment to occupationally-oriented programming. For general
interest community programs the key themes might be Cognitive Interest and
Escape/Stimulation.

(4) It is clear that many gd;llts, even those who participate in highly
technical or work-related programs, are motivated at least in part by

Social Relationships and Escape/Stimulation reasons. Promotional materials
should recognize these needs by conveying the message -- perhaps pictorially
rather than in words -- that adult education is not merely schooling for
aging pupils, but an enjoyable activity that offers opportunities for .

stimulating interaction with other adults.
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Implications for the Management of Learning Environments

“

In regard to the design and conduct of learning activities, the moti~
vational orientation research serves to underscore the importance of well-
established principles of adult education programming. It is generally
agreed that program planning sho&ld take account of the whole person and
the diversity of needs and interests that he or she brings to the learning
situation. The motivaticna. research has identified or at leasc. confirmed
two basic needs that are not alw;;s addressed in planning and conducting
educational programs. One is the need for meaningful social contact and
the other the need for intelleétual stimulation;

There are many ways to enhance the social climate of learning
activities, including the use of participatory learning methods and the
creation of a physical andpsychological environmené that is relaxed and
conducive to open communication and interaction. The experienced director
of a large and flourishing cormunity adult e&ucation program recently
asserted -- only half kiddingly -- that the most impcrtant factor in program
success is the coffee pot.

There are also of course many tested techniques for making adult
learning interesting and stimulating. including the use of a variety of
learning formats and media and emphasis on learner-centered and participatory
methods. Excessive reliance on formal jectures is widespread in adult
education and may well be the major reason why so many adults drop out of
programs, never to return again.

Finally, it is pertinent to note that many adults are not truly
Voluntéers for learning but participate largely because of external
expectations on the part of employers or other oxganizatio;s or agencies.

This is increasingly true in the helping professions because of mandatory




contiqping education requirements. Whilg not a;} prqgessiqna}g §upiec§g§w
to mandatory education requirements are reluctant learners, those who are
will present an increasingly serious challenge to Lrogram planners who do

not make a simple equation between participation and learning.

Conclusion
While the motivational orientation research does not provide us with

any easy prescriptions for programming success, it does suggest some broad

directions for more effective program development, particularly in relation
to needs assessment, the promotional aspect of marketing, and the design
and management of learning activities. If nothing else, the research

should sensitize us to the variety and complexity of the motives that

underlie participation in continuing education. As in most fields of
professional practice, we probably know more than we think we do and we

certainly know more than we put to use.
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MOTIVATIONAL ORIENTATION FACTORS*

@ Factor 1 -- social Relationships
EPS Item No. Loading
14 To fulfill and need for personal associations and
u friendships ] .71
15 To make new friends .69
1 To improve my social relationships .64
1?7 To participate in group activity .62
\ 9 To be accepted by others .60
,_75‘\ 26 To become acquainted with congenial people .51
33 To maintain or improve my social position .50
19 To gain insight into my persbnal problems .44
2 To share a common interest with my spous= or a friend .41

Factor 2 -- External Expectations

. \ 40 To comply v;ith instructions from someone else .81
6 To carry out cthe recommendation of some authority .78
36 To comply with the suggestions of someone else .67
32 To meet with some formal requirements .54

Factor 3 -- Social Welfare

29 To improve my abliity to serve mankind .73
22 To prepare for service to the community .70
39 To improve my ability to pariticpate in community work .66
23 To gain insight into human relations .65
4 To become a more effective citizen .57
11 To supplement a narrow previous education .41

.Adapted from B. Borstain & J. Smart, "Reasons for Participation in Adult
Education Courses: A Multiveriate Analysis of Group Differences."

Adult Education, 24 (Winter, 1974). The EPS item numbers have been changed
to correspond with the numbering on the 40-item ravised version of Boshier's
Educational Participation Scale. Six items no longer included in the EPS
but which loaded on the above factors have bec ' deleted here.
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Factor 4 -- Professional Advancement

EPS Item No.
10

3

15

18

20

30

13

To

To

To

To

To

To

To

[N
give me higher status in my job

secure professional advancement

keep up with competition

increase my compentence in my job

help me earn a deqgree, diploma or certificate
keep up with others

acquire knowledge that will help with other courses

Factor 5 -- Escape/Stimulation

5
28
27

8
12
16
34

21

To

d 8 8 8 8 8

To

get relief from boredom

get a break in the routine of home or work

provide a contrast to the rest of my life

overcome the frustration of day-to-day living

stop myself from becoming a vegetable

escape the intellectual narrowness og my occupation
escape an unhappy relationship

escare television

Factor 6 -- Cognitive Interest

37

‘

1

To

To

To

learn just for the sake of learning
seek knowledge for its own sake

satify an inquiring mind
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Loading ‘

.66
.66
.55
.52
.51
.43

.41

.73
.69
.61
.58
.53 ‘
.4€
.44

.41

.66

.62

.57
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Introduction to Annotating and Indexing

for Current Index to Journals in Education (CIJE)

Al though we recognize that some Clearinghouses have abstractors doing CIJE
who do not also do RIE, in this section on CIJE it is assumed that the
abstractor has learned and applied the guidelines in the RIE section of
the Workbook. Unless otherwise noted, the gyidelines that appear
in the RIE abstracting/indexing section also apply to CIJE annotating and
indexing. The accepted rules for writing qood abstracts for RIE should be

fol lowed, keeping in mind the exceptions noted here and in the ERIC Processing

Manual.

Annotating

The ERIC Processing Manual (Section 6) discusses annotating for
CI1JE and should be read. In summary, CIJE annotations differ from RIE
abstracts in the fol.owiﬁ§ ways:

An annotation |

1. is briefer, a CIJE annotation containing 50 words or less;

2, explains or expands upon information which is not included in
the title, descriptors, or identifiers;

3. is not required if the title and descriptors adequately describe
the contents of the article (however, an annotation is definitely

preferred--check with your supervisor about your Clearinghouse
requirements); )

L, is often an indicative annotation (berause of the word limitations);
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5. does not have to be weighted in the same proportions as an
abstract for a document;

6. can contain telegraphic sentences (rather than co -lete sen-
tences).

Indexing
The guidelines and rules on indexing described in nther sections of

the Workbook apply equally to the indexing of journal articles.

Reading the Journal Article

The abstractor with a practiced eye will not need to read the ¢ . ri
article. Section headings, topic sentences of the headings, and ihe summary
can be scann2d to provide adequate information for writing an a >tation.
The text can be skimmed quickly to make certain tiat no ideas a : passed
over.

Many CIJE articles contain author abstracts of up to 200 words.
Because it is cost effective and more efficient, the abstractor should use
and adapt the author annotation whenever it is possible. The abstractor

neevs 10 scan the article to make certain tnat the author annotation contains
the sam; content that he would include. Well-written author annotations
also give very useful clues for choosing descriptors.

You may now remove Article No. 1 on using modules in teacher

e wcation-and annotate and index it. Then return to the Workbook tc read the

article analysis.
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CIJE Article No. 1: 'Use of Modules in Teacher Education'

1. Characteristics of the Type of Article

The article is a description that is formally structured, containing
section headings and a summary. Because it is structured ard also because
it~contains much information, it lends itself to the indicative mode, which

describes the content, format, sad use of an article.

2. Annotation Style/Content

The article illustrates how difficult it can be to write a 50-word
annotation on a document with many concepts and topics. It is impossible

to summarize all the specific ideas presented.

3. Sample Annotatiorc

'
t

Sample annotations #1, #2, and #3 reflect common Clearinghouse prac-
ti.c in annotating articles for CIJE. Art'cles are often not summarized;
instead, the abstractor sometimes emphasizes the author's conclusions or

mentions points of special intr est in the article. Sample annotation #k

i 2 WY
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is an attempt to summarize the entire article. All four annotations are
indicative, describing the article’s content.
All fdﬁ? are acceptabie, but each annotation emphasizes a different
viewpoint. Sample annotations #1 and #2 paraphrase the summary on
the article's last page.
Sample #1 provides & topic sentence which describes the general content
of the article. It emphasizes the mutual benefit of using self-instructional
modules to both preservice and classroom teachers, but does not mention the
competencies in social studies teaching or objectives of the module.
This article describes a modification of the Georgia
Educational Model for the Preparation of Elementary
Teachers. The self-instructional modules employed in
this model benefit preservice teachers who learn and
practice specific performance competencies in public
school classrooms. They also benefit working teachers
as they monitor the teacher trainees:
Sample annotation #2 identifies the location of the methods course,
tut does ace list the elements of the learning module-concept development,
value analysis, and skill development.
This article describes a model social studies methods
course for preservice elementary school teachers at
the University of Georgia. The article focuses on the
development and use of learning modules as an instruc-
tional tool in performance-based teacher education.
Specific examples of module construction and use are
presented.

Sample #3 identifies groups of competencies in three major areas:

concept development, value analysis, and skill develupment. It does not,

however, mention social studies instruction.
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/
Describing a *eacher education mod>1 designed to actively
involve preservice teachers in tesching-learning pro-
cesses, this article illustrates use of the 'sel f-
instructional module' (aimed at concept development,
value analysis, and skill development) to train preser-
vice teachers in specific performance competencies
applied in elementary schools where benefits accrue to
established and preservice teachers.

Sample #4 attempts to cover the brzadth of the ideas presented in the
article.

This article describes a model social studies methods
course at the University of Georgia for preservice ele-
mentary school teachers. The article focuses on the
development and use of self-instructional learning
modules (aimed at concept development, value analysis,
and <kill development) as an instructional tool in

. performance-based teacher education.

b, Indexable Concepts and Possible Descriptors

Indexing for this article is difficult because of overlapping descriptors.
In this case it may be helpful for you to refer to sample annotation #4 which
summarizes the article, noting and underlining all the imgortant concepts
expressed. [his summarized annotation definitely reflects the major and
minor ideas presented in the article. Remember, however, that the rule in
general practice is not to index from an annotation but from the article
itself,

Sample Annotation #4

This article describes a model social studies methods course

at the University of Georgia for preservice elementary school
teachers. The article focuses on the development and use of self-
instructional learning modules (aimed at concept development,
value analysis, and skill development) as an instructional

. too!l in performance-based teacher education.

Q 13‘45 s
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Therq\are 11 underlined concepts. These concepts now need to be
translateé’into ERIC descriptors as you have done before when indexing for
RIE documents. Also, as‘you have previously done, you need to weight the
cencepts in relation to their importance in the article.

The following descriptors are representative of the concepts in the

article.

Curriculum:

*#SOCIAL STUDIES was made a major descriptor since it is the major subject arca
of the methods course.

Teachers:

*COMPETENCY BASED TEACHER EDUCATION was selected as a major descriptor. TEACHER
ECUCATION would be too broad, but TéxtHER EDUCATION PROGRAMS may be used as a
minor to round out the indexing. Although benefits of the model accrue to both
preservice and inservice teachers, PRESERVICE TEACHER EDUCATION should be a
minor descriptor because the model's basic purpose is to prepare Y'prospective''
elementary teachers.

Methods:

*AUTOINSTRUCTIONAL AIDS and *LEARNING MODULES were used as major descriptors
because the article describes self-instructional learning modules. 'Self

Instructional Aids" is a Used For term for the descriptor AUTOINSTRUCT IONAL

A

e

A1DS.
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*METHODS COURSES was made a major descriptor because the article describes a
specific methods course. This concept is further representediby the minor

descsiptor TEACHING METHGDS.

.CONCEPT FORMATION is used as a minor descriptor. .Teacher competencies were
grouped into three major areas: concept development, value analysis, and
skill development. This idea is reflected in the sample annotations #3 and #4.

CONCEPT FORMATION is indexed as a minor descriptor because this module is

presented in the article in detail, while the two other areas (skill developmen
and values) are more bri 1ly described.

Mandatory Leveling Terms:

ELEMENTARY EDUCATION was made a minor descriptor because it is the level for

which teachers are being prepared. It was not covered by any other descriptor.

HIGAER EDUCATION was used as a minor descriptor because preservice teacher

education is expressed by this leveling term.

L 4

We finish, then, with the following:

MAJOR MINOR
*COMPETENCY BASED TEACHER EDUCATION CONCEPT FORMATION
*AUTO INSTRUCT IONAL A1DS ELEMENTARY EDUCATION
*LEARNING MODULES HIGHER EDUCATION
*SOCIAL STUDIES PRESERVICE TEACHER EDUCATIO
*METHODS COURSES TEACHING METHODS )

TEACHER EDUCATION PROGRAMS
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Pub Type Codes:

This article describes a teacher education progra—, and code 141 is the
appropriate Pub Type. Code 080, for journal articies, is not assigned as the

ERIC proces~ing program automatically assigns 080 to all CIJE records.
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MAJOR

MINOR

JUSTIFICATION

TOO BROAD/OFF-TARGET

CURRICULUM

*SOCIAL STUDIES
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ARTICLE #1

The Use of Modyles
in Teacher Education

The social studies methods se-
quence at the Umversity of Geor-
gia“is based on two assumptions:
there is a certain body of knowledge
about method which a prospective
elementary teacher s':ould acquire,
and the degree of this acquisition
can ve observed as the prospective
teacher works with pupils. These
assumptions are an outgrowth of
the Georgia Education Model for
the Preparation of Elementary
Teachers' and the Feasibility

'Churles E Johnson. Gubert F Shearron. and
A lohn Stauller. Fimai Report Georxia Educsiion
Modei Specificanons for the Preparation of Ele-
mentary Teuchers (Washungton, D C . Bureau of
Research. OMice of Education, U S. Depanment
of HEW, October, 1968)

MICHAEL L. HAWKINS is Associate
Profescor, Departmen! of Social Sci-
ence Education, University of Georgia.
A former elementary teacher, he
served as Executive Secretary of the
Georgiu Council for the Sucial Studies
and was Associate Director for Instruc-
ton of the Georyia Education Model
Teacher Education Program. He has
contrnibuted articles 10 various yrofes-
vional jotrnals.
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Study? which tested the cost effec-
tivenes> of a model teacher educa-
tion program. The prime instruc-
tional tool used throughout the pro-
gram is the. proficiency ‘module, as
described in this article.

Background for
Module Development

The key terms n\odular instruc-
tion and instructional models have
distinct meanings. As defined in the
Georgia Education Model, modular
instruction is a system incorpu rat-
ing objectives, pre-assessment,
learning activities, and post-assess-
ment.' Instructional nodules are
self-instructional devices which en-
able preservice teachers to move
through the instructional system at
their own rate. They are self-con-
tained, inexpensive, and focus on

*Charles E Johason sad Gibert F. S} tarron
(Ednors). The Feasibility of ihe Geergia Educu-
tional Model for Teucher Preperation—&lemen-
tary (Washington, D.C  Bureau of Research. Of-
fice of Educatioa. U.S Liepartrment of HEW, Junu-
ary, 1970}

Cilbert F Sheanon and Charles E. Johason.
**A CBTE Program in Action Umversity of Geor-
gia.”" Journal of Teacher Edwcation 24 (Fal,

1973): 199190,
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methodological content which the
,designers of the Georgia Education
Model regarded as basic to effec-
tive elementary teaching.
Preliminary data gleaned from
studles conducted at the University
of Georgia indicated that the ong-
nal social studies and science mod-
ules did not function in a totally sat-
isfactory manner when usea at the
preservice level. These modules
included matched listings of objec-
tives and texts, films. tapes. and
other commerciaily produced mate-
rials from which the reader chose
to read. listen to. or watch as infor-
mation input. 1.
include structured sequences of in-
formation and activities which fucil-

James E. Akeasun and Michael L. Hawkins
Reacuons .f Coliege Students 1o a Sociul Science
Educanon Proficiency Module, GEM Bulietin 69-
10 (Athens, Georsa College of Fducation. Um-
versuy of Geurgra. 19%9) Kenneth S Ricker und
Michael L. Hawhins. Reactions of Collece Stu
dents to u Science Edusation Fropciency Module.
GEM Bulletin 69 8 (Athens. Geurgia College of
Education. University of Georps, 1967) Kenneth
S Rickes and Michael L Huwkins, Testing o Sci-
ence Education Propciency Module with Coliege

®Siudenrs, GEM Bulietin 69-12 (Athens. Georgia

Cotlege of Education. Univerwity of Georgia.
1969).

revised modules -




itate the acquisitton of tnformation
at each step in the module.
Findings of other studie$ on mod-
ule instruction, though limited. are
cncouraging. b .. example. Merwin
and Schpeder found that self-in-
structional modules resulted in sig-
nificantly higher achievement test
scores and student teacher perfor-
mance ratings by sécondary school
v0Cial studies preservice teachers
than traditional instruction, fur-
ther. these writers state that they
. anticipate a generally favor-
able student reaction to future utili-
zation of self-instructional mod-
ules.”* The positive findings of an
extensive review of the literature
by Merwin.* coupled with the au-
thor's broa. personal cxperience
with modular instruction. suppornt
the contention that modules are a
viable mode for nstructing pro-
spective teachers.

Module Construction

An integral part of a perfor-
mance-based program is the identi-
fication and description of the tasks
needed by a teacher in the class-
roomn. In order to specify tasks, ob-
jectives need to be determined. In
the Georg:a program. objectives

IWiliam ¢ Merwin and Dunald O. Schaesder.
“The Use of Self-lnstructionsl Modules wm the
Tramag of Seval Studies Teahers to Emgloy
1ugher Cugmtive Level Questmng Strategus,”
Jowrnal of Fdncationsl Rereuri bk 61 (September
(L2218 B

‘Withum C Merwm. *The kffectiveners of Se¥f-
Invtructionul Modutes i Prepaning  Secondary
School Social Studrer Teacher-Tramees 1o Plan.
Question. and Tevt for Higher Cogmitive Process-
o' (unpublished EJ D disvertanon, Univeruty of
Georpe, 1972), pp 1349

were drawn from the original Mod-
¢l program, from public school
teachers” opinton, and from profes-
sors’ judgments. Selected objec-
tives then directed the specification
of competencies. These com-
petencies were grouped nto the
three major areas of concept devel-
opment, value analysis. and skill
development. Next, they were pib-
iished and distnibuted to preservice
teachers enrolled in social studies
methods courses, and to théir pub-
he school teachier-supervisors. The
competency statements follow:

Competency Statements:
Social Studies

1. Concept Development. While
ustng a self-written learning
plan designed according to an
accepted strategy for teaching a
concept, the preservice teacher
will teach an appropriate sacial
science concept to 4 small group
or entire class of elememary
school pupils at a grade level of
choice. Performance will be
yudged according to the follow-
ing criteria.

a. The teaching strategy fol-
lows a model strategy or is
an acceptable modification
of it.

b. The concept is appropriate

for the given age level.

. The examples include neces-
sary attnbutes and excliude
extraneous detail.

d. Appropriate verbal behavior
is used during the various
steps of the teaching strate-
BY. *

€

2. Value Analysis. While using a
self-written learning plan de-
stgned accordimg to an accepted
value analysis strategy. the pre-
service teacher will conducdt w
value analysis fesson with a
small group ot entire class of cle-
mentary school pupils at i grade
level ot choice.” ‘

3. Skill Development. While using
a self-written learning plan de-
signed according to an accepted
skill development strategy tor
teaching a skill, the preservice

_teacher will conduct a skills fes-
son with a small group or entire
class of elementiuy school pu-
pils at a grade level of chowe
The titles of the modules we:

o Orgamzing Knowledge for In-
struction

e llarmonizing Questums and
Activities Used by leachers
with the Level of Cogmitny ¢ Be-
havior Expecied of Pupils

e Concept Formation—Con-
cept Teaching

e Interpreting Data

® Values and the Valuing Pro-
cess

o Simulation Games und Role
Plaving

e Intercultural Understund-
ing—The Problem and a Pro-
CeNN

o Mill Development- Mapy
and Glohes

The eight modules were designed
and written by a team of clemen-
‘Performunce Lotena for + due analysis and (bl

development are evventially 1he same v tof Lon
cept Jeveopment

Q |
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tary school social studics special-
ists at the Umversity of Georgia,
and first tested in the Spring of
1972. The production of each mod-
ule followed this sequence.

1. Based on the performance
needs of the clementary teach-
er. i social studies content topic
was selected by the writing
team.

2 The module included a rationale
and an overview of the tasks to
be accomplished.

3. Both terminal and enablirg ob-
Jectives specified the perfor-
mance necess..ry to complete
the module.

4. Supportive information was pro-
vided for each enabling objec-
tive, examples of the enabling
task were shown, and finally an
cnabling acttvity was presented
that was to be completed by the
reader.

n

lected. Usually the terminal ac-
tivity required the reader to
write an appropriate lesson plan
for pupils in the classroom.

Description of a Moduie

The Concept Formatnion module
ts presented here in detail to illus-
trate the instructional sequence of
the module.

Concept Formation—
Concept Teaching

INTRODUCTION

This section presents a rationale
for the content of the module, and
an overview of the tasks to be per-
formed Terminal objective:
“While using a cmit of instruction
in an elementary school social stud-
1es textbook at a-grade level of
choice. the reader will be able to
ilentify two or more key concepts
in the umt, and write a lesson plan
describing the methods and materi-
als to be used n reaching one of
these concepts.”” Enabling objec-
tves: “*Given o list of concepts, the
reader will be able to write four at-
tributes based on his understanding
of cach concept.”” **Given a specif-
ic social studics concept, the read-
er will demonstrate lus understand-
ing of the Gagne model for teaching
dconcept by writing examples and
non-¢xamples for the given con-
cept. and by plucing these along

SOCIAL EDUCATION/March 1977

. A terminal activity was se-~

with teacher statements in correct
order.”

PAarT 1—Concepts
and Their Attributes
This section defines concepts
and their attributes. It includes
such examples as "'RIVER: water,
flowing, channelized, carries sedi-
ments.” An enabling activity fol-
lows which presents abstract and
concrete concepts: ‘‘lake,”
“*man,’’ ‘‘change.,’’ °'trans-
portation,”” etc. The reader then
wlentifies attributes of these con-
cepts.

PART 2—Concept Formation

This section describes how con-

ceptualization takes place in a
child. Stress is placed upon experi-
ence in the process of conceptual-
1zing. Concrete concepts are used
as examples. —

PART 3—Why Teach Concepts

The function of concepts as part
of a perscn’s mental data-process-
ing system is discussed with an em-
phasis on concepts as organizers of
information. A rationale for a con-
ceptually-based social studies cur-
riculum is presented as a process
resembling the mental activity of
people. Abstract concepts are used
as illustrations.

PART 4—Teuching Concepis

This section introduces Gagné's
model for teaching a concept.® The
reader is shown an example using
fictitious concept to illustrate the
progression of examples and non-
examples specified by the model.
Teacher statements illustrate what
is said to pupils as the teacher
moves through—the presentation.
The fictitious concept consists of
geomstric  figures:  rectangle,
square, and circle. The figures and
specific placement of the figures
are the key attributes. Then, using
a real concept, "‘water trans-
portation,”’ the reader completes a
lesson plan by writing or drawing
examples of water transportation
(barge, tanker, etc.). listing non-ex-
amples (automobile, airplane,
etc.), and writing probable teacher
~tatements ("*This is an example of

**), to teach the concept.

"The cuncept development mode! used through
out this mudule was developed by Robert Gagne
and 1s presented in * The Learnmg of Concepts.””
The Scavoi Review 73 (Autumn 1965) |9
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PARY S—Writing Lesson Plans
Jor 1eaciung a Concept

A form for a lesson plan 15 1n-
troduced that serves throughout
the remainder of the series. The ex-
ample of the concept *“1oles'" 18 pre-
sented.

Upon completion of the enabling
activities, the rcader 1s given o re-
statement of the rerminal objective
and a biank lesson plan form. The
reader 15 directed to use hts accu-
mulated knowledge ot concept tor-
mation in selecting tour concepts
from a child’s textbook. and 1n writ-
ing a lesson plan employing the
Gagné Model to teach one of the
concepts.

The Instructional Sequence
Regardless of' the sophistication

of the textbook, module. or other

device used to transmit information

to the student, the philosophy of

the program supports a close rela-
tionship between the methods’ pro-
fessor and preservice teachers and
between the preservice teacher and
his or her peers. During the aca-
demic quarter, prescrvice teachers
spend approximately ten two-hour
sessions on campus 10 the sockl
studies methods class. Simulta-
neously they receive on-campus in-
struction in general methodology
and special methods in language
arts, science, and reading.

At the beginming of the concept
segment of the social studies sc-
quence, preservice teachers re-
cewve copies of the competency
statement and performance c¢ri-
teria. Then they-are required vo
complete the concept formation
module outside of class The pro-
fessor and the class of prospective
teachers work through the content
of the module. Next. the professor
gives several demonstrations of the
model; afterward. the preservice
teachers practice the strategy in
pairs or in small groups Two other
concept teaching models are cov-
ered in the same fashion, except
that these are not part of the mod-
ule series.” At this point. the pre-
service teachers are able to com-
plete the module outside of class.

*See Hilda Taba and James Hills Tew, ber Haind-
bovk for Contra Covta Social Mudies (Contia
Costa County Calformia Contra Costa County
Schouls. 19861, v RS, alsas. Ritg Watnn and Fimer
D Wilhama., Sex il Maence tor the € ontemporan
Classevom  (Mortistown N J Siver Hurden,
197, p 2




Upon completion of this instruc-
uonal sequence. the neophyte has
three concept development models
to choose from to complete the
teaching requirement of the com-

Concept Teaching Lesson Plan

Namc John or Jane Doe } Grade qirv

Date October 6 o

Timereguned S nonates

netency.

with the help of the classroom
teacher, the preservice teacher se-
iects i concept that fits into the pro
oam of the classroom. While fol-
Towing the instructions of the mod-
nle he or she writes a lesson plan
vhich is formally evaluated by the
-olicge mstructor. A typicul lesson
~lan tollows (see right),

Behavioral Objective: Given praotographs of different types of shelter the prgul
«an «dentity those that are not shelter

Matenals

Study Prints,

Famihes und Thewr Needs, Stver Burdett, 1972, Denoyer-Geppeit

Procedure (Preservice Teacher Rlls in proceduse)

Steps Actnities or Examples Steetemeniy o Queesttons
reservice Teacher Activity I | Show examples of shelter: ; ,
1 the Public School Ruril house in winter. p. 36 This s a picture of one kind at shel-
. ter.
. ?mce the. or'|-|campus ph‘.'se"?f Thatched roof house. p. 37 This ts an example of shelter.
ac anstructional program in the Farm house. pp. 38-39 Thisis a shelter
methods course ts conducted in the Define shelter un a place for protec-
adternoons,  preservice teachers tion.
«nend cntire mornings. Monday
.nough Thursday. or a totul of 2. | Show more examples of shelter.
:welve hours oer week, in a nearby Row house. pp. 18-19 This is shelterina oy
ementary school. Camper.p 4 What is thes Ginuty doing * What 1s
X i 1 -cam- their shelter in the woods?
puEJr;(r::t::cTi‘(’)':;:‘Io?rlz'(‘iu}I‘: t::: cc:g:- Onental houseboat. p. 4t This s a different hind ot shelter
<ept development, lfne methods 3. | Show non-examples:
orofessor mukes an appointment Woman shopping. p. 9 ‘This s not a shelter
with the preservice teacher to ob- Eskimos playing with dog. p. 10 Neither is this, .
serve the use of the approved les- Man and children in canoe. p. 1S | What s happening in this pictine?
-on plan with either a small group This 1s not it shelter
ot an entire class of children. Dur-
‘ng the observation the professor 4. | Show examples and non-examples. .
completes a rating form which in- LLog house in Arctic, p 48 These are examples of ditterent
~ludes the following items: finds of shelters
Log cabin, p. 108
Housing project apartments.
Meategy p. 131.
I ollows proper sequencing ol the strat- Tent on mountain, p. 137
cLv steps.
wood pacing Itom step 10 step Policeman directing traffic. p. 138 | These pictures we not sheltars
Road construction, p. 144 °
Materials uved Agnicultural workers, p. 145
Neat and precine Family swimming, p. 153
t age enough tor al! to see.
Correct in content, 5. | Evaluation step: Show § examples Distriibute everybady-show cands
o elter and S non-examples ‘1t show a pictine of shebter
Latcrn v erbal behayvior ti sn Denoyer Lieppert study you holdup card marked Y ES
Questions or statements used were .ap- prints. when Dsay SHOW 1L show a
proprate tor the stiinegy steps pictir € that s notshichtas hold ap
Remntorcing and non-thicatening the card mathed NO

Pupit iny oh ement
Dewee to which pupifs panticipated ver-
hally or actively in the lesson

Appropriateness of concept
Degree 10 which the content taught 1
appropitate 10 the age level of the pu-

ml ;
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Following the lesson, with added 7t
sttggestions by the ¢classroom teach-
@~ the professor asststs the neo-
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A preservice teacher helps fourth-grade children -

to develop location skills.

Land use concepts are explored by a preservice teacher and pupils.,

phyte 1o dentify strengths and
weaknesses of the lesson. When
the performiunce task is completed
satistuctortly. the preservice teach-
cr moves 1nto the cycle again to be-
gin work on another competency.
Wkhen the preservice teacher has an
unsatisfactory lesson. she or he is

CSNCIAL ENNICATINALL daonh 10TY

helped during the post-observation
conference to rethink the original
lesson in order to idenuty difhi-
culties. The preservice teacher is
odserved again as she or he re-
teaches the concept to another
group of pupils or teaches another
concept to the same group.
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Adv tages and Disadvantages

The module progiam has advan-
tages and disidvantages tor ore-
service teachers and methods pro-
fessors. For prescrvice teachers,
one prime advantage i the absence
of guesswork about course require-
mems: they know what they must
do and the level which they must
achieve. Further. they develop con-
fidence in their ability (o instruct
children. Also. their triunming in a
performance-bised teacher dduca-
tion program makes them more em-
ployable than graduates of tradi-
tional programs. )

The chief disadvantage for the
preservice cacher 1s the numerotis
hours spent in preparing for on-
campus classes as well as for therr
work in the elementary school. A
typical day begins with children
early in the morning and ends with
on-campus classes in the late after-
noon. This intensive experience
could also be an advantage because
it accurately represents a typical
day for a teacher,

Within this modular program,
the classic instructor-dominated
college classroom is supplunted by
student-centercd activity based on
skills needed in elementary social
studies instruction. T he college in-
structor benchts by having n-
tensive contact with preserviee
teichers, children. teachers. and
administrators:  exposiire o the
public schools gets college instruc-
tors out of the vory tower and
keeps them abreast of curent de-
velopments in the schools

Summary

This article describes a modifica-
tion of the Georgia Education Mod-
el for the Preparation of Elemen-
tary Teachers. The pume instiuc-

tfonal tool in this model 1s the selt-

mnstiuctional module. The modules
benefit preservice teachers, who
learn specific performance com-
petencics and practice them with
children in a nearby clementary
school. Bencfity acerue to public
clementary classroom teachers as
they monitor preservice teachers
instruction in toundational shills
the soctal studies. also. the pre-
service teitchers provide valuable
assistance 1n the classroom, 7hese
mutual benefits seem 10 underscore
it propitious arrangement that s
consistent with the function of a
teacher-training institution. ]




CIJE Article No. 2: ''Status of the Social Studies..."

1. Characteristics cf the Tyse of Article

This very long article sumnarizes results from a variety of surveys.
Tortunetely. subheadings are uscd to identify the survey categories. Since
these give an indication of the content, the abstractor can merely skim

y -

them. The introduction and conclusion should be read in entirety.

2. Annotation Style/Content

o
Because of its length and the variety of information disc 4, the
article should be annotated in an indicative mode. Bold-face <adings

and titles of tables provide an easy guide for summarizing the sntent of
-y
the article. Because of the 50-word limitat¥on, an abstractor would be

w.sble to adequately summarize the survey findings in an informative mode,
A strictly indicative annotation should identify content categories and

not try to emphasize specific information about any one category.

3. Sample Annotations
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Aruitoxt provided by Eic:

Sample Annotation #1

Datd collecied from 36 state departments of education
are reported that show major changes and tendencies
affecting the social studies from 1970 to 1975.
Included are discussions of data limitations, state
and district variations, changing enrollments, ele-
hentary programs, requirements, teaching me.hods,

and impact.

Annotation #1 is a strictly indicative annotation. Note tHat the
first sentence explains that the articI; synthesizes data from a variety of
source< the time period covered, and (as indicated in the title) that the
subject‘area is social studies education. The second sentence shows hnw
the abstractor used }ubheadings in the article to list the various areas

that are discussed.

Sample Annotation #2

This article reports wi#e variations in funding,
curri$ulum, and personnel, and declining enrollment
in most social studies subjects. 1t examines the
major educitional changis from 1970 to 1975 that

h- 'e impacted on social\studies, and it argues the
need fur a basic Socialxstudies framework.

Annotation #2 is basically indicative, although it includes a few

insights into survey results and the author's conclusions. True to the

\
indicative mode, the annotation mentions major areas covered by the rveys:

‘funding, curriculum, personnel, and enr?llments An element of the informa-

| v
1

itive style is evident in the phrase ''declining enrollment.'" 'Argues the
need for a basic social studies framework' is alsc generally inforniative.
\\

Abstractors may believe that the article’s title is sufficiently

descriptive to forego an annotation. Altho&gh the Processing Manual




mentions that in some cases the title and indexing terms can adequately
A\
convey the content of an article, most abstractors would probably strongly

feel that the variety of subject areas covered in *this article would merit

writing an indicative annotation.

L, Indexable Concepts and Possible Descriptors

Concepts in the article break down into the three broau categories of
(1) curriculum area. (2) methods of obtaining and evaluating data, and (3)
trends (findings). Because the article discusses social studies trends in
American public schools, a leveling descriptor will be appropriate.

At least one major descriptor representing each concept group should

be used. Below is a sample of indexing for the article.

Major Minor
“SOCIAL STUDIES TREND ANALYSIS
*NATIONAL SURVEYS CURRICULUM EVALUATION
*EDUCATIONAL TRENDS STATE OF THE ART REVIEWS

ENROLLMENT TRENDS

GRADUATION REQUIREMEN™S
TEACHING METHODS

ELEMENTARY SECONDARY EDUCA(ION
TABLES (DATA)

Curriculum Concepts: R

*SOCIAL STUDIES is the topic of the article, so it should definitely be

a major descriptor. There is little likelihood that this article will
prompt an indexer to think of SOCIAL SCIENCES, but if it does, the term is
too broad. |f the author had relatedlsocial studies education to social

science education in general, then it might be used as a minor. Howzver,
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in this case it is inappropriate. For this article, specific subject areas
such as HISTORY or UNITED STATES HISTORY are too narrow. The term CURRICULUM
EVALUATION is used as a minor here because one of the many areas surveyed in
this article dealt with curriculum. Because the article provides a critical
look at the social studies curricu'um, CURRICULUM EVALUATION is more

appropriate and specifiz than the broad term CURRICULUM RESEARCH.

Methods of Ob_3ining and Evaluating Data:

ANAT IONAL SURVEYS is used as a major because the entire article is based on
data collected from surveys throughout the country. SURVEYS would not be
adequately spe. ‘c. Since the author himsel f analyzes the survey findings,
+he term TREND ANALYSIS is appropriate. He describes his own resear.h

study, but does not elaborate significantly on his methodology. Thus,
RESCARCH METYONOLOGY would be inapplicable to this article. Tables of data
are included in the article, so TABLES (DATA) can be a 6inor term. However,
the article does not dwell upon statistical analysis, so the terms COMPARATIVE

ANALYSIS and/or STATISTICAL ANALYSIS would not be used.

Trends:

~EDUCAT IONAL TRENDS best describes the full range of areas thé article
explores. Because it examines changes over a period of time, the article
is best described with this term rather than a more static term such as
EDUCAT IONAL PRACTICES. Areas in which the trends have occurred (enrollment,

graduation requirements, teaching methods) are logica: candidates for

minor descriptors.




Mandatory Educational Level:
The article reviews the status of social studies education in both elementary
and secondary grades, so ELEMENTARY SECONDARY EDUCATION is most appropriate.
‘g
Document/Publication Type:
The article describes 'where the social studies stand today,'' and STATE OF
THE ART REVIEWS is an appropriate minor descriptor. The corresponding Pub Type
code is 070.
{ e g
‘ \ . g
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INDEXING WORKSHEET

Page 1 of 1

CONCEPTS

M/AJOR

MINOR

JUSTIFICATION

TOO BROAD/OFF-TARGET

CURRICULUM CONCEPTS

*SOCIAL STUDIES

CURRICULUM EVALUATION

THE MAJOR (AND ONLY)
SUBJECT AREA
EXPLORED BY THE
ARTICLE

SOCIAL SCIENCES
NEEDS ASSESSMENT
CURRICULUM

METHODS OF OBTAINING
AND EVALUATING DATA

*NATIONAL SURVEYS

TABLES (DATA)
TREND ANALYSIS

STATE OF THE ART
REVIEWS

THE ARTICLE
SYNTHESIZES SURVEY
RESULTS FROM

NAT IONAL SAMPLES

COMPARAT IVE ANALYSIS
CURRICULUM RESEARCH
RESEARCH METHODOLOGY
SURVEYS

STATISTICAL ANALYSIS

TRENDS

*EDUCATIONAL TRENDS

TEACHING METHODS
ENROLLMENT TRENDS
GRADUAT |ON REQUIREMENTS

DISCUSSES CHANGES
FROM 1970-77

EDUCAT IONAL PRACTICES

MANDATORY LEVELER

ELEMENTARY SECONDARY
EDUCATION

STATE OF THE ART REVIEW




The Status of Social Studies

ARTICLE #2

The Status of the Social Studies in the
Public Schools of the United States:
Facts and Impressions of a National Survey

In 1975 [ spoke before the annual
session of the social studies super-
visors' meeting at the NCSS. to our
Research Committee, and stressed
to Council officers the vital need to
better know v/here the social stud-
1es stand today so that we can di-
rect more satisfactorily where we
wish to proceed.' My resuiting
study is just a start. We now know
all the better how much we still do
not know about conditions in the
social studies field, and how much
more ecxpansive and expensive
must be the continuing collection
of facts and insights. These are an
imperative bases for the eventual
analysis and decision making that
should characterize the ieachers as
well as the leadership in the social
studies field during the years imme-
diately ahead.

How fare the social studies?

~ Where do we stand in terms of of-

ferings, enroliments, and require-
ments? Are administrative support
and supervisory aid less available
than in the recent past? What has
happened to the new social stud-
ies? Has the last decade seen a sig-
nificant impact accruing from the
national sociai studies projects?

1 wioh 10 thank the Board 0.  wectors of the
NCSS (or heiping sponsor this study. Stanford
Umiversty for its assistance; My two excetient re-
search sedes. Lynda Falkensiewm ind Joyce Honey-
church. who waded through the mass of data and
organized n: as well aa the many respondents in
states who 100k thy, tiume and effort to iry 10 pro-

. vide us with accuraie and meamnglul dats.

RICHARD E. GROSS is Professor of
Education at the School of Education.
Stanford University.
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' Richard E. Gross

What seem to be the current ten-
dencies, and what major changes
have occurred in our field in the
last five years? How bodes our fu-
ture? What next steps are in-
dicated? It was, of course, with the
limited resources and personnel
available, impossible to mount a
fully comprehensive study of the
foregoing queries. To help us, how-
ever, we also searched for evi-
dence on these points gathered by
other researchers at national. state,
and local levels; some of their find-
ings have been incorporated into
this report.

Limitations of the Survey

This article is properly titled;
much of what I have to say can on-
ly be taken as impressions, and not
as fact. (My somewhat subjective
analysis should also be acknow!-
edged here and now.) Our pilot tni-
als with the three-page instrument
led us to recognize that often we
could not gain uniform and statisti-
cally compdrable data. Indeed. a
fundamental gap exists in that a
good deal of the information we de-
sired is either not readily available
or has never even been coilected.
Therefore, certain of our con-
clusions are at best tentative. Ulti-
mately we received replies from 36
state departments of education,
comprising 72% of the states.? For-
tunately, only three of the more

7The siaies from which we did not receive re:
plies were. Alasks. Arkamsas, jowa. Lonsuisns.
assachusetts. Missisupm. Missouri, New Jer-
sy, North Duketa. Rhode {sland. South Dukota.

Washingion, West Virginia. Wyoming.
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populous states did not respond. |
believe, from the standpoints of
school enroliment and regional cov-
erage, that we have a fairly repre-
sentative sampling of conditions in
the nation, even though |4 states
are aot included in this portion of
the study. \
However. even among the \56
states that did reply. it was some-
times impossibls to d-aw accurate
parallels or to compile total figures.
Readers may be surprised. but sev-
eral states collect almost no dataon
school enrollments: and where
they do. data may be organized by
clock hours, by umts. or by total
school instead of by grade level.
and sometimes data do not include
registration in specific subjects. In
terms of ,cade level enroliment und
actual time spent in social studies,
let alone the major emphases or
topics covered in the elementary
grades, the states could provide us
with very little information. Many
specifics regarding sociai studies of -
ferings an practices in the elemen-
tary school are just not available
from the states. Additionally. some
states or districts include the 7th
and 8th grades in high school statis-
tics and others in the elementary re-
cords. On top of that. in certain
states figures were not available for
1970, but were available for 1968 or
some other year; or possibly the
means of accounting for pupil en-
rollment were changed during the
period 1970-1975, thus making the
comparative figures we wished to
gather very difficult to correlate.
Furthermore. in several instances




the wondertul computers had not
yet been able to bring forth 197§
data Also. during the five-year pe-
nod of comparison, course titles
were changed and. unhappily. com-
puter printouts do not explain such
deviations, .

Particularly disturbing for our
pur,’0ses has been the "“dewilish*”
tendency in the last few years to
permit, students in grades 9 through
12 10 take almost iny course they
wish 1n any one of those years. |
am sure the reader understands
whit this does to any attempt to
gather comparatve figures. Lastly,
we know there were u few clerical
errors 1n recording certain of the
data. even though we followed-up
on reports that seemed out of line
with what could be expected. Dif-
ferences n interpretation are also
reflected in some instance’. of rath-
er mechanical recording. One
query. for example. asked for
changes in the numbers of supervi-
sory specualists in social studies
available to the schools. One state
indicated that only a handful of
such personnel were available in
1970, hut that 529 were available in
1975 A phone call revealed that
the 1975 figures 1ncluded all the de-
partment heads in the high schools
of the <tate. Thic experience _has
convinced us of the necessity of
working toward national agreement
and coordination for the recording
and gathening ot even simple but
basic educanonal data Vhe differ-
ent kinds. levels, formats, and
bases for recording that exist from
state tc state provide any research-
er tirying to do cumulative national
research with a first-cluss mght-
mare.

Since miny of our state reports
were incomplete or incomparable
in part and since our state respond-
ents were sometimes rather far re-
moved from the classrooms (espe-
cully regarding elementary school
conditions and practices), we decid-
ed to circulate a supplemental ques-
tionnaure to local school districts.
We drew on the mathing list of the
local < .pervisors, members of the
NCSS -affihated Social Studies Su-
perv.sors Assocuation We re-
ceived a satssfactory return of al-
most one hundred replies from per-
\ons in 49 states who arc cognizant
of local school cond:tions. These

Grcnhcs brought us more informa-
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tion, especially related to the ele-
mentary school, and served as a
valuable cross check on the data
and opinions gathered at the state
level. These reports. of course, pro-
vided some of the same challenges
of comparison and interpretation
that our state replies Lrought. Utter
havoc, for example. has been 1n-
troduced in some listings and ac-
countings by the free substitutions
of eiectives for hitherto traditional-
ly required courses, and even more
s0 by the ubiquitous mini-course—
which has left a trail of confusion
that can never be statistically re-
solved!

All of the foregoing is intended
as words of caution concerning the
results of our sampling as well gs
the accuracy of certain of my inter-
pretations and the implications
drawn. Nevertheless, | believe we
have some valuable and revealing
findings: and now let us turn tc
them.

State and District Variations

Over the past few years, some of
us have been deeply concerned
about what loomed us a serious de-
tenoration of the pliace of the social
studies in the school program. Sev-
eral recent Presidential Addresses
a' annual meetings of this organiza-
tion. as well as literature in the
field. have recounted these appre-
hensions.? The early returns of our
questionnaire, however, reflected
conflicung tendencies and trends
between states und between differ-
ent districts. It was apparent that
our generalizations would have to
be carefully drawn, avoiding
sweeping conclusions. We knew,
for example, that severe reductions
in federal. state, and local funding
were often at the roots of diffi-
culties in maintaining viable social
studies programs. Certain respend-
ents provided specific exampics of
cutbacks in monies for supervisory
and ' onsultant aid. How generally
serious were the cutbacks in super-
visory aid between 1970 and 1975?
Nine states reported no such per-
sonnel available at state or local
levels in 1970 or in 1975. Eight oth-

‘George Sykes. “The Decline of Social Studies
CNhanging Perspéctives in Sociul Studies Educastion
n the 20th Century.” The Sociul Studies. Nov/
Dec 1974, pp 243-46. Richard E Gross. ““The So-
cial Studres in Thew Golden Yeurs An Inhoune
Medical Assuy,” Newdletter of 1he Social Siudies
Supervisors Asiociation. Winter 1976. pp 12
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er states had no change between
1970 and 1975. Only four states re-
ported a reduction 1n the number of
such special consultants, while thir-
teen states reported an increise 1n
the availability of socal studies su-
pervisors at all levels. Thus, what
1s it sertous problem i1n one stile o1
district 1s not o in the next Sever-
al other studies we consulted have
underscored the difficulty of draw-
ing generahzed conclusions  Fol-
lowing intensive interviews with so-
cial studies teachers in twenty high
schools 1n ten northern -California
districts. Lewenstein and Tretten
were able to make only one claim—
that there 1s no standard social stud-
ies program in California, that the
one honest answer 1s "the curncu-
lum varies.”'* Again, while the As-
sociation of American Publishers
reports that textbook sales in the
United States have shown a sub-
stantial increase from a total of
$842 million 1n 1971 to $1.174 mil-
lion in 1975.% in a given <tate of dis-
trict severely reduceu funds for
books, media. and materials may
be listed as the major deterrent to a
strengthened and ongomng socual
studies effort. Difference . between
elem~ntary and secondury situa-
tions are also evident. About 78
percent of our respondents held,
for-example. that school adminis-
trators at the secondary level give
substantial support to the social
studies program: but 75 per cent of
them repoited only average-to-
little 2ncouragement for sociul stud-
1es on the part of elementary school
administrators. Inone state, univer-
sities and -teachers colleges arc
seen as important leaders 1n the for-
warding of new approaches in the
social studies; 1n another state,
the-.¢ institutions e characterized
a« beingy far behind the new ven-
tures uow apparent in elementary
and secondury education.
Certainly, 1in some cises, the
question of what is nationally pre-
dominant is irrelevant to a desper-
ate district caught n a differcnt
tide: but where we seek such total
figures and resultant trends. they
often can only be attained by coop-
erative. long-term, depth studics,
by frequent personal observations

“‘Moms Lewensten urd Rudy Tretten  What
1+ the Social Studees Cumiculum Today ' Socrad
Studies Review (Califos ara Srate Council). Spring
1976, pp 4-9. 20
s *The New York Times. September ¢ 1976
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or interviews, and by a very sub-
stantial sampling of teachers and
schools. Through these methods, we
can be much more certain as to the
actuakties of the phenomena that
we are trying to identify. The scope
of such a complete national study
was far beyond our limited means;
but such comprehensive research
1s fong overdue in education, and it
s called for in many areas bestdes
our own

Changing Enrollments

This **Gross Report’® does, how-
ever. tnclude some large-scale reve-
Littons. First of all, | will indicate
total enrollment figures and nation-
al changes in social studies course
enroliments over an eleven-year pe-
rtod which we were able to gather
from *he Nauonal Center for Edu-
cational Statistics.® Total pupil en-
rollment in the public schools in the
United States, grades 7-12, was
11,700,000 in 1962. By 1973, this
had risen to approximately
18.500,000, an increase of 58 per
cent. In such a growth era, how
fared social studies enroliment?
(Sec Table 1.) It is evident that en-
rollment in United States Govern-
ment and in United States History
classes both paralleled the per-
centage of growth in total enroll-
ment. However. World History en-
roliment und enrollment in World
Geography also grew somewhat.
but nowhere ncar paralleled the to-
tal increase of pupi! enrollment. In-
deed, the number of students tak-
ing World History grew by only
70.000 i that eleven-year penod.
Even mote dramati. were the ac-
tual decrcases in Yt grade Civics
and 12th grade Problems enroll-
ments Naturally, some of this loss
was siphoned into substitute social
studies offertngs and elecyyes: but
an unknown number of students
were |ost to other disciplinary
areas. In any case. 1t 1s clear that
the traditional pattern of high
school social studies offerings, rach-
er stable since the 1917 Report of
the Commission on the Reorganiza-
tion of Secondary Education estab-
lished the progriam, has finally been
shattered.

These figures also clearly reveal

B ug:.;i_ Onterndor! Summary oo/ Offeriace und
Fnaroilments 1n Public Secondury Schouls. 1972
1 US Depariment of Hualth. Educaton, snd
Welfare. Education Divivion. Washington. D €
197 Seepp Yand IR

TABLE |
Total Enrollment in Grades 7-12

196 | 1973 U INCRLAM

11.700.000 18.590.000 597
Changes in Social Studies Course Enrollment, Grades 9-12
Counse 1961 1973 e CHANGE
Civics 733,000 449,000 -3y,
Sr. Probs.——P.0.D. 380,000 295,000 =227
world History 1,471,000 1.441,000 57
world Geography 595,000 736.000 +24%
U S. Government 780,000 1,306,000 +67
U S. History 1.994 000 3.464.000 +74%%
Economics 293,000 592.000 L [
Sociology 289,000 796,000 + 1787
Psychology 140,000 590.000 +323%7
TABLE Il
1973—Social Studies Offerings

and %’s of Enroliments (Grades 7>12)

ToraL U.S. PusLIC SECONDARY SCHOOLS

TOTAL SECONDARY ENROLI MENT

22.737

18.500.000

COURSE

% OF SCHOOLS

% OF ENROLY MENT IN

IFFERING COURSE  SCHOOLS O FERING COU RS
U.S. History (7-8) 32% 3%
U.S. History (9-12) 53% 277
World History 5t% 1 7%
Geography 45% 1347
U.S. Government 45% 167
Sociology 36 L
Psychology k1) ¥
Economics - 36% 77
Civies A% 174
Sr. Probs.—P.O.D 207 1
State & Local History (7-8) 165% k1 o
State & Local History (9-12) 129 157
Ared Studies ' 14% Sre-1474
Ethaic Studies 10% 177
Anthropology 6% 5,
Law Education 14% 7

an invasion of the social studies by
the social sciences. The dramatic
percentage increases tn student en-
rollment in separat- disciplinary
courses as Econom,  Sociology.
and Psychology are s.riking evi-
dence of this trend. Whi'e i*., (o1al
enrollment remains small com-
pared to that in American History
or Government, Psychology is defi-
nitely the fastest growing course in
the high school social studie- pro-
gram. (Supplementary information
also reveals this subject area to be
one of the most popular and grow-
ing majors with college and univer-
sity students.) From an overall
standpoint the fundamental con-
clusion to be drawn from these fig-
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ures is that social studies enroll-
ment has not maintained itself to
parallel the growth of total pupil en-
rollment in secondary education
While we do not have fully accu-
rate figures of comparative growth,
it 15 interesting to note the per-
centage of schools offering various
social studies courses and the per-
centage of enrollment in those
courses. (Sec Table 1.} Here we
see. for example. that althongh
American History 1emains the
dominant social studies course n
the schools, many pupils do not get
U.S. History either in grades 7 or &
or in the senior high school. We d)s-
covered that several states have in
recent years eliminated their U.S.




History requirements at either or
both ievels. or have allowed for the
substitution of other socual studies
options. Additionally. significant
growth in state and local history en-
rollments and new requirements
tfor U.S. Government and Econom-
ics in a few-states have further cut
mto the dominance of American
Hisiory. The table reveals other in-
teresting, current status figures.
While. for example, geograpny .-
offered in nearly one half of the
high schools of the country, it only
gains 14 per cent of the enrollment.
. Newer offerings. such as area stud-
ies. ethnic courses, anthropology.
and law education, are now being
oflered in a small minonty of high
schools: yet along with the more es-
tablished behavioral science elec-
tives, they are capturing an increas-
ing portion of pupi! ime devoted to
socio-civic education. (See, for ex-
ample, Table Ll1-4.)

Again. situations vary from state
to state. A few states have main-
tained or even improved on their
social studies enroliment in the
past five years. (See Table 111.) If,
for example, the nation would go as
New Hampshire has. all woulc be
well with the social studies. (See
Table 111-1.) Florida has also post-
ed wignificant increases n social
studres enrollments. (See Tabie 111-
2) Wisconsin reports enrollments
in social studies classes, ¢rades 7-
12, rining from 95% ci all the stu-
dents enrolled m 1970, to 127% in
1975. (Students enrolled in more
than one social studics class per
term.) Virgmnta shows a varied pat-
tern and has had ~ome healthy in-
creases at the senmior high school
level but reveals enrollment losses
in the 8th and 9th grades. (See
Table 111 3.) Pennsylvania 1s typi-
cal with 1ty losses 1in World Histo-
ry. Geography, and 12th grade
Problems: but n  Pennsylvania,
Economics, without the encourage-
ment of state statutes, has also suf-
fered at the hands of some of the
more newly popular offerings. (See
lable [11-4 ) The picture in Indiana
is mast distressing: total pupi! high
schoo! enroliment increased 15.000
in five years, but the number of pu-
pils taking socud studies dropped
by 68.000! (See Tuble 111-5.) In
terms of total enroliments 1n social
studies, the sad situations 1n some

U"‘ the heavily populated states are
ERIC
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TABLE 11
Examples of Stute Enroliment, 1970 and 1975

I NEW HAMPSHIRE

Tovat Puirl ENrolI MENT Pupi ENROSTEMENT IN SOCENE ST DS

Grade 1970 1975 1970 1978
7 13. 900 15.000 13,300 I~ teui
L 12.900 15.000 12.900 1S (KN
Y9 12,900 15.100 10.300 12 10
i0 11.900 14,000 9. 500 14 000
It 10.600 1V 000 10,600 [RYL11)
12 9.600 12,000 2.700 9 0
2 FLORIDA
TovaL Purit ENnOL: MENT PuPIl FNROLIEMENT IN SOCIAL ST DH
Grade 1970 1978 1970 1978
7-9 362 000 H0%.000 267.000 1000
10-12 295.000 150,000 254,000 290,000
3 VIRGINIA
ToraL Purit ENROLLMENT PuPtt ENROLIMENT IN SoCiv S1EDIN®
Grade 1970 1975 1970 1975
7 91.000 92,000 — 49.000
8 93,000 94.000 - 50.000 36.000
9 87,000 93.000 64.000 6Y.000
10 78,000 86.000 16.000 19 00
It 70.000 76.000 82,000 PRRGT
12 64 000 69,000 74.000 K000
4. PENNSYLVANIA
Sumsect EnkoLI MenT 197 ENRONEMENT 1975
Anthropology 6.400 15 000
Economxs 65.500 Sh. 800
Environmental Studies — 19.800
Ethnic Studies — 16.600
Geography 177.000 143.000
Government 45.000 64000
Psychology °© 29.000 17 000
Sr. Probs.—P.O D 12.900 18.000
Socwlogy 34,000 62.000
State History & Government 132.000 155,000
U S History 403.000 111,000
World History & Cultures 3151.000 306,000
S INDIANA
TotvaL Purit ENROINL MENT PUPH ENROTIAENT IN SOULSE STEDIES
Grade 1970 1978 1970 1978
912 150.000 165.000 324,000 286 000
6 CAl IFORNIA )
Torar Purit ENROIEMENT Prpns ENROVEMIENT IN SOCEVE SIEEs®
Grade 1970 1978 1970 1978
%12 1.290.000 1,380,000 1,387 000 [RLYRRETY)
7 NEW YORK
Torat Pepn ENROY I MENL Pren ENROFIEMENT IN Saaag 0 DS
Grade 1970 1978 1970 1978
7 269,000 265,000 174.000 171 ¢
8 257.000° 263.000 2%4.000 274 00
9 286000 100.000 267.000 238,000
10 274.000 294,000 257,000 244 000
1] 240.000 257.000 251.000 240 iy
12 205.000 225.000 143.000 1SN O
8 TYPICAL LOCAL DISTRICT
Torat Purit ENrOLEMLNT %o Poeie Eakotn s T
Crance 1IN SOCIAL STLOn s Crased
Grade 1970 197§ 1970 1975
7 1.519 1.20¢ 217 1519 120¢ b
8 1.%00 1142 -2a% 1 500 [ EN RS
9 1.460 1.276 -1Vh 1100 R0 A
10 1.348 YoR SN4 <00 HEY) iy,
it 1,190 1.031 137% 1190 1041 13,
12 1120 925 - 170 1.000 L N2

*Students can take more than one vocial studies course 10 a given yeur
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cven more devastating. In Califor-
nia, grades 9-12. there were
292,000 fewer social studies enroll-
ments iu 1975 than in 1970: and this
n spite of an increase in total high
school enroliment of approximate-
ly 60.000' (See Table 111-6.) Simi-
lur. although not quite <o drastic,
figures are posted in New York.
(See Table IiI-7.) Texas, with a
growing population, had a decline
of over 80 000 1n social studies en-
roliment. rrades 10-12. in a mere
three-year oeriod! Such figures cer-
tminly help expliin why publishers
at this point may be more than
wary in bringing out new social
studies. matertals; an unfortunate
circle can thus be established
where volumes and media which
might help restore a declining field
do not become avatilable. One last
example, taken from one of our lo-
cal districts, is most typical. Here
i a small ety system with a some-
what declining population. You
will note that the social studies
have held their own only where no
alternative electives 1n other areas
are involved. or where, as in the
I1th grade. U.S. History is re-
quired. (See Table 111-8.)

Social Studies °
in Elementary Schools

To the foregoing data we should
add or subtract the attention being
given to soctal sy‘:dnes in the ele-
mentary grades. As indicated pre-
viously. here we were unfortunate-
ly unable to guther comprehensive
data. An accurate, breakdown in
subject or time ulldlmems In most
clementary school systems just
does not exist. Nevertheless. in
both our state and district re-
sponses we were informed over
and over agiun that elementary
teachers ure backing iway from the
soctal studies. Informal reports of
district surveys 1in hoth Montana
and California, for example, in-
dicated that 70 per cent or more of
the K-4 teachers were doing little
or nothing with social studies in the
current ‘"back to basics™ mania. A
survey of two Colorado districts
wins reported as revealing that ele-
mentary teachers are averaging but
vne hour per week devoted to yo-
cual studies! State fundamentals
tests. which usually do not include
cvaluation of social studies learn
ings. have been launched in several
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TABLE IV
Changes in Social Studies Reguirements, 1970 and 1978

- (50 States)

NO CHANGI IN REQUIRE MENITS

—

1

——

INCREASE IN RITQUIREMLNIS

1]

D ¢ RFASE IN REQUIREMENTS

[+ ]

SIS WITHIN SAME REQUIREMENT TO1 At

[« 1]

INSUTFICIENT DAt

L n 1]

TABLE V
Changes in Social Studies Requirements, 1970 and 1975
(81 Districts in 49 States)

REQUIREMENTS INCREASED—{}2 OR MORE CREDIIS)

L s ] -

REQUIREMENTS THI Samt

r

REQUIREMENTS DLCREASED—(2 Ok MORE CRE DI1S)

L 21 B

states and these contribute further
to the debacle. It would seem that
the prodlem is especially crucial in
the primary grades. Several Florida
studies were called to our attention
wherein less than one-third of the
K-S teachers reported positive atti-
tudes toward the social studies and
less than half regularly taught so-
cial studies.” And the recently
trained teachers were more ncga-
tive than the older mentors! Over
50 years ago, under the aegis of the
Progressive Education Movement.
educators put forward o concen-
trated effort to make social educa-
tion units the heart ot the elemen-
tary curriculum. One wonders how
far we ever really progressed in thi.
direction—and, if we did progress.
how far have we now retrogressed?

Alterations in Requirements
Changes in requirements are
more of a reflection of local deci-
sions that stem from the actions of
state legislatures or state boards of

TFred L Prince. “Sociid Studies in Compunson
wilh Other Subyecis i the Elementary Grades. o
Survey of Teacher Atttudes.”” Treads in Sowial
Education (Flonda Council for the Social Studies).
Winter 1976, pp 26-%0
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education, although several states
have recently eliminited o1 1e-
duced required social studies
courses States are increastngly
permissive in allowing the local
mandating of requirements. Jein
Sutton’s studies of state 1equitre-
ments in 1970 and 1975 reveal that
one state has incrcased tequire-
ments during this period. four have
reduced reguirements. and Tty
report no changes." (Sec Table 1V )
Four other states have retiuned the
same number of requitements bu
shifted the content; for example
clectives may replace a hitherto re-
quired scmior Problems  course.
American History s dropped in ta-
vor of Civics; or the Free Enter-
prise System or state history re-
place for a semester a former year-
long required course.

Among our local district respond- |
ents, 81 wystems in 49 states report-
ed on their requirements. In the
five-year period between 1970 and
1975. only eight distnicts 1ncreiased

“Jerry Sutton Socwd Studies Bducation Ruh
mond  Virginna State Department ot B ducatin
Kindergarien Grade 12 1971 4nd 1976 both Mime
ographed




their requirements, primarily by
one semester. Requirements 1n 52
districts remained the same. How-
ever. approximately one-fourth (21
districts) reported a decrease in so-
cial studies requirements. (See
Table V.) It is evident that the
movement against the social stud-
1es 1s largely a grass-roots. commu-
nity-centered development. This is
a development which social studies
teachers and organtzations ought to
be able 10 meet and thrust off if we
are properly united, professionally
active, and really beheve in what
we are doing. | am convinced. un-
fortunately. that a major force in
the decline of the social studies is
our own lack of conviction and per-
suasiveness as to the import of the
field.

Freedom of Teaching

Perhaps the do-your-own-thing
era we have just suffered has paid
some dividends. particularly to-
wards enccurcging individual
teacher creativeness and indepen-
dence. Of course. the parallel
growth of uniontsm and the en-
larged security of teachers has also
contributed to :n increasing accept-
ance of the concepts of freedom to
teach and freedom fo learn. Re-
laxed state and locai regulations
and requirements are i further
source of encouragement for teach-
ers to approach fcrmerly closed or
taboo areas In -2 curriculum. We
asked our district respondents as to
the opennesy of their teachers
when confronted with con-
troversial topics. and were re-
warded with replies indicating that
in connection with such hot issues.
up 1o 80 per cent of the elementary
~rachers and X per cent of the sec-
ondary school teachers felt quite
tree to approach them in class. This
i a great improvement over the
percentages reported in similar
studies just a few years ago: but. of
course. we must remember that the
respondents In our case were not
the tcachers themselves. Never-
theless. in the present era i much
healthier air of freedom seems to
exist 1n our schools. Thiy is sub-
stantiated by two recent studies in
Calfornia where the clinsroom
teachers themselves were queried.
Stanton. for example. found that 80
per cent of the 267 high school
'"---*hcrs he sampled indicated they

were fre. to teach whatever they
wanted.?

Methods and Techniques

As to teaching methodology, the
foregoing studies also found teach-
ers reporting that they are using the
approaches construec to be asso-
ciated with the new social studies.
particularly inquiry. conceptual,
broad-field, and simulation-game
approaches. Our respondents aiso
agree that teaching styles have
been materially influenced by the
new social studies projects. Qver
3 of them believe this is clearly ap-
parent in the secondary schools.
and about 60 per cent feel there has
been an average-10-great impact up-
on elementary schooi practices. If
this is so, we should be experienc-
ing a virtual Renaissance in social
studies instruction, Do we have fur-
ther evidence on this?

Our respondents, however. re-
ported that the new social studies
projects have had minimal influ-
ence ontextbook selection, the em-
ployinent of teachers, and upon
teacher training. They also indicate
a very limited use of the new proj-
ects in the schools. This reflects the
common knowledge that the sales
of many ¢f these programs have
been far below the expectations of
their developers and publishers.
Our responses from the state and
district levels closely parallel one
another in indicating which of the
newer programs they believe have
had the greatest influence in their
areas: but it seems that the impact
of no single program was particular-
fy significant. (See Table\V1.)

One of the California studies pre-
viously cited certatnly supports
this view. Here.. spite of the fact
that the bulk of the high school
teachers cliimed that they are em-
ploying the methodology of the
new social studies, over 71) per cent
of the sampling admitted little di-
rect teaching of skill development.
In this study 90 randomly selected
high school social studies instruc-
tors in a large and cosmopolitan
county reported that they are not

‘Gurdon Stanion. Teachers Look at Secondury
Socul Studies Teaching . School of Educavon. Cal-
ornia Swte College, San Hernardino (Mimeo-
graphed survey repurt). May 1976, 37 p See abvo
Hlelen Bniton, “Iffusion of Social Studies 1o
now(ion in Santa Clara County Cahforma.’ un-
pubhqmml doctoral dwsertation. Schuol of Educa
tion. Stinford Umiversity, August 1976

TABLE VI
Which Projects Had Most Impact
in Your State/System?
{In Order of Frequency of Mention)

o High School Geography ™ ojeet (50

o Carnegie-Metton History Project ()

o Socivlogical Resources tor Secon-
dary Schoots (8)

o Amernican Pohtical Behavios (S)

o Harvard Paperbacks (M)

o MACOS (k)**

o TABA Social Studies | rogeam ()

® Our Working World (E)

e People and Technology (E)

e Minncsota Family ot Man (F)

° Anlhropulogy Curriculum Projet (59

o Legal Programs (E/S) y

*(S)1—-Sccondary |.evel
**(E)—Llementary Level

using the new social studies proj-
ects to any considerable extent. In-
deed. Britton found. for example.

that 27 per cent had never heard of

the Amherst Project: 33 per cent
had never heard of Law in a Fice
Society: 43 per cent had never
heard of Sociological Resources for
Secondary School Social Studies:
46 per cent had never heard of the
High School Geography Progect: 53
per cent had never heard of Pat-
terns 1in Human History: and 56 per
cent had never heard of Econ 12 or
American Political Behavior—in
spite of the fact thiat the miyority
were. seasoned teachers, and over
30 per cent reported belonging to lo-
cal. state. or national social studies
councils. Less than ten per cent of
all of her respondents had tried one
of the projects listed. and the histin-
cluded more than those mentioned
above.

Thus we face a perplexing di-
lemma. If teachers are using new
social studies methodologics and
are not deeply involved in the new
programs or influenced dircctly by
them. what accounts for thewr tamil-
farity with the procedures? Could nt
be their professionul reading? Ab-
solutely not' Over 9 per cent ot
our district respondents clium that
professional soctal studies litera-
ture has but average-to-httle tnflu-
ence upon etther element.. y or sec-
ondary school instruction. Stanton
found even more depressing infor-
mation from the teachers them-
selves. Only 15 per cent of his sam-
pling belong to social studies orga-
nizations, and only 13 per cent
reported using soctal studies jour-
nals. Nevertheless, one way o1 an-

l: KC March 1977/SOCIAL EDUCATION
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other. at least the terminology of
the new soctal studies has per-
colated to the teachers. Yet we
have conthicting evidence as to ac-
wa! practice. Undoubtedly. how-
ever, from discovery techniques
and case studies to role playing and
pupil action-research within the
community. aspegts of the new so-
cial studies are found 1n many class-
rooms and school situations today.
Conventional textbooks of the pres-
ent era, curriculum guides, and in-
service education programs Fave
incorporated and emphasize impor-
tant elerents of the new social
studies. Perhaps large numbers of
children and youth are being ex-
posed to and involved in timely and
revitalized socto-civic education.
Our study and other critiques and
research, however, lead us to seri-
ously question such conclusions.
This is an area npe for thorough ex-
amination. We all know that new
content approached in tired ways
soon (oses its glamor. or that in-
struction about problems can be
very different from involvement in
problem inquiry. Large-scale inves-
tigation as 1o just what is going on
i schoolrooms. both in cordent
and techmaues, 1y still badly
needed.

A Basic Social Studies Framework
Unfortunately, srticulation of yo-
cial studies progi 1ms between ele-
mentary and secondary schools
and even within these entities
seems to be largely o paper opera-
tion. A mayonty of our respondents
indicate that a well integrated
scope and seguence just goes not
exist 1n their systems. [n spite of a
number of curricular revisions re-
ported under way at local levels, in-
dividual school and teacher auton-
omy. as well as the lack of specific
allocations of topics or subject mat-
ter in recent state social studies
frameworks or gmdes, all contnb-
ute to the increasing discontinuity
of the patchwork social studies pro-
grams of our times. This writer has
long stressed the virtues of a nation-
al curricular framework.'* I now
believe that such guidelines are all
the more imperative to help local
curriculum makers and teachers in

“Richard E Gross and Dwight Atlen, "Time for
4 Nationul #ffont To Develop the Social Studies
Curmy wlum. P Delto Kuppan. May 1963, pp.
160-66 *
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the vital job of selection that chal-
lenges us today. (At the same time
[ must admat that our difficulties 1in
carrying out this study. as well as
its results, do not encoutage us to
belteve in the feasibihty of such a
development But we must do
soinething to secure at least a mini-
mal foundation.)

Are there no! some unique tn-
sights about human beings and
democratic society that should ac-
crue through social education? Are
there no! some essenttal com-
Setencies that the socral studies ex-
penience should help develop? Are
there not key shared values of the
culture that the socio-civic curricu-
lum needs to help maintain and ex-
tend? Lewenstein and Tretten, pre-
viously cited, came to the dis-
couraging conclusion in their
research that social studies teach-
ers “*have given up on any attempt
to agree on what their students
should learn. " If this situation can-
not be reversed, we are in a hope-
less situation.

A recent study of almost 800 ur-
ban high school youth reaffirms
what previous similar research has
underscored—that the social stud-
ies are less important and even less
interesting than other high schovl
subjects; and. in this sampling. our
subject area w s designated as that
most frequently studied merely to
gain grades and least frequently for
the value of the knowledge in-
volved!"" This is the ultimate in-
dictment from our prime custom-
ers! Undoubtedly this underscores
another important factor in 1he cur-
rent malaise of the social studies.
For a variety of reasons, a great
number of us are just not reaching
our students.

Major Changes 1970-1975

(n conclusion. what are the ma-
jor changes and tendencies affect-
ing the social studies in the last five
years? Our respondents listed
many. (See Table VII.) A number
of these we have already aliuded o
or discussed. For the purposes of
this report we have removed some
of the general or underlying (but
not unimportant) causal factors
mentioned, such av senously re-

"'Celestino Fernandez. Grace Massey, and San-
ford Durabusxch, “"High Schaol Siudents Per-
ceptions of Socul Sludies.”” The Svcial Studres,

March/Apnil 197, pp $1.57
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TABLE VI
Developments Between 1970 and 1975
Mentioned Most Frequentiy

e Growth of Semor High Llectves

o Program Fragmentauion and Dilution

e Local Level Curntcutam Revision

e Diop 1in Reguired dSocial Studies

e Chotes of Oprions Within Social
Studies Requirem :nts

o Impact of New Soctal Studigs Pro-
JECHs

® B.ich To Basics. Mute Time to Read
ng

e Dechine tn Social Studies 10 Elemen-
tary Grades

e Giowth ot Mim-Courses

® Increased Local Options and Man
dates

e Work on Articulation and Cowmdina-
ton, K-12

o Required Economics or Virtues of
Free Enterprise

® Decrease 1 History Enroliments

e New Valuing Emphuises

o Greatér Patental and Public Concen

o Emphasts Upon Law and Citizenship

® More State and f.ocal Hintory

e Pressues for Consumer and Caneer
Education

e Performance Objectives/Com-,
petencies

o Increase 1n Area Studies

o Specuihized Ethnic Ofterings

duced funding, popular alternative
programs, inadequately triuned pet -
sonnel. lack of administrative lead-
ership. small rural schools. ctc..

which tend to affect rhe entire cut-

ticulum. Rather. we list the recent

- developments more duectly de-

volving on the social studies. It
should be noted that changes oceur
rapidly in our times. and certiun of
these conditions are now heing
modified or may be matenally ul-
tered 1n the years immediately
ahead. We can, for example. 1eport
thai a goodly number of owr re-
spondents believe we ate past the
apex of some of thesc clements,
such as the mini-course band-
wagon. specialized offerings 1n ¢th-
ni¢ studics, and the anarchical cut -
riculum 1tself. On the other hund.
there is a feeling that gaming and
simulations are sull mounting n
popularity, and that concerns
about jaw and citizenship educa-
tion will continue to grow A num-
ber of these reported tendencies. of
course, tend to conflict with or
counter-balance one .another
Table VU prowides rnich opportuni-
ties for speculation as to tuture di-
rections.
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Scenarios of the Future .
And what of tomorrow? Toda
tea leaves. must be read while the
tza is stdlan the pot: a crystal ball
must be revolving. | hesitate to
foreciant: but 1 belicve that the hist
in Table VI portends several alter-
nate scenarios. What we socal
studies educators do ot do dot domn
the immediate future will make o
great difference in ulumate out-
cmes. [ stifl hold that our destiny
f:mains 10 an extent In owr own
hands: hut options and the time to

make them are running out.

One possible future includes a
steadily declining curricilar field.
diffused and balkanized. often turn-
ing backwards and up panacea al-
leys. increasingly delimited be-
cause of its own lack of purpose
and dircction and by the failure to
agree upon a core of socto-CIvic
learnings. [t is staffed by personnel
who seem to have little profession-
al concern or élan. let alone much
faith in what ithey are doing. wh
have lost the vision and the will to
forge 'comprqhensive and articu-
latzd social \H‘dlt\ progriun func-

“tuomng 2t the heart of a liberaung

education for young Americans.

Another option p mises rc-
newed and unified effests at con-
vincingly detining the fundamental
cu tributions of the field toward
helping meet essential individual
aud societal needs. In this tuture,
teachers, p.nrcnl\.\:md concerned
civic orgamizations and agencies
collaborate n developing  effica-
cious programs which can be evalu-
sted. and in extending timely offer-
ings which attract pu‘nl popularity
and increasing enroliment.  This
surge of interest reflects the enthis-
stasm of mentors who know v here
they are headed and why. for they
are certain that the sncial studies
are more basic to the maini{enance
and extension of demncratic <alues,
and to the tuture of this nation than
1s any other discipliniry arca.

But which future emerges rc-
miuns up to each of us. individually
and in concert with our colleagues,
in the adtions we take and in the de-
civons we make 1n the days right
ahe. . L |
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CIJE Article No. 3: 'Quest for Justice in 200 Years of American History

and in Contemporary American Education'

LI ﬁeading t! Article

Because the article has no immediately discernible outline (headings,

.underlinings, parts, sections, chapters, etc.), it needs to be read in its

entirety. Skimming will not draw out the main ideas.

2. Characteristics of the Type of Article

There is no formal structure other than straight exposition--no incro-
duction, subtitles, definitive summary, numbering of main points, etc. In
short, there is no ''magic senterce' to lift for the annotation. [n contrast,
most journal articles contain section headings, sections that provﬁde summary
information, or author annotations. The article discusses and advocates

something--in this case moral education. The author defines his term

(pages 1-3), asks what it can and cannot be expected to do (pages 247;
pages 9-10), provides examples of moral education in actian (throughout
the text), and offers a histors of moral education in the 'Inited States

(pages B-11). Because the author treats major topics in a recurring manrer
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throughout the text rather than a single time, it is particularly important
that the anrotator read the entire text carefully. The arnotation ust be
based on the article as a whole. The annotation should cover the overall
theme of the autihor's discourse and not get bogged down in details that

merely illustrate his theory.

3. Bnnotation Style/Content

The artic'c is long and involved--it is more similar to a conference
paper than to most journal articles. Whereas journal articles usually are
restricted to brief explanations of an idea or theory, or to explianations
of a research project, this article consists of observations by the author
on a very involved subject and of excerpts from a lecture series given by
the author.

The article could be cerred by an indicative annotation which would
suggest the aspects of the topic which the author discusses. It could.
however, also be t-eated informatively, with emphasis on the overall theme.
In either case, care should be taken to emphésize that the article consists
of expository argumentation as well as numerous sub-themes and topics in

support of the central argument.

L Sample Annotétions

Sample annotations #1, 2, 4, and 5 use an indicative mede to inform
the reader about the topics covered in the article. Annotation #3 uses an

informative style tu stress the implications of mural reasoning, without

é

——
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detailing the fine points of the article's specific content. Sample anno-
tations #1 and #2 concentrate on moral reasoning stages--without defining
what the stages are.

Sample annotation #1 stresses the author's conclusions and develops

the relationship of the .author's theory to American society. The other
annotations do not stress this relationship in such an absolute way.

Suggests that individuals develop moral reasoning skills
in stages which can be influenced and enhanced by the
educational and social environment. Relates this theory
to the moral development of American society ir general
by examining public and governmental reaction to social
issues of the 1960's and 1970's.

<

Sample annotation #2 identifies moral thinking stages, discusses the

o

development of moral education historica..y, and touches upon its relation-
ship to individuals.

The stages of moral thinking are defined in this article
and their relationship to the moral education of students
is discussed. Thigpdevelopmental concept of moral educa-
tion is treated with respect to the historical evidence
of societal or cultural changes in attitudes towards
justice in America.

.-
-

Sample annotation #3 is informative and qgives the author's tcpe and
suggests his style, but does not convey the broad scope of the discussion.

0f tte six stages of moral reasoning, most adulte ulti-
mately reach stage five, progressing from level to level.
If society is to become more just, it needs d2mocratic
schools. The tortured movement Qf society toward jus-
tice makes this both more possiblz and more urgent in

the years ahead.

" Sample annotation #4 uses an indicative style which atlows for

considerable detail, particularly in defining the six stages of moral
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development, but which doesn't mention the implications or development of

the author's theme.

Documented by interviews with children and adults from
six different countries, the concept of moral education
is presented as a developmental process -onsisting of

a sequence of stages based on six orie ations: punish-
ment and obedience, instrumental relativist, interper-
sonal concordance, law and order, social-contract
legalistic, and the universal ethical principle.

Yample annotation #5 identifies scope, content, and simplifications of
U . . ..

moral education as discussed by the author, captures his cone, and indicates
the breadth of his ideas. It does not indicate, however, that the article
is essentially an argument in favor of moral education.

Drawing from research and focusing on ix stages of

morality development as the basis of o moral education

program, this article discusses renewed interest in

moral education, the historical trend toward moral

advance in America, the hidden curriculum, and the
just (democratic) community. '

5. Indexable Concepts and Possible Descriptors

Concepts in this article seem to break down into five general groups:
(1) Values/Ethics: (2) Development; (3) Social Concepts; (4) History; and
(5) €ducational foncepts. There is no obvious educational level, so a
leveling descriptor is not necessary.

At least one descriptor covering each of the five categories should
be used to index this articl;. Ideally, there should be a major descriptor
covering each of these categories. The variety of descriptors which can

be used to index this article illus.rate the range of pussible terms open




to the indexer and emphasizes the necessity for a searcher/user to use the

Thesaurus to select the most appropriate terms.

Major Minor
*MORAL DEVELOPMENT MORAL VALUES
*EDUCATIONAL HISTORY DEVELOPMENTAL STA
*SOCIAL ATTITUDES EDUCATIONAL PHILOLIOPHY
*HUMANISTIC EDUCATION EDUCATIONAL OBJECTIVES
*ETHICAL INSTRUCTION EDUCATIONAL RESPONSIBILITY

Development Concepts:

*MORAL DEVELOPMENT, the central theme of the article, is a specific descriptor
for the article's subject and shoul | be used as a major descriptor. The indexer
is particularly fortunate when a descriptor is so exact. Use of parallel
develonnen{al terms such as CHILD DEVELOPMENT, IND'VIDUAL DEVELOPMENT, and
SOCIAL DEVELOPMENT woulu bg extraneous: However, the term DEVELOPME'ITAL STAGES

\
is pertinent and may be used as a minor descriptor.

Values/Ethics Concepts:

*ETHICAL INSTRUCTION (UF Moral iastruction) is a near-synonym of 'Moral
Education' and should be _sed as a major descriptor. MORAL VALUES specifically
describes the types of values which are of interest to the author but may

be entered ss a minor since manual access nrough "moral' is sufficiently

provided by *MORAL DEVELOPMENT,

Social Concepts:

*SOCIAL ATTITUDES play such a major role in developing individual moral
attitudes that the term should be used as a major. Also, the author spends
a considerable amount of time drawing social impiications of various moral

stances and of individual moral development.

143
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History Concepts:

*EDUCAT 10NAL HISTORY should be used as a major descriptor because it is
representative of the context in which the arguments in favor of moral

deve lopment are presented. SOCIAL HISTORY is too broad. The use of

UN!TED STATES HISTORY would be somewhat misleading as the author discusses
trends and hackground of the moral education movement within other countries

]

also.

Educational Concepts:

*HUMANISTIC EDUCATION should be used as a major déscriptor because it is

the most specific type of education within which moral development can be
categorized. The author expresses the idea that a humanistic educational
environment is needed to foster moral development. Although EDUCATIONAL
PHILOSOPHY is a very broad term, it is an appropriate minor descriptor
because it designates the broad discipline which encompasses moral deve lopment
within an educ~tional sett{ng. EDUCATIONAL OBJECTIVES and EDUCATIONAL
RESPONSIBILITY can aiso be useful as minor descriptors because they relate

to the author's discussion of implications of moral educatioﬁ to the school

system.

Mandatory Leveling Terms:

Really not appiicable in this case.

Pub Type Code:

The appropriate Pub Type code is 120, which describes 'Opinions/Personal

Viewpoints/Position Papers/Essays.''
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INDEXING WORKSHEET

Page 1 of 1

CONCEPTS

MAJOR

- MINOR

JUSTIFICATION

TOO BROAD/OFF-TARGET

DEVELOPMENT

*MORAL DEVELOPMENT

DEVELOPMENTAL STAGES

EXACT DESCRIPTOR FOR
THE ARTICLE'S MAJOR
TOPIC

SOCIAL DEVELOPMENT
CHILD DEVELOPMENT
INDIVIOUAL CIVELOPMENT

VALUES/ETHICS

“ETHICAL INSTRUCTION

MORAL VALUES

NEAR-SYNONYM CF
“MORAL EDUCATION"
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SOCIAL CONCEFTS
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DEVELOPMENT
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ARTICLE #3

The Quest for Justice in 200 Years of American History
and in Contemporary American Education

For many contemporary educators, the
term ‘‘moral education’’ has an archaic
ring, the ring of the last vestiges of the
Puritan tradition in the modern school. This
archaic ring, however, does not arise from
any intrinsic opposition between the state-
ment of educational aims and methods in
moral terms and their statement in psychol-
ogical terms. In fact, it was just this

-opposition which the great nioneers of the

social psychelogy of education denied in
such works as John Dewey's Moral Princ-
ciples in Education ar.d Emile Durkheim’s
Moral Education. Both of these works
attempted to define moral education in
terms of a broader consideration of social
development .and social functions than wrs
implied by conventional -opinion on the
topic, but both recognized that an ultimate
statement of the social aims and processes
of education must be a statement couched in
moral terms.

Unfortunat:elv. the educational psycholo-

gists and philosophers who followed Dew-

ey’s trail retained his concern about a broad
phrasing of the goals of education in terms
of the child’s sacial traits and values {e.g.,
cooperation, social adjustment, ‘*democrat-
icness,’”’ mental health) without retaining
Dewey’s awareness that intelligent thought
about these iraits and values required the
concepts dealt with by moral philosophers

Portions of this paper are from the writer's Franklin
Lecture in Science and Humanities, Auburn Uni-
varsity, Auburn, Alabama, February 23, 1976.

By Lawrence Kohlberg

Lawrence Kohlberg, Professor, Moral Educatwon
Research Center, Harvard University, Cambridge,
Massachusetts.

and psychologists. More recently, however,
thoughtful educators and psychologists have
become acutely awaré of the inadequacies of
dealing with moral issues under cover of
mental-health or group-adjustment labels.
We have become aware, on the one hand,
that these mental-health labels are not
really scientific and value-neutral terms;
they are ways of making value judgments
about children in terms of social norms and
acting accordingly. On. the other hand, we
have coine to recognize that menial-health
and social-adjustment terms do not really
allow us to define the norms and values that
are most basic as ideals for our children.
The barbarities of the socially conforming
members of the Nazi system and the other-
directed hollow men growing up in our own
affluent society have made us acutely aware
of the fact that adjustment to the group is
no substitute for moral maturity.

It is usually supposed that psychology
contributes to moral education by telling us
appropriate methods of maral teachir ; and
learning. A Skinnerian will speak of proper
schedules of reinforcement in morai learn-
ing, a Freudian will speak of the importanco
of the balance of parental love and firm-
ness which will promote superego-idenufi-
cation and so on. When Skinnerians or
Freudians speak on the topic of moral
education, then, they start by enswering
Yes to Meno's question '‘Is virtue some-
thing that can be taught?’’ and go on to
tell us how. In Walden Two, Skinner not
only tells us that virtue comes by practice
and reinforcement, but designs an ideal

Contemporary Efiucnﬁon. Yol. 48, No. 1, Fall, 1976
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republic which educates all of its children to
be virtuous in this way.

It is surely a paradox that a modern
psychologist should claim as his most
relevant intellectual source not Freud or
Skinner but Plato, the ancient believer in
the ideal form of the good. Yet as I have
tried to trace the stages of development of
morality and to use these stages as the basis
of a moral education program, I have
realized more and more that its implication
was the reassertion of the Platonic faith in°
the power of the rational good.

In speaking ©f a Platonic view, I am not
discarding my basic Deweyism, but I am
challenging a brand of common-sense first
enunciated by Aristotle, with which Dewey °
partly agrees. According to Aristotle, '‘vir-
tue is of two kinds, intellectual 4nd moral.
While intellectual virtue owes its birth and
growth to teaching, moral virtue comes-
about as a result of habit. The moral virtues
we get by first ex::rcising them; we become
just by doing just acts, temperate by doing
temperate acts, brave by doing brave acts.’’

Aristotle then is claiming that there are
two spheres, the moral and the intellectual,
and that learning by doing is the only real
method in the moral sphere. Dewey, of
course, does not distinguish the intellectual
from the moral, and objects to lists of
virtues and vices in either area. Neverthe-
less, Deweyite thinking has lent itself to the
Boy Scout approach to moral education
which has dominated American practices in
this field and which has its most c.urect
affinit’es with Aristotle’s views.

American educational psychology, like
Aristotle, divides the persona.ity into cog-
nitive abilities, passions or maotives, and
traits of chaiacter. In this view moral
character, then, consists of a bag of virtues
ard vices. One of the -carliest major
American studies of moral character, that of
Hartshorne and May, was conducted in the
lute twenties. Their bag of virtues included
honesty, service and self-control. A more
recent major study by Havighurst and Taba
added responsibility, friendliness and moral
courage to Hartshorne and May’s bag.
Aristotle’s original bag included temper-

ance, liberality, pride, good temper, truth-
fulness and justice. The Boy Scout bag is
well known. A Scout should be honest,
loyal, reverent, clean, brave.

Given a bag of virtues, it is evident how
we build character. Children should be
exhorted to practice these virtues, should
be told that happiness, fortune and good
repute will follow in thoir wake. Adulls
around them should be living examples of
these virtues, and children should be given
daily opportunities to practice them.

You will hardly be surprised if I tell you
that this approach to moral education
doesn’t work. Hartshorne and May found
that participation in character education
classes of this sort, in the Boy Scouts, in
Sunday -School, did rot lead to any imp.ove-
ment in moral character as measured by
experimental tests of honesty. service, and
self-control. More recent research does not
provide any more positive evidence as to the
effects of character-building programs.

The attraction of the bag of virtues
approach to moral education is that it
encourages the assumpntion that everyone
can be a moral educator. It assumes that
any adult of middle class respec bility
or virtue knows what virtue i< and is
qualified to teach it by dint of being adult
and respectable. We all have to make these
assumptions as parents, but perhaps they
are not sound. Socrates asked the question
"*whether good men have known how to
hand on to someone else the goodness that
was in themselves’’ and goes on to cite one
virtuous Greek leader after another who had
non-virtuous sons. Shortly, I will describe to
you what I believe to be a valid measure of
moral mntumy When.this measure was
given to a group of middic ciass men in
their twenties and alsa to their fathers, we
found almost no cotrelation between the
two. The morally mature father was no more
likely to have a morally mature son than was
a father low on moral development. So
numbers now support Socrates’ bitter ob-
servation that good fathers don’t make good
sons or don’t qualify as teachers of virtue.

In the context of the school, the foolish-
ness of assuming that any teacher is
qualified to be a moral educator becomes




evident if we ask, ‘*Woula this assumption
make sense if we were to think of moral
education as something carried on between
one adult and another?’’ A good third grade
teacher of the New Math and a good math
teacher of graduate students operate under
much the same set of assumptions, How
many meralizing school teachers, however,
would wish to make the claim that Prota-
goras made to young graduate students,
that *’My claim is that I am rather better
than anyone else at helping a man to
acquire a good and noble character, worthy
cf the fee I charge’?

If we think of moral education as
something carried on at the adult level, we
recognize that the effective moral educator
is something of a revolutionary rather than
an instiller of virtues. Protagoras could
safely collect his fees for improving charac-
ter because he meant by moral education
the teaching of the rhetorical skills for
getting ahead. When Socrates really en-
gaged in adult moral education, however,

he was brought .up on trial for corrupting

the Athenian youth. Perhaps there is still
pnothing more dangerous than the serious
teaching of virtue. Socre‘es was condemned
te death, because as he said,

I do netiing but go about persuading
you all, old and young alike, not to
take thought for your person o. nroper-
iy, but for the improvement of the soul.
I tell you virtue is not given by money,
but that fror: virtue comes money, and
every other good man, public as well
as private. Tﬁis is my teaching, and if
this is the doctrine which corrupts the
youth, my doctrines are mischievous
indeed. Therefore, Men of Athens,

* either acqu’. me or not; but whichever
you do, understand that 1 shall never
alter my ways not even if [ have to
die many times.

What we have claimed is that research
findings on methods of education cannot
revivify the traditional conception of moral
education as the transmission of the fixed
values of the teacher, the school, and the
majority community. Instead we shall offer
what we cousider to be a more adequate
approach to moral education. The origins of
our position are to be found in the writings
of John Dewey who, in works like Ethical
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Principles Underlying Education (1909),
first presented a '‘progressive’’ or ''devel-
opmental’’ conception of moral education.
Proposing that intellectual education is the
stimulation of the child’s development of an
active organization of his own experience,
Dewey also stressed the central role of
thinking or active organization in :norality.
Further, he stressed that development is the
critical aim of moral education and that this
development t:kes place through stages.

Let me briefly document these claims by
some research findings. Usin ' ypothetical
moral situations, we have intv.viewed chil-
dren and adults about right and wrong in
the US., Britain, Turkey, Taiwan and
Yucatan. In all cultures we find the same
forms of moral t..inking. There are six forms
of thinking and they constitute an invariant
sequence of stages in-each culture.- -

I. Pre-Conventional Level

At this stage the child is responsible to
cultural rules and labels of good and bad,
right and wrong, but interprets these labels
in terms of either the physical or the
hedonistic consequences of action (punish-
ment, reward, exchange of favors) or in
terms of the physical powers of those who
enunciate the rules and labels. The level is

divided into the following two stages:

Stage I: The punishment and obedience
orientation. The physical consequences of |
action determine its goodness or badness,
regardless of the human meaning or value
of these consequences. Avoidance of pun-
ishment and unquestioning deference to
power are valued in their own right, not in
terms of respect for an underlying moral
order supported by punishment and authori-
ty (the latter being Stage 4).

Stage 2: The instruinental relativist orien-
tation. Right action consists of that which
instrumentally satisfies ones own needs
and occasionally the needs of others.
Human relations are viewed in terms like
those of the market place. Elements of
fairness, reciprocity and equal sharing are
present but they are always interpreted in a
physical pragmatic way. Reciprocity is a
matter of “you scratch my back and I'll
scratch yours.*’
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II. Conventional Level

At this level, maintaining the expecta-
tions of the individual's family, group, or
nation is perceived as valuable in its own
r'7ht, regardless of immediate and obvibus
consequences. The attitude is not only one
of conformity to personal expectations and
social order, but of loyalty to it, of actively
maintaining, supporting, and justifying the
order and of identifying with the persons or
group involved in it. At this level, there are
the following two stages:

Stage 3: The interpersonal concordance
- orientation—''good boy,’’ ‘‘nice girl’’ mor-
ality. Good behavior is that which pleases or
helps others and is approved by them.
There is much conformity to stereotypical
images of what is majority, or ‘“'natural’
behavior. Behavior is frequently judged by
intention—''he means well'’ becomes im-
portant for the first. time. One earns
approval by being *’nice."’

Stage 4: The ''law and order’’ orientation.
There is orientation toward authority, fixed
rules, and the maintenance of the social
order. Right behavior consists of doing
one’s duty, showing respect for authority
and maintaining the given social order for
its own sake. i

II. Principled Level

At this level, there is a clear effort to
define moral values and principles which
have validity and application apart from the
individual's own identification with these
Sroups. This level again has two stages:

Stage 5: The social-contract legalistic

orientation. This stage 'generally has utili- .

tarian overtones. Right. action tends to be
defined in terms of general individual right
and in terms of standards which have been
critically examined and pgreed upon by the
whole society. :

There is a clear awareness of the
relativeness of personal values and opinions
and a corresponding emphasis upon proced-
ural rules for reaching consensus. Aside
from what is constitutionally and demo-
cratically agreed npon, :F'Ae right is a matter
of personal ' ues’’ and ‘‘opinion.’’ The
result is an emphasis upon the "‘legal point
of view,” but with emphasis' upon the

possibility of changing law in terms of
rational considerations of social utility (rath-
er than fixating it in terms of Stage 4 ''Law
and Order”j. Qutside the legal realm, free
agreement, and contract is the binding
element of obligation. This is the "‘official’’
morality of the American government and
Constitution.

Stage 6: The universal ethical principle
crientation. Right is defined by the decision
of conscience in accordance with seif-
appropriated ethical principles appealing to
logical comprehensiveness, universality and'
consistency. These principles are abstract
and ethical (the Golden Rule, the categorical
imperative). They are not concrete moral
rules such as the Ten Commandments
{except insofar as tnese have been in-
ternalized by the individual, i.e., not
imposed from thke outside, but truly made
one's own). At heart they are the principles
of justice, of the reciprocity and equality of
the human rights and of respect for ghe
dignity of cach human being as an indi-
vidual person.

The concept of stage, moral or cognitive,
means a sequence of steps. The stage
concept means that if change in moral
thinking and choice occurs, it is always
forward, not backward; and it is always to
the next stage up. We have followed €0
Chicago men for the twenty years €ince they
were age ten. Every three years, we re-
interview them and have found that if there
is movement over the three-year period, it is
always to the next stage. Some of our men
are Stage 2, some Stage 5 as adults. Rate
and terminus of development have varied,

but the sequence for all is the same. We:

have found the same invariant order in all
other cultures.

Our .stage definitions are based on
analyzing the way people reason about
moral dilemmas. An example, used in our
longitudinal research is this:

In Europe, a woman was near death
from a very bad disease, a special
kind of cancer. There was one drug that
the doctors thought might save her. It
was a form of radium that a druggist
in the same tnwn had recent'y dis- .
covered. The drug was expensive to
_make, but the druggist was charging’
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ten times what the drug cost him to
1rake. He paid $200 for the radium and
clarged $2,000 for a small dose of the
drug. 'The sick womar'es husband,
Heinz, went to everyone he knew to
borrow the money, odut he could get
together only about $1,000 which was
half of what it cost. He told the
druggist that his wife was dying, and
asked him to sell it cheaper or let
him pay later. But the druggist said, -
“No, I discovered the drug and I'm
going to make money from it *’ Heinz
got desperate and broke into the man's -
store to steal the drug for his wife.
Was he morally right or wrong to steal ™
the drug in this case?

Let me illustate the stages by response
to this dilemma by one case from nu
longitudinal study. ‘

.In 1955, Tdmmy was age 10. He said,
*'Heinz should'not steal, he should buy the
drug. If he steals the drug, he might get put
in jail and have to put the drug back.’’
Tommy’s r:ason for choice is concern about
punishmeat. Punishment is one reason used
at Stage i of moral reasoning. Deference to
superior power and prestige is another.

Tommy says, *‘But Heinz's wife might be
an important lady like Betsy Ross, she made
the flag. The police would make the
drugg t give her.the drug."’

At age 10, Tommy was Stage 1, the first
step in the moral sequence. Between 10 and
13 Tommy moved from Stage 1 to Stage 2.
Tommy said, ‘'Heinz should steal the drug
to save his wife’s life. He might get sent to
jail but he d still have his wife.’”” Tommy's
reasoning is now Stage 2; it appeals to
instrumental interests. Punishment and
power are not blindly used to define the
right. Right action is a rational calculation of
the best interests or consequences for the
self. ’

Although Stage 2 is egocentric, 't con-
siders fairness. Fairness at Stage 2 is
concrete exchange or reeiprocity. Tommy is
asked, ‘‘Should Heinz steal the drug if it
was a friend dying?’' He answers, *‘That’s
going too far. He could be in jail while his
friend is alive and free. I wonder if the
friend would do it for him."’

Three years later, Tommy had inoved to
Stage 3. He says, *'If I was Heinz, I would
have done the same thing. You can’t put a
price on love, no amount of gifts make love.
You can’t put a price on life either. Heinz
was thinking about the others, their life.”’

Stage 3 takes the point of view of the
group, of what people share. The value of
life and of love are moral and priceless
because ‘they are shared. At Stage 3
morality is also altruism; Heinz is mcral
because he has concern about othe: s. Being
moral is defined by roles—being a good
husband, father, friend.

Not until the mid-twenties does Tommy
move frcm Stage 3 to Stage 4. In the mid-
twenties he says, '‘I have obligations-to fny
country, my wife and family, my religion.
There is an obligatign to my wife, there is
not only love but obligation. We have
committed ourselves before God, the con-
tract of marriage.’’

At Stage 4 morality i§ not just concern, it
is obligation to society’s laws and contrur .
or to God’s. It is a morality of maintaining
society’s orders and its cbligations, possibly
with a religious basis.

Stage 4 fs the terminus of development
for the majority of adults. Less than twenty
percent reach the nex! Sicge, Stage 5, yet
Stagd 5 underlies *he Consiituiion and the
Declaration of Iadependence. Stage 5 re-
solves moral conflicts by a hierarchy of
values which underlie the rules or laws. It
defines a social contract to maintain the Jaw
which also binds the law to n{aintain the

U rights and values underly-
ing the conventional -order. Government is
instituted to secure men's baste-rightg, and
derives its powers from the consent of the
governed.

There is a higher sixth stage reached only
by a few adults. Both Abraham Lincoln and
Martin Luther Kiag expressed Stage 6
thinking, but so do a number of lesser
mortals whom we have interviewed. At
Stage 6 the natural rights of Stage 5 are
defined by a general ethical principle of
moral obligation universally applicable to all
mankind. These Stage 6 principles are
respect for human dignity or personsiity and
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justice or equality of persons. At Stage 6,
principles are not only principles for me and
my grcup, they are universal; they are
guides to moral choice valid for all mankind.

Each higher stage is a better stage in its
ability to resolve moral conflicts impartially.
Stage § universal rights resolved conflicts
unsolved by Stage 4 laws. These conflicts
arise where the laws of different societies
conflicted. This was the case of our Revolu-
tion. The Declaration turned to universal
rights above American or British law and
society. Following moral philosophers like
Emanual Kant and John Rawls, I have
argued that Stage 6 principles of justice
resolve conflicts where Stage § rights
conflict.” We. find that the Stuge 6 thinkers
we have studied agree on the just solutions
to dilemmas unresolved for Stage 5. In this
sease, it is desirable for all to undcrstand
Stage 6 principles; it can help find solutions
that seem fair to all who strive for fairness.

A moral conflict is resolved. if all men
striving to be fair can agree on a solution.

With agreement op the facts, Stage ¢
principles can lead to agreement. .

The facts, then, suggest the possibilities
of useful planning of the moral-education
comprnent of schooling. Such planning
raise. more fundamental value issues,
however, such as the legitimate aims and

metliods of moral education in the American .

public schools. The writer would start by
arguing that there are no basic value
problems raised by the assertion that the
school should be consciously concerned
about moral education, since all scuools
necessarily are constantly involved in moral
education. Since the classroom social situa-
tion requires moralizing by the teacher, he
ordinarily tends to limit and focus his
moralizing toward the necessities of class-
room management, that is, upon the
immediate and relatively trivial behaviors
that are disrupting to him or to the other
children. Exposure to the diversity of moral
views of teachers is undoubtedly one of the
enlightening experiences of growing up, but
the present system of thoughtlessness as to
which of the teacher’s moral attitudes or
views he communicates to children and
which he does not leaves much to be
desired.

If it is recognized that the central goal of
moral education is the stimulation of
development to the next higher stage, how
can the teacher go about stimulating the
development of moral judgment? We have
already rejected the notion of a set curricu-
lum of instruction and exhortation in the
conventional moral virtues, a conception
killed by Hartshorne and May's demon-
stration of ineffectiveness. Dewey pointed to
the inadequacy of such a conception long
ago and traced it to the fact that it assumed
a divorce between moral education and
intellectual education on the one side, and a
divorce between education and real life on
the other. A teacher’s moralizings must be
cognitively novel and challenging to the
child, and they must be related to matters of
obvious, real importance and seriousness.

It is not always recessary that these
matters be ones of the immediate and real-
life issues of the classrcom. I have found
that my hypothetical and remote but
obviously morally real and challenging
conflict situations are of intense interest to
almost all adolescents and lead to lengthy
debate among them. They are involving
because the adult right answer is not
obviously at hand to discourage the child’s
own moral thought, as so often is the case.
The child will listen to what the teacher says
about moral matters only if the child first
feels a genuine sense of uncertainty as to
the right answer to the situation in question.
The pat little stories in school readers in
which virtue always triumphs or in which
everyone is really nice are unlikely to have
any value in the stimulation of moral
development. Only the presentation of
genuine and difficult moral conflicts can
have this effect. i

It is clear, then, that a developmental
concention of moral education does not
imply the imposition of a curriculum upon
the teacher. It does demand that the
individual teacher achieve some clarity in
his general conceptions of the aims and
nature of mor.] development. In addition, it
implies that he. achieve clarity as to the
aspects of moral development he should
encourage in children of a given develop-
mental level and as to appropriate methods
of moral communication with these children.
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Most important, it implies that the teacher
start to listen carefully to the child in moral
communications. it implies that he become
concerned sbout the child's moral judg-
ments (and the relation of the child's
behavior to these judgments) rather than
about the conformity of the child’s bebavior
or judgments to the teacher’s own.

At this time in our aistory, there is a
renewed interest in moral education, absent
since the thirties in America. Why? Some
would argue that this interest is a reaction
to crime, Watergate and the decline of
traditional sexual morality, a conservative
return to the social basics of moral order,
and discipline like the return to traditional
academic- basics in curriculum. 1 propose
instead that the current interest in moral
education rises primarily from the re-

discovery by liberals of the moral principles

behind the liberal faith and the realization
that these principles need to enter into
education. Like the liberal reaction to
Watergate, the liberal interest in moral
education is a rediscovery in the seventies
of the principles of justice behind the
founding of our nation. The liberals of the
sixties had lost awareness of the principles
underlying liberalism, the principles of the
Declaration and the Constitution. Instead of
a faith in justice principles, the Lberals of
the sixties had faith in technology, in the
social and physical sciences and in rational
political manipulation as tools of social
progress.

As the liberal faith in rational in-.
sirumental social means has been disap-
pointed, there has been . growing aware-
ness of the need to have -ational or moral
social ends and principles -f action and to
embody these: ends in education. This is
fundamentally the meaning of the current
interest in moral education.

Behind this interest lies the principle of
justice on which our society was founded.
America was the first society whose govern-
ment was grounded on a conception of
principles of justice. The Declaration of
Independence called these principles the
“elf-evident truths that all men are created
#qual with inalienable rights to life, liberty,
and the pursuil of happiness. Watergate
tells us that these principles have never

been understood by the majority which
eyery year votcs down the Bill of Rights in
the Gallup poll. The movement for moral
education recognizes that in our society, all
men must acquire through education, some
understanding of and acceptance of these
justice principles. Watergate reminds us
that justice principles cannot be maintained
by force, laws and government since the
very leaders of that govémment failed to
understand and support these principles. It
reminds us of the need of an education for
and through justice. *

Using the stage concept which we have
outlined, let us analyze liberal reactions to
Watergate. We said that America was the
first nation whose government was publicly
founded on post-conventional principles of
justice and the rights of human beings,
rather than upon the authority central to
conventional moral reasoning. This is Stage
5. At the time of our founding, our Stage 5,
post-conventional or principled moral and
political reasoning was the possession of the
minority, as it still is. Today, as in the time
of our founding, the majority of our adults
are at the conventional level, particularly
the law-and-order fourth moral stage. The '
founders of our nation intuitively under-
stood this without the berefit of research
and designed a Constitutional government
which would maintain principles of justice
and the rights of all even though principled
people were not ir. power. The machinery
included checks and balances, the inde-
pendent judiciary, freedom of the press.
Most recently, this machinery found its use
at Watergate.

The tragedy of Richard Nixon, as Harry
Truman said long ago, was that he never
understood the Constitution, a Stage 6 docu-
ment. No public word of Nixon ever rose
above Stage 4, the law-and-order stage. Kis
last comments in theWhite House were of
wonderment that the Republican Congress
could turn on him after so many Stage 2
exchanges of favors in getting them elected.
The level of reasoning in much of the White
House transcripts was similar, including the
discussion of laundering money. While the
tragedy of Richard Nixon was that he never
understood the Constitution, the triumph of
America is that the Constitution understood




Richard Nixon. It is not free citizens who are
bound in ‘‘the chains of the Constitution'’
{Jefferson’s phrase) but men who attain
power without Stage 5 understanding or
acceptance of the justice, rights and prin-
ciples enshrined in the Declaration.

The libcral reaction to Watergate has
understood that Watergate is not some sign
of moral decay of the nation, but rather, of
the fact that understanding and action in
support of justice principlesis still the
possession of a minority of our society, and
that the moral progress of our nation has far
to go. Watergate, then, reflects the slow
movement of society irom the conventional
to the morally principled level.

We believe that historical 2nd cross-
cultural evidence supports the notion of a
long-range moral evolutionary trend on the
societal level. Do societies go through
stages of moral evolution? The claim that
they do was popular ia the nineteenth
century and then supposedly disproved by
early (wentieth century anthropology and
sociology.. The best work on societal stages
of moral evolution was done by Hobhouse in
1906. Hobhouse pooled cross-cultural eth-
nographic data with data of written history
to define cultural stages which roughly
parallel our stages. He found a strong
correiation between these moral stages and
the level of cognitive and social complexity
of a society. One of our students used our
moral stages to rate the level of legal
institutions of different societies. He found
that with increased social complexity, moral
level of legal and other institutions de-
veloped in correspondence with our stages
—confirming Hobhouse's work. -

The notion that there is a historical trend
toward moral advance in our own society is
supported by our generational findings. We
have interviewed men in their twenties and
their fathers and others, and we find twice
the proportion of the younger generation
principled than their parents, with educa-
tion controlled.

To document the notion of moral advance
in contemporary America, let us take two
issues of rights—-war and social equality.
The agonizingly slow but relatively con-
sistent trend in regard to civil rights and

racial equality is one of many indicators of
the directionality of a democratic system
toward carrying its original premises of
justice beyond the boundaries accepted by
the founders of the system. The civil rights
conflict of the past twenty years represents
a conflict between universal justice and the
demands of conventional or society-main-

-taining morality. A ‘similar conflict lies

behind the agony of Vietnam, the first time
in which a war engaged in for national
security has been massively questioned in
terms of universal human rights to life.

Why should there be a cultural as well as
an individual progression through steges of
justice? By definition, justice is a resolution
of conflicting claims in light of principles
and procedures which appear fair to the
parties involved in the conflict. When a
society has arrived at a relatively just
solution to a conflict, that solution tends to
be maintained, whereas a situation of injus-
tice is always a situation of disequilibrium.
(This is at least true in a society whose
socio-political institutions have a constitu-
tional democratic structure so that authority
and force do not maintain arbitrary unjust
solutions.)

While the civil rights struggle and
Watergate show us_that Stage 6 is not yet
assured, let us point to some trends which
show movement toward Stage 6. We will
use issues before the Supreme Court, a
bulwark of the Stage 5 concepts of our
society. First, the issue of capital punish-
ment. The Court's Furman decision that
capital punishment is a form of ‘‘cruel and
unusual punishment'’ prohibited by the Bill
of Rights rested on the Stage 5 premise that
the administration of capital punishment
violated the criminal’s rights to procedural
justice or due process. Procedural justice
was the manner under which the modern
Supreme Court, the Warrer Court, has
extended the rights of minorities or under-
privileged groups in our society—of crimi-
nals, blacks, and wonien. Using the concept
of due process as procedural justice, the
Court cites research on capital punishment
supporting the conclusion ‘that the applica-
tion of the death penalty is unequal; most of
those executed were poor, young, and
ignorant.’’ The Warren Court's due process
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is part of our Stage 5 Constitutional
heritage. The issue of capital punish-
ment, however, evertuaily requires a more
radical justice principle, closer to our Stage
6. Some justices proposed that capital
punishment was cruel and unusual because
it violated a basic human right nowhere
directly treated in the Bill of Rights -
the right to human dignity. Justice Brennan
said, *’A punish~~nt is cruel and unusual if
it does not cor ~ith human dignity, if it
treats members or the human race as non-
humans, as objects . . . . even the vilest
criminal remains a human being possessed
of common human dignity."* ~

The notion of a *'right to human dignity**
is a more radical equalitarianism than due
process or equal opportunity. It uphclds the
‘'sacredness’’ of the life of the murderer,
but it also upholds the right of the
terminally ill to *'die with dignity."" The
*'right w digaity’* means the right of each
person to be treated as an end, not as a
means—Kant's categorical imperative. Both
tae individual desiring euthanasia and the
ccnvicted murderer have the right to be
treated as ends in themselves, rather than
as means to the preservation of societal or
Divine law and order.

The Court’s need to define a riéht. to

human dignity is even more important in
the enforced school bussing controversy.
The rationale provided by the Court for
desegregation of schools has been Stage 5,
‘‘equal opportunity,’’ the doctrine that
schools cannot be separate but equal. This
doctrine has rested on dubious statistical or
social scientific evideace that educational
facilities could not be separate and lead to
equal educational achievement. Jencks'
treatise is the last major summary in-
dicating that school desegregation and com-
pensatory education do little to promote
equal opportunity.

If equal opportunity was a weak reason
for school desegregation, it is an even
weaker reason for enforcing bussing. En-
forced bussing is hardly leading to en-
hanced educational opportunity for either
black or white students and it is clearly a
restriction of liberty of whites and some~
times of blacks. The only clear rationale for
enforced bussing is the equal right to

human dignity. It ‘seems right to enforce
desegregation not because blacks will learn
better; it is because a school is a public
facility and denial of access to a public
facility to blacks is a public insult to. their
equal worth, just as refusing access to a bus
or swimming pool is.

\_ We have pointed to & Stage 6 conception

of justice in education in terms of bussing.
Such a justification for enforced bussing
depends upon a conception of education for
justice. America was the first country to
create a system of public education in the
belief that public education could and
should make citizens capable of making this
a more just society. In the view of Jefferson
and other early advocates, public education
was. necessary for a society in which the
citizen was someone who signed the Social
Contract with informed consent.

A country of citizens which signs our
social contract, the Constitution, with in-
formed consent requires public education.
We have had a great deal of talk about the
right to read, but education’s guarantee of
the right to read must be understood to
include the right to read the Constitution, to
sign the social contract with informed
consent. This medns understanding the
justice principles behind the Declaration of
Independence and the Constitution.

In thinking about education for justice let
us turn from Aosegregation to the second
educational movement of the last twenty
years, the movement for curriculum reform,
educational techrology, and educational
research and development. Beneath this
movement has been a vague liberal belief in
justice. Through educational technology,
through upgrading the .curriculum and
methods of instruction, our poor and disad-
vantaged students would learn more aca-
demically and would have a fairer chance at
life’s goods and opportunities. Improvec
curriculum and instructional methods, it
was hoped, could reach those students wha
would bz condemned to poverty without
academic skills. Together with curriculum
improvement, school desegregation would
raise educational opportunities and later life
chances for the poor and black.

‘The seventies ﬁnfs these liberal hopes for




educational technology disappointéd. The
Coleman Report, the Jencks Report, and
many, other reports indicate that curriculum

-innovations and desegregation do not great-

ly change academic achievement and that
enhancing academic achievement does not
g-estly enhance life chances for the pdor. 1
shall argue these cfforts failed hecause they
did not focus directly on the concern which
underlay these reforms, social justice.

“he fallacy of educational technology and
curriculum improvement as a cure for social
justice is suggested by Ed Zigler's comment
when he took over Headstart. He said
Headstan i:ad been initiated with the goal
of seeing the entire country above the 50th
percentile in achievement. If society's re-
sources are distributed on a competitive
normal curve, improved educational tech-
nology may raise th: mean of educational
achievement, but it won't change the dis-
tribution. Educational technology: will not
help the students to deal with problems of
social injustice, unless the schools help
students develop a more mature and
stronger sense of justice and so as citizens
help to make a more just society.

I shall argue that this awareness of the
need to deal with justice issues directly
makes urgent a different approach to school
reform than that of the curriculum reform of
the sixties, the democratizing of the schools.

The democr-tizin\g of the school is not
curriculum reform; it is rather a reform of
the hidden curriculum of the schools. The
term ‘‘hidden curriculum’’ referred to the
moral atmosphere of the school, and the
funct.on of the hidden curriculum is moral
education or perhaps miseducation. Morai
education, if it deals with the hidden
curriculum, involves trying ‘o make just
schools.

Can the hidden curriculum of the school
be made just in an unjust society? Accord-
ing to Plato, a just society could only come

through moral education, and men could.

only be educated for justice in a Republic
led by just men, philosopher kings. In
Plato’s Republic this required hierarchy and
~ the assignment of all power to an elite
trained in philosophy. Our own approach is
based on John Dewey’s democratic reformu-

lation of Plato’s Republic, Dewey's ap-
proach was based on a faith in individual
and social development which my research
has helped document.

According to Dewey:

The aim of education is growth or
development, both intellectual and
moral. Ethical and psychological prin-
ciples can aid the school in the
greatest of all construction—the build-
wg of a free and powerful character.
Only knowlzdge of the order and con-
nection of the stages in psychological
development caa insure this. Educa-
ticn is the work ot supplying the con-
ditions which will enable the psycholog-
ical functions to mature in the freest
. and fullest manner.

Education, said Dewey, is to aid develop-
ment, ot by teaching, but by supplying the
conditions for movement from stage to
stage. This we have done through develop-
ing morai discussion curricula reproducing
conditions in whigh moral ressoning de-
velops outside theigthools.

Developmental moral discussion is open
and Socratic, focusing on students’ reason-
ing. Recently twenty high school social
studies teachers in Boston and Pittsburgh
conducted developmental moral dilemma
discussions one period every two weeks for
a year. One-fourth of the students in theve
classes were a stage higher at the end of the
year than at the beginning. Students in
other classes with the same teachers but
without moral discussions did not change
during the year. '

Dewey told us that the schools should
provide the conditions which are found in
life to promote development. Verbal moral
discussion of dilemmas constitutes only onc
portion of the conditions stimulating moral
growth. When' we turn to analyzing the
broader life environment, we turn to a
consideration of the moral atmosphere of
the home, the school, and the broader
society, the ‘*hidden curriculum.’ The first
dimension of social atmosphece is the role-
taking opportunities it provides, the extent
to which it encourages the child to take the
point of view of others. The second
dimension of social atmosphere, more strict-
ly moral, is the level of justice of the envir-
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onment or institution. The justice structure
of an institution refers to the perceived rules
or principles for distributing rewards, pvn-
ishments, recponsibilities, and privileges
among institutional members. This struc-
ture may exist or be perceived at any of our
moral stages. As an example, a study of a
traditional prison revealed that inmates
perccived it as Stage 1, regardless of their
own level. Obedience to arbitrary command
by power figures and punishment for
disobedience were seen as the governing
justice norms of the prison. A behavior-
modification prison using point rewards for
conformity was perceived as a Stage 2
system of instrumental exchange. The moral
atmosphere of an institution, then, may be
at various levels and either stimulate or
retard (ndividual moral development. An
institutional structure and atmosphere
vhich stimulates moral development we call
a *‘just community."’

We developed a prison program founded
on the concept of a just community. It
assumed that a just community was demo-
cratic. All rules and social conflicts were
resolved through discussions of fairness in a
community meeting—one man, one vote,
whether guards or inmates. The program
has been going on for five years It
promotes growth toward conventional levels
of moral reasoning in inmates, and some-
times leads to remarkable change in life
pattern. Inn.ates in this program see moral
stmosphere at their highest level of capaci-
ty. usually Stage 3 or 4.

Encouraged by this experience, we
helped two years ago to launch a small
alternative school within the Cambridge
public high school. The theory of the just
commun. ' high school, postulating that
discussing real-life moral situations and
ections as issues of fairness and as matters
for democratic decision, would stimulate
udvance in both moral reasoning and moral
action. A participatory democracy provides
more exlensive opportunities for role taking
and a higher level of perceived institutional
justica than does any other social arrange-
mens.

Our Cambridge “just community’’ school
was started after a small summer planning
session of volunteer teachers, students, and

parents. The school started with six teach-
ers from the regular school and 60 students;
ten were from academic professiozial homes;
the rest, one third black. wcre working
class. Haif of these were already in trouble
or were school failures. About half were
Stage 2, half Stage 3. The usual mistakes
and usual chaos of a beginning alternative
school ensued. Within a few weeks, how-
ever, a successful democratic community
process had been established. Rules were
made around pressing issues: disturbances,
drugs, hooking. A student discipline com-
mittee or jury was formed. The resulting
rules and enforcement have been relatively
effective and reasonable. We do not 'see
reasonable rules as ends in themselves,
hov:ever, but as vehicles for moral dis-
cussion and an emerging sense of com-
munity.

This sense of community reflects the
conventional stages of morality, though its
expression is not conventional. Let me cite
one example of change in atmosphere due
to our approach to democracy. When the
school started, the moral response to
stealing was Stage 2. If someone is dumb
enough to leave something around, it's his
fault if it's ripped off. This year a girl had
ten dollars stolen from her wallet. When she
took it to the community meeting, the group
expressed the view that if the school was to
be a community, there should be enough
trust so that property would be safe
unguarded. If i* was not, it was the
community’'s probiem and everyone should
chip in to restitute. They did, and the victim
eventually received -estitution.

A second example is the racial balance of
the schools in the troubled Bustor area. The
black minority requested that . somewhat
larger proportion of blacks from volunteers
on the waiting list be accepted. The white
majority agreed on the ground that the
black students were part of the community
and could understand why they felt uncom-
fortable as less than a third of the school.

In summary, the demand for moral
education is a demand that our society
become more of a just community. If our
society is to become a more just community,
based on a democracy, it needs democratic
schools. This was the demand and dream of
Dewey which is still as unfulfilled as
Plato’s. 1 believe that the tortured move-
ment of our society toward justice makes
Dewey’'s dream both more possible and
more urgent in the years ahead.

P




APPENDTCES

147

390)




APPENDIX 1

Suggestions for Supervisors on How to Use This Workbook

Purpose of the Workbook

The purpose of this Workbook is to provide step-by-step guidelines for
training abstractor/indexers. These guidelines are based on and reinforce

the ERIC Processing Manual.

Ideally, supervisors should find (a) prefatory guidelines, (b)
documents and articles to be abstracted/indexed, and (c) analyses of abstracts
and indexing combined in one book to be helpful and time saving in the train-

ing of abstractor/indexers.

It is hoped that the trainee will find the format useful and that the

training period will be less difficult and more profitable. In addition,
the Workbook 1lends itself to some objectivity. An abstractor/indexer can
see, b; reading abstracts written by others, what a good abstract should
contain,

Although one possible weakness of the Workbook is that it is general
in scope, more exactness and consistency in indexing among the Clearing-

houses may be an end result of training abstractors through use of the

>
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Workbook. We do know that indexing will never be 109% precise; however, the
indexing quidelines and the analyses of the indexing that an indexer can view
in the workbook should reinforce certain firm rules which the trainee should

follow. N

Combonents of the Workbook

The Workbook consists of the following parts:

1. Eight RIE documents -

Eight documents of different types for indexing and abstractirg for
RIE include state-of-the-art reviews, a position paper, speech, a muitiple-
authored document, guide, and research reports.

2. Addition of one RIE document in each Clearinghouse's scope

It is suggested that each Clearinghouse add a ninth RIE document to
the !grkbook. This document should be a research report in the Clearinghouse's

scope to te abstracted in the informative mode. It should follow Document No.

2.

This is discussed further under '"Instructions for Supervisors.'

3. Three CIJE articles

Three journal articles for trainees to index/annotate for ClJE

are includ.d.
4. Introduction
The introduction provides prefatory guidelines for indexing and

abstracting which reinforce the material in the ERIC Processing Manual.

For examp'e, the section on abstracting in the introduction discusses the
two basic forms of abstracting. The indexing section discusses jdeas such

as indexable concepts and specificity in indexing.
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5. Analyses of RIE/C'JE documents

-

The narrative to each RIE/CIJE document/article focuses on the nature,

structure, and characteristics of the pa-ticular type of document that the
abstractor will be working on and describes what the exnerienced person will
look for when abstracting and indexing a particular type of document. It
also explains on which pait of the document the abstract should be bzsed.
Analyses examine the features of the content of the abstract, and sample
abstracts are presented with a brief discussion of alternatives of styie that
the trainee should consider., The analysis of document indexing discusses the
weighting of concepts, potential descriptors, and off-target descriptorg.
Indexable concepl‘t‘are listed in @ chart format.
6. Appendices

a. Suggestions for Supervisors

b. Technical Information in Abstracts

c. Helpful Hints

d. Rules for Listing

e. ERIC Tools for Abstracting/Indexing

f. Forms/Worksheets

g. List of “xrbs fo; Abstracting/Annotating

h. Other Word Selection Suggest ions

Underlying Assumptions on Which the Workbook is Based

It was necessary to make several broad assumptions before compiling
the Workbook. Clearinghouse. operate in a variety of ways and it is recognized
that the basic assumptions of the Workbook are not necessarily true for all

Clearinghouses.
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Guidelines in the workbggg are merely suggestive, not prescriptive.
Supervisors are asked to examine the Workbook and adapt it for their partic-
ular needs. In some cases supervisors may follow the procedures as suggested
and have a trainee work througt the book following a step-by-step procedure.
However, there will be other training situations in which experiences of the
supervisor need to be brought into the training. It is recognized that
each training situation is different and that materials need to be adapted
to particular situations. For example, the trainee may be very experienced
and show competency after completing the first two abstracts. It may be that
the ''Dean Power'' document is too difficult and an easier one may be substituted.
The supervisor may wart to give the trainee actual Clearinghouse documths
to abstract from this point on. However, a trainee may have difficulty with
the first two abstracts and may need to be given additional "practice' docu-
ments to abstract.

Underlying assumptions include the following:

I It is assumed that the abstractors of articles and docuﬁents are
also the indexerd.

2. It is assumed that whoever abstracts/indexes for RIE will also
annotate/index for CIJE. The trainee using the !gzbtggﬁ is first given
instructions for inuexing/abstracting RIE and then ClIJE--the learning is
designed to be sequential.

3. As mentioned under Purpose, the information contained in this

Workbook is based on information in the EPIC Processing Manual. New ideas




have not been added. It is aspwmed that trainees will read Sect >n 6 and 7 of

the Processing Manu-~l before they begin using this Workbook.

4. Since some Clearinghouses have inhouse rules, it is expected that
these will be added by the supervisors as necessary. Inhouse rules are not
‘mentioned in this Workbook. All inhouse rules must conform to the guidelines

in the Processing Manual.

5. It is assumed that a good abstractor should be able to write a pure
form of a&stract. The trainee should be able to differentiate and write ejther
an informative or indicative abstract.

Becéﬁse the informative is a preferred form of abs.ract according to

the Processing Manual, it was decided that the abstractor should be able to

write a purely informative abstract before trying to write an, indicative
abstract. Tnerefore the first three abstracts the trainees write should be
informative.

't Is recognized that the mixed form of indicative/informative abstract

is common in Clearinghouses and often can be very effective. However, it

takes a fairly sophisticated abstractor with experience to be able to combine
the forms because it requires an awareness of both forms.
The combined form is discussed in this revision of the Workbook under

Document No. 7.

Instructions for Supervisors

This brief section discusses the orientation to ERIC that is helpful
to the abstractor before reading about ERIC, describes what the abstgactor/

indexer should have read before the Workbook, discusses the role of the




supervisor- after the ver::! presentation, and provides information on the
addition of a document in the Clearinghouse scopc by the Clearinghouse after
the trainee has indexed the first two documents.

1. Sequence of exposure to ERIC before Workbook

It would be helpful .for the trainee to have a brief orientation
to the ERIC system and the Clearinahouse. A physical walk-through procedure
is helpful. This could include such things as an explanation of the role 6f
an abstractor. In addition, the supervisor may want to discuss the particular
scope of the Clearinghouse ond perhaps recommend to the trainee Yooks
on the suhject area of the particular Clearinghouse.‘ Further, it would be

helpfu’ to have the user services person talk with the trainee, explaining

‘such things as what most .equesters.want information on and how to

generally write an abstract wﬂich is helpful to the searcher.

It would also be useful to discuss policies which are beyond the
scope of this workboék, fpr example, the fact that CERIC wants every abstractor
trained in computer searching.

This is a good time to give the trainee 31 feeling for the natu}e
of the ERIC system and let the trainee know how his/hsr work' relates to it.

}

After the orientation to ERIC, there are a number of materials
X

that the trainee should read before attacking the Workbook. There are also .
a number of tools that the trainee should become familiar with. It would

be helpful to let the trainee scan the materials and tools and then discuss

them with the supervisor. These include the following:
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ERIC staff handbook, which will provide an orientation to the

ERIC system;

b. RIE/CIJE monthly issues (it would be of particular use to the
abstractor to view the Cfearlnghouse's input in several monthly
issues);

c. Published Thésaurus == Introduction and Descriptor Groups;

d. Working Copy of the Thesaurus -- Alphabetical, Rotated, and

Hierarchical Displays;

e. Working Copy of lIdentifier Authority List (IAL);

f. Sections 6 and 7 of the Processing Manual on Abstracting and

Indexing;

g. Section 8 of the Processing Manual on Vocabulary -- Descriptors

and identifiers.
In addition, it would be useful to the trainee to go through a simple
mat. ' earch in RIE with the supervisor explaining how to get from the Subject
Index to the abstraczt.

2. Role of supervisor after orientation to ERIC and after the trainee
has examined suggested materials

" The supervisor should pull the Workbook's introductions to abstracting
and indexing and give them to the trzinee to read.- After the trainee reads
this material, the supervisor may wish to meet with the abstractor/indexer to
answer zny questions that the trainee may have before he/she begins writing
the first abstraszt. Then the supervisor should pull Document Number 1 and
) give it to the abstractor, asking)the abstractor to write an informative abstract.

After the abstract is written, the abstractor should be given the

analysis to compare It with his/her written work. The supervisor should then

meet with the abstractor and provide feedback on the quality of his/her work.




when Nccument Number 2 has been completed, the supervisor should
choose a research report from the Clearinghouse's scébe. It is up to the
individual supervisor whether to include one document that can be used over
again and write a formal analysis as has been done in the other eight documents
in the Workbook. The Clearinghouse supervisor may believe that it would be
better to have the trainee work on an actual document, with the supervisor
providing verbal feédback.

Whatever method is chosen, feedback is necessary. Preferably
this should be given as soon as poss}ble after the trainee has completed each
abstract.

3. Teach the trainee how to write an informative abstract first

As discussed briefly in the section under Assumptions, it is

important that the trainee grasp the informative style first. As mentioned,

the abstracts for the first two documents are to be written in the informative
style. The next document, the ‘ne that is added by the Clearinghouse, should

be a research report. If the trainee has not fully grasped the informative style
by the end of writing the third abstract, the supervisor should add another
document to be abstracted in the informative mode. In other words, it is believed
‘that the indicative mode should not be taught until the trainee has fully grasped
the informative mode. |f the trainee is still having trouble at the end of

the fourth abstract, it may be well to evaluate the potential of the irainee

for becoming an abstractor.
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Training Problems and Wisdom
When the writing of this Workbook first began, Clearinghouses were

asked to respond to two questions:

1. How long does it take for abstractor/indexers to become proficient?
2. What are the three most difficult problems in training abstractor/
'ndexers?

N

The resultg‘from all Clearinghouses have been compiled and the informa-

,/,
tion is synthesized below. Proper attentinn should be given to these prob-

lem:.

’ -~

Time that it takes to train abstractor/indexers

€iearinghouses reported that abstractor/indexers can be trajned
to become fairly proficient iq two to six months. Most Clearinghouse super:
visors indicated that they believed that an abstractor/indexer could write
absfract; and index documents satisfactorily after a period of six months.

There are many variables to be considered in the length of time’
it may take trainees to become proficient: the number of hours that they work
per week; their previous experience; their familiarity with ERIC; and their
ability to perceive, understand, and transfer document information content
into 200 words. Educational background, intelligence, and interest all con-
tribute to productive ability.

It was emphasized that within the first two or three abstracts

the supervisor should be able to determine whether a person's work will be

satisfactory. One Clearinghouse expressed this idea very well: ''Some people
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seem to have the skill and others will never develop it. It must be recog-
nized that there are some people for whom abstracting is not appropriate
work and this can be discovered within a month or so.'

Problems in training abstractor/indexers

1. Hiring

A number of Clearinghouses indicated that a major problem
exists in selecting the right person for abstractor/indexer in the first
place. Supervisors emphasized the need for the person to have good writing
skills, including the ability to synthesize information. Although a few
Clearinghouse supervisors stressed the need for the person to have subject
expertise, others believed that it could be learned hy a person who was
articulate and intelligent, with a good analytic mind.

Before hiring, it may be a gobd ide2 to request samples of
a person’'s writing.

2. Familiarity with the ERIC Thesaurus

Almost all of the 16 Clearinghouses mentioned that teaching

trainees how to use the Thesaurus was a major problem because of its size and
some idiosyncracies. Hopefully, the idiosyncracies were eliminated with the
Vocabulary Improvement Project (1977-80). Problems noted in teaching trainees to
inde; fiom the Thesaurus focused on indexing to the Iev;I of specificity of

the document and recognizing what concepts are indexable. Because use of

the Thesaurus is viewed as a major problem for trainees, it is suggested in’

'"Sequence of exposure to ERIC before workbook'' that the supervisor
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introduce and discuss the Thesaurus before the trainee begins to use the

Workbook . .
/

3. Writing skills

Arsiner prchlem that Clearinghouses mentioned has to do with
writing skills. A number of Clearinghouse supervisors inaicated that teach-
ing abstractors to write clearly and concisely is a problem. Trainees have
problems writing a clear topic sentence, weighting the abstract in proportion
to the cocument, and choosing and putting on paper the most significant ideas.

b. Other preblems

Some trainees have difficulty in evaluating author abstracts.

Two author abstracts have been included (see Document Nos. 6 and 8) to help
trainees develop skills in determining whether_an author's abstract should be

used as is, improved upon, or discarded.

Another problem mentioned is that it is often difficult for
trainees to distinguish between the informative and indicative modes. As
discussed in the section under Assumptions, learning the informative mode

before the indicative should help the trainee to distinguish between the two.
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APPENDIX 2

Handling Technical Information in an Abstract

The following hints on how to handle certain technical information in
an abstract are in no way comprehensive or inclusive. There are hints on
how to use technical infermation throughout the section on abstracting in the

ERIC Processing Manual. In addition, it is useful to read several abstracts

in RIE to see how others incorporate technical information.

Technical Information

Since there is a variety of opinion among Clearinghduses about using
technical language in an abstract, you need to check with your Clearfnghouge )

supervisor about how to handle it. Although a few Clearinghouses avoid

using technical language or Jargon in an abstract, the majority believe that

the language and terminology of the document should be reflected in the

abstract to let the reader know the technicality and complexity of the docu-

ment. Furthermore, when the technical language is used in the abstract,

users doing full-text searches will be able to retrieve the abstract. Never -

theless, it seems helpful to less sophisticated readers of the abstract if




the technical language is defined after it is used. The reader should be
able to understand the abstract. The searcher needs to_be able to know what
the document is about. This may be accomplished in a number of ways, for
examplg, by using the word and defining its usage in parentheses. Two
sample ways for handling definitions are shown below.

Sample #1

The report offers practical suggestions for designing
and implementing polycultural programs. Polycultural
education is defined as experiences provided by the
school which erable students to appreciate their own
and other people's ethnocultural dimensions. Polycul-
tural education deals with broader cultural considera-
tions...

Sample #2

Attentior was measured using a feedback procedure,
whica measures the presence or absence of alpha rhy-
thms in the subject's brain during presentation of
slides. (An alpha rhythm reflects a relaxed mental
state; the backlog or absence of alpha is interpreted
as attention.)

Names of Tests, Curriculdm Projects, and Court Cases
If the document discusses such items as a test, project or program,

court cases, or bills, these should be mentioned in the abstract with a

sentence or two of explanation.
For example:

Presenting testimony, these 1977 Senate Hearings dealt
with S. 468, a bill designed to amend the Navajo Commun-
ity College Act of 1971 to insure adequate funding for
operation and exparsion of the College on tha Navajo
Reservation, and 5. 1215, designed to amend the 'ndian
Self-Determination and Education Assistance Act of 1975...
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Quotations

Since there can be no underlining in an abstract, quotation marks can
&

be substituted in those cases in which underlining would be appropriate.
I. Official titles of books, journals, and articles:

These include Upton Sinclair's ""The Jungle' (1906) and
Rachael Carson's ''Silent Spring" (1962).

2. Chapters within books and descriptions of several identified i

studies:

The five studies compile institutional research on the - .
faculty of Harcum Junior College. 'Perceptions of

Effective Teachers' compares.,. '"Bases for Deficiency

Grades Assignments'' reveals,..

3. Emphasis on words:

Testimony centers on the legal problems derived from
the definitions of ""tribe."

Acronyms
Acronyms should be accompanied by an explanation of their meaning.
After .the acronym has becn spelled out, it is permissible to abbreviate it-

throughout “the abstract. r

Project "Attendance, Career Education' (ACE) is designed
to...Major findings developed from a national, in-depth
evaluation of the National Diffusion Network (NDN) are
presented. Features of the NDN...

Parentheses

L. Can be used to define time limits:

This report presents staffing projeq{ions (1976-1982) .
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2. Around acronyms (NDN).

3. Parenthetical expressions to further explanation:

It is concluded that even though the EOPs reach a }imited
number of students (particularly as compared with >ther
compensatory education programs in the Unjted States)...

Abpreviatiqns
d

Countries should be abbreviated only when followed by a modifier. For
example, In the United States (spelled out)...but U.S. history. The Pro-

cessing Manual emphasizes that ''abbreviations should be kept to a minimum."

Parallelism

When describing elements within a document, keep the terminology

parallel. For example:

There are four parts to this document. Fart one describegggi
...Part two defines...Not Part cne describes...Section two
defines...
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APPENDIX 3

Helpful Hints

Make your sen.ences bristle with information.

In an informative abstract, an indicative last sentence-is nice but an
indicative first sentence is nasty.

Don't start a sentence with a verb in the passive voice.

The Processing Manual says not to repeat the title of a document in
the abstract (of course some words of the title will appear ir the
topic sentence). Don't repeat any other information from-the cata-
loging either, especially not names, places, or dates of conferences
or names of sponsoring agencies.

Never do this: '"This document presents the findings of a stﬁdy con-
ducted in order to determine..."

Never use a geographical place name in the identifier field unless it
meets the test of an indexable concept.

On the Pulitzer Prize: Keep in mind that no one reads ERIC abstrac.s
for their literary merit but other ERIC abstractors, and of course
your sunervisor. Your supervisor is watching the clock. Sacrifice
beauty to productivity. (As regards other ERIC abstractors, it is a
case of glass houses.)

8. Never index directly from the Rotated Display. Full meanings of terms can
only be determined by using the main Alphabetical Display with its cross-
references and scope notes.




9.

10.

1.

12,

if a descriptor lacks a scope note, it can be tested by verifying the
logic of the concept's place in the vertical hierarchy to which the

descriptor belongs, and by verifying the con5|stency of the concept ]
“relationships with the descriptor's RTs:- - -

Major a leveling term when it is a primary subject concept in the document.
Don't let yourself get into the habit of indexing primarily with the

descriptors you already know about. Keep enlarging your knowledge of the
Thecaurus. by scanning the Rotated Display every month or so. Also,

add to your Thesaurus Working Copy, and review the contents of, all
Thesaurus supplements received from the ERIC Facility.

Dor.'t end an otherwise complete abstract with '""Conclusions and
recommendations are included.'" Sacrifice elsewhere and giv® the
user an idea of the author's punch line.
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APPENDIX 4

On Lists—~—Numbered and Unnumbered

Lists are economical because they eliminate the need for transition words.

Lists allow you to begin senténces with numbers, e.g. “Findings indicated:
343 planned to continue their education beyond high school; 23% aspired to
professional occupations, 163 to technical occupations, 37% to skilled cr
service occupations; and 24% expected to be unemployed. The majority of
respondents felt,..." /

Numbers in lists are useful for guiding the eye of the reader when the
individual items in the lists are lengthy, especially if they contain
several clauses. |

1
\

Lists are overused because théQ\are an easy way out.
. \

a

Never number a list unless you have three or more jtems.
A numbered list with over ten items doesn't guide anything,

If most of your abstract is one long list, perhaps you should restructure
and synthesize the material into separate sentences.

A simple sequence of items needs only to be separated by commas. Semicolons
are necessary only when commas appear within an item in the list. Numbers
are necessary only to help guide :he -ve when jtems are lengthy or of very
uneven length,

Never use more than one numbered list in an abstract.




APPENDIX §

ERIC Tools for Abstracting/l ndexing

ERIC PROCESSING MANUAL, particularly Sections 6 and 7 (but also Section 8)
Section 6: Abstracting/Annotating
Sec;t ion 7: (ndexing
Section 8 (Part 1): Vocabulary--Descriptors.

Section 8 (Part 2): Vocabulary=~ldentifiers. ‘ <

‘ Learn 'em.

THESAURUS OF ERIC DESCRIPTORS Working Copy
Issued at least annually, it includes:
(1) Alphabetical Display

Mandatory list of educational level descriptors.

Display of scope notes and all other USE, UF, BT, NT, and RT usages.
Date each descriptor entered Thesaurus.

Postings to date of publication.

Descriptor group codes.

}hls is the Thesabrus display to use when perfoﬁwlng actual indexing.
(2) Rotated Display

Provides a permuted plphabetical index to all words in the Thesaurus
(including Used For %erms). .

Userul for determining all usages of a particular word in the Thesaurus,
without respect to' its position in a phrase or multiword descriptor. One
should not index directly from the Rotated Display but should pursue the
. terms to the Alphabéticads Display with its complete record for every
descriptor (including scope notes).
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Hierarchical Display

Provides complete, two-way visib'lity of the broader-narrower
relationships of all main (indexable) terms in the Thesaurus. Each
generic tree of descriptor fami.ies is carried to its farthest
extreme in both directions.

Hélpful in determining the ava:lable levels of terms in order to most
nearly index to the specificity of the document. Like with the Rotated
Display, one should not index directly from the Hierarchical Display
but should consult the Alphabetical Display with its scope notes and
complete cross-references.

SUPPLEMENTS TO THE WORKING CJPY OF THE THESAURUS

{ssued periodically (usually monthly) to' updste the working Thesaurus,
including not only new descriptc.s but also actions taken on

existing terms (such as addit‘on of scope notes, deletion of terms,
addition of Used For terms, etc.).

VOCABULARY STATUS REPORT

? Appearing monthly in the ERIC Administrative Bulletin, this report lists
candidate descriptors and changes requested for existing terms. Indexers
may begin using any new ar revised term that is shown as implemented in

this report.
4

IDENTIFIER AUTHORITY LIST (Alphabetical Display)

'ss;ued twice annually.. Provides a guide to nsage of existing identifiers
and provides prototypes for use of new identifiers.

IDENTIFIER AUTHURITY LIST (Category Display)

Issued annually. Lists identifiers by 20 categories, e.g., geog: apnic
locations, organizations/institutions, laws/legislation, personal names.
Useful fcr subdividing the identifier €ile for particular indexing and
searching purposes.

PUBL ISHED EDITION OF THE THESAURUS

Helpful in giving the novice ‘an overview of the Thesaurus and its X

-derivatives. One should not index from the published edition, however,
since it is out of date by the time it is printed. Only the Working
Copy Thesaurus should be used for indexing.
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ERIC

The published Thesaurus contains one dispiay that the Workine Copy doesn't

have. This is the Descriptor Group Display which provides a system of

broad categories into which all descriptors are grouped, Descriptor

Groups provide:

e Easy initial access to the Thesaurus, allowing indexers to narrow
consjderably the number of individual descriptors to be looked at
for particular arplications,

® A way to show the novice how the basic scope terns of a Clearinghouse
fit into the overall Thesaurus.

e A more‘specific look at the terms used within Clearinghouse scope
areas, giving a ''feel' for the breadth of terms available.

CLEARINGHOUSE SCOPE OF INTEREST GUIDE (WITH INDEX)

The Guide provides the scope of interest for each Clearinghouse as well
as lists of commonly used terms for each Clearinghouse. We do have
overlap documents, and terms should be selected that represent usage
preferred by other Clearinghouses. ™~
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APPENDIX 6

Sample Forms for Abstracting, Indexing, and Training

The folldwlng pages contain:
(1) Abstracting Worksheet
(2) Indexing Worksheets

a. Workbook Version

b. Alternative Version

. (3) Dual checklist for Trainees and Editors
(developed by CG Clearinghouse)

r~
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ABSTRACTING WORKSHEET

ABST::

o (¥, )
[]

~J
[

10 |- .
-
12 |-
13-
14 1=
15|
16 |-
17 |-

18 |-
19 -
20 -

T3




LTA

INDEXING WORKSHEET

CONCEPTS

MAJOR

MINOR

JUSTIFICATION

L)

TOO BROAD/OFF-TARGET
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INDEXING WORKSHEET

e )
-
1
P
DOCUMENT TYPE
EDUCAT IONAL LEVEL
o1 . *
o"BLICA TYPE CODE: ‘ 4 1 .

IToxt Provided by ERI
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(Veveloped by CG Clearinghouse)

Descriptors:

Ccmrents:

identifiers:

-

Comments:

Abstract

Type:

Comments:

. Abstract
Content:

Comments:

Abstract
Form:

a

Dual Checklist for Trainees and Editors CH

RIE DOCUMENT CHECKLIST ..

Eac tor

AbSt

'Editor

Document type (not starred)

Education level (if applicable)

Population (if applicable)

Maximum of six majors

Narrowest appropriate terms used

Maximum of two majors

Correct form (where available)

Informative

Indicative

Mixed

Primary focus

Intended audience, if apparent

Intended use
t

Special features (population, methodology,
instrumentation, etc.)

Results, outcomes, evaluation

100-200 words

Single paragraph

Numerals (one-nine; 10-00)

Numerals do not begin sentenccs

Numbered series--correct form .

Maximum one numbered series per abstract
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Accents
Advocates
Analyzes
Annotates
Answers

Appraises

- Approaches

Argues
Arrives at
Asks
Assesses
Cautlions
Cites
Claims
Clarifies
Classifies
Compares
Concentrates
Considers
Contrasts
Concludes
Covers
Criticizes

Deals with

APPENDIX 7

Suggested Verbs for Abstracts/Annotations

Defines
Delineates
Demonstrates
Describes
Develops
Discusses
Divides
Elaborates
Emphasi zes
Encourages
Enliéhtens
Enumerates
Establishes
Evaluates \
Examines
Explains
Explores
Finds
Follows .
Generates
Gives
Hypothes i zes
ldentifies

iTlustrates

Indicates
Introduces
Investigates
Likens

Lists

Looks

Makes

Notes

Offers
Outlines

Points out

Poses

Presents
Probes
Proceeds
Proposes
Pf&vides
Questions
Recogni zes
Recommends
Records
Recounts
Reexamines

Refutes

Reiterates
Relates
Replies
Reports
Reveals
Reviews
Samples
Screens

Sees

Selects

Shows
States
Stresses
Studies
Suygests
Summarizes
Supports
Surveys
Touches
Traces
Urges
Uses
Views

Warns

~

179 419



APPENDIX B

Other Suggestions for Word Selection

The following lists were extracted from Author's Guide for Technical Reporting. !

Say What You Mean. Here is a sampling of the kinds of words that are often misused.
The only cure is use of 4 good dictionary,

Do You Mean This? Or This?

Basically . Essentially
Occur Transpire
Infer Imply
Filter Filtrate

) Oral Verbal
Capacity Ability
Among Between
Degenerate Deteriorate -
Percent Percentage
Proportion Part
Balance Remainder
Adjacent Contiguous
Insure . Assure
Choice Alternative

N Apparent Evident

Presume Assume

Avoid Trite Words and Phrases. Some correct words and phrases have been over-
worked by technical writers. They have become stock expressions, automatic cliches
that have lost their effectiveness.

Instead of This [ Try This
Implement Carry out
Utilize Use

1A uthor's Guide forrTc)achnical Reporting, Office of Aerospace Research, USAF,
AD605443 (July 1964
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Instead of This Try This

Activate Begin

Indicate Show (point out)
Communicate Write (tell)

Discontinue Stop

Optimum Best

On the order of About

Maximum Most (largest, greatest)
Demonstrate Show

Endeavor Try

Proliferate Expand (enlarge, grow)
Vital Important

Transmit Send

Investigate [ Study

Profile Outline

Terminate End (stop)

Save Words. The list below illustrates what we mean.

Instead of This Try This

Experience has indicated that Learned
In spite of the fact that Although
On the other hand But \
In the field of biology In biology |
In a situation in which When ,
During the time that While
Involve the necessity of Require
Until such a time as . Until
Range all the way from Range from
In the neighborhood of About
In the event of If
4 t the present time Now
Feasible and practicable Workable
Consensus of opinion Consensus
In the event that i
In order to To
By means of With (by)
For the purpose of For
In the majority of instaaces Usually
In a number of cases Often
On a few occasions Occasionally
Afford an opportunity Allow
Are desirous of, Want to
In a manner similar to Like
It is recommended that We recommend that

consideration be given to
Is responsible for selecting Selects
Makes provisions for Does

Takes appropriate measure

Acts (dqes)
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The following list was extracted from A Styie M,'anual for Technical Writers and

Editors. 1

Avoid Trite Words,

Instead of This Try This

Make an adjustment in Adjust
Due to the fact that Because
Owing to the fact that Because (since)
Despite the fact that Although
On the basis of Based on (by, from)
In recognition of this fact Therefore
In large measure Largely
Give consideration to Consider
Prior to Before
Subsequent After
Throughout the entire Throughout
Leaving out of consideration Disregarding
The greatest percent Most
Is such to negate the Precludes

feasibility of
Is essential that Must
It appears that Apparently
Circular in shape Circular
To make an approximation To estimate
* as to how much (to approximate)

The following list was extracted from Guide for Air Force W’ritigg. 2

Use Transiticns Between Ideas. Here is a list of words and phrases which may be
used as transitional devices,

To Do This Try This

T» add some ideas In addition, moreover, a second method,
another way, besides, also

But, yet, nevertheless, however, still,

in contrast, otherwise, on the other hand
Like similar, just as

Therefore, as a result, consequently, thus
Then, a little later, immediately, meantime,

afterwards, earlier, next

To contrast ideas

To compare ideas
To show result
To show time

1s. 3. Reisman, A Style Manual for Technical Writers and Editors, New York: The
Macmillan Co. (1962).

2Guide for Air Force Writing, AF Manual 10-4 (April, 1960)
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