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FOREWORD 1 ‘ .
Increaslngly,/vocat:onal educators have bgen asked to serve };
diverse clientele with a multiplicity of programs in complex and .
Adlverse settings. The outcomes expected of these efforts have '
been &S varied and numerous as the 1maglnatlon allows.

"

Throughout the hlstcry of vocational educatlon, attentlon
especially in the early years, has been focused on gdbals and ex-
pected outcomes. Perhaps in recent years, when our programs ‘have .
beeri tonfronted with the'new challenges of rapid technological . :
advancements and rapiy incfeases in enrollments, we have < . )
neglect;ﬁ to focus suf/ficient inquiry on outcomes. ) .-

Selected Ev1dence Suppérting or Rejectlégiﬁlghteen Outcomes
for Vocational Lducation provides the vccatlonal education com-
munlty with information essential to 1denthy1ng outcomes, but
there’is no intent to indicate that this should be the only +
) input. - Failure to consider additional information would most

likely .result in 1nappropr1ate ldentlleatlon of outcomes.

" The flndlngs from_ this study should be uséful to research-
ers, evaluators, 4Ynd vocational education program directors’
engaged in ’dentifying and selecting outcomes for vocatxonal
education or investigating. the foundations of vocatlonal

education. < . . .
. ) .

The National Center expresses.its appreciation to the paper -
authors: John O. ‘Crites, Research Professor, Kent State Univer-.
sity; Rupert N. Evans, Professor of Vocational Education, and
Paul Violas, Associate Dean, College of Education, University of.
_Illinois; Mary B. Malone, Professor of Vocational-Technical .
“kEducation, Rutgers, The State University%# Harold G. Shane, Uni- T
versity+ Professor of Education, Indiana University; -David W. -
Stevens, Rrofessor of Econnmics, University of Missouri; an
John F. Thompson,.Professor of. Continuing and Vocational, Educa-
tlon, University of Wisconsin. The National Center is also
indebted to the vocational educators who reviewed the papers: B
Ann Bennington, University of Arizona; Aleene Cross, Unlverslty . T
of Geprgia; William Drake, Cornell University; Patrick O'Reilly,
- Virgimia Polytechnic Institute and State University; Allen . -
Phelps, University of Illinqis; Donald Richardson, Colorado State
University, Frank Santoro, Rhode Island State Department ‘of . .
Education; and Nellle Thorogood, San Antonio Communlty College. ) X

- . t

~

The National Center is indebted to’ the staff members who

-__worked on the study. The study was conducted in the Evaluation

and Poliacy Divisicn under N. L. McGCaslin, Associate Direckor. .
Floyd L. McKlnney, Senior ReScarch pecialist, served Project .




« Director and_ Patricia Fornagh as Graduate Research Associate.
Dr. McKinney, a former secondary vocational education teacher,
holds a-Ph.D. in vocational education from Michigan State
University. ; He has served as a coordinator of graduate voca-
tional education programs and as d division director in a state
depar-tiient of edcuation. Ms. Fornash is a docotoral candidate in
vocational education at The Ohio State University and has a M.S.
in ngher EducatTon from the University of Kentugky. Other
: National Center staff a551st1ng with the study were: Ida M. -
' Hlalasz, Research Spec1allst- Irene Morrison, Program Associate;
and ,Priscilla Ciulla,+ Secretary. Final editorial review of this
SRR report was provided by Michael, anacott and Janet Kiplinger of
’ " the Natlonal Center's EdltOrlaL Services area.
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LXECUTIVE SUMMARY

Study Objegtives ;

. A multitude of outcomes for vocational education have Been
1dentlfle6 in the literature and by various publics. The goal-of
this study was to produce 1nformatlon that could be used in
determlnlna the support for gselected outcomes expected of voca-
tional educatlon. The ob]ectlves of the study were-~

o to identify outcomes, for vocational education
approprigte ‘for-- ', <L _
7——secondar§ programs including selected special

. . * ‘needs grdups’, =2 - .
--postéecondary programs, including .selected

) . special needs’ groups;. and -
o to develop a'rationare anﬂ speéificationscsupportinq
each of the outcomes identified in the precedlng
e oogectlve. .. ~ -
N * : \

’ bl - M <

-Study Procedures

T3

From a listaof 252 Qutcome questions' ™e project staff,
selécted National Center personnel, and selected vocational edu-
cators outside the MNatiopal Cénter identirfied eighteen outcomes
on the bhasis of their (1) historic importance; (2) contribu-
tion to the unique attributes of the individual; (3) contribu-
tion to the improvement of social relationships amang indivi-
duals; (4) contribution to the productlon,pdevelopment, and
management of material wealth for> the individual, . businessy
industry, or country; and (5) likely importance in_ the future.

q . .

qfw individuals selected for their expertise in the fields
of hlstory, 'philogophy, psychology, soq1olo v, economics, and
futurism were egmmissioned to write papers that presented the

'fundamental truths, theories, concepts,. and major findings that

could be used to suprort or rejeat each of the eighteen outcomes .
‘The commissioned papers were reviewed by selecEgd National Center

staff and a small group of "invited participanrt$ in a working.

conference wfth the authors of the papers. S .
<, . }

.

Study Limitations

4
’

* This study -of outcomes .for vocational education was a
limited effort:.concerning an exceedingly compxéx problem.” The

- : .- -

-
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! . xiii 171 - o
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: reader is advised to interpret the concluslons in light ‘of the
. followxng llmltatlons of the study.

Y

o The evidence presented in the papers represents
N » only one set of inputs needed to identify outcomes
expected of vecational education., .

.
> ]

' .0 The 1nformatlon presented in the papers represents

- the perspectlve of the individual authors. Qqher
perspectlves should be considered when identifying
outcomes. ,

. R A v
» N ‘

o -The goals for vocatibnal education, are’diverse,

, ‘ .complex, and varied among program areas. No attempt
* o was made in this study to link’ the multitude of”goals

’ ' .with outcomes. ’ -
L0 . . -7 »
. " o The degree to whlch the attaihment of an outcome

) . @ould be me2asured was not a cons1deratlon in
'determlﬁlng the appropriateness of outcomes to be
1ncludec‘ in’ this study. . J .

’ o Some authors did not present ev1dence for each of g .

tife eighteen outcomes.
f

A ” o The study cons1dered a limited number of outcomes.
. . Indlv;duals or specific groups wéy prefer o 1nclude
’ " other oltcomes. { . - o

S o
- . /‘/ N .
» « N

p & . ‘ Support for-the Outcones ' ..
. On the basis of i ‘STmation presented‘in'the six commis-
sioned papers the projeet staff determined whether the evidence
supported or ejectel the eighteen outcomes.. The reader 'is re-

" "minded that. additional information must be considered in identi- .
fying outcomes for - spec1f1c programs operating 1n varying con-

téxts. . . .

»
- - » -

following outcomes are supported for vocational education at the’
secondary and postsecondary levels.

.,
[

e o Upgraded occupatlonal competenc1es L _
T o] Acqu1s1tlon of 'useful ogcupational skills 2 (/"’/
‘ 0 RetraLned workers - i . o,

<, v .
>

On the bas15 of- evldence presented in the papers, the
followxngﬁoutcome is supported when measured at the conclusion
of the individual's vocatlonal educatlon .program.

e -

On the basis of ‘evidence presented in the papers, the .

r




L]
A ' ».o0_, Development of safe.wOrk,hebits and techniques B - ,J

.
.

’

"following outcomes are not strongly supported for vocational
education’'at the secondary and postsecondary levels.

. .
s - N i /o
S

On the basis of evidence presented in the papers, the
following outcome is supported for secondary and postsecondary .
vocational educatlon when measured within six months after ’
_program completlon and when vocatidnal educatlon completers are

‘not compared’w1th ‘other workers. . [

L]

. O Sat]sfactorlness to employ rs

.
-

On the basis of évidence presénéed in the papers, the’

1 4

o Increased job satisfaction Ce -
o -‘Increased potential for entrepreneurship
. ‘s Increased awareness of need for basic "academic sxllls
o} Placement in job related to training
» \
On the-basis of ev1dence,presented in the papers, the ‘
forlow1ng oytcomes are not supported -for voCatlonal education at -
\
|
|

the secondary and postsecondary levels. .

~ ° - .

o Enhanced leadership capdpilities -
o Positive attitudewtgﬂigd work ° .
o Motivation for educational and occupatlonal achievement
o Trained workers for labor ‘market needs 3 |
o Improved quality of work T ) .
o, Enhanced job advancement .
‘ o @néreased productivity .. S N

o 7 Reduced dropout rate - ] )
o Increased earnings . - . :

leen the limited acceptable evidence presented in the A
- papers, it was considered inappropriate to make judgments on the

relegvance of the eighteen outcomes for spec1al needs groups.
2a

Implications ) .

Y

s

Inpllcatldgs for vocational education policymakers and
decision .makers at the federal, state, and local levels were .
formulated on the basis of .the ev1dence presented in thls report. Y
The 1mpllcatlons are -as follows:

) o Federal and state &eglslators should identify a minimum

. ‘- number of outcomes to be expected of vocatlonal educa- ' -
tion.. It is unreasonable to hold any program accountable g
for a mgltltude of outcomes. .

o Outcomes identified for a program should tomplement each:
other. In the past the accomplishment of in out-
~comes regulted-in less accomplishment of other outcomes.

v

. .
. 4 N




o State and local aagencies should have flexibility in .
selectina outcomes.\\gglicymakerﬁiﬁgd decision makers at
the state and local légels are ip“a better position.to
seélect outcomes congruent with the specific sityations in

Awhich'ﬁheir program operate. ) . ,
V6 local /ocat10n11 educatoréyugn cooperatlon w1th other
M selected individuals, should identify the goals of their
proarams and specify a limited set of outcomes.: A °
vocational education yrogram can not do all things for |,
all people. i

&
- . . . » [
0- DPolicymakers and decigion makeérs at all.lkevels need toO
> glve careful study andN\gonsideration to the problem of
identifying outcomes “hasec on traditional accept-

ance ‘or on their assumed relevance to the latest polltl— ,

cal initiatives. Each vocational education program is

unique 1n structure*apd in setting., The outcomes expec-=

ted of a'vocational education program should reflect its

Co. unlqueness. . ] ) ) ..

O Policymakers and decision makers at the federal and state.
levels should de51qnafe funds for inquiry conce: ying the
development of a contemporary rationale- forvocational
education to _serve as a ba51s for 1dent1fy1ng program

¢ goals and outcomes. .

Byl
-~
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I R o : PART I . - —'/// | _

1 ’ EVIDENCE SUPPORTING SELECTED ~ L -
' OUTCOMES FOR VOCATIONAL EDUCATLON , s

| S . o - TA/// :

" In this chapter the procedures used in” conducting the R
study are described and a summary of the evidence supporting or
rejecting eighteen outcomes for vocational education is pre-
sented. ’

1

' , NEED FOR THE STUDY

In reviewing-the literature and in communicating with'{:é ‘
various publilcs concerned with vocational education, one can ' .
identify a multitude of outcomes expected of vocational -educa- -~
tion. - Farlef (1979) identified 252 questions, posed hy various’ T
individuals or groups, on the expected outcomes for vocational . .
education. It is impossible for any individual, at any level of
responsibility, to incorporate in any logical or rational way

|

that many expectations into & givep program.

< =3 iopmakers are beécmigg increasingly
aware that vocatiodal education is made up of a broad range of
programs. These programs opérate in diverse and complex settings
frequently with multiple outcome expectations. For policymakers
and decision makers conceérned with overall policy for vocational
education, additional concern is raised by the diversity of’
expectations among the program areas in vocational education. .
This diversity increases the difficulty of ensuring that policies .
and decisions are equitable for all concerned. ' ® o

A

’ _Policymakers a

The identification of outcomes expected of vocdtional
educaticn should involve many considerations, ‘including gowl " R
derivation and’seléction, contextual specification of the socio- <
economic setting, identification of client characteristics and
expectations, and labor market needs. In additionr, careful con- -
sideration should be given to the extent to Which the expected .
outcomes can be supportéed by fundamental truths, theories,
concepts, and major findings from fields such as sociology, psyrT
chology, history, futurism, egonomics, and philosophy. Such ’ B
evidence should provide a strong basis for the identification of
appropriate outcomes to be expected of vocational education. " .

STUDY OBJECT IVES

' The overall goal of cthis study was to produce iqformatibn
that can be used in supporting or rejecting the appropriateness .




“ * v ~

~ : s ° .

- L ] . - N A
of selected outcomes expected of wvocational education. The .
objectives of the study “were--

¥ - S .
1. to identify outcomes for vocational education
appropriate for-- o

T a. secondary’ programs, 1nclud1ng seleected spec1a1
needs groups,

“be. postsecondary programs, 1nclud1ng selected spec1al
needs groups; &and . "

v i A7
2. ‘to develop a ratlonale .and spe01f1catlons supporting

each of the outcomes 1dent1f1ed in the precedlng
obje¢t1ve.

PROCEDURES

<

wl )

Discussed in thlS section are definitions, tHe procedures
used to identify theé outcomes, ‘the procedures used to commiss'ion
‘the papers, andlghe details ,0f the working confereﬁce, limita-
tlons of the study are also(glscussed . N

L]

- ) ’ ‘ - . . > v ‘
Deflnltlons“ - -

Outcomes as defined by Darcy (1979) are "the, consequences of
vocational programs;" these may be "intended or unintended, '
pos1t1ve or negative,- short-term or long-term, economic or -
noneconomic, direct or indirect" (p. 11). A goal is the object
.toward which the vocatlonal education program is directed or =«
toward which individuals in the program direct their gctions and
efforts. 1In many instances the relationship of certain outcomes
tp goals will be obvious; in other instances the relationship
will not be clear. The goals=for vocational education vary ) -
greatly from one sLtuatlon to another and ¢cap be highly diverse
within a given prdgram area in one school bulldlng.

- Ll , §

Identification of. Outcomes

An early and important task for the project staff was to
identify a lipited number of outcomes expected of vocational
education. It was thought that about twenty outcomes would be
all that the project staff and the authors of the papers could -
consider thoroughly. Work done earliér at the National Center |
(Farley 1979) Rhead resulted in.the identification of 2%% outcome

4
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questions.
each of th
criteriac:

; 1.
; L
N 2 .

3

v . .
< ~ -

3

1 The progecq staff determined the importance of
e 252 outcome questions accordlng to the following

I3 o

Hlbtorle——Was the outcane nnportant in “the past°
Individualism-~1s the outcome important in contrlbutlng
to the unique attrloutes of the. individual?.
Societal-—Is the outcome Impoxtant in contrlbutlng to
the improvement of social relatlonshlps among human’

be1ngs° .

.
12

<

Ll * .
Economic--Is the Qutcome important in contributing to

the ‘production, development, and management of material
‘wealth for the 1nd1v1dual, businesg/industry, or -

country? . .

-
.

. r

. . . . - . ° »
lThe Wational Center has conducted a number.of studies con-
cerning outcomes for vocational education. An extesrsive review

f the rel

evant literature is contained in documents reportlng

these studlee. The . reader is encouraged to review the following:

- o] 'McKinne}, F.L.; CGray, K.E,; and Abram, M. Interpreting Out-

come Measures in Vébcational Education: A Final Repdrt. ,

Columbds: The Hational Center sf6r Research*in Vocational

Education, The Ohio State University, 1278.. .

- o Dbarcy,
.. Report

.

R.L. Some K.y Outcomes of Vocational Education: A
on- Evaluation Criteria, Standardés, and Procedures.:

"Columbus: ' The National Center for Research in Vocatlonal

Education, The Ohio State Unlver51ty, 1980.

o Bollapd; K.A. Vocatlonal Education Outcomes: An Evaluative

BLbllography of Empirical Studies. Columbus:* The Nation- P

. al Center for Resegarch in Voaational Educatior, The Ohio State
. University, 1979.

© Darcy,

R.L. Vocational Education Outcomes: Perspective for

Evaluation. Columbus: The National Center for Research
in Vocational Education, The Ohio State University, 1979.

0 Fafley,

J. Vocational Education Outcomes: A Thesaurus of

Outcome Questions. Columbus: The National Center for .

1979.

. o Taylor,

Research in Vocational Educatlon, The Ohio State University,

¥
. *

C.M;; Darcy, R.L.; and Bolland, K.A. Vocational

Education Outcomes: Annotated Bibliography of Related

. Literature. Columbus: The National Center for Research in
Vocational Education, The Ohio State University, 1979.

H
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5. Futuristic——Will the outcome be important in light
of -projected ‘trends and developments.
By giving each outcome question a high, medium, or low rating for’ .
each of the above criteria, the prdject sta'ff identified thirty-
one outcome questions as most appropriate for cons1deration in.
the study. . - '

+

For each of the thirty—ome outcome gquestions, the project
staff developed ‘an efplanatory statement, and examples of outcome
attainment, and they identified the appropriateness of the out-
comes for secondary and postsecondary groups, including selected
special needs populations. The wording of the outcome questions
was also changed to state expccted outcanes.

The thirty—one outcomes, including the explanatory material,
were shared with other National Center staff and nine selected
vocational educators who were not staff members at the National
Center, These respondents were asked to judge the importancef
. .the thirty-one outcomes according to the.préviously stated cri-,
teria: historic, indiVidualism, societal, economic, and futur-~
istie. From this rating of the outcomes eighteen were selected
for consideration in the study. A complete explanation of the
outcome's is prOVided in Appendix B. .

Some of tHe outcomes are societal in nature, some are ..
inStitutional, and some ‘are individual. No “attempt was made’ to
limit the number of outcomes that were ‘societal, institutional,
or individual in nature. The following listing of the outcomes
is random and does not indicate any ranking of importance or . !
significapce of one outcome‘in comparison to another outcome.'

AN .

. >,

S : - . p
o Increased awareness of need for basic® academic skills
N i p

o Satisfactoriness to employers

,
o Trained workers for labor market needs ) - - /

[y

e ¥ ) :
o Motivation for educational and occupational achievement

~

/ . ,
"o Placement in a job related to training °*

- . .
v

o . Acquisition of useful ‘occupational skills

. .
. » . L -

‘0. Positive attitude toward work ’

0 Increased productivity

e




£ a

. o De&e]opment'safe work habits ahd'tecﬁniques

L 3 - . «

. © Increased edrnings -

© Enhanced teadership capabilities ) ' .

N

o Uparaded occupaiional competencies

wa .

. . © Increased potential for entrepreneurship
0 Fnhanced job advancement ’ ¢

' Tncreased job satisfaction 3

]
Bl

o improved quality of work
o Retrained workers . ' oL .

0 Reduced dropout: rate

. . -

T : T Commissioned Papers ~ "

- .
. .

’

The major purpose of the papers was to prov1de ev1dence from -
’ substantlve fields that supports or, rejects the appropriateness '
of .each of the elghteen outcores. Six individuals were selected
byathe Mational Center staff to write the papers. The substan- , -
tive fiélds selected were history, phllOSOphy psychology, soci- ‘
OJOOy, economics, and futlirism. The authors were asked to pre- . .
sent ,the fundamental truths, theorleq, concepts, and major find-
¢ ings that can be used to ‘'suppdrt or.reject each of the outcomes.
’ On ,the basis of the evidence supporting or rejectlnq the out-
comes, tha authors were asked to show the llnkage of the evidente
to ,each of the oytcomes, including a rationaleé that upholds the
use of the evidence to suppdrt or reject the outcomes. . The fol-
lowing authors were selected for their experthe in the substan-

" tive fleld as well as their knowledge of vocational educati®n.-
~

4

’ John On Crites . Maypy Bach Malone L :
Research Professor = ‘. . Professor ’ : e
Colleqge of Education Départment of Vocational- R \
Kent State Un1v9r51ty , Technical Education . ' P
Kent, Ohio . Craduate School of Education .

. L. . . Rutgers, The State University

Pupert N. Evans. s New Brunswick, New Jersey

. Professor . ) )
Department of . Vocadtional |, ., Harold G. Shane
and Technical Fducation Univw&@rsity Professor of Education
Colleae of Fducation ‘ ! School of Education .

' Universu.ty of Illinois Indiana University ' .

Champaign, Illinois | Bloomington, .Indiana :

L4 . -




vid W. Stevens John F. Thompson

Professor Profggsor . ..
Department of Economics - Continuing and Vocational
University of Missouri-Columbia Education ,

-~

Columbia, Missouri University of Wisconsin ~
Madison, Wisconsin -
. " :
. P [ -
. , Paul Violas .7 N
o ’ - Associate Dean °~ ) ot ol ‘
. College of Education . —""
.University:of Illimodis’ ] -
ChampalgnJ Ilinois '
- . / , hd N

_ . y . . )
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~. Working Conference

The workfng conference provided an opportunlty for 1nv1ted
participants to critique the papers and to interact with the
authors. The objectives of the working conference were as,
follows: ’ ’

,

1. To c}itique the papers on evidence suppofting or
rejecting specified outcopes of vocational education,

2. To identify major evidence either supporting, or’ . e

rejecting each of the eighteen outcomes, and
N Y]

3. To speelfy those outCQmes most approprlate for
vocational eduratlon. . ' “

L)

N

The conference was held August 19 and 20, 1982 at the
Natioenal Center., Where possible, the papers were_ distributed to
the part1c1pants prior to the conference. At .the ‘conference, - T
buzz yroups, question and answer sessions, and work groups were
used to promote group interactian and to ensure that each
individual had an opportunity to provide input. A copy of the
- working conference agenda and a list of the part1c1pants is
prov1ded in Appendlx A. _ .

' .The invited part1c1pants and selected National Center staff
had an opportunity to raise -questions about each autho¥'s paper. .
Thesce questions and the author's responses are included in Part
II of this report. In addition, the invited participants were
asked to submit written critiques aof the papers. These critiques .
were shared with the six authors for consideration in the ‘
revisions they made in their papers. -
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A * . Limitations ’ "
. ~ . \ o .
The reader is cautioned that, the evidence presented in -this
' Keport represents only one.set of input needed by those, who are

engaced in making décisions®and policy resulting.in théf identi-
fication of outcomes expected of vocational education. This
caveat in no way minjinizes the significance or power of the evi-
" dence presented in ¥his report; it merely serves to remind us  as
vocational educatgds that there are a multitude of other inputs

. . v . . »
neéded in iden#¥fying outcomes. N

.
.

) . ' . The identification of outcomes sparks heated debgtes among,
vocational educators apd its varied support groups. Historic-=
ally, there has been little aarfeement among vocational educators
as- to what outcomes should be expected. Vocationa)l education has
never had a single spokesperson or a prevalent view regarding
outcormes and it is doubtful if it will?%in the future.

-~ » . ~ t
No attempt was made to relate the expected outaomes to.
goalss A more logigaI approach to the study of outcomes 'would
co include the development Qf a rationale for vocational education
that would serve as the basis for identifying goals. The goals
. would then serve as a basis-for identifying appropriate

¥

oﬁﬁpomes.

Outcomes expqcted of vocational education wvary greatly ‘in
the' deqree that their attainment can be measured in strictly
auantifiable terms. Different,audiences also need varying de-
arees of. specificity in measuéang attainment of outcomes. The
dearee to which the attainment of an outcome could be measured
was not a consideration in determining the appropriateness of -
outcomes to be included in this ‘study.

~

: Some authors of the commissioned papers failed to develop
their papers around the. eighteen outcomes and/or failed to pre-
sent evidence as requested. This shortcoming resulted in
inadequate evidence in certain. areas. - '

- -

! ) )
¢ In each of the ?iel&s represented by the authors there are

a mﬁLtitude of" perspectives from which the papers could have been
:developed. Some papers were developed by authors ‘using only one
oerspective. Other writers using'other‘perspecq}ves might reach
different corclusions. . : RN _
The list of eighteen outcomes does not include many out-
‘comes that other individuals might rank highly. As indicated in
one commissioned paper the list of outcomes does not include some
of the important outcome desireds: by early advocates (who '
| expect vocational education te lead to improvemeht of the work
place), by leoislators (who .see the achievement of equity? throdgh
vocational education.as a prime goal), and by practitioners (who

\ - ' .

A
»
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are more concerned with maintenance or expansion of enrollments
and the solution of daily problems than with grand designs).

+

e T . &fumﬂARY OF EVIDELNCE -,

' \ ‘9 The evidence supporting or rejeCtlnq the outcomes presented !
in this section is drawn from the six.papers and is reported for
each of the eighteen outcomes. A more detailed analysis of the

. evidence supporting or rejecting the outcomes is Rresented in

‘ i eachaof the papers 1n'Part IT.

Thé elchteen m~itcomes were judged by the prOJect staff to be
T supportable on the baSlS of evxdence presented in the six .
commissioned papers.s Judgements® by the project staff were made
on the basis off the following criteria:” (1) power and substance
of the eVidence presented by authors (€.g., studies respected by
- peers and theories and findings generally accepted by scholars in .
the fleld), (2) recency evidence presented hy the authors, (3) ’
number of authors s&pporé{}q the ovtcome, and -(4) number of ’
-citations an author used to ‘support the stance taken. Staff
judgements were most influenced by the power and substance of
evidencé presented in the papers. tVhile weight of opinion was an
important consideration (for example, when five authors supported
an outcore and only one rejected,the outcome), it was deemed much
. more important to consider the fqnlflcance of the evidence
. f presented in each of the papers.

Tt is important to note that the authors of the commis—
151oneﬁ papers were asked to focus on the eighteen outcomes and to
present evidence from.their,.ficld that supported or rejected the

outcomes. The papers prepared by Malone' (socxbloqy), Thompson,
(phlloeophv),/and Shane (futurism) are closely aligned with the
intended’ focus of the papers. Stevens (economics) addresses’
three of the outcomes specifically and presents a rationale for
not addressing the other outcomes. Evans and Violas (hlstory)
chose to focus on the outcomes that have been significant in the
development of vocational éducation. Crites (psychology) presents
some evidence, but focuses mainly on an alternative, scheme for
"+ identifying outcomes. Because of this variation in the content
of the papers, it was not possible to quote alkl of the authors,
when summarizing the evidence for each outcome.

- . ‘. ©
v . - .

In the following section, each of the eighteen outcomes is .
stated and explained Evidence on*each outcome from the papers ,
of the six authors is compiled. Then the judgment of *he project
. staff on the appropriateness of the outcome for vocational ’
education is presentfd.

3

-
.




; o - '
. J\ -
7 ¢ o
N { A .
. \ .
. - \
] * L4 \ -
Qutcome: Increased Awareness \0f Need for
> ‘Basic Academic Skill \ . .
\ \ -
: <~ B \ -
lIxplanation of Outcome ’ to \ ) -

“ ~ > \
3

Students part1c1pat1ng in the application of mathematics, -
reading, and writing in a work related expenlence increases
studenf awareness of the need for learnlnq these skills. -
Y N \‘\\ . {' - >
. -~ . . . ) \ R 14 .
Lvidence Presented in’ the Papers . é i
: - ' o -
Thompson indicated that the experimentalist could support
the.outcome on thé assumption that increased awgreness “is a
natural consequence of one 's Dart1c1patlon in vocetlonal
education.” Making a t1001cal inference, " Thompson ,assumed that
vocational educators .are ¢enerally concerned about ‘the growth
of students and that basic skills are not ends 1n themselves but

a means to student growth. . N

-~

-~

ahellna the outcome a secondary if not .a terklary obJec—
.tive of most vocational education, Malone considered the ocutcome
an indirect consequence “of 1nqtructlon. Malone 1nQ1cated that
the evidence on the emergence of awareness was very, limited and
that for the most part it would have to be inferred' from theories
of motivation.

4t

. »
Increased awareness of the need for basic academic skills
accordinag to Shane is now more widely recognized and stresged
-than at any time since the era of the debates to which Bestor,
Rickover, Flesch and others contributed in the early, 1950s.

Stevens contended that this outcome raises an exceedingly
complex issue. He suggested that the measurement of the
students' awarenegss of the need for basic academic skills and the
response to this awareness must be accomplished before the
outcome is to be approprlate and.reasonable.

On the basis of the evidence presented in, the pape%q,\
increased awareness of need for basic academic skills is not
stronaly supported as an outcome for vocational education.

Outcome: Satisfactoriness _to Employers .

Explanation of Outcome

-

, Participation in vocational education results in employers
considering former vocational educatlon students to be well
trained and prepared for employment. '

. .
- ' . n




Evidence Presented in the Papers ; .
- .

0 - -

The experimentalist, according to Thompson would have no ..
difficulty supporting the notion that the result of -education )
should b satlsfactorfness to emplo&ers, prov1d1ng that employers
are not the dominant. group. Thompson also fawored: satisfactori-— e
ness to parents, government leaders, political groups, and oqther
community leaders; He contended that a more basic -question from
a perspective of human development perspective 1s “How satis- »
factory is the student for life?" . )

4 ) . ‘

Malone. contended that satisfactoriness to employers is a
'setondary rather than a primary objeetlve of the large maporlty '
of vocational education programs. ‘The socialization that’ the
employing oraganlzatlon imposes on each new worker led Malone to
infer that workers skills rarely dovetail with the unique o8
processes and procedures of a specific employer. , Malone also
questioned whether teachgrs woul& know these or unlque empl@yer <.
variations be able to incorporate them into their 1nstructlon.
Because of the socialization that workers undergo when they enter
the work place Malone felt it unwise to measure satisfactoriness

of workers for more than six months after a student conpletes a .
program.

. fe

-
-

Shane expressed the view that satisfactoriness to employers
may be intreased because of more skillful use of mlcro—computers
in the classroom. However, Stevens questioned the advisgability
of suggesting that vocational education completers should. exhibit
differentially high ratlngs in satlsfactorlness to employers.

On the basis of evidence presented 1n the papers,
satisfactoriness to employer$ is supported as an outcome when
measured within six months.after program completion and when
vocatlonal education completers are not compared with other,

- workers., - g

Outcome: Trained Workers for Labor Market® Needs R
v - - -
Explanation of Outcome

9

A Participation in vocational education assists individuals in
acqulrlng occupatlonal skills necessary to fill the employment .o
needs of business andy industry.

., ] -
. . R .

e

kvidence Presented in the Papers .

Thompson noted that vocational educators have historically
interpretéd this outcome with a narrow focus on labor market
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P needs. Therefore the emphasis has been on. shaping an individual .
. » O meet the negds of "the labor market. Thompson contended- that
this¢is a’'vary narrow view and ‘that vdcational education should
- not-dovelop an unbalanced individual, one Orepafed to participate
1n “one “aspect ‘of eoc1efy but’ not necesoarlly in other aspects.
* . ' Thane que:tloned whether a clear nlcture of future labar
market needs .can he sketthed. He suggested several fatoks sthat .
cowld complicate a reading of labor market needs: the extent of
unemploymeitt as-:of m1d=l982, ambigquity ¥n government policies,
substantial global military actions that threaten, world peace and
sconld lead to a military draft, and the extraordinary way in
which the microchip and robotics are permeotlno the work place.
Ei Malone rontended Lhat vocational education programs have as
a prlmdry ob]ectlve the transmission of useful occupational
skills, so that students 'enrolled” will be trained for jobs

.

-

an1lahle 1n the labor market.

Tho ‘hasic point, acéordinq to 'Stevens ‘is that substi- &
tutability amona types®of individual attriPutes is not well"
understood. Stevens contended that nonuniformities abound in
Qrployer behavior and that the definition of labor market "need"
is fraucht with ambiquity. .
: o . . i

"On-the bhasis of evidence presented in the papers, trained
workers for labor market needs is not supported as an outcome for
vocational education. . .

’

~

Ly

.
.
“ \

b Ocutcore: Motivation for Fducational
: and Occupational Achlevement

. ‘ . . >

Ixpbanation of Outcome : 5 ,

*

Participation in’ vocational education programs increaces and .
strendathens student incentive for educational and occupational )
achieverment. .

- . v

o

I'vidence Prg§ented in the Papers

: In Thompson's judgment the experxmentallst can support this
outcome. The experimentalist would hope, however, that moti= .
vation would extend beyond educational and occupational achieve-
ment . Thompson would hope for an ingrained attitude on the part ) .
™ Oof the worker as he or she lives out his or®her life in society .
with meahing, enrichment, fulfillment, happiness, and motivation’
as a result of educational act1v1t1es. ’
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Matone considered the outcome to be.,an importadt but
. secondary objective of vocaticnal education. In-determining the,
. N appropriateness of the outcome she expressed reservations about ,»~
. the limited knowledge of ways to develop and/or change attitudes
ard the limited effect school personnel have on asnirations and’
2 - attitudes. Further concern was expressed when Malone indicated .
’ that considerable evidence suqggests that aspiratioas and
P attitudes are molded substantially by social origins and the
ressrting familial and significant other relationships.

.Stevens noted that meivaticn presumably flawe from‘
perceived opportunity (with and without vocationaw education),
and he doubted that motivation can arise firom by accurate/in- .

~

e -gsighto ‘~ - '

AN . A
A

On the basis of evidence presented in the papers, motiva-
tYon for educatidnal and occupational achievement is not sup-
ported.as an outcome for vocational education.

.'4 o R
* “ Y ° - ¢ . 2
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, Outcome: * Placement 'in a Job Related to Training

.

Explanatidn of Outcome '
. Students completing a vocational education program are
employed in jobs™ that are relaced to their training. -

Evidence Presented in the Papers

-
.

Thompson - contended Ehaﬁ tris outcome is troublesome to the
experimentalist -because it is narrowly conceived.r If the end_ of
tife curriculum is a job for which society or some company in

. society has.a need, and, if v evaluate'that program on the basis
of whether or not the student actually got the job, then the
. experimentalist has difficulty both with the ends and the means.
The difficulty is not that people need to work or that .students
who complete vocational education get jobs. The difficulty
according to Thompson is the narrowness with which that 'concept
is pursued. ) - g
. The link between education and the first job is comparative-
ly strong accordiug to Malone. However, she cautioned that vari-
arlity of employment opportunities and the macroforces affecting
o employment opportunitics make this a questionable outcome unless
placement: is a primary objecfive'qg'a program and specific acti-
vities are- desioned and implemented to accomplish placement.
Fvans and Violas noted that the stress on training-related
- employment as a criterion of success in vocational education

encourages ‘creaming, not only in terms of .school achievement, but

-~




also in terms of physical ability. The physically handicapped,
aceordina to Evans and Violas, are often seen by vocational
 edcucators as hard to place and hénce detrimental to good
evaluations.

Shane suqoested that the outcome of placement in jobs
related to one's vocational training faces a troubled future. :
The prolsler seems to center around the difficulty of training Ffor .
specific skills in a rapidly changing soc¢iety where it-is Adiffi-
cult or impossible to predict job requ1rements for the next ten
to fifteen years.

Stevens indicated that if skill erhancement is an 1mportant
o’ direct outcome of vocational education, and if the immediate use
of these -skills is an important intermediaté& conduit to higher
earninas, and if an ar ropriate classification of training-
relatedness is availat 2,:then this outcome is appropriate. But
Stevens cautions that & high training-related placement rate may
indicate a limited range of app}lcablllty of the skills learned.

Op the basis of evidence presented in the papers; placement
in a job related to training is not stronaly supported as an A
outcome for. Vocatlonal education. - .

Outcome: Acquisition of Useful Occupational Skills

”

I'xplanation of Outcome .

“ Students in vocational education develop those occupaticnal
. skills necessary to perform adequately the job for xplch tralnlng
was prowvided:

<1

I'vidence Presentel in the Papér

Malone suggested that any program called "vocational
education" has as a primary objective the transmission of useful
occupational skills, so that students, enrolled will be trained
for .jobs available in the labor market. According to Malone,
curricula within high schools do contribute to both the *
allocative and socializing functions of youth by the social
organization of the curriculum, if not by the pedagogy. The

- expectation,of’parents, youth, employers, and community for
; specific, even if "Mritualistic," redefinition from unskilled to
* skilled (as posited in the allocation-credentiating theory)
supports the position thateducational attainment is amonq\the
more powerful factors contrlbutlnq to joh status. ~—

£




Because of the rapid changes probable in employment due to
the microchip, Shane indicated 1t\1s difficonlt to predict .the .
aoproprlateness of the outcome. Similarly Stevens indicated that _
the acquisition of skills could be\ascertained, but noted that e
whnether the skills are "useful” is somewhat more subjectlve.
\ .

) _. . On the basis of ev1dence presented in the papers, acqui-

* sition of useful occupational skills is supported as an outcome
for vocational education. .

Outcome: Positive Attitude Toward Work

- Fxplanation of Outcome a . ‘.

Participation in vocational education results in former .
students having a positive feeling for cheir work and respect for ..
the rules of the work place.

« L]

Evidence Presented in the Papers o

From the viewpoint of the experlmentallst Thompson, had no
dlfflculty supporting this outcome, assuming that the indi-
vidual's education contributes to positive attitudes about a
number of other things as well as toward work. Shane contended
that positive attitude toward work is related to motivation and
that motivated workers 'are likely to have p051t1ve attitudes
toward their jobs, but he questioned the extent that workers will
be motivated in’" years to come. The problem of self-selection
raised by Stevens reminds us that those who do not have positive

attitudes are less likely to be. worklng., )

Malone noted that\p051t1ve attitude toward work is an
objective of vocational educat.ion but that it is in the affectlve
domain and less amenable to formal instruction’. She contended.
that positive attitudes toward work are too heavily influénced by
iy family and by peers with similar values and comparable socio-
economic status. Further, Malone contended that many of the
attitudes are acquired early in llfe and that people are not easy

- to change. .

ki ¢,
On the basis of evidence presented in ‘the papers, positive

attitude toward work is not supported as an outcome for

vecational educatlon.




Qutcome: Increased Productivity”’

.

Explanation of Qutcome

FParticipation in vocational education rebults in former

students being more prOGUFthL workers than those 1nd1v1dua1s who .

did not participate in vocational education.

Evidence Presented in the Papers* N

. - ° .

Thompson objected to. this outcome rather strongly. His
basic disagreement with the outcome was that.it is undemocratic--
that is, it goes against the nature of our culture. He. contended
that to support the outcome is to agree that education should
ultimately produce one class of workers, one class of citizens, .
that are better and more productive, than those of arother class.

Shane indicated that increased product1v1ty is generally
forecast, but he suagested it depends upon whether the de-
industrialization which has occurred-in Britian occurs in the
United- States. /?//

- P

Stevens indicated that the methodological problems are so -
areat thaf mixed results aré reported concerning worker, produc-
tivity.' He raised two important questions: "How is this to be
rmeasured, independent of coworker and organizational affiliation
influences? Is productivity embodied in each individual, to.be
carried around from place to place, or is it embodied in each
unique job setting, to be accessed by whoever wins incumbency?"

On the basis of evidence presented in the papers, increased
productivity is not supported as an outcome for vocational
'educatlon., )

Outcome: Development Safe Work Habhits and Techniques R

Explanaticon of OQutcome

Participation 'in vocational education results in workers'
learning procedures and technlques needed to ensure safety on. the
“job. PR . - .

“
4 -

.

Evidence Présented in the Papers-

From the viewpoint of the experimentalist, Thompson assumed
that as part of any instructional program workérs would acquire
the hahits and techniques of safety that are needed on the job.
qhane noted that the development of safe Work habits and

~




’EXEIanation of Outcome

>

techhfques seems to be an attribute beyond dispute, but he -
cautioned that our complex technOIOgical society may generate
hidden hazards that will requlre the "worker to constantly refine

_safe work habits and technlques.

*The problem of simultaneity was addressed by Stevens.
Correlates of safety, such as alertness, attitude, physical .
dexterlty,.and so forth may, also be correlates of the decision
to participate in a vocational education program. ‘

Malone econcluded that developing safe work habits and tech-
nlques was appfoprlate when measured at the c¢onelusion of occupa~-
tional training. She Judged the outcome inappropriate when used
51x months or Yater after job. placement because of the importance
of the phy51cal conditions under which workers perform and the
importance of the work group in setthg informal rules about
work . . .

4 s

On the basis of evidence presehted in the papers, develop-

ment of safe work habits and techniques is supported as an out-

come for vocational education only when measured at the conclu—
sion of the individual's vocational educatlon program.

Outcome: Increased Earnings ,

’

k3
~ -

Partltlpatlon in vocatlonal education 1ncreases the wages or
salaries of workers: ' o

———— e e

* .-
d —

Evidence Presented in the Papers e

Assum.ng that participation in vocatlonal educatlon _should
lead to increased earnings creates problems for the experlmental—
ist, according to Thompson. T™hé outcome is undemocratic, he’
says, and is against Sthe basic nature of our culture to design an
educational program that glves one group of citizens an advantage

over another. ) .

-~

Malone did not support increased earnings as an outcome
because she considered them indirect rather than a direct outcome
of vgcatlonal education, "In addition, she cited evidence that .
earnings are influenced considerably both by industry specific .
effects that vary for occupations and by the amount of education a
in the total spectrum and class position. She found no signifi-
cant (differences in wages between employed drop-outs and high
school graduates or between earnings in the primary or .secondary
labor markets, internal or external labor markets, and unionized
or non-unionized sectors. . -




&
°

" While supporting increased earnings as an outcome, Shane
- cautioned that the relationship among increases in wages, taxes,
withholdings, and inflation must be carefully assessed. He also
indicated that in view of the finite rgsources of .the planet, the’ \
projected population increases, and the pressure from less devel- \
: oped countries for.a larger share of material goods, this outcome . “\\~

could be medified sharply during the 1990s and beyond.’

)

, Stevens indicated. that at issue is a proper specification of ..

the earniﬁgs function. He highlighted several problems of mea-~

suring anreased earnings and concluded that no reliable evidence

about the’ 1mpact of vorational education on earnlngs is avail-~ N
able. .« . .

.On the basis of evidence presented in the papers, increased
earnings is not supported as ap 'reasonable outcome for vocational .
education. ] .

Outcome: Enhanced Leadership Capabilities

) (
Explanation of Outcome ’ \ o N

N Participation in vocatlonal educatlon enhances an individ-
ual's capacity to be a leader.

i‘ B

Evidence Presented..in fthe Papers

v s F ¢ . , ;
Thompson_believes that. develeping leadership skills has been
.lnterprietel by vocational educators to mean that whatever innate
. . leadership ability the individual has can be further develooped* - ~
. through the individual's participation in a vocational education ,
program. From the stance of an experimentalist, Thompson sup-
ported the concept that enhancing the innate leadérship capabll- .
ities of individuals are enhanced by the 1life situations that :
they find themselves in. .

Malone suggested that the deVelopment of 1eadershlp skllls
is a specific objective only of the vocational education clubs
such as DECA, VICA, and FFA and that it is at best only in-.
Jdirectly related to the development of occupatlon specific
skills. Malone concluded leadership capabilities could not be
supported as an outgome for vocational education because of
scveral factors. Participation in vocational education clubs is
voluntary and the majority of Americans do not belong to :formal
,conmunity and civic organlzatlons. Participation in voluntary .
ass001atlons is directly and consistently associated with s001o-
gconomic status and a smaller percentage of younger 1nd1v1duals.

- than older individuals is involved. Personallty variables and
attitudes interact in voluntary associations chosen. The

”

v

.17 ' '
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traits of a leader that seem to be necessarf and effective in one
group oOr- 51tuatlon may be’ quite different.from those of another
leader in a different settlng, finally, certain minimal abilities-
may be required of all 1eadero, but these tra1ts w111 aldo be , .
widely. dlstrlbuted among nonleaders. : . a

.

. &

.Capabilitieg may be. increased, according to Shahe, but he -
questioned the availability and characterlatlcs of the
opportunltles in the next twenty years.- Shane stressed that
Ieadershlp capablllfy based on knowledge may become obsolete.

On the basxs of zvidence presented in the papers, enhanced
‘leadership. capabllltles is not supported as an ontco for
-vog¢ational education. . : T

‘e
~ >
n . . -

) {r Ouﬁcomé=' quraded Occupaticnal Competencies

3

prlanat;on of Outcome L

. 7
- Students in vocational “education acquire skills that are
needed to stay current or-advance on the fob. .
; ' o ~
Evidence'Presented in the‘Papers "

7’

. Thompson indicated that the experimentalist holds that
gducation is growth, ‘never ending. Noting the students
constantly have goals hefore them, Thompson explained that as .
these goals are operationalized and achieved, they become means .
to achieve other goals. Thus, truly educated persons inevitably .
would learn to upgrade their occupational skills. S o

. Malone suoported specific programs designed either to
upgrade skills withip’the same occupation when 51gn;r1cant -
changes in technical processes or job differentiation takes place
or to retrain workers.whose skills have become obsolete and
employment requiring tﬁ@se skills is no longer available.
Upgrading occupational competencies was supportad by Shane
indicated that it must be an outcome of vocational education or
the. field would lose its meaning and direction. Shane also
suggested that emerging technofutures in America mandate upgraded

competencies. *

On the basis of evidence presented in the papers, upgraded
occupational competencies is supported as an outcome for
vocational education. ’ y

. . o ) . L "
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- Outcome: Increased Potential for Entrepreneurship <

& - € 1

] PRV

Explanation of Outcome . .

>

Skllls acquired in vocational educatlon increase- the poten— -

tial of ‘former students to organize, operate, and assume the risk
for busﬁness ventures. )

Evidence Presented in the Papers

Thompson captured the prtvalllng v1ewp01nt of the authors
when he indicated that it was very difficult to determine the
intent of vocational educators regarding entrepreneurshlp as an
outcome. : Thompson seems to support the outcome if entrepreneur-
ship is- not the preferred outcome. v

-

.

< 7

Evans and Violas contended that program areas such as agr i-
culture have tradltlonally trained for en g preneursblp Malone
noted that the prlmary objectlve of most vdcational education
prograns is preparatiaon in occupational skills, so it is unrea-
sonable to hold vocagional education accountable for a‘secondary

M.objectlve of increasSed potential for entrepreneurshlp .

Further doubt was cast on the appropriateness of this out~
come ,when Shgne suggested that the potential for future entre-
preneurial aftivity is uncertain because of numerous social
decisiong not yet made. Stevens questioned that increased
potential for entrepreneurship was a delsirable outcome for
vocational education more than for any other preparatory program.

Oon the basis of evidence presented in the oaoers, increased’
potential for. entrepreneurship is not strongly supported as an
outcome for vocatlonal education.. ) :

€

r 3

*

Outcome: .Enhanced. Job Advancement

.

- .

Explanation of outcome
- e ‘ . . . ’ -
Participation in vocational .education results in workers
having the skills and abilities that will enhance thelr prOspects"

for advancing on the job. . . .
* ™

-

Evidence Presented in the Papers ' .

In Thomps n's view, the experlmentallst cannot support a
type of education that basically says tﬁat if ‘you. complete this
educationalvprogram you will have an advantage over persqps who
have not had this experience. N

-

‘%
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. Malone c1ted studles show1ng that educatlon is'only slightly
more~strongly related to occupation at a later time than if first
job. Among the factors that lead to advancemenj on the job,

Malone cited’the following: the importange of ability and apti-
. tude for educational attainment and adult socibeconomic status;

the importance of structural varlables, such as differential

opportunltles for advancement as reflected in specific indus-

‘v tries, primary and secondary labor markets, internal and external ",
labor markets; the evidenge of boundaries to vertical movement
within occuﬁﬁtions, the limitations on the number of advancements
avallable in relation to the number of workers with potential for
.promotion; the impact of/seniority and union. negotidted guide-
lines; the difficulty of assessing workers performance.~ Finally, .
economic progress of individuals and families appear to be due to

' life contingencies and the chance and rlsk factors that exist for
: each person. . .

< . . -

-

Shane suggested the outcome 1s 1nappropr1ate because\of the
dlfflcu;ty of forecasting whethef workers will be more highly
motivated im the future. He indicgted  that entltlkment progr ams
have reduced the threat of want that motivated workers eightyx .
years ago .and "that bright prospective workers may lack motivation
as they realize that there may not be enough affluence to go
around. . ‘ .

According to Stevens, it is virtuallx,imposéible to document
a connectlon between vocatlonal education and subsequent promo-

"~ tional experlence. - )

L]

# ) : T~
on the basis of evidence presented in the papers, enhanced

job advancement is not supported as an outcome for vocational
education. . R :

~_ .

[

N Outcome: Increased Job Satisfaction

Efblanation of Outcome.
Participation in vocational education providles students with
cognitive, affective, and psychomotor competencies that contri-

bute to their fulflllment or gratification on the job. )
.o -

Evidence.Presented in the Papers ) )
- 7 . :
Thomp son supported this outcome fram the viewpoint that the
experimentalist would hold that education is growth, _that one
education experlence leads to another.

*

‘The consistent evidence of generally hlgh levels. of job
satisfaction expressed by all workers; the consisterlt ev1dence.

. .

L]




that’®job satisfaction increases with the degree of skill and
responsibility a job entails and that professional and manaoerlal
workers consistently have the highest satisfaction, with clerical
* and manual workers intermediate in satlsfactlon, and anskilled
lowest; the evilence that.employed drop-outs have' the %same level
of jobs satisfaction'as employed high school graduates; the
relationship between age and job satisfaction; the significant
relationship between job satisfaction and cther dimensions of
life S&L’Sfdutlun, and the correlation between acceptance by the
work group and job satisfaction--given all these factors,, Malone
s¢oncluded that vocational education is a minor contrlbutlng vari-
able to job SatledCtlon in the immediate, near, and distant .
future from the tlime of program completion.- i
\ “Shane suggested that lncreased job satlsfactlon could come.
about as a technological sqciety facilitates production and pro-
vides greater leisure. He cautioned, however, that technology
could cdntinue to dehumanize the work place and create dlssatls-
factlun as a consequence.

.

P .

7

ertea indicated that ind1v1duals exposed to vocational edu-
cation that emphasized career development as well as skill acqui-
sition had increased job satisfaction. But Crites cautioned that
there are numerous variables contributing to an 1nd1v1dual s JOb
satisfaction. - v *

On the basis of evidence presented in the papers,. 1ncreésed'
Job §atlsfactlon is not stronqu supporLed as an outcome for »
vocational education.

Outcome: Improved Quality of Works

e

Explanation of Oufcome @
ParticipatioL in vocational education results in former stu-

dents being able‘to do excellent work in the jobs for which they
were trained. . ’ :

Evidence Presented in the Papers - . - .

fiolding that education is never static, never ending,
Thompson supported this outcome. From this viewpoint, a truly
educated person would be highly sensitive to .their environments
or contexts and would want to impr8ve the quality of their work..

Malone ‘suggestel that a review of the literature on the
achievement of ambitions does not support the outcome: Indi-
cating that the outcome is appropriate, Shane nevertheless
cautioned tnat a variety of factors, such as worker morale,

—~ -

-

!\l

i
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foreign competition, and employers' .policies, can impair the best
efforts of vocational educators.to unlformly enhance the guality
of work dome by their former students. -

On the Ppasis of ev1dence presented in the papers, improved
quality of work is not supported as an outcome forgyocatlonal
education. -

s _. . B
\

* ' : Qutcome: Retrained Workers T \

. . ’ ) - - ] .
Explanation of Outcome ) )
. A . -

* Vocational educatlon prov1des prqograms for those persons who

\

need to-racquire skllls for a new occupations. .
. v . k ’
Evidence Presehted in the Papers ’ C

Thompson suggested that education ‘s’ qrowth and that one Cj
educational experience leads to another. Workers are sensitive
to their environments and generally perceive the need ta change
their skills as théy:see their env;ronment change.

Vhile 1nd1cat1ng that retrained workers is a vital outcome.
of vocational education, Shane cautioned that we cannot count on
a surprlse -free future. The expectatidn that vocational educa-
tion can retrain workers may pose one of the greatest challenges
'vocatlona] educators will face. The need for qualified tech-
n1c1ans and speClallStS may increase rapldly at a time when the
precise nature of training. needs is uncertain.

On the basis of evidence presented in the papetrs, retrained
workers is supported as an outcome for vocational education. .

—

A
-

Outcome: Reduced. Dropout Rateh

,Explanationﬂof Outcome

Participation in fvocational education results in secondary
students and postsecondary students remaining in school until
they have achieved their goals.~

Evidence Presented in the Papers

As Thompson poted, it is dlfflcult to oppose reducing .the
dropout rate. Vocational educators,’' for the most part, helieve
that participation in educational endeavors contfibutes to the
enhancement of individual and societal goalg. Vocational
educators generally encouragp students to remain in school.

Sann””
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Malone indicatfd, however, that a‘number of factors can be a
potent counterforqe to vocational ‘education's reduction of the
dropout rate: abillity levg} and ‘educational autalnment, parents' ,
educational attainment, time at which aellnquency occurs, and the
number of 51b11nqs.

. * . . -

. Fvans and Violas Lndlcatﬁd ‘that although vocatlonal,educa—

tors have trled to select the "hore desirable" students, voca-,

tional education enrollment can be characterized as low in ve:bal

ability and socioeconomic status. Evans and Violas indicated

that vocational education was very effective in preventing high .
school dropouts until 1970. Althoudch vocational education has

redched many potentlal dropouts, a quarter of the school popula-

tion drops out beforé any significant amount of vocational edu-

cation is available to them. Stevens suggested that reduced

drgpout rate may be the most dlfflcult of thg‘elqhteén outcomes <
“to” 1<olate and link to vocational educatlon. ) , ‘
'y N . - W -

On the basis of evidence presented in the papers, reduckd
dropout rate is not supported as an outcome for vocatlonal

educatlon. i
’ - - (\ l L
S UMMARY oo ' | o

]

’ s
Support for Outcomes ¢
&

On the basis of evidence presented in the papers, the fol-
lowina outgomes are supported for vocational educatlon at the
secondary and pObtqecondary levels. 3

o Upgraded oc¢cupational competencies
N . T -
o Acquisition of useful occupational skills . )
© Retrained workers

[N N \

N .
On the basis of evidence presented in the papers, the x
following outcome for vocational education is supported when ;
measured at the conclusion of the 1nd1v1dual s vocational
education procram.

" o0 Development of safe work habits and techniques

On the basis of evidence presented in the papers, the
following outcome is supported for. secondagy and postsecondary

vocational education when measured within six months after pro- - - .
aram complOtlon and when vocational education .completers. are - not - . - __\..
comnared with other workers. : . . « N

%

-0 Satisfactoriness to employers o




. R -

. On the basis of ev1dence presented in tKe papers, the
folL@w*ng outcomes are not strongly supported for vocational
education at the seconQary and postsecondary levels.

o0 Increased job satisfaction

~
N
- B .

o Increased potential for entrepreneurship

o 1Increased awareness of need for basic academic skills
/‘ L

.0 Placement in a job related to training

On the basis of evidence presented in.the papers, the .
following outcomes are not supported. for vocational education at
the sccondary and postsecondary levels.

0 FEnhanced leadership capabilities

o Positive attitude toward work

' .
o Motivation for educational and occupational achievement:

o Trained workers for lakor market needs

o Improved quality of work .
o Enhanced job advaricement
" 0o 1Increased productivity
o Reduced drop8u£ rate

o 3Increased earnings )

.
K
-

Appropriateness of Outcomes for
Speclial Needs Groups-

. .
.

Extremely limited evidence (by only -three authors) was .pro- ]
vided in the commissioned papers for determining the appropriate-
ness of specific vocational educatlon outcomeq for special needs
aroups. !

P

Evans and Violas suggested that it is an undesfirable outcome
for a vocational education program if women, minorAties, héndi—
capped or disadvantaged persons are enrolled in, apfy proportlons .
‘markedly less than thelr pronortlons in the ,general public. ,The
assumption is that there is discrimination agalnst persons from
all these groups. Evans and Violas found, that Vvocational edu-
cation has responded to the legislative mandate to_increase the
enrollment of those who are more difficult to educate and to

. ’
- e . - s
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place in higher paying jobs. This development has lowered job
placement rates and earnings. . ) i .
[ .

) Stevens reported that studies show initial large gains to
women taking commercial courses, but that these gains decliné
over time. Course work in home economics-was associated with a
significant decrease in income throughout the,pkriod 1972 to
1972, for all women, but especially for black and Hispanic women.
Stevens, Gustman and Steinmeier (1980), and Meyer (1982) have
noted the weaknesses of earnings data and have cautioned users of
suchs data to be aware of the many problems centering on time-
sensitivity of earnings comparisons and weak definitions of
vocational education graduates. Stevens noted that he did not
address the "“tarqet aroup" (i.e., the aced, disadvantaged, handi-
capped, minorities, and women) because the evidence was not
sufficient to make credible statements. '

The Rlau and Duncan (1967) study cited by Malone analyzed
the influences that d;fferent.variables exert on occupational
achievement aad how the variables "modify" the effects of social
oricins on these achievem ants. Blau and Duncan (1967) reported
that "occupational position is not identical either with economic
class or prestige status, ‘but it is closely connected with hoth,
particularly the former . . . Occupational structure in modern °
industrial society not only constitutes an important foundation
for the main dimension of social stratification but glso serves
as the connectjing. 1ink between different institutions and spheres
of life, and therein lies'its significiance" (1967,,Rp. 6-7).

. Relative to sej differences, Foner (12792) noted that’ women
are ‘somewhat less likely to have voluntary association member-
ships than men, but they appear to spend 'as much time on organi-
zational activity. as men, Married\employed wbmen are an excep-
tion in that they séend less time in organizational activity than
housewives, married men, or single men anqawomgh. '

Wright gnd‘?drrone‘(1977) suggested that class position has
“a strong- influence on the extent to which education affects in-
come. These exXpectations and related questions pertaining to
relationships for women and blacks within and between class
pocitions were tested on data collected in 1969 from a national
-random sample of 1,533 adults sixteen years of age qn& older,” and .
on data collected in 1973 from a national random sample of 1,496
adults. Wright and Perrone (1977) indicated that .education and = y
age account for slichtly more than 15 percent of the variance in
. income, that occupational status explains about 4 percent of the
.variance, and that class position.accounts for slightly over 9 ‘
percent of the variance.. | ‘ s
‘ {

Relétive to returns from education, Wright and Perrone .
(1977) concluded that retuins to each unit of education within’ .  °-

[y

.




the managerial category are gceater than within the working class
category, even when education, occupaticnal status, .age, and joh
‘tenure are controlled. They also neted that employers have

greater income than either managers or workers:; the réturns per

unit of education tor small employers are much greater than for

workers and managers; and within ciass categoriés, the income gap -
between races tends to be much smaller than between the sexes. a

Some studies c1ted by Kalleberg and’ Sorenscn \1979) have o

afound no substantial differences in income returns to education
between blacks and whites within detailed occupational cate-
gories. Stolzenbérg (1975) emphasized the pelnt however, that
discrimination in_all likelihood has occurred in selecting who
would be promoted to specific detailed occupatjonal categorlea.
Another study c1ted found that prlmary sectoftégcupations.are
more likely to experience increades’ in the propdbrtion of workers
of a particular sex. Katz and Kahn (1978) illustrated, as did .
Miller and Form (1980), that social considerations including *
race, ethnicity, and socioeconomic backgrounds can influence
decisions on promotions.

Because of the papers' limited evidence relating special )
-populations to the specific outcomes, the project staff decided
‘it would be inappropriate to make judgements concerning support
for the outcomes for special needs groups. .

IMPLJCATIONS .

Implications for vocational educatlun policymakers and
decision makers at the feder 1, state, and local levels were .
formulatei on the basis of the evidence presented in this report. q
The implications are as follows-

O Federal and state legislators should identify a
minimum number of outcomes to be expected of. vo-
cational education. It is unreasonable to hold any
‘program accountable for a multitude of outcomes.

© Outcomes identified for a program should complement
. each other. 1In the past the accomplishment of cer-
. tain outcomes resulted in less accompllshment of
- other outcomes. .

[
-

~ "
© State and local agencies should have flexibility in
selecting outcomes. Policymakers and decision makers
at tue state and local levels are in a better posi-
tion to sglect outcomes congruent with the specific
situations in which their programs operate.
1 ~ , -

: : 40 '




Local vocational educators, in coopereation with
other selected individuals, shculd identify the goal
of their prggrams and specify a limited set of |

. outcomes. A vocational educatlon program cannot do

*all things for all peOple. ‘ .

——

o Policymakers and decision makers at all levels-need
g to give careful study and consideration to the’
problem of identifyina outcomes based solely on tra-
ditional .acceptance or identifying qQutcomes based
N solely on their assumed relevance to the latest
political initiatives. Each vo¢ational education
program is unique ip structure and in setting and it

of a vocational educatlon program should reflect its
_uniqueness.

, o Policymakers and decision makers at the federal and
) state .levels should designate funds for inquiry.
concerning .the development of-a comtemporary .
rationale for vocational education to serve as a
basis for identifying program' goals and outcomes .

)
3

S/UGGESTLIONS FOR FURTHER STUDY

The study of outcomes expected of vocational education
should be a contining effort. Vocational educatidn operates in
' context that changes rapidly. Vocational educators must be
certain that outcome etpectatlons for vocational education
reflect these Lhanqes Ln 1ppropr1ate ways.

Throuqhout the hlstory of voc¢ational educaktion, numerous
expectationb have been made in regard to the individual, to
society in general, and to the vocational education program.
These, expressipns have. reflected viewpoints of sociologists,
economlste, phllOSOphers, psychologists, and many others.  Vo-
cational educgation means many things to many individuals. It

dlvetse settings. It may be unrealistic to expect that one
qlmple list of outcome statements wxll be relevant for all
programs in_ d&ll settlngs.

.

“Given this context for wocational education prodrams, the
follewing suggestions are made for further study.

¢

o A logical relationship shoul®t exist between program
goals and-outcomes. It is obvious that considerable
attention needs to be devoted to identifying the

. goals of vocational education. But the fact that
vocational education is composed of several program
areas, each giving varying emphasis to certain goals,

<

operates in a unique setting. The dbutcomnes expected .

operates complex proarams at many educational levels in extremely
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results }ﬁ‘f%itical problems of goal,identification.4
The identification of goals should involve a broad
range of individuals representing diverse perspec- '
tives. The process used to identify. the goals should
be anchored strongly in the philosophieal base on
which vocational education is built. :

‘ L 4 .
Part of the problem inherent “in .goal identificatioh .
is that most of the philosophical writing on voca-~
tional education was dene prior to and immediately
after the passage of the Smlth—Hughes Act. If
scholarly efforts are to be made in goal identifi-
cation, there must be .considerable attention glven to
the explication of a contemporary rationale. for vo-
cational educat}on, »

Many of the out@omes considered in this study or

‘1dent1F1ed by other, individuals and groups have been. .. .a:

economic in nature. In reality, schools.are .not
industrial conglomerates turning out products. To’
continue to 'state outcomes-as though the.educational 5

enterprise is based on an economic model “and to

continue to apply the gconomists' research standards .
to the measurement of these outcomes is not congruent
with the pnllosophlcal base for education. Outcomes
expected of vocational education need to be consis-
tent with the conceptual framework for vocational
education. Once the outcomes have been identified,
then researchers and evaluators heed to develop and/
or select methods and techniques that arg~concep-
tually consistent with the philosophical framework
for wocational education and with the outcome
undergeing inquiryl

Much of the evidence concerning outcomes that is

presented in the literature is useful only at one
specific level of policymaking. As Stevens. so
clearly noted, the user must be sure of the question
to be answered ahd of the appropriate unit of analy-
sis for answering the question. Considerable atten-
tion needs to be given to specifying appropriate
questions, inquiry methods, and procedures. -

Some outcomes may be appropriate and reasonableybut
unrealistic in terms of cost. Shane suggested that
the selection of outcomes to pursue should be based
not only on the hasis of contemporary social and
occupational indicators, but also on. the basis of
probablllty—dlfflculty analyses. -,

12
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[ : PART II' , : ’
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., .
I : _ COMMISSIONED PAPERS ‘ ;

INTRODUC TION

There are many perspectives that should be considered in °
identifying, outcomes expected of vocational education. 1In this
’ chapter, the papers prepar& by six individuals are presented
The papers present evidence from history, philosophy, economics,
sociology, futurism, and psycholdgy perspectives that either sup-
port or reject eighteen outcomes expected of vocational educa-
tion.

,The evidence presented in these papers represents signifi-
" ‘cant information to be used by policymakers. and decisign makers
. as they identify the outcomes expected of vocational egucatlon .at
local, state, and federal levels. While many other factors must )
be considered in identifying expected outcomes, it is reasonable .
to suggest that there should be evidence from history, philoso-
phy, economics, sociology, futurism, and psychology that would N
‘support the selectlon of outcomes.

I3

In che first paper, Rupert N- Evans and Paul Violas provide
~ a historical account of changes in the expectations for vocation-

/ al’ education outcomes. John F. Thompson examines philosophy for

ideas and ideals that support or reject the appropriateness of

each of the e€ighteen outcomgs in the second paper. David W.

Stevens, in the third paper., focuses on the cons1stenéy of the

outcomes with the role(s) that economic theory ass1gns to voca-

tional education and on the relative importance 'that each outcome
1s accorded by the evidence accumulated to date. 1In the fourth

paper, Mary B. Malone reviews ‘the theories, concepts, data,.and .

research findings from sociclogy and relates these to' the out-

comes. Harold G. Shane, in the fifth paper, identifies techno-

. logical developments and social changes and relates their signif- .
icance to the eighteen outcomes. Finally, in the sixth paper, '
John O. Crltes analyzes the outcomes by focusing upon how they
can be sequenced along the career development continuum in a
psychologically meaningful manner.

!
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HISTORY OF CHANGES IN OUTCOMES
EXPECTED OF VOCATIONAL EDUCATION

' . i

‘Rupert N. Evans and Paul Violas ) L .

University of Illinois - o,
Urbana, Illinois .

Introduction . ‘ .

The validation of outcomes to be expected of any societal .
activity is difficult. Darcy (1980, p. 2) says, "There is no '
simple way to 'validate' outcome criteria apart from a simplistic
appeal to authority (whether by legislative mandate or opinion
surveys) . Perhaps a better, though admlttedly not simple, way ,
of valldatlng expected outcomes is to examine hlstory to- see who .
is advocatlng which outcomes for whom.  Changes in such advocacy
over time should help to show us why these outcomes are belng
aQVocated-and thus provide ‘a type of context valldlty

/

v

First, however, weé should p01nt out a dlstlnctlon between

fexpected (cr proposed or Hypothesized) outcomes and actual out~

comes. Farley (1979, p 4) calls the former "outcome statements"

or "outcome guestions" and the latter "outcomes." She identified

252 outcome. questions, most of which seem reasonable. But it )

'seems clear that most of them have never been posed other than ~
rhetorlcally, and even fewer have been answered. Indeed, trying

to answer this many outcome questions boggles the mind. This
paper and the group of eighteen statements to which we are to
respond .deal with expected--not actual--outcomes. : ,

The early history of proposidls for vocational education is
full of expected outcomes for such programs. Rarely, however,
were there proposals that these outcomes be tested, let alone C
suggestions as to how they should be tested. Instead, each - o
argument for vocational education flowed from a description of
a problem. This was followed by a proposed solution--one type
of vocational educatlon. It was assumed that development of a
progr am that wa's de51gned to attack a problem was outcome
enough.

Almost all of the emphasis was on assessing process rather X
than outcome. It was assumed that all would bé well if the .
advisory committee were structured in a particular way, if the '
students were trained for a particular number of hours, and so.
on. Conversely, it was assumed that the program would be
inadequate if these standards weré not followed )

In the early days, these standards were set largely by
the Natlonal Society for the Promotion of Industrial Education .
(NSPIE). During the 1920s they were set by Prosser and the
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Federal Board of Vocational Educatjion, most 6f whose members
ame from NSPIE. Different standards were estaplished for agii—
culture, for home economics, and for trade and industrial educa-
tion, but in each case, evaluation was almost entirely a matter -
of assessing program compliance with'these standards. °

Experimentation was discouraged by federal authorities, L.
who assumed that maintendnce,of process standards was essential -
for the continued survival of the program. Experimehtation was
assumed to be a ploy by general educators to undermine the
quality of vocational education.. , , . -

Not until vocational educators began to be trained as
researchers in the 1950s was there.an emphasis within voca-
tional education on testable outcomes. Even today, most of .
the emphasis on experimentation comes from outside the field. ‘.
Most vocational educ?tors are more concerned with process vari-
ables than with outcome variables. The literature on' school
accreditation suggests that this concern with process is common.
among other educators as well. ' " .o

, 1 o L :

.

"We were provided a list of eighteen possible outcomes of
vocational® education and asked to write®about their history.
One way to do this would require that we repo¥t who advocated
each outcome, when it was advocated, and more importantly, why
it was advocated. A different approach would look at the history
of tHe means By which people and institutionb sought to achieve
these outcomes and the extent to which they achieved them. A
combination of these approaches would seem to be even better. '«

One problem with the task is that the list of the outcomes
we were given represents a view of the gvaluation of social pro-
grams that has not always been held by many people, especially
in the early days of vocational education.’ This view holds that -
it is desirable to specify in advance the outcome(s) expected of .
a-program in order to determine more easily the extent to which °
these outcomes have been achieved. ) . ~

In contrast, the'advocates .of vocational education have
tended to identify problems of society and of individuals and
then to specify which of these problems they felt vocational
education could solve. It has been said that to-a child with a
hammer, everything seems to need hammering. Virtually every
human ‘problem has been seen by someone, some time, as being .
solvable by vocaticnal education. Vocational education has been
used for tasks for which it was not designed.

( . .

The advocates of votational education are not alone in :
their zeal. Advocates of Gompulsary school- attendance, of the
comprehens ive high school, of competency-based education, ahd of
educational voucheys have seen their particular hammer as being
a nearly universal problem solver. . .
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The major problem in.looking at the history of outcomes,
however, is not the zeal of the advocates of one or more move-
ments in vocational elucation but their tendency to identify
problems rather than outcomes; to assume that the probléms would
be solved, rather than to assess the extent to which outcomes had
been achieved; and tofadvocate expansion and “fine tuning" of the
program, rather than its abolition or major overhaul whenever

. o
evaluations produced unfavorable results. Perhaps a key reason
for the lack of interest among. these advocates in proposing major
changés is.thé fact, that prior to 1970, almost all specification
of outcomes and assessment of the attainment of outconies was done:
by persons outside of vocational education, and a high_ proportion
of these outsiders were biased against vocational education.

. Outcomes that are desired may be inferred from statements of
problems, but they are most observable during evaluations. Since
few of the early evaluations were done by vocational educators,
and, indeed, most were done by critics of the field, it. is diffi-
cult to infer the outcomes desired by ‘'vocational educators. If '
those who plan and implement an activity seek different outcomes'
from those who evaluate it, one should not be surprised if the
evaluatlon is negative. . .

‘ A second major problem is the assumption that all of voga-
tidnal education does or should have the same outcomes. This
assumption shows up most clearly in the legislation of 1963 and
subsequent years. Prior to 1963, it was cléarly understood that:

‘trade and industrial.education produced employees, agricultural

education produced entrepreneu!s, and hbme economics education
produced howmemakers. Now it seems to be assumed by nonvocational
educators that all should produce §gmployees. .

. A third major problem is that cur list of eighteen outcomes
was developed in 1932 by a group of researchers and policy-
makers. It cledrly does not include some of the important out-
compes desired: by early advocates.(e.g., Lapp and the-labor
unions), who expected vocational education to lead to improvement
of the work place;’ by legislators, who see achievement of equity
through vocatinnal educatlon .as a prime goal; and by practltlon-
ers, who are more concerned with maintenance or expansion Of
enrollments and the solution of other daily problems than w1th
grand designs. - .

o
¢ v

Onlss10n of these key outcomes.ﬁs a serlous weakness, and
one that we' felt we could not overlook. Increased enrollment.
was and is desired not just to reduce the school .dropout rate but
also to, protect the jobs of vocational educators. Equity was and
is Jdesired as a way of both democratizing the work place and
saving on_welfare costs. Both were and are desired as a means
of democratlzlng the school. Improvement of the work place - was
and is seen as a way of not orly promoting the safety of workers
but dlso of 1mprov1ng the qualltj of their lives generally.
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For these reasons we h3ve elected not to follow the, list of .
outcomes which was given to us, but rather to loQk at three time
frames of vocational education that seem to repr;Sent eras in

which there was a different stress on outcomes. ‘These three eras

are: 1890-1940 (‘agitation for and implementation of the Smith-

Hughes Act), 1940-1963 (war production and the cold war), and,
1963-1976 {war on poverty).. We seem now to be in a new epoch

that mlght be labeled the "era of international competltlon,“ but

this is too close to us to be amenable to historical investi- .
gation. . ) . ] .

‘g . - D
¢ ’ - ~
. f .

Data About Outcomes ; ‘ : -

The hlstory of vocational ‘education is replete with sugges-
tions by its advocates that certain outcomes would occur-- for
example, that trained workers would be 'supplied to meet labor
market demands. It is also replete with predictions from its
opponents that other, undesirable outcomes would.occur--for

. exahple, that studénts from worklng class hemes would be tracked.'

into vécational education and away from college and the pro-
fessions. Until well past the middle of the twentieth century,
howevér, neither advocates nor opponents took seriously the task
of assessing the extent to which their predlctlons were coming
true. ) .

-

Prior to 1968, the only substantial national data on voca- ,
" tional education were on enrollments in subject matter areas
(e.g., agriculture and home economics). There were no data about
enrollments in spec1allzed programs (e.g., welding and retail
sales) within these subject matter areas. Even the gross data .
were suspect and out of date. Each state collected data in its
own way and on its own time schedule, usually by asking local
schools to submit unaudited figures. Most states collected
enrollment headcount figures by class enrol}ments, SO a person
who was taking two classes was counted twice. No one knew how
many people were completing programs or how much time they spent
in class. Every national group that was charged with assessing
outcomes, (Russell et al. 1938; Willis €t ‘al. 1963; Essex et al.
1968) complained about the lack of usable data, but little was
done abqut it. R

A loglcal conclusion is that vocational educators placed
a higher priority on operating programs than on testing the
outcomes of their programs. DBut it would also.gseem to be true
that the critics of vocational education were elther not inter-
.ested or ineffectual in foreing vocational educators to test
their claims prior to the 1970s. It would appear that both ’
defenders and critics were reasonably happy to make assumptions
- about outcomes based on logic or exhortatlons, rather than to
test outcomes with data.

W




R 1890-1940: .

Agitation for and Implemention of the Smith-Hughes Act .

The major event in the history of public school vocational

education durlng the first half of the twentieth century was the
passage and subsequent lmpact of the Smith-Hughes Act of 1917.
The campaign for its passage forc :d alliances and organizational
structures that remain influential to the present. The act con-

tained prov1s10ns that have continued to affect the governance,.

teacher quaflflcatlons, subject fields, curriculum content, and

the very definition of vocational education. This has led many .
students of vocational education to believe. that the history of
vocatlonal education in modern America is the history of the
Smith-Hughes Act. Correctly,viewed, however, it should be seen,
as’ is the case with most federal legislation, as a ‘culmination

and continuation of previous conditions and.of efforts to change
them, rather than as a new b glnnlng For example, it is well to

note "the most important vocational lesson of the nineteenth cen- Coa
tury schools: . that economic $uccess was the result of individual '
character and effort, that codperation between employee and em-~

ployer was the norm, and that there was no alternative to the
political economy luentlfled as prov1dent1ally American" (Rodgers
and Tyack 1982). & different view of the "most important vo-
cational lesson" was emerglng, and more than half of the states
had established vocational schools on the new pattern before

. 1917. The two decades of activity prior to Smith-Hughes set the

stage for subsequent réhetoric and development in public school .
vocational education. L . : ‘ :

v

P

It was during the 1890s and the first .two decades of the R
twentieth century that the full impact’ of- America's emergence,
a4s5 a monopoly corporate—lndustrlal economy was felt in education
(Kantor 1982; Violas 1979 Chapter 1). (Monopoly corporations are
those which seek to destroy their competitors and establish a -
national or international monupoly, as opposed to entreprenéurial i
corporations, which seék to survive on a more limited scale and
do not seek to destroy their compeéltors ) This impact, however,
was far from uniform. A variety of differing and, at times, con- -
flicting demands were made on the schools. These demands usually
involved a call for vocational programs in the public schools

. designed to alleviate social «nd*gconomic problems associated

with American economic development. The outcomes most often sug-
gested for vacational education during these early decades were g
the following: (a) acculturation (i.e., Americanization of the
immigrant and urbanization of the rural migrant); (b) reduction
of worker alienation; () increase in worker skills; (d) elimina-
tion of child labor; (e) elimination of the school dropout prob-
lem; (£) "democratization" of the high school; (g) decrease in
un‘employment and underemployment; (h).increase in the economic
return to.bhe vocational student as a future ‘worker; and (i)
increase in worker productivity, industrial*>efficiency, and thus

-
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thre economic strength of the nation. Unifying nearly all pro-
ponents of vocational education was their conviction tha® the
schools should prepare students who would be more effective and
productive workers {Cohen 1968; Fisher 1967; Greenwood 1981;
Lazerson and Grubb 1974; Miller 198l; Prosser and Allen’ 1925).
Exactly what this meant in’ practice, however, varied according
to the particular part of the economy which provided the vantage
point for the proponent. ’ T

* »

—~

From the viewpctint of large, bureaucratically organized
monopoly firms that had invested heavily in technology and
machinery, labor requiremehts and thuis educational demands had
a new twist. As Henry Ford ‘made clear, a firm like his required
little manipulative or technical skill from the bulk of its
workers. They could be semiskilled or even unskilled, but not
peasants or others who had a traditional .cultural ¢rientation.

‘Many of the workers in these firms.weré‘zew immigrants or

migrants from ruradl areas of the United States who required
acculturation to the time and authority discipline of the modern
work place. . ' . . \ )

It is not surprising, then, that the/ educational’ reformers
who saw the problem from the vantage of the monopoly capitalists
were less intérested in development of artisan and manipulative
skills than in acculturagion of immigrant and migrant workers and
the development of "industrial intelligence." This term, roughly
translated, meant the mental capacityeto work within a bureau-
cratic authority structure, understanding one's place within the
“big picture" and contributing the effort necessary to complete
repetitively only a fraction of a total production process.
Thus, acculturation and the reduction of worker alientation be-
came important outcomgs of vocational education for some educa-
tional reformers, (Bowles and Cintis, 1976, Part I and II;
Braverman, 1974; Hogan, 1982, Ch 6-8). x . '

Ll

“ The labor problém and consequently the educational solution
looked somewhat different for those who saw through the eyes of
the entrepreneurial capitalist, generally represented by the
National Association of Manufacturers (NAM), For them, moderni-
zation of plant, machinery, and authority styucture had proceeded
at a slower pace. They still required many 6f/the older artisan

“skills and found the struggles with*brganized\labor more threat-

i

ening. The nonmonopoly sector of the industrial economy desired
¢lucational reform to produce "trade school" skills yhich could
qompete with and replace the expensive, prigately funded, and
often unidn-controlled apprenticeship syst as\a source of
skilled workers. The outcome they sought was a\broad range of
industrial skills, including respect among workeks for the
legitimacy of industrial authority and resulting Jlabor peace
(Cohen 1968; Cremin 1961; Edson 1978; Krug 1964; &olas 1978).

\ :
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For "legitimate" and’ recognlzed organlzed labor. (1 e.,
thOSe unions, such as the American.Federation of Labor, that
- accepted. the basic structure of modern ‘work and the wage system)
e the problem appeared somewhat different. Thelr issues were
\ reduction of unemployment and underemployment, a living' wage, .
and safe worklng conditions. They féared that vocational educa- ..
\ tion would be used by employers to prdduce 1nadequately trained
scab replacements for regular apprentices. They generally !
desired to keep youth in school and out of ‘the labor market for _
as gpng as possible and to prevent vocational education from
becomlng an apprenticeship program. (Cremln 1961; Douglas 1921.
\Lazerson and Grubb 1974; Vlolas 1978). .

- .

e -

A, fourth and still dlfferent vantage 901nt was that of the .
agricultural community. Although rapidly losing its percentage
strength in the populatlon and the economy, .it retained consider-
eble legislative clout in Congress. This group wished to apply .
science to agrlculture as it believed this had been successfully’
done in industry and to keep the "cream" of farm youth on the
- farm by increasing the economit potential of farm life. The. ,
agr1cultural interests lobbied for an agricultural vocational , ) .
‘educati.n that would extol the virtues of farm.life and teach e,
sc1ent1€1c agriculture and sound farm management (Cremin 1961). . .
They also wanted to develop leadership potentlal among farm youth
so that' they could spedk ef fectively for dgriculture, especially
in nonagricultural c¢ircles. ] . ; .

-

Gender was the fifth perspectlve from which vocational edu-

cation was seen. This perspectlva was related only 1nd1rectly .
to economics. The problem concerned the particulat type of voca- |
tional education appropriate for females, especially working-
class females. While there was a variety of sex—spec1f1c occupa-
tions deemed acceptable for girls, most commentators believed
.that the basis of female vocational training should be training
for motherhood and homemaking. This aspect assumed ‘a tangeptlal
economic, dimension as some reformers suggested that a properly «(
trained w1fe would have. important economic consequences for
working-class families (Violas 1978). 7

These last two perspectives on vocational education for
homemaking and agriculture occasioried little sustained debate.
Rather, 1t'was the first three perspectives and the proposed out- /
comes for trade and industrial education that engendered con- Q
flict with antivocational forces and among the various vocational .
proponents. The internecine conflict was no doubt the most sig- )
nificant. It reflected ongoing conflicts within the industrial
sector of the Smith-Hughes Act and the subseguent structure of - -
public school vocatiornal education.

It was usually the case that specific issues found combat-
ants less neatly arranged than analytic clarity would mandate.
And, two additional factors further muddied the waters.

. J
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The first of th was that the traditional school people, in- .
cluding many from the manual training movement, entered the.-.
‘debates arguing for "cultural™ studies and against "early dif-
ferentiation. This factor clearly had effect in the New York
_City.system after Superintemdent Maxwell's plan for “tenement"
district’ 1ndustr1a;/%ghoeignfor upper elementary children was
roughly rebuffed b alvin Woodward in the national forum of the
. 1901 Vatlonal Lducatlon Association meeting (Vlolas 1978). In
part, it was also this thrust that occasioned the OPPOSltlon of
the Chlcago publlC schcol teachers to the Cooley Bill in 1914 and
1915. This issue wag_compllcated, as organized labor in Illinois
also opposed the bill because of its alleged class bias and its
“dual" system of governance that would set up separate trade
schools under a separate-school board that labor. believed would
be dominated by.industrial groups. The issue. of governance was
eventuélly compromised, in the Smith-Hughes Act .which allowed for
adv1sory boards" with labor representatlon (Lazerson and Grubb
1974 Wirth' 1971) o : ,
The second complicating factor was the efforts of social
reformers, perhaps best embodied in' thé activities. of the
settlement house residents. They were generally uppermiddle
class, college eduqated, and often women; their  sentiments and
motives were to.uplift and aid the urban poor. Social.reformers,
such as Jane Addams, Lillian Wald, Rita Wallach, and Robert
Woods, wanted to end child labor, increase school attendance,
help immigrants to fit into the American social and economic
structure, and -generally improve "the economic conditions of the
urban masses. This, they believed, required some kind of voca-.
tional education. As they surveyed the economic scene, these
reformers most often saw monopoly industrialism as the progres-
sive wave of the future. Most often they formed alliances with \
the most progressive. of these industrialists and labor leaders,
1n the various local and national.civic federations. The .social
reformers often lent their considerable prestige and social clout
to the vocatlonal reforms required by monopoly industry (Vlolas
1978). .

N .
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As intgrnecine conflict raged among the various supporters of
differing kinds of_ vocational® education, the attempt to merge
these diverse intérests into an alliance blurred the issues and -
even the definition of vocational education. An important aspect ,
of this debate has been examined in a recent work by Kenneth Gray
(1981). He shows the conflict within the National Society for .
the Promotion of Industrial Education (NSPIE) from its beginning
in 1908. while Gray does not put the conflicts in terms of the
‘perspectives discussed here, he does, show that the. issues of
social efficiency versus a more democratic rhetoric, trade school .
versus a broader industrial education, and dual versus unltary
control werg fought within NSPIE between "middle level" -
manufacturers representedsby NAM (characterized here as entre-
preneuripal capitalists) on one side and their opponents—-

v . h e
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. organized labor, school people, and other, large scale indus-
ialists (characterized here as monopoly capitalists)--on the
other. The result Gray paints to. is significant. These debates

_caused a series of compromises in terminvlogy, governance and
objectives in an attempt to accommodate diverse interests. © Thée’
long-term result has been a considerable confus1on regarding
the desired outcomes of vocational education. "This confusion
has made the implementation of a.coherent vocational educatign
program difficult and the evaluation of outcomes almost impos-
sible-.

tne is struck by the paucity of "discussion of measurablllty
of outcomes in the industrial and vocational education literature
pri to the passage of Smith- Hughes. There were many assertions
of desirable outcomes but almost no discussion of the manner or
~ even of .the ‘desirability or necess1ty of measurlng»such outcomes .
The hlstOry of evaluation ¢Z vocational educatlon since” the
Smith- Hughes Act is replete with charges and countercharges re-
garding not only the validity of the data base but, more signifi-
cantly, what it is legitimate to measure. This side of the
hlstory of vogdtronal education suggests that Gray is essentlally
correct in h1s analysis. .

. . . \ ?

Larry Cuban has noted the-difficulty of evaluating the ef-
.fectiveness of the Smith-Hughes Act. He argues that there were
"two major sources of data (and .judgments) on :the 1mplementatlon
and impact of the law" (1982). These twd studies of the Smith-
Hughes Act were the works of Charles Prosser and the report of
the Russell Commission. Prosser, the guldlng force in the NSPIE
and the first director of the Federal Bureau of Vocational Edu-
cation, set up to administer the Smith-Hughes Act, not sur-
prisingly found the act very effective in stimulating a uniform
system of vocational educatipn in the states, increasing enroll-
ment in vocational classes, improving teaching, and generally
effecting a beneficial vocational result in the nation (Hawkins, ’
Prosser, and Wright 1951; Prosser and Allen 1925).

»

The Russell Report, written by the Advisory Committee on
Education in the late 1930s to evaluate the effect of the
Smith-Hughes Act and subsequent federal vocational education
acts, such as the George-Deen.Act of 1936, developed contrary
conclusipons (Russell et al. 1938). The report claimed that’
federal- acts to aid vccational education had caused vocatichal
programs to become too rigidly cotceptualized and isolated from
academic education,and had stifled local experimentation. It
further argued that there was little evidence that trade and
industrial educaticn had yielded any economic ben fits. lazerson
and GruBb (1974) blame many of the inflexibilities of wvocational
education on the 1917 act and saw the Federal Board for Voca-
“tional Education as being ineffectual. Russell et ‘al. (1938)
"saw the _board quite differently. They identified several ways
in which the board went beyond the Smith-Hughes Act--for example,

< 1 ’ -
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requiring a minimum of three consecutive hours a day of vo- -
cational instruction and shifting appropriated funds from teacher
education to administration.

The conflicting conclusions of Prosser and Russell and the
debate over subsequent evaluations of the effects of vocational
education emphasize the problem of definition raised by Kenneth
Gray. During the decades prior to the passage of Smith-Hughes,
proponents of vocational education blurred its definition. One
side would not acc¢ept "trade training," another rejected "indus-
trial education," and such issues as specific skill training as
opposed to "industrial intelligence" went unresolved. Moreover,
many of the proposed outcomes were rephrased in somewhat meaning-
less global terms. For example, all agreed that vocational edu-
cation should improve the industrial. efficiency af the nation,
.improve the productivity and economic value of individual
workeys, decrease school dropouts, eliminate child labor, and
increase worker satisfaction. But how were these to be accomp-
lished? And how cculd one evaluate the specific contribution of
a particular vocational education initiative or program to these
ends? These dilemmas have perplexed the most thought ful of voca-
tional educators and their supporters during the years following
the passage of Smith-Hughes. (They have similarly perplexed
historisns who have tried to unravel the -story of vocational
educaticn.) They did not appear to perplex the states, however.
By the end of 1918 every state had accepted the Smith-Hughes Act

-and the obligation to match its funis with state and local
dollars.

Little changed during the period from 1918 to 1940. The
only serious ripple on the water was an abortive attempt oy the
federal MNational Youth Administration (NYA) to establish an
‘alternative secondary school system. NYA helped thousands of
students to stay in college by providing them with work, but it
overreached itself when it tharged that high schools and their
vocational education programs were nout attentive to the needs of
poor youth. The public schools counterattacked by going to the
Congress, and NYA disappeared.

Few people noted the depression era beginnings of coopera-
tive education in the impoverished South. Lacking equipment and
instructors for in-school vocational education, southern educa-
tors made a virtue of necessity and placed high school students
in local businesses and factories. There they learned an occupa-
tion under the guidance of their neighbors and received high
school credit for this learning. Vocational and general educa-
tors in other parts of the country saw this as a major undermin-
ilhg of standards and unsuccessfully fought its gradual spread.
across the country. .
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1940-1963:

War Production and Cold War

World War II and the ensuing hot and cold wars changed vo-
cational education markedly. Well pbefore our entry into actual
conflict, it became clear thit much of our industrial machinery
was opsolete and that the industrial labor force had deteriorated
markedly during a decade of depression. Therefore, if we were
to supply our allies with arms, retraining of workers would have
to take place on an unprecedented scale. Two methods were emp- <
loyed in this retraining. Training within Industry (TWI) empha-
sized the development of first-line industrial supervisors who
were seen primarily as trainers of workers. Vocational educators
were active in developing Job Instructor Training (JIT), using
the same methods that Allen had developed in 1917 for use in
World wWar I and had implemented in the intervening two decades
in vocational schools. The second method was to operate voca-

_tional schools and vocational departments in comprehensive high

schools for two or more shifts each day.

Vocational schools were even more obsolete than industry.
Scarce equipment was diverted to these schools, and vocational
educators retrained several million workers for war production--
1.3 maillion during the first year alone, according to Barlow
(1967). Vocational shops produced essential equipment. High
school students were given preinduction training that was 3
designed to be used in any military job. Training films were
proauced for occupations in which there were severe skill
shortages. After we entered the war, vocational educators formed
the backbone of military training schools and served as, super-
visors and teacher trainers throughout the armed services.

Alter the end of the war, even more equipment was given
to the schools, and many vocational machine shops today owe the
majority of their major tools to World.War II surplus. Barlow
(1967) is one of the few historians who has written about this
period, and much remains to be learned from it. Indeed, most
historians neglect even the effects of World War I on the estab-
lishment of vocational education. Because of the national emer-
gency, it was critical that the persons trained for war work
enter the occupation for wnhich they had been trained. Prior to
this time, it was assumed that this had happened, but no .one
really tested the assumption. It also became clear during war
production training that some people were much better suited to
training than others. These bits of knowledge led to the inclu-
sion of vocational guidance as a reimbursable vocational activ-
ity.in 1946, to the requirement of vocational counseling for
anyone who dJdesired to change a course of study under the GI Bill
of Rights, and to the collection of data on the percentage of
graduates placed in the occupation .for which they had received
vocational training. ’




ot o A Sk

But in mo%; essential reepects, vocational education during
the decade aftelr 1945 was remarkably similar to that before
World War II. Altnough area vocational schools were authorized
in 1946, most states were slow to establish them. .These schools
were designed to serve a geographic area, rather than a partic-
ular school dlétrlct, so that more specialized courses could be
offered to sefve the larger population base.

The 1940s did produce an abortive attempt to change the
school curriculum. Prosser, who is reviled by some historians
for his role in shaping vocatlonal education, proposed what came--
to be xnown as the Prosser Resolution, which was adopted by the
American Society for Curriculum Development., It pointed out that
20 percent '0of secondary school students were served by the col-
lege preparatory curriculum and another 20 percent were served
by vocational “education, but that 60 percent were essentially

untouched by the high school. Most of them dropped ont of
school. .

To solve this problem, he and an influential group of edu-
cators proposed that the schools redesign the curriculum so that
"the 60 percent'- could be aided in their adjustment to life.

"Life Adjustment Education" was immediately attacked by univer-
sity scholars as an attempt to water down the curriculbm and to
produce an "educational wasteland." Vocational educators gener-
ally sat on the sidelines during the debate because they saw
Prosser's efforts as sabotaging their sources of support. The
histories written of vocational education conveniently overlook
this movement, which died before lt had any substantial effect.

The,Russian Sputnik led to the National Defense Education
Act (NDEA) of 1958 and to the expansion of vocational education
into postsecondary education. Until this time, federal law had

ruled out vocational education "of collegiate grade." 1In prac-
tice, this excluded education of any type which was offered by
post- secondary institutions, except for the training of voca- .

tional teachers. The pioneering data collection scheme for voca-
tional education in the New England states collected data on
placements of trade and industrial education graduates in occu-
pations for which they had been trained. Until approximately
1958, a person who continued into hlgher education or who dropped
out of the labor force or was at work in an unrelated occupation
was counted as a negative placement, along with those who were
unemployed. Clearly, attendance in higher education was not a
desired outcome of vocational education.

Before 1958 vocational education also excluded education
for occupations at a level higher than skilled worker or first-
line supervisor. Technicians were being used more and more
widely throughout business and industry to assist professionals.
The NDEA allowed an expansion of the definition of vocational
education to include all nonprofessional occupations; even
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licensed practical nurses, who were légally defined as pro-
fessionals in almost all states, could be trained using voca-
tional education funds under a special act of 1356.

.
*

Throughout the 1917-1963 period, federal influence was very
strong Federal officials could and did persuade states to spec-
ify thg gualifications of teachers, administrators and college
teacher trainers to meet federal standards. The latest edition
of Vocational Education Bulletin #l was published in 1958 and re-
printed in 1962. 1Its first elition was published in 1917, and it

— !htgngh,;ﬁuF,¥ﬁv+*lﬁq%,4;a,1aoo 1926 1937, _and 1948). Fach

of the last three revisions was occasioned by changes in the fed-

eral law and publication of subsequent regulations in the Federal

Register. From 1917 to 1963 it was the "Bible" for vocational,
educatibn,programs that received federal funds. It contains
absolutely no.reference to outcomes other than the egpenditure-of
funds for purposes allowed by federal law. All of the other pro-
wvisions refer to processes to be followed,

From this document it is possible in a few cases to infer
outcomes that are not desired: for example, in trade and indus-
trial education, "Evening classes may- enroll only workers . . .
who are employed in a trade and -industrial occupation . . . .
{Tlhe instruction must be such as to increase the skill or |
knowledge of the worker in the trade or industrial occupation in
which the person is employed" (p. 18). Clearly it was not con-
sidered desirable for vocational education to assist employed
persons to shift from one occupation to another.

Cuban (1982) has the best summary of federal vogational leg-
Lslation. He credits Venn (19%54) with first pointing out the
rigidities of vocational education under the Smith- Hughes Act and
the marked changes 1ntrodu9ed by the 1963 .act.

In 1918 the Federal Board determined that Smith-Hughes funds

set aside for teacher trailning C0U1d_bE4USEﬁ"TITTEQ”tﬁe*931dfie*
of state vocational education supervisors. (Cuban 1982). The
justification for this was that the supervisors could note the .
neey for and provide teacher training during their annual or
Seniannual visits to each vocational teacher. New teachers and
those teachers having difficulties were visited more frequently.
Even today, some states station their supervisors at teacher
tralnlng institutions so that they can provide college credit for
the inservice training that they feel is needed. If the voca-
tional teacher does not see the need, his or her teaching license

may not be renewed.

This evaluation of vocational teaching by state-employed
supervisors has been conducted somewhat unevenly. But if it is
based on direct observation, 1s unannounced, and involves a
comparison by a specialist of what is happening locally and what
is happening in similar vocational classes in many different
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schools, it can be very effective. The school principal, who is

usually seen as the most efficient supervisor, is not a special-~ |

ist and rarely has the gpportunlty to make cross-=district
comparisons with other specialized programs. The elimination of
earmarked funds for/teacher training in 1963 marked the death
knell for adequate /state supervision.

’ 1963-1976:

The War on Poverty . - .

-In 1962 the Manpower Development and Tralning Act was
passed. Although it was developed originally as a means of sup- .
porting the retraining of workers displaced by computers and
‘other technological developments, by 1963 it had become a prin-
cipal arm of the federal government's war on poverty, race, and
disadvantage. 1In spite of the word “training"™ in its title, it.
became a means more for income transfer thar for 1nstructlon. It
was administered by the Labor Department, in part because voca-
tional education was seen as, an in-school program that did not
address the problems of those out of schpol. Another major prob—
lem was that the federal vocational education leglslatlon was
seen as being static, with funds earmarked for various occupa-
tional categorie$ which had been established, through political
means rather than adjusted periodically in accordance with labor
market needs.

A Panel of Consultants was appointed in 1961l-by President
Kennedy and chaired by the superintendent of schools in Chicago,
Dr. Benjamin Willis. The recommendations of the Willis Panel
were incorporated almost verbatim into the 1963 Vocational Educa-
tion Act. FEarnarked funds for occupational groups were virtually
‘eliminated; the emphasts on technical and postsecondary voca-
tional education was strengthened; funds were authorized for
buildings and equipment. Attempts were made to eliminate funding

£or- agrxcuitunal*educat1nn and to requ&xe_that_halﬁwof_the funds
for home, economics be spent on job-oriented training. ' Amendments
to effect this were narrowly defeated (Barlow 1967), but
administrators received the lnessage, and 1ncreas1ngly related
programs in these fields to opportunities in the labor market.
The major change, however, was the new emphasis on people to be
served, rather than on the subject matter to be taught, and a
call for vocational education to help to reduce hard-core unemp-
loyment. This was quite different from earlier versions of voca-
tional education legislation, which specified that its students
should be drawn from those who can "“profit" from its 1nstructlon,
This was shorthand for restricting enrollment to those who were
most qualified, rather than those who had the greatest need.

7/
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In spite of the L963vact, vocational educatlon changed very
little, except for further expansion of postsecondary and coop-
erative educatlon. - In 1967, a new national commission was
formed, the Advisory Council on Vocational Education. It was
chaired by the chief state school officer of Ohio, Martin EsSex.
As did the Willis Panel, this new group set out to examine voca-
tional education and to recommend changes in legislation and
administration. It issued two reports, a General Report (Essex
et al. 1968), which was widely circulated, and a special report,

which was not. A descrlptlon of the deliberations leading up
to these two reports was published by three members of the Panel
(Evans, Mangum.and’ Pragan 1969). )

.ot B . ‘ \

The pr1nc1pa1 changes were the recommendations that, programs , ’
be established to serve handicapped and disadvantaged persons,
that” work-study programs be encouraged, and that funding be based
on enrollment and program performance. As with the Willis Panel,
almost all of its recommendations$ were 1ncorporated ‘into JLlegis-

A 1at¢on——the 1968 Vocational Education Amendments.

A

One of the curious anomalies of vocational education is that
although it has sought continually to "cream" its applicants; it .
has regularly enrolled a population that is lcw in verbal ability

" and in socioeconomic status. It has, however, managed to reject
the lowest 5 percent of secondary school juniors and seniors .
measufed in terms of school achievement. Ahd although it has
reached wmany potential school dropouts, a quarter of the school. .. .
. population drops out before any significant amount of vocational
education is available to them. These dropouts and rejeets have
significant labor market problems and become prime candidates for
Labor Department programs-of employment and training. .

The stress on training-related employment as a criterion of

success in vocational education encourages creaming, not orfly in
terms of school achievement, hut also in terms of physical abil-’ )
1ty The physlcally handlcapped are often seen by vocational .
educators as oexrrg hard to place-and hence detrimental to the .
evaluations based on placement rates. More subtly, there is fear
that empha91s on service to the disadvantaged and the handicapped
would damage the public image of vocational education. The 1968
act tried to change this behavior by specifying that 25 percent
of yvocational funds should be spent on the handlcapped and

x dnsadvantaged . . * ,

-

The Essex Panel called for much more emphasis on cooperative
education. This method of instruction involves cooperation of
schools and employers. It began during the 193Us in the South,
partly as'a way of cutting school expenses. It was patterned
after the cooperative education programs in engineering education
that beyan about the same time as federally supported vocational

4
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education. It was fought bitterly by federal supervisorg of

vocational education until the 1950s, but it expanded slowly
nevertheless. The 1968 act gave it respectability.

) Perhaps the greatest changes to date began in 1968 with what
seemed to be a minor decision: to permit the spending of federal
funds for those industrial arts programs.that were deemed by each
state to contribute to vocational objectives. Industrial arts,
which, alsé grew out of that precursor of vocational education,
manual training, has always emphasized general edycation objec~
tiwves. One of these objectives has been to provide vocational
skills+and knowledge. For the past fhree decades,.the tendency
has been to make vocational education programs®in the secondary
school more and more general, so the funding of industrial arts
fits this trend. (It has always been anomalous that education
for homemaking, which is a part of general education, has used ,
vocational education funds,  while industrial arts could not.
General business education still cannot). -

* -

During the early 1970s, many vocational educators feared
that all of their funds would soon be used for.general education
purposes. United States Commissioner of Education Sidney Marland
promoted the concept of careeer education, which went well beyond
vocational education in seeking to develop career awareness, ex-
ploration, and skill development for all students and all oceupa- -

" tions at all levels of education. Eventually career education ,

received token funds of its own, but in the early days it was
financed by federal vocational education appropriations. Many of
its concepts were drawn from Rrosser's Life Adjustment Education
of the 1940s, but it had a more felicitous name and a better
research base in vocational guidance than had the earlier move-
ment. Indeed the only significant attacks on career education
have come from the neo-Marxists who fear that it might delay the
overhaul of the economic system that they feel is necessary. The
general edugators who buried Life Adjustment Education have not °
commented. ' ) ) \;

N

~— &

K .

It is fashionable these days to say that career education
is dead. It would appear, however, that it is prospering under
a variety of nawmes, and that it has been incorporated into vin-
tually every school subject from nursery school through graduate
school. Certainly it has affected vocational education by
broadening its goals and by permitting access to students who
desire a single course without the earlier insistence that they
commit themselves to.pursue a full vocational program.

Although Cuban (1982) says that for the six decades before
1975 the primary evidence of impact of vocational education has

been that "old standby, increased enrollment,” this statemen*
. . ) * "

‘
v
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applies only to pleds that vocational educators have made to
Congress, askiny for more ‘funds on the basis of increased enroll-
ment. However, pefore 1968 allocations of funds by states to
locdl education agencies had been made almost universally on the
basis of the number of approved vocational “teachers, not on the
basis of enrdllment. This had the effect of.continuing low~
priority programs, because low.enrollments tend to regsult from
degisions by students and their parents about the low relative
personal value of those programs. The 1963 Act required that
enrollment be a factor in allocations to local schools. Perhaps
this one change did more than any other to ensure .that market
forces would shape ‘vocational education in the future.

what now seems to have been the final gasp of ‘the war on
poverty and discrimination came with the 1976 amendments. This
législation was engineered by Congress without the aid of a
national panel. The principal change was a marked stress on the
reduction of sex bias in vocational education. Although enroll-

"ments in vocational education showed less sex bias than the world

of work, women have been concentrated, in business, home econo-
mics, and health occupations, while agricultural and trade and
industrial education have been largely male preserves. Congress
demanded that this be changed.

¥

Evaluation of Outcomes :

Virtudlly every conceivable outcome of vocational education
can be achieved either by providing high-quality vocational pro-
__grams_or ozhcarefully selecting the trainees. If outcome meas-
ures do not take into account the gains in performance which:
accompany training, the natural res'lt is to encourage creaming.
This descrlptlve word, =ncountered frequently in conversations

among CETA workers, describes a deliberate process of selecting
the most qualified trainees and rejecting those who most need
help. It is a pejorative word, especially among program
evaluators, but program operators tend to substltute "selection

of those most llkely to profit from the program’” or some simitar
phrase that indicates that it is not bhad to reject those who are
primarily interested in the stipends which accowmpany tralnlng,
rather than in learning. N -

- ' -

Consequently, it has hecome very c¢ommon in evaluations of
employment and training programs to compare the earnings of par-
ticipants prior to and subsequent to tralnlng . Those types of

" training that produce large’ gains in earnings are con51dered to’

be effective, while those that produce small Or no gains are
judged to be ineffectivé. Lvaluators——pr1n01pally labor econo-
mlsts——who have had experience in studylng emploqunt and train-
ing programs, tend to use this same criterion in evaluatlng
vocational education. , .
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It is usually much easier to increase earnings from zero
. than from some higher value. Consequently, youth and housewives
- (or househusbands) with no paid work experience may be preferred
trainees if trainers know that their work will be judged by
increases in earmnings. .
Conversely, adults who have.chgsen, because of poor working
conditions, or have been forced, by plant closings,or retirement,
to leave a highly paid job would not be desirable trainees if
evaluation of training is based on increases in earnings.” Their
wages after training might well be lower than before training,
even if the training were highly satisfactory to them and to
. _ their subsequent employers..  In such cases, it would seem to be
useful to evaluate the value added by training in terms other
than-added wages (Evans, 1981).
o

Proportion of Population Eanrolled

»

. If a vocational education program enrolls no women or minor-
ities or handicapped or disadvantaged persons, it is clear that
this is an undesirable outcome. The natural assumption is that
there is discrimination against all persons from these.groups.

A similar assumption is made if the proportion of people from any

O0f these groups dlffers markedly from their proportlon in the

population from which the trainees are drawn.
t i . . / '

Conclusions

’b . One clear fact |emerges from our study of the history of
vocational education. In the early days, many people stated out-
comes that they expected of vocational education, but few attemp~
ted to assess actual outcomes. WNow, there is much more atten-

tion to actual outcomes, but the tendency is to try to assess
outcoines of "average" or "typical" programs and to generalize

from these results to determine what can be expected of vocation-
dl” education as a whole. In contrast, the few studies of actual —-
outcomes in the early days of vocational education looked at the
outcones of individual programs in order to decide hov to improve
those programs or to decide whether they should be expanded or
terminated. It is our view that the assessment of outcomes

in order Lo improve individual program decisions is much more
desirable and feasible than assessment of a group of disparate
programs Serv1ng disparate communities and disparate groups of
individualls under disparate economic conditions. .

Less clear, but perhaps more important, is the suggestion
that instead of looking directly at expected outcomes of voca-
tional education, it might be well to look at its goals or pur-
poses and then to move to the outcomes that flow from these
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T burposes, the Vocational E&ucatxon;Amendmenzs_Q£419Zﬁml;st_a_mQﬁsx:::::ﬁzzz

. quality of work and of the work place. The National Association

*

goals.” Evans and Herr (1978, p. 4) identify three goals:
meeting society's needs for workers, increasing the options
available to each student, and serving as a motivating force to
enhance all types of learning. Later, Evans (198l) suggested a
fourth goal,- to increase the ability of workers to improve the

of 'State Directors of Vocational Education (1980) specifies two
purposes: provide individuals with the skills they need to
attain economic freedom, and enhance the productivity of local,
state and national econémies.

instead of the tradltlonal "maintain, extend and  improve"

ambitious set of purposes:’ "to assist the States: to extend,
improve, and, where necessary, maintain existing programs,
develop new programs of vocational education to overcome sex dis-
crimination and sex stereotyping in vocational education programs
so that persons of all ages in all communities will have ready
access to vocational tralnlng or retraihing which is of high .
qgquality, which is realistic in the light of-actual or anticipated
opportunities for gainful employment, and which is suited to
thelr needs, interests, and ability td benefit from such train-
ing. '

7/

Almost all of the outcames to.which we have been asked to
react appear to be desirable, but many of them do not appear to
flow directly from any of the above sets of goals or purposes.
For example, "satisfactoriness to employers," "placement in a job
related to training," "positive attitude toward work," "increased
earnings," and "enhanced leadership capabilities" are difficult
to relate to the goals stated above. There are, of course, unin-
tended as well as intendéd outcomes of programs, but none of the
outcomes we have been given appear to be unintended.

’

" The étatements of goals for vocational education listed here
are by no means all-inclusive. CObviously, other goal statements
should be examined as well to see what outcomes should be added.

But for some reason the statements of goals for vocational educa= -
tion, particularly goals which have been accepted by key groups, .
are few and far between. This is one reason why revisiorist .
historians have had to infer goals, including goals that few :
vocational educators, past or present, are willing to accept.

Perhaps we should pay more attention to the development of goal
statements in order to have better statements of outcomes.

Much is said about cultural lag in education and in other
social programs. It should be noted that there is also cultural
lag in evaluation of outcomes. The evaluation of vocational
education during the 1963-1976 period concentrated on the extent
to which persons were placed in the occupation for which they

were/;&ained, though the emphasis in the legislation was on
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increasing equity in training and employment. It is well known
that an emphasis on training-related employment leads to ,cream-
ing rathgr than .to the enrollment of those who most need
training: ’ ‘ ’ -

A further indication of this lag is that current evaluations
. emphasize such 'Qutcomes as the proportion oA minorities and women
: renrolled in wvocational education, while neglecting_the fact that ... .
the high school dropout rate has remained static for. more than
a decade. Similarly, the earnings of vocational graduates have
received increasing attention while there has been a general neg- .
lect of the economic fact that, as enrollments have continued to
climb, the earnings advahtage from vocational education is almost
= ' certain to have léveled off. The fact that vocational education
has responded to the mandate to increase the enrollinent of those
who are more difficult to educate and to place in high paying
jobs is another factor that almost certainly affects average
labor market outcomes. Finally, there is. a severe lag shown in
concentration on evaluation of secondary school programs and
neglect’ of the outcomes of poétsecopdafy vocatidhal\ggucation.

B

Time will tell whether the reauthorization of vocational
"education that is scheduled for 1984 or earlier will show similar
lags. fThe probability is that Congress will continue to be more

foresighted than vocational administrators or evaluators in
stating goals and purposes. Nevertheless, we should be wary of
.encouraging them to go further than they have in stating proposed
outcomes. They have shown that they are more interested in
fostering outcomes that are related to the current state of the
labor market than in more important outcomes that are.related to
improving educational systems or to, encouraging individual geo- .
graphic or social mobility or even to enhancing lifetime earn-

" ings. N -
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QUESTIONS AND ANSWERS ON
HISTORY OF CHANGCES IN OUTCOMLS EXPECTED OF VOCATIONAL EDUCATION

Question: The discussion in our buzz group focused more on

‘_~" institutions than on individuals. In view of this
focus is increased enrollment a legitimate outcome?
Will you provide us with additional rationale
concerning the appropriateness of increased enrollment
as an outcome for vocational education?

Lvans: If one's view of the institution is that it channels peo-
ple and programs, then increasing enrollment becomes the institu-
tionmal goal. Of course, it is the charge of most neo-Marxists
that what vocational education and the schools as a whole do to
people is to channel them into particular school activities. 1In
this instance then, increased enrollment' 1s an outcome desired by
the. school, as an institution, .and by capitalists, who are seen
by, the neo-Marxists as controlling the school. On the other
hand, one can view enrollments in vocational education as a test
of perceived quality of the program, as a test of perceived con-
gruence between school offerings and individual needs. This is
most clearly evident in our adult proyrams, where- essentially
people pbeat on the door and say, "1 want to-enroll.," In that
case, enrollments are not an institutional outcome at all. . It

‘is' their way of saying to the institution, "You're doing

something good. Do some more of it."

The obverse of enrollment, nonenrollment, is really the
test, the outcome, which has reshaped vocational education more
than everything else that has been done. If you offer a program
and nobody signs up, then you stop offering the program. We have
examples of nonenrollment as an outcome all thirough our history.
omebody comes to the school, perhaps an advisory committee, and
says, "This is exactly what we need." The school says, "We'll
offer it." Three people sign up. The program dies. If you get
a program that starts off with forty enrollments, then has thirty
enrollments, twenty enrollments, ten enrollments, it will be
eliminated. This is what I mean by enrollment as an outcome.

You ought to recognize that historically it was not the goal
of vocatiunal education to increase enrollments substanticlly, up
until about 1960, 1In some states there is still not an attewpt

[

NOTE: The questions were generated By buzz’ groups at the Working
Confereace. Dr. Evans' responses to the guestions were
transcribed and edited.




to increase enrollments. Byrl Shoemaker, former state d: ,ector
of vocational education in Ohio, said we're not going to expand
the number of vocational education programs in Ohio until the
ones that we have are funded adequately. Now that's a different
approach than in Illinois, where they said that by paying a
dollar a head to provide every elementary school student in the
state a little bit of career information, we can increase our
enrollments enormously. These are very different approaches to
goals and outcomes.

Question: You have ingdica“ed that vocational educators have
emphasized processes rather than outcomes. Can you
provide us an explanation as to why that was the case?

“Evans: The primary reason is that it is a-lot easier .to specify
processes than it is to specify outcomes. This emphasis is not
solely in vocational education; it is pervasive in education as

2 whole. 1In the North Central Accreditation process, in both
secondary and postsecondary schools, the emphasis has been almost
entirely on process. )

Look at the specifications for vocational education pro-
grams. Until the late 1950s the federal government specified
very completely what would be done in vocdtional education. Many
states added more specification. Vocational agriculture depart-—
ments have heen closed because they had a twelve foot outside
door instead of a fourteen foot outside door. The entire city of
Chicago received no vocational education reimbursement for home
economics for many years because they said it was impractical for
them to meet the state specification that they make home visits
to every home, of every student, every year. That was a process
specification. Because they couldn't meet it, they didn't get a
penny of state or federal money. It's easier to inspect compli-
ance with process specifications and this has been the way we
have tended to evaluate all of education.

Question: Have the clients of vocational education ever been
polled concerning their evaluation of vocational |
education? Has vocational education attempted to meet
the needs of clients?’

Evans: Not that I know of, unless you accept enrollment as a
measure of whether you're meeting the needs of the clients. Re-
member that until roughly 1965, it was customary for states to
distribute money to local education agencies based on the number
of certified vocational teachers they had. More recently, under
the prodding of Congress, most states distribute money based
mainly on the number of students they have. There is a big dif-
ference between these two methods of reimbursement. If what
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you're trying to do is te support a teacher in the style to which

‘he or she has become accustomed, then you reimburse on the number
of teachers. But if you are trying to increasé enrollments you

reimburse on the number of enrollments. State aid for general
education has been tied to student enrollment and attendance for
a long time. Vocational education was completely out of step

with that until it began to emphasize enrollments during the
1960s. That period of time was when vocational education enroll-
ments began to increase rapidly.

Question: Have the clients of vocational education really been
approached concerning what they want from vocational
education?

Evans:. Yes, there have been some studies of what people say they
want from vocational education and studies asking if they got
what they wanted. .

Question: You have indicated in the presentation that all of
‘ these outcomes have been supported by someone in the
past at some point in time. Could you put any judgment
on how effective we've been with any one of the
outcomes? .

LEvans: We were very effective in helping to prevent high school
dropouts up until 1970. A major goal of vocational education,
and of public education as a whole, was to decrease the’ propor-
tion of elementary and secondary school dropouts. The propor-
tion of dropouts decreased dramatically until 1970. Then it
Leveled off. The enrollment in vocational education has con-
tinued to go up, in spite of the leveling off of dropouts.

Audience Comment: There was .1 marvelous little book published in
1978, by Thomas Creen, titled Predicting the Educational System.
Green does a macrolevel analysis of vhat was happening with
reference to dropout rates. He looked at the utility of a high
school education in relationship to the varying proportions of
individuals who completed high school. Green recammends that
instead of trying to reduce the dropout rate, we should resume a
50-65 percent rate of high school completion. Green contends
that the more people you have completing high school, the lower
the return there is for a high school diploma, and that it tends
to impact very negatively on thosa groups who have been the
latest to be among the high school completers, such as blacks and
disadvantaged populations. According to Green, there is a point
at which there is a diminishing return on the investment in
education to complete high school, both for the individual and
for the society at large.
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Evans: Sar Levitan reaches the same conclusions but for somewhat
dif ferent reasons. Sar charges that the high school is not the
most efficient way to provide an education for some people, and
that other training institutions should be involved in it rather
than try to send everybody through high school. I like Sar-'s
reasons a lot better than I like Tom Green's. Tom, it seems. to
me, is in a box because he does not have a good answer to the
question of who are the ones not allowed to complete high

school. . ) .

Audience Comment: I think he would say that if you had 60-65
percent completing high school and if the societal press was not
to complete high school, employers would no longer use a high
school q;ploma as a screening device.

Evans: Tom is basically ‘an elitist, and he is very wrong if he
thinks employers are going to stop using education as a screening

device. .

-

- Question: In view of the many relevant groups supporting voca-
tional education and the different perspectives they
have, should there be one set of expected outcomes for
vocational education?

Evans: One should not expect there to be one set of outcomes for
vocational education. Vocational education is an assemblage of

programs with different goals. Therefore, one should expect

different outcomes from different programs. Different groups in
society are going to expect different things from vocational '\
education. These groups are going to expect vocational education
to provide those things that they think are good for them. So
self-interest determines generally what they.want from vocational
feducation. 1If we tried to respond to serving the self-interest
.0f each of these groups, with the same set of programs, we
couldn't’achieve it. One way to respond is to come up with a
vocational education program that serves the unions, one that
serves the employers, and so forth. This presents a problem be-
cause you are also trying to serve such a wide range of age
groups. .

~

I do not like the way that we have dealt with this in the
past. If you look at history, the way we've coped with this iz
to blur the definition of vocational education and its goals.
We have said vocational education is many programs, but we do not
specify its goals. Then we say, "Look, here is a desirable out-
come of this part of this big pot. This program has lielped cer-
tain people in certain ways." 1If you blur the definition, then
in testimony before Congress you come in with a very bright FFA .
member, and say to the Congressman, "This is the result of voca-
tional education:", So Congress votes.money for all of vocational
education based on the performance of this:small group of FFA
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leaders. That's fine if you want, to get mongy, and it's been
very effective, but we've done it by blurring the definition of
what it is we are talking about when we say vocational education.
Vocational education has received money for the whole pot by ’
displaying some outcomes of a part of that pot.

Quéstion: Do we need a set of outcomes for vocational education,
and if we do, what would be a model to formulate them?
Should we start with goals, constituent groups, and/or
provider groups? Should the outcomes be derived from
the goals?
Evans: 1 think that would be highly desirable to start with
goals. Let's first look at the needs of each constituent group,
and see which of these needs seems to be in accord with the goal
of some part of vocational education. Then let's build programs
that have goals that meet those needs, and then look at the out-
comes which emerge logically from the goals. I'm willing to even
short circuit that a little bit and suggest that we find ,out what
the—goals—are,—say, of homemaking education, and determine what

are the outcomes that we can expect as a result of those goals.
What are the goals of postsecondary technical education, and then
what outcomes can you expect of those? This would be better than
trying to Say these are the outcanes of all of vocational educa-
cion, which is what I think we've been trylng to say, somewhat .
unsuccessful ly. .

1

Question: Can you give us an example of some place where there
has been a sucgessful adventure in goal setting as it
relates to programs such as vocational.education?

Evans: Yes, the Oklahoma Technical Institute has a specific set
of goals, the idea has not been to serve eéverybody, there's a
definite population that's being served, a definite set of
clients for whom the program is designed. I'd argue that South
Carolina and several other states which have modeled their
economic development programs after South Carolina have been
enormously successful in specxfylng specific goals for certain
types of institutions and achieving those goals. In none of
those cases has there been an attempt to do everything for
everybody with one set of programs. But if you try-to specify
goals publicly for all of vocational education, you may run into -
difficulty, because some people won't like some of your goals.
Perhaps this is another reason why we have blurred our defini-
tions of vocational education. Surprisingly, though, the state
directors of vocational education were able to agree on two goals
for all of vocational education.




Question: Do you think that the example in CETA legislation of
making explicit expectatlons for programs is one that
we should emulate in vocational education?

Evans: I would like to have specific goals fcr specific pro- ¥,

grams. I would not like to see us have specific goals and out-

cones that bind all vocational education programs. CETA -has had

a little problem with public perception of its worth. I'd like

Lo see: somebody 1.0k at how Bob Taggart almost single-handedly

reversed the universal perception of the Job Corps, which is a

part of CLTA. Job Corps had an image of being extremely costly,

very wasteful-~now it's perceived as the model employment train-
ing program. Now how did that perception get reversed? It would

be a fascinatinyg case study. It could be -illuminating for a

variety of different types of institutional programs.

The primary difference between CETA and vocational education
legislation has been in the specification of the population that
must be served. This was very specific for CETA, and not for
vécational education. Beyond the legislation, the federal super-
vision of CETA has been even more specific than its supervision
of vocational education from 1917 to the mid-1950s. One could
expect, I suppose, that it is easier for Congress to state
specific expectations for the costs of programs when it pays the
entire program costs. I hope it never pays all of .the costs of
vocational education, though I'd be happy with an increase above
the current level.

%




SELECTED VOCATIONAL EDUCATION -
OUTCOMES: A PHILOSOPHICAL PERSPECTIVE

John F. 'Phomi)son )
University of Wiscoensin -
Madison, Wisconsin .

- : Introduction
This paper is about philosophy “and vocational education.
The writer was asked to examine philosophy for ideas and ideals
that support or reject the appropriateness of each of eighteen
outcomes to vocational education that were developed by another
group and another process.

v
-

We live in a world of conflicting cultures and 1deologles,
in which various and conflicting claims are made about what is
true and what is false. Further, we live in a society that is
called pluralistic on the grounds that it has managed with some
‘degree of success to have incorporated within its social fabric
a plurality of world views and belief systems that it seeks to
harmonize by'consensus and not by force. 1In addition, progonents
of each idealogy and belief system thrust to the fore central and
crucial ideas that reflect their world views and thelr notions of
what is true and what is false.

The same is true for vocational education. 1It, too, is
pluralistic. The term pluralism is used in contrast to monism.
There is no oné philosophy of vocational education. There is no
one perspective of vocational education. There is no one bhelief
system of vocational education. As vocational education or, I.
should say, as the philosophical foundations of our present day
vocational education was verbalized at the turn of the century,
it was perhaps easier to say that vocational education was mono-
lithic. Prosser was able in 1917 to formulate his theorum of
vocational education. These were accepte thout significant
dispute by vocational educators and were(%;:iguiding force beyond
the philosophy of education and schooling that took place within
vocational education. Clearly, in 1982 we have several competing
belief systems in vocational education. There is one belief
system that guides a great deal of the federal legislation, that
impacts vocational education directly, but there are other belief
systems that guide the process of inquiry within vocational edu-
cation. 1In addition, there are conflicting theories of schooling
. that guide the selection of curricular outcomes, teaching strate-

gies, and disciplinary practices within vocational education.
Is there anything that is called "truth" that can transcend the
particular arguménts between the various ideologies, cultures,
and interest groups?

q’

As we search for a rationale for looking at philosophy, we
are reminded that individual groups have always endeavored to

65 3
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orient themselves .to the world of their exXperience: what meaning

they find in events, whdt values they aspire to, what standards
guide their choices in all they do. Philosophy makes individuals
think about the basic foundations of their outlook, their know-
ledge, &nd their beliefs. It makes individuals inquire into
reasons for what they accept and do, to the importance of their
ideas and ideals, in the hope that their final convictions,
whether they remain the same or whether they change as a result
of this.examination, will at least be rationally held ones.

This is the historical function of philosophy: to integrate
in its quest for truth the findings of knowledge from.whatever
quarter and in it's quest for a way of life that value that gives
life meaning. In this sense, philosophy explores all per tinent
knowledge in the spirit of free inquiry, with the end view of es- .
tablishing a way of life agreeable to reason and logical human
excellence. It is not bound by restricited property rights in.
conventional subject matters, nor is it the private preserve of
professional philosophers. o

These points were made so eloquently and so clearly by Mont-
gomery (1952) in an article titled, "John Dewey and the Egg-in-
the-Bottle." This was the first of seven articles written by Ray
Montogomery at the “time of Dewey's death to help clarify Dewey's
.philosophy, and are recommended by this writer to a reader who
wants to understand the essence of Déwey's phflosogﬁ%‘ Mon tgom-
ery wrote: ‘ ‘

In everyday conversation, we speak of, philosophy with-
out giving it any aura of untouchability. "That's my
philosophy," a man will say after expressing an opinion.
In a way, that is what philosophy meant to John Dewey.
Philosophy is a pattern of behavior which accepts con-
sciously. On the other side, we can say- that 'America
has a philosophy.' But surely no one would argue that
today the-United States, as, a whole, has a consciously
accepted pattern of behavior. Yet a society needs such
an articulated, carefully and consciously patterned way
of behaving. It needs such a pattern to give value and
structure to the daily activities of its members.
Philosophy gives meaning to life because it expresses
consciously the relationships between man and man be-
tween men and-;hings which make life what it is. Philo-

sophy permits each of us to se¢ himself in a satisfying
role within an|understood context of people and events.
Without such a view, we act aimlessly and accidentally,
we make constant errors, and we find that nothing we do

is satisfying. (p. 95)

In this sénse, the various purposes of educational philo-
‘sophy .may be classified into four different groups. These are
philosophy as inspirational, philosophy as analytical, philosophy

A




as prescriptive, ~and philosophy as. investigative,,_;n;phi;osgpuxw%
as inspirational, we ask it to display a model, an ideal that )
each of us will try to attain. 1In philosophy .as analytical, we .
—..ask it to look at meanings, validity, and efficacy. In philosophy
as prescriptive, we ask it to prescribe particular ends and means
that should  be achieved; and finally in .plilosophy as investiga-

tive, we ask it to evaluate, to justify, to offer commentaries on

particular practices.

The task in this chapter is to be investigative. That is,
we wil] take each of the eighteen outcomes as given ends, we will
look for evaluations, for justifications; and we will offer some
‘ * commentaries on the various practices. That will be the primary .
' focus of this chapter. As we take that focus, we are aware that

some of the other characteristics of philosgphy will be served.

Three problems will be paramount as we go thiough this par-
ticular task,}and one is a definitional problem. Vocational
education does not experience a strong unified agreement as to
the meaning gf various terms. Hermeneutics is the study of the
methodology and principles of interpretation. Vocational
education i¢ not very hermeneutical, that is, we have not studied
our methodologies and principles of interpretation to clarify
meanings, thus, from time to time, it will be necessary to define
the spec1F1c way terms are being used so that possible misinter-
pretations w1ll be kept to a minimum.

The second problem concerns a difference between a philo-
sophy of education’and a theory of schooling. I think it is
important that we keep in mind that these are two different con-
cepts. And it will be helpful if we keep them separate. In the
introductory part of this chapter, it was noted that educational
philosophy makes its investigation concerning itself with the
nature of persons to be educated, the determinat. - of objec- I
tives, and, to some extent, the means to use to achieve these
objectives. Perhaps the best distinction between the notion of
philosophy and the notion of schooling is made by Power (1982).

He wrote:

" Where educational philosophy plays down method to inflate

the importance of goals and curricula, to deal with

questions of why and what to teach, a theory of schooling
concentrates its attention on method, on the actual

practices of teaching and learning. (p. 157) !

There is a great deal of what we 4o in vocational education
‘that deals with schooling, that is with the actual practices of
teaching and learning. So much of schooling does not find its
. way back to philosophy. It finds itg way back to psychology, and
the justification for its inclusion in a particular program or
curriculum is a psychological justification, not a philosophical

one.




issue or problem. Thompson (1973) has pointed out that:
S

[N

- -The_third problem concerns what constitutes a philosophical

All behavior rests on certain assuaptions. If one's as-
sumptions are sound, the resulting behavior will be pro-
fitable, but if behavior is based on wrong assumptions
frustration results. Although assumptions cannot be
"proved" in a scientific sense, they need to undergo
their own kind of special examination or test. (p. 89)

Tﬁege tests include such things as reliability, validity,
and consistency. Venable (1967) has listed several reasons why
our beliefs do not always determine behavior as. they should.

- Among these are (1) a safety in numbers: .putting into practice

only those things that others have been known to do; (2) emotion-

‘al satisfaction; and (3) what works (pp. 10-11). Vocational edu-.

cators are particularly prone to these three conditions. One
reason for this may be a lack of direct contact with philosophy.

It is at this point that the philosopher can come to our
aid. One way in which we may view the role or task of philos-~
ophers, is that they aid us in examinations of our assumptions.
Each of us, while continually testing beliefs and concepts in - ——
light of logic and of their consequences, is engaged ‘in the study
of philcsophy. The study of philosophy is not like the study of
any other subject, one cannot study about philosophy in the same
way that one studies other ‘subjects, -such as history or econo-
mics. But the study of philosophy requires the individual to
adopt new ways of thinking. It requires individuals to engage

.actively in the examinations of their own assumptions.,

Any complete theory of vocational educatigh would most
likely be a set of reasons for beliefs about goals, policies,
organization, curriculum, and perhaps teachisig and learning
methods of a program designed to produce or” enhance occupational
competence. These beliefs would range from specific course out-
comes to hypotheses about the role of ﬁ@rk and the social order,
and the role of work in the life of individuals. Such a set of
beliefs and their justifications could indeed be called a philos-
ophy. Where would one go for support for the beliefs in the
philosophy of vocational education? One would obviously go to
the standard branches of philosophy, epistemology, ethics, meta-
physics, esthetics, as they are applied: to education. If the
velief put forward is some other kind of statement, where would
one go for support? One would be likely to find evidence for
support from empirical data and generalizations. There is no
point in raising philosophical issues if the point can be settled
by facts or empirical theories about the facts.

For example, one! of the outcomes identified for vocational
education in this report is "increased earnings." The belief
being expressed is that participation in vocational education
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positively affects the wage or salary of workers. That is not a.
philosophical outcome. One nced not and cannot go to philoscphy
to find an answer to it. One simply needs to, turn to empirical
data. To find justification for this outcome one would simply
‘need to look at the warious studies that been. done to see if
those wh have had vocational education do indeed earn more money
than those who have not. 'So some of the outcomes that were
identified by the project staff are not outcomes that can be
examined philosophically unless one pushes them further than the
simple statement of the outcome or its explanation. One would
need to go beyond the stated outcome or to recast the outcome

in noymatlve terms. : . . .

A Philosophical Framework

JYhen ekamining education with the tools of philosophy,
several philosophical frameworks are available. These include .
idealism, realism, existentialism, experimentalism, and neo-
thomism. These positions differ as .to how the various components
of education are viewed. A summary of . such differences in. terms

"of purposes, curriculum, and method is displayed 'in figures 1 and
2 for four such-philosophical frameworks... The author believes. it
is important to use one philosophical framework as the outcomes
of vocational educatlon are analyzed The framework chosen is
experinentalism.

Rationale
Henry Commager (1950) in his book, The American Mind, in

.which he describes how it is that Americans have come to believe
in and think about things the way we do, had this to say:

The American's attitude toward culture was at once sus-
picious and indulgent. Where it interfered with more
important activities, he distrusted it; where it was the
recreation of his leisure hours or of his women folk, he
tolerated it. For the most part, he required that
culture serve some useful purpose. He wanted poetry that
he could recite, music that he could sing, paintings
that told a story. Stephen Foster was his most beloved
composer, and Currier and 'Ives his favorite artists.
Art was something that had happened in the past, and
when he could afford it he bought the paintings of
¢ artists long dead, listened to lectures on French cathe-~
drals, and built museums to look like mausoleums. Edu-
cation was his religion, and to it he paid the tribute
both of his money and his affection; yet, as he expected
his religion to be practical and pay dividends, he "ex-
pected education to prepare for life--by which he meant,
increasingly, jobs and professions. His attitude toward
higher education was something of a paradox. Nowhere




" oL

sl

Ontology:.

Epistomology:

Axiology:

Purpose:

Curriculum:

Method:

"~ formation of charac-
. ter, development of

FIGURE 1 °

v ~ OVERVIEW OF FOUR PHILOSOPHIES

]
|
|
I
|
I
‘i
77 Exjstentialism T

Idealism . Realism Pragmatism
mind and form things, objects, matter human experience existidg

- consequences of an existential choice

idea when acted on

ideas as they correspond

the itdea
. with observable facts

-

personal rather tfian
public norm

~

reflection and imi- - the public ta%te

tation of the ideal
mind and idea

nature and natural law

FIGURE 2
EDUCATIONAL OVERVIEW OF FOUR PHILOSbPHIES
' Pragmatism

Realism Existentialism

Idealism

provide-experience for

meeting novelties in

s personal and social’ - -
life

experience with ald
forms of 1life

1ife adjustment and
social responsibility
talent )

symbols, and ideas;
1iberal education

for development of
abilities

e fas
d1a1qct1ca1,
absolving ieas

!

-

all useful knowledge of

the physical world

mastering facts and
information; direst and.
incarious experiences;

logical and psychological

'social experiences;

interests and needs of
~ students; always
~emeirging

liberal edﬁcation as
a foundation for
freedom; personal
choice’ 631
no preference, but it problem solving;

must lead to scientjfic method;

happiness and good activity; learn by .
character doing




P r

\

- else in the .western world did colleges multiply and
flourish as in America, yet not until Elliot reformed
Harvard and Gilman built the Johns Hopkins did he have a
real university.™lNo people were more avid of college .
degrees, yet nowhere else were intellectuals held ing#
such contempt or relegated to so inferior a position;
and in America alone the professor~-invariably long T
haired and absentminded--was an object of humor.(p. 10)

He undertook the most gigantic educational program in
history, but it was the universal opinion that American
education was eclectic rather than thorough. (p. 19) .

More fully than any other philosopher of modern times,
Dewey put philosophy to the service of society. More,
he’ formed a whole network of alliances--with science,
with pOllthS, with education, with aesthetics, all. di-
rected toward advancing the happiness of mankind. His
quarrel with the trgnscendentallsts was not merely that
their system of truth was absolute, but that it en- ..
couraged atomistic individualism; his quarrel with de-
terminists not merely that they reduced the individual
to insignificance, but that they did not respect experi-
ence. The ends he sought were public, not ,private.
Truth was, to him; not merely what worked for the indi-
vidual, but what worked :-for the group, and it was not fo
be achieved by coeoperative action. (p 99) B

Butler (1968) has traced pragmatism back four centuries
before Christ. but persons of the Amerigan character shaped it,
nurtured it, systemized it. It was a meeting place for many
philosophic perspectives often a reaction to .some diversions of
an ideology. As it was shaped and so on, it took on the charac-
ter of its culture. While it is difficult to define, it does
offer yuidance. The experimentalism is & large tent under which
it is possible to find shelter for many so-called outcomes. It
is practical and soc1al In these attributes it parallels
vocational education. ®c(h .lds has identified five major reasons
why experimentalism and the American culture are so intekwoven:
(1) the frontier experience of the American people; (2) mobility
of American social life; (3) orientation of America’ to the
future, not to the past; (4) the tendency of pioneer America to’

both ideas and human beings not prlmarlly by their ancestry,

.t ither by what .they were able to achieve in:.the context of
ace. L life affairs; and (5) the commitment of the American
people-to the democratic way of life Childs (1956, pp. 6-10).
Because of ic¢s being diverse but having. the ablllty to .guide,
being socially focused, being practlcal, being committed to
democratic prin¢iples, experimentalism is a good framework for
viewing vocational education. o . .
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The Philosophy-Overview

O'Neil, writing in 1981 about educational ideologies, said,
“Praguwatism holds that an idea is 'true' if it leads to effective
consequences, when applied to the solution of a real problem."

- Pragmatism had its birth in the American nation with John Dewey,

the public person most easily identified with the position. It
grows out of the emergence of science and of the scientific
method. Two themes guide pragmatic thought: process and
relativism. .

To the experimentalists, ideas have consequences. The mean-
ing of a proposition is in its consequences. If an idea were
acted upon, the’consequences of the action would define the idea.
A wmeaningful idea is one that can be tested and can be acted
upon, tried out, and practiced. ‘It is a philosophy of action, of
actors who act on the world.. Its focus is on the realm of epis-
temology, with some axiological claims, and less concern forf on-
tology. It is the process of humankind’s interactions and the
propositions derived from thesc interactions that is at the heart
of pragmatism. ’

The pragmatist views the universe as matter in motiou;
change is continual and pervasive. Not only is reality changing,
but values are also relative, to time, place, and circumstances.
Since little endures, or is permanent, pragmatism implies that
the curriculum should emphasize process, such as learning how to
learn, and science as method. Further, teaching and learning
should be active and interactive enterprises. The ends and means
of education should be reciproial and mutually reinforcing.

For a pragmarist, human ceings create their world by a con-
tinuous reconstruction of experiences. The teacher, in order to
encourage increased and more complex reconstructions, should ex-
tend and build upon students' experiences. Although the pragma-
tists embhasize process, none of these processes are to be
learned as merely academic ritual or formula.- . .

-

The Philosophy-A Closer Look

. [ ’
Experimentalism is _a matter of dealing with the affairs of
life in some sort of paéﬁern or configuration. This is why it is

'classified as a "field theory." The field, the total pattern in

question, is determinative of any particular time in the field;
and each and every time within the field is likewise determina-
tive of the field, that is, of the wholes— Tt is a back and ,
forth, forth and back relationship. It is rationale; it is rela-
tive. Thus, it may be said that experimentalism is a matter of
taking relativity seriously. Concerning this relativistic
viewpoint, Bayles (1966) noted:
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Lot us take a look at this back and forth, forth and

back view of the ways things and events affect one

another. For example, in a class I might start with a

clean blackboard and draw on it a small circle like the ‘
following: O {

When I ask what it is there is some hesitation and then

c a tentative reply that it is a small circle. Noding as-
scent, I place at its left a vertical line. 10. Now’
what is it? It's a zero, part of the number 10, meaning
no ones more than 10. I place a vertical line at its
right, 101, and it becomes part of a number 10l, the
circle still meaning O but meaning no tens more than
100. This line of changes can continue further if de-
sired and can be modified by introducing a decimal point

.and shifting it around, consequently changing the

neaning of the zero. MNow I erase all but the original
circle, draw a similar circle at its right, add the
following lines, and it is no longer even remotely re-
lated to the number system, but is immediately seen as a
rear wheel of a little boy's wagon. FErase the wagon box
and the tongue and add three lines and our wagon wheel
becomes a human eye. (pp. 2-3)

The variations of this theme of course are legion. But the
above should be able to focus our attention on the fact that for
the experimentalist, this whole and relative pattern is_very,

- — “very important. The whole affects the parts and the parts in
turn afféect the whole in back and forth, forth and back relation-
ships to determine things and events and the, ways we envision
them and have to deal with them. To the experimentalist, indivi-
duals have to deal with this pattern or configuration in a
contextual way and deal with all things at all times. As we
attempt to understand experimentalism in reference to educational
] programs, there .re three areas that need clarity. These are (1)
the nature of the individual, (2) the nature of truth, and (3)
the nature of culture. Wwhile discussion of these three areas
does not constitute a complete analysis of experimentalism, it
vill provide necessary essentials for the latter part of this
cr.apter. wWhat follows are nine assumptions about these two areas.

Theiwatpre of the Person -

1. Human beings will act in such a way as to achieve what
they want or intend, in the quickest and easiest way that they
sense or comprehend under the circumstances (Bayles 1966, p. 19).

In other words, the pragmatist assumes that the goal, the
confronting situation, and insight are the three factors that
need to be considered in predicting human behavior. This is
sometimes referred to as the law of least action.
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2. Training is transferred, that is to say, we use or
apply a learned insight, when (and only when) the confronting = .
situation offers an opportunity, we recognize it as an opportun-
ity, and we wish to take advantage of the opportunity (Bayles, p.

22).

This has great implications for vocational education. Ob-
vious are the relationships between the transfer of learning from
school shop to work place, from the school's MIG welder to one in

. the work place. Not so obvious is the implication for some prac-
tices, such as the desire of the vocational educator te do fol-
low-up studies as a way of making judgments about the adequacy of
a particular program. A program with 80 percent placsment in
a follow-up study is judged t~ be less adeqguate than one whose
pPlacement rate is 90 percent. But experimentalists reply, sup- ,
pose the student didn't wish to take advantage of the- opportun-
ity for placement. ‘

Morris indicates that there is transaction: "A two way
movenent of phenomena between ourselves and the reality we can
never know directly. We do things to the world, we act upon it, .
and then it responds, it acts upon us. We dam a stream and
nature answers back with water power" (Morris 1916, p. 71).

To the experimentalist there are no’ two situations that are
always the same, a belief that departs a little from the stimulus
response pond theory. According to the experimentalist, people
do terd to act according to habit patterns, but what is crucial
is whether they act as before because they did it before or for
the same reasons they did it before.

3. Learning -i§ the development of insight in reference
to goals. Insight is a cognitive process. It is also people's
"sense" of what ought to be done as they perceive the goal, as
they pursue a goal and encounter an obstacle, either anticipated
or unanticipated. What they do in response %o this obstadle is
insight. It may be deeply perceptive .or shallow. It may be
comprehens ive or have only a single referent; it may be vague or

———clear. It may be thoughtfully derived or represent snap

judgment. )

4. There are two parts to a person: the conative and the
cognitive. The conative is the wants, desires, hopes, of the
person and the cognitive represents the insight. "Ideals and
ideas" is another way of expressing this concept of what experi-
mentalists call the "twofold nature of self." Feelings are
present in both aspects. The self extends beyond the body of
the person to family, friends, possessions, home, etc. The
expression "Love me, love my dog" sums up this part of the

'<—~*j—**experimentalist philosophy.




"The Nature of Truth

5. Truth must be considered temporary and conditional.
6. Reflective thinking is how we know truth.

" Individuals formulate a hunch or hypotheses on the basis
of who they are. Their environment, and their experiences.
They then act as if the hunch were true. If the reaction ob-
tained is what was expected, then the hunch is confirmed as
temporary truth. If not, the hunch is reformulated on the bases
of the most recent set of experiences and environmental condi-
tions. The temporary truth is constantly checked for confirma-
tion. It is always an assumption, not an assertion. Morris
connented

We may now generalize by noting that, the ultimate test
of truth is whether the hunch Qr hypothesis which is
tried out and acted upon "really works" or does it ex-
plain_ the situation, rationalize the disparate phenomena
that have been abserved, solve the problem? In the de-
gree that it performs this duty, it is said to be true.
llence truth in experimentalism are always in degrees,
always contingently or relatively. (p. 64)

7. &An insight, to be proven correct, must work in one way
only. : -

"It can lead to cnly one result, that is, it must predict
events or behavior with accuracy. Commenting peripherally for M
_a moment, this area is often criticized by nonexperimentalists. \
They say exper imentalists support the telling of a lie. If the \
"lje" works, it is then true. This is a distortion of the ex- N\
perimentalist's view. Students may say that they are interested \
in a marketing education career as a buyer in order to get into a .
cooperative education program. The "1ie works." 1Is an "untruth" )
made "true"? Is the student now really interested in a marketing
education career. :No. To the experimentalist, the lie is not
proven true. What is proven is the idea that the telling of a :
lie got the student into the program. Whether a lie is justified ,
to the experimentalist is another question. ' .

Back to the main point, that insight must predict behavior
with accuracy. As -Bode (192]) noted:

The investigation is completed when the conclusion is
supported by a considerable body of evidence, and when
it is impossible to find &ny facts that conflict with
the conclusion, there must be not evidence to support a
rival hypothesis. (p. 117) o ’
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‘Lach piece of information, data, or fact should be in line
_puﬁﬂigh_eachmand.eyery.pieceuof information, data, or fact.

- The Nature of Culture

& © " An educational system deals with persons as individuals.
The two previous areas concern themselves with the personal. But
an educational system occurs in a setting, in a culture. Indivi-
duals are being prepared to function as members of the community
at large. To think experimentally, the educator needs to take
full account of the culture of which programs are a part, needs

to think relationally.

8. The American culture is democratic, with democracy
being the form of government based on the following asswmptions: .

a. All members of a culture have power to
‘ establish the laws by which it should be
A ‘ governed. .
t ‘ ’
b. All members of a culture have an obligation

to abide by any and all such laws.

9. Democratic education focuses on the capacity for inde-
pendent development of insights (independent learning ability).
"Of course, it is a teacher's job to give.help and guidance;
otherwise why have him there? Reflective teaching does not mean
. that a class shall be turned over to students. . . .It does mean
that the teacher's function should be essentially that of -modera-
tor of'a deliberative ‘body, responsible for its progress along
educative lines rather than a purveyor of a fund of information
or wisdom possessed by him, to be imparted to the receptive minds
of students. Learning how to think means learning how to learn

one's self" (Bayles, p. 79).

v
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Philosophic Effort in Vocational Education

In 1977, Mckinney and Greenwood indicated:
There is an urgent need for vocational education leader-
ship to increase skills to interpret and communicate the
purposes of goals of vocational edidcation more explicit-
ly and logically. It has been possible to hear with in-
creased frequency that strategies and skills for inter-
preting vocational education to Congress, to practition-~
* ers in the field, to the genteral public are weak and
underdeveloped-. L I
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There appears to be a need for a broad-based re-
examination of the underlying premises that support a
philosophic rationale for vocational education. Some of
the circumstances creating this need include: (1) the
inability of the field as a whole to react to, adverse
crities of vocational education whether these critics .
are pointing to operational conceptual modes of behavior
in vocational education, (2) the inability of vocational
education leaders to proactively map out future
direction based on theoretical bases which have gained
conceptual acceptance with the field, (3) a lack of dis-
cussion and debate within the field regarding phllo—
sophical premises and issues and (4) a failure to
articulate a philosophic position and communicate it to
other educatlion groups to Congress, federal agencies and
the general public. (p. 1) ’

s

ne of the working papers developed for the 1977 Workshép_

on Interpreting Vocational Education, Greenwood indicated:

A nunber of capable individuals within the field of
vocational education have begun to work on the problem
of defining a philosophy for the field. . . .

It is interesting fo note in the selections that the
authors often have different notions of what constitute
a philosophic position. This is not to say that any of
them are mistaken; the word phllosophy has several dif-
ferent meanings. . . .

on the whole the writers of this section seem to fall
into two distinct groups, whicdh shall, as a meaning mat-
ter of. convenience, be referred to as the traditionalist
and the reformers, respectively. The traditionalist,
including such men as Melvin Barlow and Robert Miller
argue for the validity of the principles that were
Jdeveloved by Charles Prosser and his contemporaries in
the .early decades of ##his century. These principles,
they maintain, have stood the test of time and proven
their worth. Vocational education doés not, in their
view, need to abandon all principles and find new ones;
needs rather to restate these principles in a way that
expresses their relevance and application to current
problems. . !

But perhaps, even the traditionalist would concede that
something more needs to be done, beyond the formulation
of principles. In looking over some of the work that
has been done by the traditional leaders, a pattern
emerges. Although a great deal of significant work has
"been done in defining the what and how of vocational
education, relatively little attention has been paid to




Philosophy for Obcatlonal Education,
state directors of vocational education in 1975, he comments:

stating the why. Thus, even if the- traditional princi-
ples are correct as they stand, much work remains to be
done.

Other individuals such as Ralph Wenrich, Melvin Miller,
and Charles Law reject .these traditional principles and
maintain that a whole new set of pr1nc1ples must be
articulated.

It would be a great mistake to suppose that these two
varieties of philosophic positions represent the only
alternatives available to vocational education. In the
final selection in this section, John F. Thompson pre-~
sents a philosophic position that is cpjearly different
From that of Byrl Shoemaker, Robert Miller, and Melvin
Barlow, but not quite the same as that of Law, Melvin
Miller and Ralph Wenrich. This selection comprised of
the final two chapters of his book, Foundations of
Vocational Education, is also noteworthy in another re-
spect; of the selections presentéd in this section, it
seems to Offer the most complete |development of Why, .
what and how. (p. III C 1~v) .

In a paper _developed by Charles J. Law, Jr., titled, "A
" which was presented to the

In suggesting "A Philosophy for Vocational Education,"
some things appear to be evident: (1) Vocational educa-
tion has no clear, concise, easily definable philosophi-
cal base to which it lays primary claim. (2) The
pseudo-philosophical phases upon which vocational educa-
tion loosely operates are a conglomerate of beliefs
indiscriminently interwoven, parts of which are mutually
exclusive and often contradictory. Typically, even the
most serious attempts of vocational educators to deal

. with philosophic issues have resulted in a discussion of
sur face philosophical tenets, each of which is sup-
posedly supported by a deeper valid.philosophical base
for 'vocational educatian, rather than in a rigorous
philosophical discourse which questions the basic rea-
sons for the existence of vocational education.

In supportlnc these findings I have found sufficient

evidence in the literature to state further that:

(1) 1f we have a philosophical base broad enough to

cover all our actions, it is so diffused and electic as

to be almost non-existent, or (2) If we choose to select

one of several versions of our so-called philosophic

base, then we immediately begin to operate some facets

~of our program in dlrect oppositionh to the philosophy so -
stated. (pp.. 1-2)
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As literature of philosopiic vocational. education is exam-
ined, ways to characterize it other than as traditionalist or
contemporary emerge. When one looks at what is said by all the
people involved, there appears to be a more fundamental differ—
L ence than that propobcd by the previously mentioned workshop
literature. That fundamental difference stems from the belief
l. systems of the writers who are offering various philosophic ten-
: ets to guide voc¢ational education. _There is one group of persons
in vocational education who operate from a .sometimes stated and
somet imes unverbalized assumptlon that vocational education is
economic education. That is, it ties itself directly to the
labor force, and the way to understand vocational education is to
understand its economic background, its economic contribution to
the indiviJdual and to society. Writers such as Barlow (1974),
Miller (1974), and Prosser and Allbn (1925), are examples of this
view. Others take the p051tlon that the way to understand what,
vocational education is, is to see it in a larger framework_of
humap resource development This human resource development
philosophy can be seen quite clearly in the work of Thompson
(1973).
The purposes of vocational education must e consistent
with the purposes of occupational development. Occupa-
tion development has been identified as a process of
growth and development that enables an individual to
flnd a satisfying work role, to become established in an
orcupatlon.
The generalized purpose of vocatiomal education, then,’
is to assist an individual to grow and develop, to
become separate from other things and other persons, to
discover a satisfying role in an occupational area. A
secondary purpose is to help the labor market maintain a
balance between jobs and unemployment between oppor-
tunities and trained manpower.
|
\

Another way of saying this is that in a democratic
society it is assumed that free choice of an occupation
is preferred to coercion. Efficient functioning of the
economy and the attainment of personal and social .
adjustment by workérs are not opposing ideas in a demo-
cratic society. If a person has experiences that permit
him to really know his own strengths and weaknesses,
know the world of work, and know how to relate himself
to the world of work, he will seek out a satisfying work
role., The 1ncent1ves provxded by the free enterprise
economy will ensure that various job shortages are
filled. The reverse is not true. (p. 239)

The purpose of this section is to point out that there is no-

——— —ene-—phitosophic theme that most -vocatienal educators could
advocate. WWhiile the economic theme is the more dominant one, it
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certainly is not supported by all interpreters of vocational edu-
cation. The human-development theme is not taken seriously by
the persons who express faith in the economic view of vocational

"education. If one were to undertake the task of this paper fol-

lowing only one of those perspectives, one would have a consist-
ent paper, at least consistent in its phllosophlcal tenets, but
would, in some sense distort the view that is currently held by
interpreters in the field. For this reason the eighteen state-
ments about vocational education labeled outcomes will be dis-

cussed next. We will look at those statements and then look for

their philosophic support.

Vocational Education Outcomes

The task asked of the writer assumes that a series of
logical inferences, which lead from the study of a philosophy
to the practical matters of education, can be developed. Many
writers have tried this without good success. Wingo (1965, pp.
8-15) tells why this is a route filled with mAny potholes and
landmines. ’ . )

Po illustrate the difficulty, in part, take a look at the
next two statements. In describing an educational curriculum
based on their philosophy, these statements were developed by
an idealist and a realist. Can you discern differences that
will guide teachers, policymakers, administrators?

N

Statement Number 1

If students are to develop their innate human capacities
as fully as possible and prepare as well as possible for
life as people and as responsible citizens, they must
acquire, so far as they can, all four of these basic
compl ementary skills: ‘

o Logical linguistic (think clearly and consistently,
use, language accurately)

o0 Factual (léarn a great many facts about self and
one's physical, social, and cosmic environment)

o Normative (Judglng according to some standard of
value

‘o Synoptic (see thing§ in a‘wider and deeper
perspective).




Statement Number 2 . L

There i1s certainly a basic core of knowledge that every
human person ought to possess in order to live a genu-
inely human life as a member of the world community, of
the nation, and of the family. This should be studied
by every student and should be presented at levels.of
increasing complexity and discipline throughout the
entire curriculum. First of all, (1l).students should
learn to use the basic instruments of knowledge, espe-
cially their native language . . . . Then, (2) they
should become acquainted with the methods of physics,
chemistry, and biology and the basic facts so far '
revealed by the sciences; (3) they should study history
and the sciences of man; (4) he should gain more famil-
iarity with the great classics of their own and world
literature and art; (5) in the later stages of this
basic training, they should be introduced to philosophy
and to those basic problems that arise from the attempt
to integrate knowledge and practice.

There are Jifferences in education that these philosophers
do not identify. These differences stem more from different
theories of schooling--the differences in practice of teaching
and learning within the classroom (see the "Introduction" to thls

paper) .

N

A second situation is the question of which aspect of a phi-
losophy one uses as a referent. The overall philosophical frame-
work chosen to look at these outcomes is experimentalism. But
whose experimentallism? Experimentalism is not a "pure" perspec-
tive. There are ideal-experimentalist, real-experimentalist, and
SO on. '

There 1s also a third notion that might best be labeled a
“mind set" on the part of vocational educators. This mind set is
one of reductionism. Reductionism reduces complex phenomena to
simple terms. One simple explanation is used for several complex
situations.. Vocational educators are often guilty of this way of

thinking. It is assumed that since a physical law such as certi-,

fied force can be uséd to explain several phenomena observed in a
shop, the same cah bhe dorfe in biological and social -sciences.
Biological ani, to a greater extent, social sciences ‘are not
nearly as precise as the physical sciences, and .these simple
explanations are not generally available for complex phenomena.

If readers accept these misgivings on the part of the
writer, they are prepared to proceed, that is, to "rush in where
the wise person fears ta go." .

We now turn to the specific outcomes of vocational educa-
tion. These outcomes are'provided through another effort, and ,

el 0o . oo
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the task is not to question whethér or not they are legitimate
outcomes, but to examine philosophy to see if-there is philosoph-
ical support for the outcome. I have chosen the experimentalist
philosophy as the overall framework to be used to examine these- .
outcomes. Farley (1979) stated "Vocational education outcomes

are broadly defined as the consequences of vocational programs"
(p.1). This puts us in a dilemma to start with because to say
that these outcomes are the consequence of student partlc;patlon
in the vocational education programs puts us phllosophlcally in
the box known as ends-means, the means belng participation in
vocational education and ends being, of course, the outcomes.
Certainly for the experimentalist the whole notion of ends and .
means is a central question. Dewey, among others, regarded these
value judgments as objective and thus spent a great deal of time
talking about the interdependence 6f ends and means. In fact, at
one point, he was willing to say that the ends—means discussion
was the important aspect of phllosophy

What will follow in this section is a statement of the out-
come, followed by its explanation. "Then I will follow with a
paragraph or two indicating how experimentalists would generally
regard this outcome. It is important to keep in mind the nature .
of experimentalism. Since it is by nature a field theory, the
total philosophy comes to bear on a particular outcome, not a
separate or single assumption. It does not permlt any type of
reductionism. It is possible to use a specific assumption as a
beginning point or clue in the philosophy, as a connection is
looked for between the outcome and the philosophy. These clues
are provided.’ .

OUTCOME NUMBER 1: Increased awareness of need for basic
academic skills . . ’

Explanation: Student participation in the application of
mathematics, reading, and writing in a work
experience increases student awareness of
the need for learning tHese skills.

The outcome states simply that as a consequence of partici-
pating in vocational “education programs, the student emerges with
an increased awareness of need for basic academic skills. The
outcome, of course, makes certain kinds of assumptions., It
assumes that knowledge must, or at least should, be applied. It
assumes that there is a connection between participation and
awareness. And it assumes that there are at least two types of
skills--basic academic ~<kills and some other unnamed group. As
we look at this philosophically as an experimentalist might, we
would not find a lot of support or interest in the idea of basic
academic skills. We need to raise the question at a more funda-
mental level. As we think our way through this particular out-
come, we need, then, to ask what the experimentalist view is in
terms of curriculum.




Curriculum for the experimentalist comes from the growth
needs and the life experiences of the student. It is nc. fixed
or static. Kilpatrick (1942) had this to say:-

In the sense formally understood by subject-matter re-
quirements there is not much that I should care to name
in advance that must in the end be learned and still
less should I wish to state when it will be learned. ‘I
know that there is a considerable body of common knowl-
edge and common skills that any decently educated group
wiil show; but I don't believe that naming this body in
advance is a helpful way to begin. (p. 77)

As for the experimentalist, to ma'.e judgments about this
outcome it is necessary to know what is in the mind of the
vocational educator in stressing this outcome. If it is a pre-
determined outcome, that is, people are encouraged to enroll,
in vocational education so that they can indeed increase thelr
awareness of the need for basic academic skills, then the experi-
mentalist’ could not support the outcome. If, on“the other hand,
the increased awareness is a natural consequence of one's par-
ticipation in vocational educatlon,'theq it is supportable. One
must remember that the context is very, very important. The
exper imentalist would need to know the contexts in which voca-
tional students find themselves before making final judgments
about this outcome. If the context is a poor home environment
where certain types .of academic skills are not emphasized and
the student needs to acquire those skills in ordexr to be a good
participant in society, then they are also supportable. Bayles
(1966) had this to say about content:

’ But what of content? What imperative covers the
subject-matter of study? What is to be taught? On this’
gquestion, a-teacher is not to be neutral even though he
is to be non~partisan or non-indoctrinative. School .
time is to be ,well-spent, not frittered away. What is
gJiven place in the curriculum must be educatlonally
significant. . . .

¥
Basic “principles to be employed in the choice of.
subject-matter should secmingly be expressed in terms of
insights to be gained. This in no way denies that
skills and attitudes ought also to be sought; it is
merely recognition that changes in attitude consequen-,
tially follow changes in insight and that, in accordance
with the principles of least action, performance in any
given situation and toward any given end is the conse-
juence of insightful design. Though we admit and indeed
insist that education should be concerned with both the
cognitive and conative, we recognize that changes in the
cognitive are pLecedent to and entail changes in the
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conative; hence to repeat, what is to be studied stould
be expressed in terms of insights ‘to be gained. (pp. 94-
95) . : : ,

- Here is where there is a need to make one of those "logical
inferences" referred to a few pages ago. And it is not possible
to share all or ever a major part of the writer's thinking pro-
cess behind the inference. The writer "knows" vocational edu-
cators are,generally concerned about the growth of the student

(insights).  The basic skills are not ends but a means to student .

growth. Therefore experimentalist philosophy can support this
outcome. Assumptions 1 and 3 are the logical beginnings in .
understanding how the experimentalist views' this outcome.

As we move to other outcomes, the writer does not plan to be
this elaborate or perhaps this defensive. The inferences that he
makes will be specified to a lesser degree than here.

OUTCOME NUMBER 2: Satisfactoriness to employers -

Explanation: Participation in vocational education results -
' ingemployers considering former vocational
. education students to be well trained and
prepared for employment. “~

* “To gain a perspective from an experimentalist view on this
outcome one must consider first the context in which schools are
situated. Experimentalists would argue that in addition to a
sense 'of community within the school system the system needs to
extend out into the community. The back and forth, fokth and,
back relationship that was talked about earlier is also true when
it comes to the school and its community. That is, the school
does not exist in isolation. It is a part of a larger something,
(i.e., a community). ) . “

Within thé community there are many points of view, and
these points’'of view will most likely be reflected in the :school.
The experimentalist would have no difficulty in supporting, the
notion that the result of education should be satisfactoriness to
employers. If, however, the employer is a dominant group, then
there would be some difficulty. fThat is, if the end of .education
were to prepare workers who were primarily satisfactory to
employers, then the experimentalist would have extreme difficulty
with it. 1If in satisfactoriness to employers is also included
satisfactoriness to parents, to govérnment leaders, to political
and other community groups, then the experimentalist would .have
no difficulty with this “as an outcome. A more basic.quéstion
would be how satisfactdbry the students are for life. Are they
prepared to live the democratic life that is expected of -them?

Earlier in this paper a distinction was made between those
who view vocational education as economic education and those who

34 \\\
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view it as human deVeIopment edugation. This outcome is a major
aspect of the economnic perspectlve. Those who “hold “this view
would see the employers as a delnant group, and thus they would
depart rather dramatically from the experlmentallst.perspectlve.
The basic question of how well prepared the student is for life "
is a major aspect expressed by those who favor a human develop— -
ment perspectlve. . .

¢ o ¥
. v

7 -7
" QUTCOME NUMBER 3: fTrained workers for labor market needs

Explanation: Participation in vocational educatiocn assists
individuals in acquiring occupational skills <
needed to fill "employment needs of business
L and industry., .

, " L

Here lt is important to understdnd what vocatlona; education

means by trained workers and labor market needs. As Prosser and

. Allen (1925%) developed their economic theory of voqgt;onal educa-
“ tion, they commented: :

3

»~

"Invention and discovery are continually creating new
devices and new processes. These in turn make necessary .
for their developmeént and efficient use, new tools, new
appliances, new operations, and new methods to which

both workers and leaders rmust be continually adapted and
readapted.. This adaptation can be made only as new

skills and new technical knowledge can be .rapidly trans-
mittel and diffused to a great number of products.
Qllowinq this line of reasoning, you cowld readily see that
vocational.education interprets this outcome in a very narrow
way. The fo»uq is not on the individual but rather is on labor
market needs. The emphasis is on shaping an individual [to meet

these needs., / .

The experimentalists have difficulty with this outcome.
John Dewey (1916) was noc opposed to vocational education but
was very opposed to its being cast in such narrow termi. He
indicated: )

Mo question at present under discussion in education is
so' fraught with consequences for the future of democracy
as the question of 1ndustr1al education. 1Its right
development will do more to make public education truly-
Jdemocratic than any other one agency now under consider-
ation. Its wrong treatment will as surely atcentuate .’
all undemocratic tendencies in.our present situation by
fostering and strengthening class divisions in school

and out. It is better to suffer a while longer from the
ills of our present lack of system till the truly demo-
cratic lines of advance become apparent, rather fthan .




separate industrial education sharply from general edu-
-cation, and -thereby use it to mark’ off to the interests
of employers a .separatg class of laborers. (p. 274)

Those who’ believe in the dontinued separate existence of
what they aﬁe pleased to gall the "lower classes" or the”
"laborlng classes” would natur&lly rejoice to have:

‘schools in which these “"classes" would be segregated -

And some\employers of labor would doubtless rejoice to. .
have schools supported by publlc taxdtion supply them

“with additional ‘food for their mills. All others should

be united against every,propos1tlon, in whatever form

* advanced, to separaté training employees from tralnlng .

for narrow industrial eff1c1endy That_ the evil forces:

_at work are not local is seen 1n the attempt to get the -
recent national convention on g pdustrial education in

. Philadelphia to commit itgself in favor of the Illinois‘

scheme. ’ '

-

The only serious danger is that a number of sympathetic
and otherW1se intelligent persdns should be misled, and
on tHe basie of a justified’'enthusiaskic support of* the
principle of industrial education (with whatever supple—
mentary agenties mdy be founld necessary) Jump to the
support of this scheme, not rea1121ng what is really
involved in it. Such persons should figst 'inform ‘them-
selves as to what is already being done in this direc-
tion in the more progresslveupubllc schools, and should
then "devote their spare erlergies to--backing up and fur:
-therlng these undertakings, and to creatlng a public
opinien that will affect the more backward and. conserva-
tlve public school. gﬁsﬁgms. The problem is a difficult
ofe, but many intelligeht, tho unadvertized, attempts
are alr&ady making ‘for its smlutlon, and its dlfflculty .
is no reasor for permanently handicapping the' interests
of both common school education and a d¥mocratic society
by abruptly going back upon what, with alll its defects
has been the chiéf agency 'in keeping~aljve ‘a spirit of
democracy” among“hs--the American public school system.
(pp. 276-277) . oo

Thompson quoted earlier indicated that vocational education

€

would be.better served if it .did not emphasize one aspect of the
development of the 1nd1v1dual over another. "He ﬁsrther.believed

a

Vocational education can be more Important to 1nd1v1du—
als if it recognlzes that'a man ssoccupatlon is the
greatest factor in determlnlng his entire llfestyle in —
addition to earning his living. A means to earning a
living is very important to the individual and acquiring
skills is a necessary and vital part of one's education.

A
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l ~A program that put® nearly all of its emphasis on devel-
.oping job or intellectual skills .is not defensible as .
', both .sets 'of skills are needed by ail citizens. .

” s

‘ . .
L The nirrowness of this outcome, as indicated, is not sup-:
portable by the experimentalist. It rums the risk of developing
an unbalanced 1n&1v1dua1,lan individual prepared to part1c1pate
‘ in-one aspect “of society but not necessarily prepared in other
0 aspects. It is incompatible with the assumptions, the experimen-
i tal¥sts make about the culture. .

-~

-

.
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) OUTCOME NUMBER 4: Motivation for educatlonal and

N ' occupatlonal achievement s . ;
\ - L4 «
| . .
. . Explanation: Part1c1patlon in vocational educatlon programs
b increases and strengthens’ student incentive

for educational and ocqupatlonal achievement.
In Democracy andrEdugation Dewey (1916) commEnted,‘"Past
, events cannot be separated from the living present and retain
meaning The true startitg point of history is &lways some. pres-
ent situation with its problems": (p. .251). The .princip¥e for the
experlmentallst hére is problem—centered and learner-gcentered
learning. This means®™that for the experlmentallst the education
process must begin with the learners' Ldentlflcatlon of their own
interests and concerns. This is one of the strengths of the
: methodology of vocational education. Most often the problems :and
Lssues belng investigated, being discussed, being worked out are
» indeed 1deas, problems, technology that, 1nterest the student.
This prOQedure for teaching may indeed take a little longer than
-other methodologies, but again Dewey, commented

2

The apparent loss of time involved is more than made up

N for by the. superior understanding and vital interests
secured. What the pupll learns he at least understands. ,
Moreover, by follow1ng,-Ln .connectioh with problems sel-
ected from the material of oxdinary acquaintance, the

- methods by which scientific men have reached their pre-
ferred knowledde, he gains independent power to deal
with materiat within his range, and avoids the mental :
confusions and intellectual distaste attendent®upon °
. * studying -matter whose meaning is only symbolic.

. (p. 258) : . , : /

- . . ¢

Thus the experlmentailsts can support this outcome ds being
cons1stent with their philesophy. Théey would hope, H0wever, that
the motivation would extend beyond educatjonal and occupatlonal
achievement. They would desire that it be an 1ngra1ned attltﬂde
on the part of workers as they live out their lives in soc1ety.
that there would be meaning, enrichment, fulfillment, happluess,
motivation for all of these things as a result.of their education
7act1v1t1es. B \
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o~ . program are employed in jobs that are’

- e " - )
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OUTCOME NUMBER 5:° Placement in a job related to training

Explanatioh: Students completing a $0cétionab education

related‘to thelr tralnlng. ~

«

. If outcome 3 is troublesome to the experimentalist because
it is narrowly concejved, then the same is true for this cutcome.
If the end of the curriculum is a §ob. for Whi&h soci or some
company in society has a need and if evaluation of th t program
were based upon whether or not the student actually gets the job,
then the experimentalist has dlffloulty both with the ends and
the means. Again the difficulty is not that people need to work
or that students who graduate from wocational education should
get jobs. The difficulty is .'p the narrowness with which that °
concepR is pursued. o ’

~ -

‘OUTCOME NUMBﬁh 6: Acgulsltlon of useful occupatlonal

- skills S . L.
. * . . » ,
Explanation: Students ,in vocational education devélop

4 * those occupational skills necessary to -
perform adequately the job for which A
training was provided. 1

»

A understanding bf the tetm ugeful as used in this context
'is important: ' The, explanatioh suggests that useful means "“to
perform.adequately" a job for which "training was provided. " -.JIn
other words, useful is judged to be useful. We have the begin-
ning of a tautology @ere., 1f it is‘not useful’, then why teach )
it. \ ' : -

d -

. The experimentalist, on the basls of. 2, 3, and 6, would gant
all knowledge.to be useful. But the’ experlmentéilst would ha
a.different definition of the term. Useful would mean helplng
the ind#idual to grow;. for the exPerimentalist, the end of
education is growthH. Montgomery (1953), in his-article entitled
"John D.vey and the Continuity of Growth," put it this way:
There-ls no stopplng in living except at the end ,of ‘it.
There is no stopping 1n*Jearn1ng eithex, But whether

you learn to make good use of living, of today, or

remain content to meander along the jears. from-one pil-

lar of 4accident to another post Of mirsfortune is a mat-

ter of accepting or rejecting the on-going nature of )
things. By accepting you can make.everj moment in the .
whole span of life count for something. .

y -

‘ b‘
Living is continuous. It does not obey any Stop—and Go
signals. It is not a sefies of stepping stones but a .
+ swift race, from sudden birth to -an-equally sudden
death. We speak of way stations on the highway of life;,

'\ L . N \
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% s ’
but no one stops at the stations. They are only sign- . -
pbsts which someone has time to set up while on the run. :

LY

.
v

Learning is continuous, too. You can't go anywhere
except ‘where you are. You can 't learn anything you are
not ready to .learn. If at this moment you are not prac-
ticing your trlgonometry, at the.next moment you will
not, be practicing your calculus. There is a contlnuity . '
1né§rGW1ng, whether it is growing mentally, phy51cally, .
piritually. Ard the only t ime ou have to act in .

.

that, continuity is right now, today, the only time life:' i
presents to you, the. present. (pp. 215- 216) ’ :
|
|

Thus the experlmentallst ‘can accept the outcome of the o
acquisition of a-useful occupatlonal skill if that skill is used
to help the individual grow in occupatlonal llfe, community llfe, .

3ocial life. ‘ . . .

AV
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JUTCOME NUMBER 7: Positive attitude toward work o .

- a

Expiénatioh.a—Part1c1patlon in vocatlonal educatlon results | -
T in former students having a pos1t1ve feeling , ’
for,thel work and respect for the rules of : '

|
|
¥ -, the ‘work plaee.- . o }

: . ’ . S \ \

On the basis of the pos1tlon of the experlmentallsﬁ out11ned" ) \
in outcome 6, the experimentalist-would have no dlfflculty with > 4
outcome 7. It is assumed that a p0s1t1ve attitude toward work * ,3
would be only one aspect of pos1t1ve attitudes; further,” educa~ e -
tion.should give the inmdividual positive attitudes about other - - T

. things. If that is true, the experlmentallst)would subpor* this,

- outcome.

. K
.
- " ’» . N v . . . ’ s
. ‘e .

OUTCOME NUMBER 8% Increased produétivity. e

.
.

- Explanationy 'Pargﬁgipation in vocational education results
N in former students being more productive
~ ‘workers than those individuals who did not " )
participate in vocational education.’
- - » >
More productive thar whom? Fellow workers?--Those Qho have -
not received vocational education?  This outcome has to be exam- ‘
i
\
|
|

_ined normatively in orfer to be of any §ense ﬁhllosophlcally.

It probably should be statgd as follows: participation ‘in

vocational education should lead to increased prodbtctivity-.on

the part of former vucational education students. No phrase

could probably be more repugnant to the experlmentallst The b
pas1c disagreement with the outcome would be the notion that it '

1s undemocratic; that is, (it is antihetical to the nature of our

culture, which is democraé? . Bayles indicated: "

PSS-S N7 17—
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: Democracy means equality of opportunity on the part of

) the members to participate in the establishment of what- SN
ever rules gnd regulations (or laws) are deemed needful. (, "

g An equality of obLigagion to abide by  them until they / .

a

are-abolished or ¢ ed seems to include all three .
-aspects that we have''so far noted as needful. It places
*  the law making authori£§ in the hands of the peqple; it
. specifjes law 1dafice'on the part of all; and it places .
oot all .on an eqwdl basi:s—--no heredicary or‘arbitrary dif-
- fernce in rank or privilegea. (pp. 69-70) S
’ w® ‘ . L - v g
.‘ . e s‘ * - "
‘ . To look at the statement or ‘the otycome.here and to support,
.\QT it would be to suppott®an undemocratic tendency. That is, to.
* ¢ support the outcome S _to’agree that education should ultimately
j? produce one class of workers, one class .of citizens, who are
better,” more productive, than another class. That is, workers -
who have hadrvocational education .are better, in this case more -
productive, than other types of wnrkers, This is simply‘dot‘

supportable. -

Ny ) v
.

. ..
4 . ™~ ‘. . N

OUTCOME, NUMBER. 9 ¢ ,,D’qvéigpme'ﬁ; of safe work habits and o .

> ..
- teghniques_ ) . . g

t « ~
" Explanation: Partf%ipation in vocational. education results
) ) ) o in workers' learning‘proceéurés and‘techni&ues . .
| J . needed to‘:insure safety on the job. o .
R As twith outcomes 6 and 7, whd can.pe opposed {to apple pie?. L
It is assumed that.any education showkd develop sJFe work habjts _
and techniques on the part of workers, on the part' of citizens. ‘<.
" e The instructional program would ‘certainly not intentionally teach
" unsafe work habits of techniques. ’‘The experiméntalist’®would
assume thdt as a part of the instruectional program workers -would
haturally acquire the safe prgfedures-add"techniques that are

" needed on the job. , - . . .
’ OUTCOME NUMBER 10: Increased earnings \ : o ,
O i ' . ‘ : ‘
T Explanation: Participdiion in 'vocatjional education. - )
- increases the wages of salaries of workers. -,
P As indicated earlier, this statement is-not at all philo-

sophical. It could be classified as scientific. If it is scien-
. tific, all one needs to do is to look at research and other types
. of studies concerning the participation of vocational education
. graduates in the labor force; if. they earn more money, then you
‘ can agree, if,they earned less,. then one would disagfee with the

[ ?
» . ' -
B
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) stétement. «That is,” it is provable or not provable 1n a scien- | '
.~ tific sense. To leok at, the statement phllosophlcally, one needs ’
to put it in normative terms again; that is, participation in
vocational educatlon should lead to increased earnings. When’ one .
cdsts it in ndrmative terms, one raises lots of questions: More - ‘/J

earnings compared to whom?' Their fellow workers? More income °
thar people who have not;had the education, and SO forth?

Agair, as outlined in number 8” when it is.seen in this
. light, the ewperlmentallst cannot support the outcome. It is
undemocratic. It is against the basic nature of ‘our culture to
design an educational program that gives one gr of citizens in® ¢
our country an advantage over angther. If that is sthenintent of
the instructional program, it is undemocratic, and supPort fox it
cannot be inferred from an exoerlmentallst perspective. | !

v .

" OUTCOME NUMBER'1l: Enhanced leddership capabilities . Peo 4

-Explanation: Pa;ticipa*ion in vocational education .
. enhances an individual's capac1ty to he L
4 Ieaders. . » R . - B

’ .
£ - . . N
b [}

It is dlfflcult for the’ wrlter of thlS paper~\3 get a per-

dlllgently for insight “From vocational e&ucatlon llterature to )

. discover exactly what the term leader means in vocational educaJ“ '

tion. From this context I have concluded that separatism is not

g beihg promoted here. That is, the vocational edutation 'litera- '

" - ture is not suggestlng that™“the person who has had vocational ﬁ \\ ot
education has more 1eadershlp skills than other citizens. . But it ° ¥
“is simply stating that the vqcatlanal .education program takes /
whatever innate ability the -indéwidual-has in terms of leadershlp ,

) and helps that inmdividual develop it. <If that is the , perspec- |
*tive, then:the experimentalist can support the 9051tﬂon. Morris
(1916) presented'lt this way: o . . :

. - ’ T ,
Learnihg is @ssentially growing. And growing, in '
Fmperimeritalist language, means the increase of intelli-
gence in the management of life% and this in turrd means
the expanslon of reflective thinking and the consequent

\appllcatlon of thought to action in the wide reach of oo

affairs w¢ honor with the name "human." If we are to .
. i pnoduce growth effectively we must ‘turn the whole learn-
~. ing process, as traditionally conceived, upside down. . . \
* - That is, we mUst start with the affairs, wherevédr we may :
.meet them, and let those affairs dictate what should be T
learned and know. to manage them .properly. Hence the . ¢ -

.

entire curriculum would be inverted from subjept~matter,
,which is intended to be applied later to life situations,
. ‘to the life 51tuatlons themselves, which provides the-
. kinds of learning in or bhetween subject-matter areas that
. Lntelllgent 11v1ng calls for. (p 99) o .

ae s e - - —
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’ ., It is very important to the experimenfalist that growth be L
. . the outcome ‘0f education, that the 1ife situation, thw!‘ontext\
. P in which one finds the education, be'considered. As° indica-~

ted,~enhanc1ng the innate leadership capabilities that grow out
of the life situations of individuals, is very. sypportable to the

: . 'eXperimentalist. 'y .. .
. ’ . " . —‘ . *
" ; IS ] : .
. - bHo- . -
- OUTCOME NUMBER 12: Upgraded occupational competencies . .

. ot , Explanation: Students in vocational cqucation acquire
) ' . sKills that are needed to stay current or <
- - advance on the job. . . . \
. N / ) ¢

From a nommative perspective .this statement suggests that
the vocational education graduate “should acquire the skills tha#
. are needed to stay current or advance on the job. .Frém this per-
’ spective it is supportable by the experimentalist.- Mon tgomery ’
(1973) prOVides some insight when he talks about “John Dewey and

e g -

+ '~ the Death Valley Daze." He indécates. - . .

. ) In, order to change this concept sp that schooling might

r actually have the power .to produce the ends it was ‘sup~ -
posed to be seeking, .Dewey began .to emphasize the notion

. of the end-view or purpose as it operated within speci-
fic situations. 1In a specific situation the purpose had
to become the means for achieving objectives within
N \NSight. It had to be translated into immediate objec-

» © tives and ‘the program for reaching them.- If schooling -
were to;result in growth, the ends had to be in view of PO
.the students continuously, as concrete realities which
were near enough to be chosen, sought, and accomplished.

A

.
o

.

In the.ohraSing of Dewey, only when the end 'becomes SO T e
) adequate that it compels translation into the means that ’
embody it, or when attention to’ means is inspired by
negotiation of the end they serve' will the. student be
+ moved to adopt the attitude of practices and:experience '
which produce real growth. If these conditions are ful-
= \E\Yied, ends and means become inseparably connectled in a
‘ plan of action. The consequences sought are tHemselves _
neéans to new consequences. -The process is self-moving. ’
Each accomplishment, if it is to be educative, must
function as the' means to greater dccomplishment. True
U ' education never reaches a static, fluid state. .

"h \ (pp. 274~ 275) - ) l

’ ¢ ‘

» Any comment here seems to be super fluous. Basicallf, the

. experimentalist would hold that education is growth.® It is.never .
static, never ends. One education,experience leads to another. i
The student constantly has goals in view, and as these goals are
operationalized and achieved, they become means to achieve other
goals. Thus, truly educated persons Will have learned to upgrade .

- . 3 -
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their dccugational skills,, THey are sensitive to their environ-
ment, and as this enviionment or context in which they find them-
: selves. is percelved to be ghanfing, they themselves will schange.
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’ OUTCOME NUMBER 13: Increased potential for entrepreneurship
’ .., ‘ . ’ I3 R
Explanatiorf: . Skills acquired in vocq&ional education
. increased the potential of former students
' Lo ' 7 to organize, operatg and assume the risk ///- -~
- for business ventures. . ‘ .

An entrepreneur jis one who "organizes and manages‘% business A
undertaking, assuming the risk for the sake of the profit.", But
entrepreneurship is only one ‘type of busjiness venture. TIt: is not

" clear whft the intent of vocatignal education is on this point. .o

., ‘
v

<. - The author of this paper personally promotes entreprenéur-
ship; in fact he sometimes says that "entrepreneurship should be
a'required course'in all high schools." But that is_not at issue
here. The issue is whetheyr expérimentalist§_can subport the
notiomr that vocational education students have increased poten- v 8
tial for entrepreneurship. The ;yidence is not conclusive. If .
we interpret the statement to meah that vocational educatiop .
increases the potential of fommer vocational students to orga-,
nize, operate, and assume risks for any business venture--and by
.implication for increased.entrepreneyrial behavior--then the idea .
is supportable. But if the intent is entrepreﬁeursﬁip as a pre- , .
ferred type .0o. eddcation over another type of education, then it L.
is not 'supportable. o . ’

~ , v ﬁs ; / - . ® , -

N

OUTCOME NU&BER 14: -Enhanced job advancement ' . o {'
%4 ’ R .
-Explanation:

.

Participation in vocational ‘education results .
in workers' having the skills and abiIitiegf tow

. - that will enhance their-prospects for
advancing on the po: h

»

o
‘ ’

.

i The exggrihentalist cannot support this outcome, simply on ;

*. the basis of the reasoning in outcome 12. The experimentalist ' .
capnot support a type of education based on 'the prfemisé *that ‘it
will give the student an advantage over people who have.not had ..
it, and that clearly seems to be the intent of this oumtcome. If
the intent of the outcome were a little more general, simply that
vocational education enables workers to experience job advance-
ment, then it would be supportable. But as it is worded, there
does not seem to be'any support withim the expérimenﬁé{\ﬁrameWork )
fbr_it. v ) ) -, ' ’ )

*
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OUTCOME HUMBLR 15: Increased job satisfaction

-

Explanationé\ Participation in VOcatlonal education pro-

vides students with cognltlve, effective,

a Ppsychomotor competenc1es that contrib- .

‘~ute to their fulfillment or gratlflcatlon
- . on the jOb. .
e ) [

Tﬁe experlmentallst can support this outcome as worded. The

ratlonale for its support is ccntained in the di'scussien of
outcane 12. | ) Ve N

OUTCOME NUMBER 16: ., Improved quality of work -

¢

* .

.

OUTCOME NUI\'GBER,17‘: Retrained workers

*OUTCOME NUMBER 18: Reduced dropout rate’

come of vocational éducatlon simply because it canhot support the

‘o . .
‘ \ - 4

L 4

-

-

Explanation: Participation in vocational education results
. - -+in fomer students' being able to do . .

' + excellent. work in the jobs for which they .

‘*3 - were tralned .ot 4

t.ike 15 this outcomeg \is supportable, and _the ratlonale fof

its support is similar to the rationale developed in outcome 12.

’ 1 C T

i

Explanation:’ Vocational edugcation provides programs for
: ' _those persons who need to acqu1re skills for
a new 99cupatlon., . .

»
*

g

The experimentalist would see this as similar to outcome.1l2."
It. is supportable. ,Again, the rationale developed in 12 would -
provide the support for it from ths experimentalist viewpoint.

. {
- .
-

- - . v o .

;o a - . . '
Explanation: Participation in vocational education results
in secondary students and postsecondarny .

students remaihing in school untll they have
achleved their .goals.s -

e

*

. The experlmentallst would probably support this as an out-

ant1thes1s. It is 1mperat1ve from the experlmentallst view that
one achieve as much as one is capable of in the educatlonal ,
setting. That i#s, total innate  abilities must be developed..
Anything less than that cannot be supported. Montgomery (1953),
" describding. “John Dewey. and the Seven-Eyéd Teacher," commented :

T ee——

~ -

'Such.ch01ces involve the welfare of the society. There
is no .such thing as a static s§ciety. Groups either ¢on-
tinue to progress or they retrdgress. Retrogression is
characterized by the absence of\free exper imentation and

1
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' the expression of novelty, by the.lack of shock and chal-: Lt

T ‘ lenge. It takes a long look-ahead to keep a group moving a N

forward in its.growth”and development. Leadership has ‘

: the duty of taking that look, and in the teaching~ - . -
learning process the:teacher is the -leader. The teacher
has the responslblllty of remOV1ng the cultural blinders
from his students' eyes and suggesting the novel view,

the radical experlment, the, progressive change. The

. democratlc objectlve of the free person is the tefacher's

object . He is charged w1th flndlng ways by which the

~student may develop attitude§ of welcomlng change as
. deslrable and novelty as'natural. . (
It is.difficult to—see how* the teachér can fulfill this
° duty without being a person of visioniand competent '
knowledge of soc1al proceéss. ‘Without philosophy, a -

teacher has no power to lead his studénts towards social camet

‘awareness, for he has no goals, no ends\in view which are
consistent 1n.en11ghten1ng the useless dctivity from the
activity producthe of freedom and growth. -If one lack

N of ~our present school system is more qlarang than anoth-
er, it is this absence of persgnal phllosophles of real
»* .  Ppower among teachers. This may be due to the insistence >

« of administrators that teéac s be tradesmen and methods-

'‘dispensers instead of well-rounded fullbodied citizens. : .

Whatever its cause, education through, by, for experience )

. demands a correction.. Teachers must know educatlonal
' theory and have philosophies of g_helr own. .

* ' -

Mantgomery is suggestlng that, tc teachers, the'challenge is
to help all students remove jcultural blinders, to help them have
goals, to help.them'have ends, to help theém see the need for . e
their continued part1c1pat1on in edlicational activities. If that .
is our intent,. then, it is clear that the experimenialist would ‘
want to de all in his or her power to reta1n students in

- educational programs. : ‘

) - -
N .
. DR ¢ . G
. . Summary

.

I

Thls paper -has presented overviews of selected phllosophles
with hints of their 1mp11cathns for education. A distinction is L,
drawn between a phllosophy of educatlon and a theory of school- . "
ing. The former may not differ in substantatmvetWays about out-
-.comes of education, while the latter does .show major «differencqs.
" Experimentalism as a phllosophrcal perspective was chosen as the .
. framework: for examining these eighteen outcomes of vocatiodnal
. educatidn. .. . ' /

~ -

» The task asslgned assumes that one can make a series of
logical inferences from the study of ph;losophy that are tied to
practlcal differences in education .and vice: v%gsa, that is, an
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idealist phllosophy——ldealbsQ~teacher—~1deallst teachlng——(
consistent idealist.practice of education, THe difficulty with
this logic i pointed out. ¢ - N .

K\

Figure 3 preSLnts a summaxy.of the outcomes of vocational

education as seen from the experlmentallqt phllosophy. Basic | |
assumptions judged importang in experlmentallsm are listed déwn - !
the left-hand side of the figure. The 18 selected outcomes .and S
their support within experimentalism are shown down the right- ’
hand side of the figure. . . ) .

’ e

» - 4

Experimentalism is a fleld theory. . in examlnlng an 1dea, . o,
‘the whole or pattern needs to be examined in context.' Nothing
exists in’isolation; each item gives meaning to the whole, and
the whole to each of its parts, It is-to and--fro, fro and to.
Thus, each seiectiﬁn outcome of vocational education needs to be
examined in its whole context, vocational education, edUCation;
teachers, students, parents, administrators; school, .communit '
soci 1, psychological, andseconomic foundations; ahd so fourt
L Eleven of the outcomes were Juaged to be supportable "accord-
ing to the philosophy of exper imentalism. Generally, these were
outcomes related to what was acqu;red by the indiwvidual student
_in the vocat&onal education program. increased awareness,of need
for basic academic skills, positive attltude toward . work, re-
trained workers, and so on. Those 6 outeomeﬁ_Judged as not
supportable according to the experimenta 1st‘phllosophy were such
ideas as satisfactoriness to employers, ralned workers for labor :
market needs, and placement in job ¥ela ed tralnlng. These out~ .

comes are beyond. 'the classroom, and’ inydlve the interface of

vocational’ education with some other systems such as the economic
system. In two cases, outcomes were judged unciear when
.examining experimental phllosophy for gupport. \ -
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Basic Assumptionc \of Experimentalism - . , Outcome . '
| ) . o ' : |
\ - Number Degree of Suppport
A. The nature of 'the 1nd1v1duah o L
- 1. Humah beings will act in such a way = 7 Yes - No Unciear
] as to achieve what they want and . 1. Increased awareness of need
intend, in the quickest and easiest for basic academic skills '~ . x
way that they sense or comprehend - ‘ L .
“uhder the eircumstances. 2. Satisfactoriness to -t
o o T empl oyers ‘ ~ X
2. Transfer occurs when (and only when) T © 8
- *a. the confronting situation-offers 3. Trained workers for labor
] . an opportunity; ‘market needs X
. b. we recognize it as an opportun1ty - ~
P and; 4. Motivation for educational
C. ‘we W1Sh to take advantage of the and occupational achievement X
opportunity. ) .
. i 5. Placement in a job related
3. Llearning is the development of insight to training - . . X
in reference to avals -
. o — ) 6. Acquisition of useful
4. There dre two parts to a persqn: cona- - occupational skills B {
tive (ideals, events, desires, hope: ,
« and cognitive (insights, ideas). Sl\f\‘#*<\g351tive attitude toward 7
. L X
B. “The nature of truth Kﬁ\\\\ﬁ
5. Truth must be considered tenporary and 8. Increased productivity X .
conditional. . : o * .
. . 9. Development of safe work
6. Reflective thinking is how we know the habits and techniques: 7~ X
truth. i ' , : ' ‘ ,
- A - 10. Increased earnings X
7. An 1ns1ght to be proven must work in ' ;
one way only. 11. Enhanced leadership ’ )
capabilities X -~ 101

lL‘S kﬁ\ i T ;V ' -
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C.

The nature of culture

- 8,

The American culture is democratic,
with a democratic fonn of goverpment.
a. A1 members of the culture ‘have
power to establish the laws by
which it should be governed.
A1l membérs of a culture have an
obligation to abide by any and all
such laws. '

Democratic. education focuses on the
capacity for independent devel opmeht

-of insight (independent learning

ability). .-

~ Numbper ., |
. *d,,/‘-’;‘ ] ' - «\

Degree of Supbport

J
Upgraded occupational -
capabilities X

Increased potential for

entreprenuership .
.

" Enhanced job &dvancement

Increased job satisfaction

Improved quality of work
Retrained workers -

Reduced dropout rate
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o 3 QUESTIONS AND ANSWERS ON S
: YSELECTED VOCATIONAL -EDUCATION OUTCOMES:
, A PHILOSOPHICAL PERSPECTIVE"

%

-

- , l
Question: In the full arena you have two different sectors at .
work. One enphas1zes a sort of realism, of the way,
things are; the other stresses understanding of human
development. These seem to be constantly competing.
Why do they have to be in there? Or.if they are, how
can we more effectlvely address those two 1spues as -
you think of the outcomes? This also seems to tie i LA
. - with the notion that we should take'a look at this °*
frof a hollstlc.rather than an 1nd1v1duallvt1c
approach to outcomes.

. Thompson: That is the type of question ;hat gets at the ba51c'
nature Qf philcosophy in one sense, and the basit nature of what

we ar% 1@, vocational edu¢ation on the other. I felt it was
necessary to choose one dhllosophlcal perspective to addresgs the
odtcomes. By choosing one philosophy’and trying to be consistent .
within that particular philosophy, I have accentuated some of .

those problems. I @m convinced that vocational cation is not "
a’ ph;los0phy It may be a theory of schooling, as I have out-
lined, but it is not a philosophy. That's one thing we have to .

address as we ™ok at those-relatlonships. We may be asklng more .

of vdcatlonaL education than it 1s capable of delrvenang
N <

3 4

Question: Why did you choose the experimentalist philosqphy?

Thampson: I began by. raising concerns about what the various .-
fields of philosophy represent. I can characterize these varioas
fields in this way. Suppose there were a number of philosophical
upires umpiring a baseball game, and each of those unpifes had®a
dif ferent philosophy. The idealist phllosopher would say, "I
ycall them the way I see them." What 'that would mean would be
that the individual, haying some notion in mind of what a strike
is, compares what is seenawith an ideal to see how the two corre—
spond. The realist would say, "I call them the way they are.'

That is, there is an objective reality out there that can. be
measured, that can be confined and reflned, and put .into some ES
sort of a box. You compare in a suvientific sense the objective

'reallty with what is observed; if it corresponds, it's a strike,

and if it doesn't, it' s not a strike. But’' the experimentalist.

-
v
[y

.
4

NOTE: The questions were generated by buzz groups at the Working
Conference. Dr. Thompson's responses were transcribed and
edited.
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would say, "QOkay, ime out, everybddy come on in HWere. Let's
maKe a group decision.” That is, everybody who hj§‘seen'the
h

event gather around. All of you describe what yo ave seen, and

L . together we can come up with some notion of. whether or not .it. was
, !l a strlke. . '
- “ @ .
* o That gets you into some of the problems. Experimentalism

good correspondence with what I understand vocational educa-
tl to be. Had I looked at vocational education from an ideal-
ist perspective, I would have rejected far more ,of the outcomes.
Had I looked at if from an existential view, I probably would'
have accepted more of the outcomes. Phllosophlcal support can be

T " found for each of these outcomes, hut it would be ‘inconsistent.

- In this task, I judged consistency o be 1mportant.,- - -

-

Questlon., Why dld you not use more of Whitehead's thgughts° A

“Thompson : Mhltehead is represented as a part of ‘the more 1deal—
istic school. I did not use any of Whitehegdd's specific notions,
though his book, A1m§ of Educatlon‘ ang a number of his other
ideas were very helpful. Since I thisk he is represented in the
idealistic school, I did not use him spec1f1cally '

Question: To what extent can philosophy help get the,shoulds;,/)
( closer together with the .cans in vocational education?
,‘ Thompsébn: Many of the statements or outcomes are not philosophi-
cal statements. Philosophers could not respond, cannot respond,
with a number of the outcomes stated as they are,.because they
are, very factual in nature. ‘It does lead .to increased earnings
or it doesn't. Since there is nothing to philosophize about, I-.
had to puf .some of those in another context. I chose the norma-
T—""tive context, one that is fairly well understood in philosophy.
It allows the "should" question to be raised, and then we have
some ground for looking at it philosophieally.. If we look at the
shoulds and then at reality. what you call cans, I think we find
. there the same thing we find with all other “human endeavor. And
" ' _that is that the shoulds will always be ahead of the-cans. I
v hope our shoulds, our aspirations, our hopes for the dlsc1pane,
are always sllghtly ahead of what the dlsc1p11ne 1s dellverlng

) Question: How would you respond to the notion that classrooms
are not a separate part of society?
M @

. Thompson.: Pragmatlets and experlmentallsts would very much agree
that the classroom 1s“a part of society, they do not’want to
separate. them. What happens in the classroom must relate to the
community and eventually to the whole life of the individual?

although that ‘'may be an artlfrcal,gastlnctlon.
< oo
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Question: Is there an odmpatability b

‘the experimentalist
view and t gconomic viewpoint preﬁented? This speaks
directly to the number 3 outcome, ere it is pointed ~

~ out that if the focus is not the individual but the
) labor market, and if there are not J&bs at all, why is
the individual being tralned, .and whx is that an
outcome?
~ . ) . ’ \

Thompson: I p01nt out that while societ

vocational education is also pluralistig. I'm not.sure we want

it any other way, I'm'not sure we want monolithic disc1p11nén

Certainly since the thlrtles, and maybe even much earller, we can

1dent1fy people who represented perspectives at variance to the

main stream of thought. If you go back to the - foundlng of
vocational educationg’'it was tied very tightly to the economic
system. There were ¥ery valid reasons for doing that at that =
particular point in, time. We often continue tp accépt the theo-
rgm long afterfithe reason for its formulation has disappeéared.

The, counter to ‘the “economic perspectlve is .a whole human develop-

ment perspective, which begins with the 1ndrv1duals and’ then con-

siders the job market; whereas the economic view begrps with the
job market and then goes to the.individunal. It is a matter of
perspective. The term human resource development is a very popu -
lar term today (e g., the last several«yearbooks of the AVA)

Also look at definitions. Merle Strong's chapter in the last

yearbook titled "Human Resource Development" does not describe

human resource development education. It describes ecopomic edu-
cation. Merle has just used a new term that descrlbes,somethlng
that-is very different. He used a .catchy, modern phrase to”®

is very'pluralistic,_

"describe something that was very different from what he was

Y

-

describing. He misused the term. The terms get all mixed up,
and so we have to go back and make sure that we clearly demark
what we mean. I happen to be one of those who believe in human
resource development as a phllosophy.pf vocathnal education. -
I'm not trying to hut down the need for society to train for
jobs; I put it very\hi h on my list that people do indeeddneeth
jobs, and soc1ety needs people who perform jobs. Humanh resource
development is not opposed to that, but it says that very early
in the game, if not first, you should look at the kinds of life-
styles to which individuals aspire. From the life-style, ﬂeter—
mine, what they need to fit into that life-style. Well, we know
an occupation is one of the things they need for that life- style.
Experimentalists are not opposed to.labor market needs. It is
how they are cast that turns out to be the problem.

.

*
v

Question: How d\d ybu'reach your conclusions related to entrepre-
neurshyp? Do you make a distinction between entrepre—
neurial vior and entrepreneurshlp?

Thompson: I believe firmly in entrepreneurlal behavior: I feel

soO_ strongly about it that it gets in my way in judging the

. .
« n
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outcome .
two terms. .

Question:

Thompson :

15 anything
thing wroty
S0 it would

The literature in vogational

Mo taPh the.risks of your idea for the oake of proFlt°

[}
.

educAacion confuses these
. -

-

4

-
14
»

. - D

What about ownership of.%.busxneos versus the abllltj

Aw 1 underotand exper imentalism, I don't think there
in the phllosoyhy that innately says there is some-
with entrepreneurship or, entrepreneurdial behavior.
support most of the entrepremeurial behavior that we

could identify. where it would have difficulty would be if that
entrepreneurlal behavior were promoted,as the exclusive kind of
behavior that the educational system ‘ought to produce. one has

to look at the intent,*

from the, experimentalist.view, of the

person offe

ring the tralnlng prerlmentallsm as a philosophy'is

not opposed to private ownershlp of bu51ness, not opposed to the

Sree enterprlse system.

- . .
»
”~

L 4

w

o




e

-
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‘ : Introdhction'
3 -
b The career psychologlcal perSpectlve, in contrast to others '
(i. €., historical, educational, economlc, scciological) looks at
the interface between the individual and the organlzatlon. More~
overA it yiews this relatlonshlp developmentally-—what its para-
meters and process are, projected | across the .time span of the

'1nd1v1dual s work/llfe cycle. It is both theoretically recognléed \\3

and empi 1cally established that' career behaviors chanye systemati-
cally over time {Crites 1265; Super 1957). Therefore, any dis-
cussion of the impact Qf a stimulus variable, such as vocational .
education, upon cateer behaviors (outcomes) must necessarily
consider the develdPmental context within which they change.
Ctherwise, <t would be impossible to analyze effects attributable
to gevelopment and tq vocational education. , -

This analysis of the outcomes of vocational education, there-
fore, focuses upon how they can be sequenced along the career de-
velopmental continuum in a psychologically meanlngful mannex The
paper deals first with the problem of how the eighteen outcomes of
vocational education previously identified might be seguenced along
the career developmental continuum and how this ordering might he
tested empirically against judges' rankings. It then considers job
satisfaction and job success as the ultimate outcomes of vocational
education and proposes a conceptual schema in which they are theo-
retically related by projecting their developmental curves across
time. The analysis, concludes with some implications for fature
model- testlng and for programming vocational education.

- » .

The Outcomes-of Vocational Education: .
Identification and Selection
I
The initial survey of the outcomes of vocational education
conducted by the National Center for Research ih Vocational .
Education (Farley 1979) yielded over 250 outcomes that have been ) i
attributed to vocational education. -From these, thirty-one were '
selected as being most appropriate for Vocfilonal education. These
were then reduced to a final set of eighteen, which were proposed
as .the most salient outcomes @f vocational eduéatlon. What is
meant by vocational educatian, however, -was not expllgltly defined.
Obviously, the definition of vacatlonal education dlrectly ?ffects

<
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as a stimulus lnterventlon, is comprised only of cognltlve learn—-

_ lective outcomes of vocational education. There is abundant evi-

. -

what the expectcd outcomes m1gnt be. If vochlonal education,

ing, then it would not be expected that affective outcomes would

be reatized. Included in the list of outcomes are beth skill
attainments and attitudinal dispositions that define both intéllec-
tive and cognitive behaviors. It is assumed, thereZfore, that voca-
tional education has an effect upon nonintellective as well as
intellective aspects of career development.  Thus, the outcomes

of vocational edUCdtLOh are presumed to be behav1€4§@ly comprehen—
s1ve and pe%vasive. -

]
Y

. From & review of the eighteen outcomes of vocatlonal educa-
tion identified by the Natlonal Center, it is apparent that they
encompass such behavior's as "acquisition of useful occupational
€kills" as well as "motivation for. educaticnal and *occupational
achievement." Clearly, these are both intellective and nonintel-

dence-that most of these outcounes are real effects of vocational
education programs, if defined to inclq@é attitudinal and affective
components. There is no question, for example, that students
exposed to.systematic interventions on career maturity not only
change their attitudes toward decision making, but also become more
effectively functioning individuals *in other areas of life adjust-
ment. They obtain better grades in school; they have higher super-
visor's ratings in training programs; and they are judged as more
satisfactoc: to employers (Crites 1971; Super and Overstreet 1960;
Spokane and Oliver forthcoming). Furthermore, there is evidernce
that enhanced maturity of career attitudes is related to reduced
dropout rate in secondary school (bas 1962) and to helghtened '
mot ivation to achieve educational and occupational goals. Slnl-
larly, once on the job, those who had bheen e%posed;to.systematlc
vocational, education programs that included emphases ungn not only ‘
skill acquisition but also ca eer development yere bettbr adjusted
in many areas of vocational functioning--quality of wor¥, enhanced
job ,advancement, and increased job satisfaction. : ﬁ.~ ‘o
In reviewing thls evidence on the psychological outcomes of
vocational education, it became apparent that they were not unre- >
lated to each other. FEven a cursory perusal of the more familiar
outcomes, such as "increased job satisfaction" and "satisfactori-
ness, to empldyer,"” indicates that they are related conceptually,
if not empirically. There is a voluminous literature, for example, .
o satisfaction and satisfactoriness (success) aj outcomes of the
career adjustment process (Crites 1969, 1976; Lofquist and Dawis
1968) as well as countless studies of their interrelationship.
Admlttedly, the results have been less than definitive, the modal
L's being approx1mate1y .14 (Vroom 1964), but this apparent lack )
of correlation may be due t cross-sectional rather than. longltudl-
nal analyses. When -the satisfaction and satisfactoriness (success)
curves are projected across a developmental context, their rela-
tionship is revealed at their asymptotes during the maintenance
stage (Crites 1974). Likewise, it is conceivable that the other
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outgomes of vocational education»night be interrelated if viewed
developmentally Such'an hypothesis seems particularly viable,
given need for par31mony in a field (vocational education) that

"has been replete with’ proposed outcomes but characterized by few,

studies of their commonalities. If they can be reduced to a more

parsimonious set within a salient theoretical framework, their

appropriateness and interpretability should be increased.
& (s

The Outcomes of Vocational Education:
A Proposed Ranking Along The Career Developmental Continuum

To test the hypothesis that the eighteen outcomes identified
by the National Center for Research in'Vocational Education staff
might be meaningfully sequenceéd along a career developmental con-
tinuum from the schoo through the(work years, this writer sug-
gests a study using ex_ art judges‘(Ph.D. career psychologists and
vocational educators) to rank the outcomes ,as they might be ex-
pected to occur, as the individual ‘matures from adolescence through
adulthood. Because some of the outcomes appear to occur at the
same time, the judges would be instructed that they might consider
two or more outcomes of vocational education as being accompllshed
simultanedusly. An example would be the experlence of "increased
job satisfaction" and positive "satisfactoriness to employer' in
midlife, at the beginning of the maintenance stage (Crites, 1974).
Judges would rank the eighteen outcomes of vocational education
1ndependently Each judge's rankings would be considered as a
separate source of observational data. There would be no attempt
to reconcile differences.among judges. The intent of the study

~would be to determine the extent to which there was agreement among

experts on the occurrence of the outcomes of vocational educatlon
along the career developmental span.

The 1udges would be given the eighteen outcomes of vocational,’
education, typed on five by elght cards, and would be instructed

as follows:

*  Each card states an outcome of vocational education
that occurs somewhere along the éareer development
-continuum. Your task is to rank these from early to
1ate in the individual's school/work, life. If two Or
more outcomes occur at the same time, in your opinion,
give them the same rank. In other words, sedquence these
outcomes along the career developmental continuum as you
see them occurrlng

The ranklngs would be collected and cast into the matrix shown in
table 1. In the left-hand column are numbers that correspond to
the .original list of outcomes as delineated py the National Center .[
staff. It would be assumed ‘that this order Wwas essentially random,
without any systematic underlying continuum. Across the top of
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10.
11.
12.
13.
14.
15.
16.
17.
18.7

) tinuum of career development.

these stages are as follows:

table 1 are capital letters that designate the various judges;
a total of ten in all. This matriﬁ lends itself to. statistical
analysis by Kendall's "cgefficient pf concordance" (W), which
| vields a measure—of the extent- to which judges -agree—in- their
rankings of N stimuli (outcomes of vpcational education). The
greater the nagnitude of W, the greater the agreement among judges.
. Thus, given a fiducial range of .00 to 1.00 for W, a coefficient ~
in tne .70's (or above) would indicate substantial consensus in
- /ranking the outcomes of vocational education along the career .
~developmental continuum.

The hypothesizéd ordering of the outcomes is given below:

Motivation for educational and occupational achievement

Increased awareness of need for basic academic skills
AcquisSitidfi_ of uséful -bOccupational skills
Reduced dropout rate )
Trained workers for labor market needs
Placement in a job'related to training
Upgraded occupational competencie’s -
Retrained workers -

Enhanced job advancement

Development of safe work habits and techniques
Increased earnings

Enhanced leadership capabilities

Increased potential for entrepreneurship
Increased productivity

Improved-quality of work

Positive attitude toward work

Increased job satisfaction

Satisfactoriness to employers

v

It is understood that the judges might assign the same ranks to
two or more of the outcomes in ordering them. '

The Outcomes of Vocational Education:
Interpretations and Implications

It is expected that the results from the judges' rankings of
the National Center outcomes of vocational education will indicate
that they can be meaningfully and reliably .ordered along the con-
It is apparent from the content of

the outcomes that the judges will most likely?rank them in accord-
ance with well-recognized stages in career development. As de-
. lineated by Super (1957) and others (e.g., Miller and Form 1964),
] (1) exploratory, (2) establishment,

- — —7~{3) maintenance, and (4) decline. The outcomes cut across the

©

school years, beginning with "motivation for educational and oc~

cupational achievement", and extend into the work years, with

"increased job satisfaction" and "satisfactoriness to employer."

*
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RAMKLING MATRIX FOR OUTCOMES OF VOCATIONAL EDUCATION X JUIjéES
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. Satisfaction and satisfactoriness are generally accepted as, the
,‘ .most central and'&eneral outcomes of the career adjustment pro-
.cess.~Satisfaction is the individual worker's llklng/dlsllklng
. " for a job, and satlsfactoriness is_the employer's evaluation of
: - " the worker's performance. Vocational education impacts both
.*,,» these outcomes/crlterld of career adjustment.
¢ as’ noted however, the accunulated emp;rlcal research on .
the 1nterrelatlonsh10 of job satisfaction dnd satisfactoriness
R (success) indicates that they are only negligibly cofrelated.
?' In their classic review of the literature on this relationship,
Brayfleld and Crockett (1955) concluded that, however defined,
, ty job satisfaction and success were essentially unrélated. Simi-

o larly, from studies condﬁ\ted by the Survey Research Center at
the Universitz of Michigan, Kahn (1960, pp.275, 285-286) observed
that “"productivity and job satisfaction do not necessarily go
together” and that "we should abandon, in our future research,

" the use of satisfaction or morale indexes as variables interven-
. ing between supervisory and organizational characteristics on the
one hand, and productivity on the other." Corroborative conclu-

sions have been drawn by Vroom (1964, p. 186) from an additional
twenty studies: i .

L ’

1. There is a consistent negative relationship between gob
satisfaction and the probablllty of reslgnatlon.

-~

o
Al

2. There is a less conslstent negatlve relatlonshlp between
. “Job satisfaction and absences.

v

~
~ ~

. . .’
3. There is Some indication of a negative relationship
between job satisfaction and accidents.

—
« ks —

4. There is no simple relatlonshlp betweenxlob satisfaction
and job performance., : . .

1.

This last conclus1on has prompted several attempts to explaln

why there is little or no emplrlca} relationship betWeéﬁ job satis-

faction and success. Most of these explanations have posited some.

*"third variable" as a moderatoY that accounts for the low (nonsig-

- nificant) correlation of job satisfaction with success. For

’ ’ example, Brayfield and Crockett (1955) have proposed that the most
salient condltlons that may affect the' interaction of satisfaction
and success are those found in the worker's social environment .
(1) outside the plant, (2) in relations with co-workers on the job,
(3) w1th1n'the union structure, and (4) in the company (organi-

*  zational) structure. Morse (1953) has suggested that "strength of .
needs" is a third variable that-may affect both job satisfaction
and success. She hypothesizes that ". . . if a worker's job is
fewardlng, and if he [sic] has strong needs, then he .will be pro-
ductive and satisfied. If his job is not rewarding, however, his
strong needs will make him productive, but he will be diésatis—

_ fied" (Crites 1969, pp. 521-522). Probably the most systematic -

\ .- : ‘ ) i .. .

I . - '. , ‘ : ~ i B
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explamngti f this relatlonshlp has been that of Triandis (1959),
who has hypothesized a "pressure for high production" factor,

which has differential effects upon the correlation between job |
satisfaction and success across the time dimension (Crites 1969).

Adult Life Stages and Career Adjustment
in Relation to Vocational Education: A Synthesis

-

-

None of these "third variable" explandtions of the lew rela-
tionship between. job satisfaction and success have posited, how-
ever, adult life Stages as a factor that.may affeet these two
supposedly COmplementary components of career adjustment and devel-
opment. Consider, however, (1) the developmental trends in job
satisfaction and job success, and (2) the longitudinal interface
between them as the process of caréer adjustment unfolds. There
is considerable documentation that job satisfaction follows a
cyclical curve, which starts at a high level (upon occupational
entry); dips to its nadlr during the middle of the establishment
stage, when initial ehpectatlons of rapid .advancement are delayed
or thwarted, and then recovers, although not to the prev1ous high
level; to an asymptote at about age forty (Benge and C we;l 1947;
Crites 1969). In contrast, job success begins at a low &bb and
ingcreases linearly from occupational entry to mid-life when an
incipient decline sets in. This occurs at the onset of Super's
maintenance stage and .continues until retirement. Thus, the
developmental trends in job satisfaction and success are different
across ,the adult lifeusgéges, with the;possible. exceptlon of their
coincidence during mi¥deareer (approxim§%ely age forty).

. Tt i$ their intersection in midescence that provides a ﬁypo-
thesis to explain the lack of a relationship between job satisfac*-
tion and success. BAs shown in figure 4, it is during the period
between thirty-five and forty that thé developmental trends in job
satisfaction and success have their- highest correlation. In con-
trast, the lowest correlation would he expected to occur at the
beginning of the work life, at the outset of the establlshment
stage, when job satisfaction is high and job success low. _Inter-
mediate correlations would obtain between early establlshment and
midmaintenance. To test this model, it is necessary to collect

longitudinal data. The reason that the relatlonshlp between job

satisfaction and success has not been demonstrated prev1ously,
other things being equal (e.g., sample size, measuring instru-
ments)., has been that cross sectional analyses have been conducted.

‘When these have been summarized (e.g.,.Vroom 1964), the range in

r has been considerable--Vroom reports corfficients varying from
.31 to .86 --but the median was approximately .1l4. In other

words, collapsing cross sectional data across different age groups

durlng the adult work life stages cancels out the effects of career

_development and presumably vocational education upon the relation-

ship between job satisfaction and success. .

rd
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Following this functional mode of hypothesis formulation, _
from the data~language level to the theory-language level and
. then back again (Marx 1951, 1963), the next step insthe model
testing process is to design appropriate research from a develop-
mental perspective (Baltes, Reese, ‘and Nesselroade 1977). The
gathering of longltudlnal data is necessarlly time cpnsuming,
but some of the newer research des1gns from life-~-spah develop-
mental psychology shorten this procéss (e.g., cross- equential ’
with overlapping cohorts). If*empirical evidence cgnfirms the °*°
model, there are far- reaching ramlflcatlons for bo theory
and practice. /Theoretically, ,the perplexing problemjof why the
supposedly complementary tcomes of the career adjustment pro-
cess-~job satisfaction and—g b success--are not re
' resolved. Projected across the panorama of adult
being viewed longitudinally rather than crgss-sect onally, the
trends _in job satisfaction and, success vary from one time frame ]
to another and become highly related only when mid career is ) -
reached. Note, that .this phenomenon Qccurs at - the beglnnlng
of the malntenance 'stage, not at a particular age.s. & returning
woman, for example, who does not reachathigé stage untit fifty-five
or sixty would nevertheless follow the same trends in satisfactien ..
and success (on the average), as a woman who “enters the maintehance .
stage at age thlrty—flve to forty. . :

would be oriented .toward assisting workers w1th that  facet of
-career developmental ad justment that happens “to be variant (or
dev1ant) in a given adult.life stage. Those who have just ehtered -
the world of work typically experience a high level of job Satis-
faction but are frustrated by slow advancement. From the view-
point of the career developmental model, their problems will most’
likely center upon . job success. For those: later in the establish-
ment stage, when satisfaction lags behind success, thelr problem
) . may be how to sustain satisfaction until it "catches up" with
i .success. And, paradoxically, workeérs at the height of the tareer N
develdpmental adjustment curve, at the beginning of the maintenance
stage, may have, Jifficulty with the midcareer crisis of whether
to change jObS, because they have attained maximdl sgtlsfactlon
and success, or to continue on with revlsed aspirations and expec- : ,
: tations. Whether for theory or practlce, then, adult life stages
act as a moderator variable upon the relatlonshlp of job satis-
faction to job success, as the two pr1n01pal outcomes of the *
> career developmental adjustment process, impacted by vocational
education. - . .

The 1mp11Catlon for practlce is that vocational educatlon ¢
»
|
|

>
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QUESTIONS AND ANSWERS ON’ .
"A CAREER DEVELOPMENT SCHEMA FOR B
VOCATIONAL EDUCATION OUTCOMES: A PSYCHOLOGICAL PERSPECTIVE"

’ ‘ - -

" Question: In your definition of Oqgational_edﬁcation, you have |
indicated that vocational education’is the stimulus. .

Is it possible that vocational education is.the ‘ ‘

|

response to some.other stimulus?
Crites: Oh no. I see vocational education programs as being
comprised of certain content.  Sure, people have a response to
entering and- enrolllng "in the program but the program is an

intervention. ) |

Al
+

Audience Comment: I don't have any questlon ;Bout that but it

Seems to me. that one response is to enroll 1n vocational educa- .
tion.

. ) . . | A 4
Crites: * There's no question about that. I'm just saying®’ that

once you have that enrollment response, you have the response

to the offerlng of vocational education. Vocational education

itself is a stimulus. .

. ‘ ,

_ Question: You seem to target two outcomes, job satisfaction and
~satisfactoriness. Why? 1Is it reasonable to assume
that all the other outcomes are under these? - If so,
how? 7 -

-

- ]

Crites: First, I do subsume most of the other outcomes under
satisfaction or satisfactoriness, or what I call "success
criteria." I propose that the study in my paper should use
expert ]udgment which would, I tKink, come closest to substan-
tlatlng the hypothesis ordering of those other outcomes along
the developmental continuum.

Question: If you were to do it without the study, what would you
do?

Crites: I,wouldn'ﬁ do it without the study. 1I'd like to get

some facts. I'm both a theorist and empiricist. We can generate

some words and ideas all day long, but if there is an empirical

»

a

Note: The questions were generated by buzz groups at the Working .
. Conference. Dr. Crites's responses to the questions were
transcribed and edited.
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outcome that we can assess, then let's do it. ‘Otherwise, we
cdn, dlsagree, as we have around the table,” about what the out-
comes are. But I think that if there ‘is some scientific truth
criterign that as,a psychologist I would impose, it would be
to get those oplnlons independently from judges in .the first
lnstance, and sée how they line up along the developmental
contintium.' That's what I was’ prop051ng in the paper in the
matrix in table 1. . .

' . 4 - . E
. el .

Question: Will#you clarify your statement that 75 percent of the .
) : people who lose their jobs have unsatisfactory' inter-
' persohal skills? In 1982, we have a lot of people who
are terminated from employment because the job thﬁX,
held no longer exists due to poor economic conditions ™
Are those people included in the 75 percent? ™~

. Crites: Not the ones who are being released because of riffs in
the organization, as we are encountering in Cuyahoga County in
northeastern dhio.  Teachers, as an example, are being released
because there simply .are no school positions available for them.
The schools are closing because they do not have sufficient en-
rollment. Perfornance appraisals areYlmportant in these situa-

. tions, but I dc not know to what extent. - I was referring to -

. studies conducted nationwide over the years. The more recent
national surveys conducted by independent firms show that 75 per-

.cent of those who are releasel are released principally because
they have interpersonal difficulties. The principal problem is
honassertiveness. : .

. < * Y
A . -
Question: Do you differentiate between -aggressiveness and
'agsertiveness? h » .

Crites: I gene rally recognl7e three classes of behaviors in that
continuum: aggressive, assertive, and nonassertlve.

a
.

Question: Why would beingd nonassertive caus€ difficulties? .
Is it because of withholding anger or because of
otHer feel;ngs° -

Crites: I think it involves that, certainly, and alsp not making
your potential or performance apparent to your supervisors. They
really don't know whal Kind of person you are, and at kind of
Job you are doing. The result is that the individuéal gets poor
pertormance appraisals. . / 5
. . B M \
Queétion: Why did you single- out cfeétivity rather than
interpersonal skills, discipline, or assertiveness?

.

"
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Crites: I didn't single it out, I just added it to the list.

I just asked, "Why isn"t creativity one of the outcomes?"
%

«
<

" Question: Why didn't you include interpersonal skills and
’ assertiveness instead of creativity?
hd . - V 5
Crites: I wouldn't have added it instead of creativity, but I'm
amiss -in not including it. I think interpersonal competency is
a very important outcome. ) o -

- -
R - x -
.

Question: Do some of the outcomes you did not consider relate to
' your ideas on creativity, assertivenes ., and getting
along with people?

Crites: One could probably rglate them, and what I was saying
was that if we had the, opportunity, we should get measures-of

. each of these and interrelate them. Then we would know if they
were related or not. We need to test the hypo@hesisq

-

. ) i -. . . . N .
Question: What was your working definition_of vocational
education as you considered the outcomgs?

»

. Crites: I will risk using words "that have had pejorative con-
. notations assogiated with them, such as career education. That is
. the background I come from, for me that includes not only what we
think of as vocational skill training, but also the second track
‘of qqreef development, career guidance, career counseling, that
sort of thing. I think that the two of tRem are intimately
related as -far as the outcomés of vocational education are con-
cerned., I would ipc}ude both the ésreer development continuum
’ and the educational continuum. ’ I think the two are complemen- .

targ. - . = .. ;
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AN EVALUATION OF OUTCOMES USED TO ASSESS o

THE EFFICACY OF VOCATIONAI EDUCATION
A SOCIOLOGICAL PERSPECTIVE ‘-

* -
L

. Mary Bach Malone . -
' . Rutgers, The State Universjity . 3 ’
) New Brunswick, New Jersey .

' o
Introduction

.

Vocational education has been charged to demonstrate in sys-
tematic ways its effieacy in preparing youth, adults, and disad- )
"vantaged for gainful employment. The seriousneesbg€ the charge
has been linked to the increasing forcefulness with' which con-
gressional committees have asked for evidence that federal moniés .
directed to vocational education have in fact contributed to the "
intent of federal policies. One of the tasks involved in'fulfil-
ling the charge is the selection of outcomes that are appropriate
and reasonable, given the limited nature and intent of vocational
instruction. Ahother task is to gain majority support; failing
consensus, among vocational ‘educators and their clients (i.e.,
students, parents, and at the federal level, members of congress
and committees of°congress. . 2
The purpose of the inquiry reported here is to contribute to
the base of information used in selecting appropriate and reason-
able outcomes. It may also contribute to gaining support for a
particular selection of outcomes if the evidence presented, the
Logical inferences drawn, and tlye recommendations are persuasive
enough. . - . : ¥ . - g
This inquiry is restricted to the field of sociology as the
source of theories, concepts, data, apd research findings brought
to bear on evaluating a designated list of eighteen.outcomes cur-"
rently being used to assess the efficacy of vocational instruc~

tion. N

~ - K

The report is organized into. two majot sections. The first

describes the perspective employed in terms of premises, the
boundaries of the inquiry, the search procedures, the limita-

tions, and the findings. The
eighteern outcomes in light of
and presents a recommendation
+ without modifications, or its

Premises

The basic premise of the analysis is tha® human behavior re-
sults from a complex of internal (to the individual) and external

second section examines each of

specific findings pertinernt to it
for its continued use, with or :
dirscontinuance. . .

[y
.
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(in the social anﬂ physical env1ronment) ‘forces 1nteract1ng at a
particular p01ne in time and over time. Further, group activi-
ties lead to the development of social forces that transcend each .
individual «nd affect each person individually and in ‘interac-
tions with other people. TIllustrative of this are such phenomena
as group morale and cohesiveness. The multiplicity of variables,

., only some of which are known, and the dynamism of the interaction
of the individual with others in a given situation preclude
identification .6f simple cause-and-effect relatlonshlps. When one
adls to the complexity of the subject under investigation, the
limitations of the measurement of social and personal variables,

- the enormity of the task in spec1fy1ng causes and effects, inputs

- and outputs, is self-evident. .

-

In addition to the specification of premises about group and
indivilual behavior, it is appropriate to indicate those premises
that pertain- to evaluation. Fvaluation as used here is a process
of judging the approprlateneSs and, reasonableness of that which
is being ‘examined on the basis of an eXpllth standard. Formal
evaluation, which is being undertaken in this effort, differs .
from the evaluatidn that most of wus engage in many times each day
as we go about the process of llVlngs The dlfference resides in
the systematlc way in which various types of ev.dence are sought,
weighed, and brought to bear on the final judgments.

What kind of standards can be’ formulated for use in an
effort such- as this? °*Given -the premise that human behavior has
multiple forces causing a speclflc -outcome, one standard is this:

+ The greater the amount of variance explained in an outcome by
o vocational education, the greater the validity of using that out-
come . Such a standard, however, appears hlghly vulnerable to the
fallacy of circularity. Yet is that so, if we  posittthat in our
brave new world, all things are known and systematic investiga~-
tions have demonstrated that quallty vocational' education pro-
grams con51stent1y account for 10 percent of the variance in job
satisfaction of workers, as contrasted to 5 percent of the, -
variance ip, enhanced leadership capabilities? Should we then
_.consider job satisfaction a more valid indicator of effective
prdgrams, or should we use as a standard for evaluating programs,
that each produce 10 percent of the variance ‘in job satisfaction
and 5 perceht of the variance in leadership capability? But now_
we ‘have shlftea from the ade]uacy of an outcome to the adequacy .
of programs. Yet why are we concerned about valid outcomes if
not. to use them for ascertaining the effectiveness of programs
and_justifying their contribution to their students and the soci-
ety that supports vocational education? All of which leads to-.the
questions, "What are these outcomes to be used for?" and "What is.
~the import of their use fbr the standards to be applied in evalu-
' ating each outcome?"

Since we do not live in a hrave new world where all things
are known, the 1llustrations provided above are completely




fictitious. Further, research evidence is quite uneven in terms

Oof outcomes investigated and the adeguacy of the research design,

measurement, and sampling. Thus the closest we can get to the
proportion of variance accounted for will be in terms of "likely
variance accounted for" based upon logical inference from re~
search findings on related problems and on' expert opinion regard-

'ing relationships between selected related bariables‘and Telated

outcomes. A shift from the ideal to.the possible,.where there is
such a wide gap between the two, underscores the fact that.evalu-~
ation is making a judgment on a cogent rationale with less than
fully adequate evidence. @Given this, what are some of the
assumptions basic to a cogent rationale? Here are,three that
surface rather frequently in this’ analysis: . .

1. . The more the expkicit objectives.and activities of the

‘ ‘ intervention are directly ;élated te a particylar out-
come, the greatefithe likelihood of the intervention's
contributing significantly to the outcome. For. example,

: if the intent of the explicit objective is to prepare an’

individual to be able to'‘repair brake systems on a num-
ber ‘of different models of cars, and if the activities
provided include tools, supplies, repair manuals for
different vehicles, and ‘supervised experience in repair-
ing brake, systems of many vehicles, such an intervention
has a certain face validity for contributing signifi~
cantly to the outcome of "attained occupational compe-
tency as a brake repairperson." . .

2. The more powerful the intervention in compayison with
other known fa&tors that could possibly cdﬁiribute to
the outcome, the greater the likelihood that the inter-
ventionh will contribute significantly to the outcome.
For &xample,” a young person works with an adult who is a

, ' self-taught mechanic to repair the brakes on the family

. . cars? They do this about evpry two years. The young
' person is sporadically involved in similar efforts with

friends. Once enrolled in.a program to learn. this
competency, the individual is ‘provided systematic
instruction that includes attention to similarities and
dif ferences between vehicles, variations in types of

parts and processes, and practice in these processes
until the requisite skill is demonstrated. Thus "power-

ful" as used here includes the duration and interfsity of -

thé intervention, the scope and depth of "treatment, and
the intensity and involvement of the individual in the
experience.

3. The shorter the lapse of time- between the *intervention
and the measurement for the expected outcome, the great-
er the likelihood that the intervention will make a
significant contribution tc the outcome. To continue
the illustration, outcomes measured two to three years
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after completion of the instruction may have been great- .

lg affected by the work .experience during the interven-.
ing period. : :

4. It is aséqmed‘that these three conditions are' inter-  °
active. When all three conditions prevail, a stronger
case can be made for the intervention's being signifi-

cantly'related to an out¢ome than when only one or two
prevail. ’

L

. " In sum,*the premise of this inquiry 4is that human behavior, at
the level of individuwals and at the level of collectives, has
multiple causes. Further, to examine the validity of outcome
rneasures for"vocational edulfation within the context of fundamen-
tal -truths,. theories, coricepts,, and major findings of sociology X
3 . 1is, in effect, an evaluation. Evaluation is a process of judgiaa\y{
c the appropriateness, then, of the outcomesaithtified. Judging

as a rational process, requires some explicjf standards. The
standards used will be the evidence related® to the multiple.

v causes for specific outcomes in addition to vocational education
-=the crudely estimated degree of variance that @an be reasonably
attributed t cational education, based upon the assumptions of

. directnéss of association, the power of the intervention, and the’
proximity in time of measured outcome to completion of the-inter-

) ' vention. The eighteen outcomes to be evaluated by this procedure

] ‘are: increased awargness of need for basic academic skills, sat-

« « isfactoriness to employers, provision of trained workers for the

. labor  market, motivation for educational and occupational
achievement, Placement in job relatled to training, acquisition of
useful occupational skills, positivle attitude towards work,
increased productivity, development/ of safe work habits and
techniques, increaseg earnings, enHanced leadership capabilities,
upgraded occupational competencies/ increased potential for
entrepreneurdhip, enhanced job’advancement, increased job

satisfaction, improved gquality of work, retrained workers,
reduced dropout rate.

. A

. Boundaries of Inquiry

The discipline of sociology encompasses the totality of
society from a particular - perspective.. Bierstedt defines s
S?CiOlng~aS "an inquiry into the structure of society, an en-
deavor to achieve an orderly arrangement of the components of
that structure, to delineate the relationships of these compon-
ents to one another, and to discover, if possible, the general
processes of social change" (Bierstedt 1974, p. 30). Given the
magnitude of the field, it comes as no surprise that sociology
has been subdivided into many areas to.facilitate more intensive
examination. ‘The labels used for these subdivisions are' as
varied as the points on the field through whiqh,boundaries have
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been drawn and redrawn, intersecting and overlapping. The Edi-
torial Committee of the Annual Review of Sociology selefiga these
major headings: differentiation and stratification, .po¥itical
sociology, social processes, institutions, the individual and
society, formal organizations, urban sociology, demography, poli-
cy, theory and methods (Inkeles, Coleman, and Smelser 1975, pp.
v, v111» Catalogues for university departmental course offerings
prov1de .alternative breakdowns, Whlch may include sociology of
educatlon- family; criminclogy; industrial sociology; urban soci-
ology; sociology of rural areas; changing social institutions;
sociological theory:\ European; sociological theory: American;
sociological researcﬁLmethods, and so on. Given the_breadth of
the field, it was nedessary, in the interest of feasibility, to
limit the subdivisions within the field, which were searched for .
knowledge pertinent to evaluatlng outcomes for vocational educa-
tion. After studying the outcomes, the subdivisions considered
jnost likely to be pertinent were: sociclogy of education; social-
ization; social stratification; sociology of work and work organ-
izations, sometimes referred to as industrial s001olagy, sociol-
ogy of lab markets- .social psychology of work groups- and the
8001ologyi?; volunteer associations. ' These then are the areas
within the' field of sociology upon whlch th1s_1nqurry is based.

a4

" Procedures

Search Process

~

Prior to-initiating the search, the question of what consti-
tuted evidence that could be weighed, legitimately, in evaluat-
ing outcomes a¥ose. Specifically, should the results from a .
single study be considered evidence? How critical was it to
search out studies of the same subject that might have arrived
at different findings? Given the breadth of the, terrain and the
thirty to forty years during which research and theory bBuilding
pertlnent“tO‘thls task had been completed, what feas1blllty
constraints needed to be considered? After the questions were
posed, several guldellnes for the search became clearer. I
concluded that reviews and syntheses of theory and research
constituted the best sources for current s001ologlcal knowledge.
1 say "current" because knowledge is open ended and changing,
contingent upon.the results of further inquiry. From my work in’
sociology, I noted that textbooks by recognized authorities in
the subfields contained the theories judged to be .most supportive
of productive research and most plausible given the cumulative
results of a number of sometimes, disparaté studies, after the
methodological strengths and weaknesses of each had been welghed
in brief, my search then was to identify sources of sociological
knowledye, defined in much the same terms used by Weiss (1982, p.

121). "Knowledge claims are certified by the agreement of ex-
perts. Kiowledge is that which other social scientists consen-
sually accept as knowledge. . . the "findings of a single study,
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however carefully done, raruly quallfy as knowledge. Informa-

tion, yes. . . . [Lven a series of studies on the same. topic--
even a series that converges on the same findings--may appropri-

ately be kept on hold for a time." ° .

Xmlss proceeds to note the contributions the 50c1al sciences .
can make to decision makers, four of which are relevant to this :
discussion, namely: "statistical data and data series, indica-
tive of conditions in the _social world; findings and generaliza- .
tlons from research, evaluation and policy analysis; the concep- .
tual apparatu$ of the social sciences, such as reference groups
and social class; and last, middle-range generalizations such as.
cause and éffect linkages postulated for example, family dis-
organlzqtlon is a cause of children's poor school performance" .
(1982, p. 22). : . .

Another criterion that I~ applled was time, and in this area
I soujht the most current reviews and syntheses available. Where
a study continued to be ‘referred to as a landmark type of study .
ten to fifteep Years after its publication, I sometimes went to .
the original study for the details prov1ded Given the number ofﬂ\\/)r
sources available and the occasional dupllcatlon, I considered *
the agreement between different reviewers, as providing further
evidencé of the generally accepted® validity of the conceptual
apparatus, data, and/or generalizations. ) ‘

The actual search strategy included consultating general -
references to the social sciences, locating handbooks in
.sociology, checklng all books in print under the headings of
sociology, sociology of education, and lndustrlal 5001ology
From these materials, I located additional refarences in .
bibliographies, which I examined and, where applicable, used. -

.
Ll

Limitations

-~ °

- : \ , .

Given the breadth of the field and the time constraints, it
is possible that some sources pertinent to the inquiry did not
surface. Hence, some documentation provided may seem less appro-
priate to experts in these subd1v151ons of sociology than. other
sources with which they are familiar. As will hecome apparent in
the latter part of this paper, in many instances it his been
necessary to draw inferences from more abstract generalizations
to specific outcomes. This is a process of making Jjudgments
which are indeed fallible. fThe test will be in the persuasive-
ness of the argumeng for each reader. g

. a . R i .

3
»

Sociological Conceptualizations and Research Findings

The sequence of presentation of socidlogical conceptuallza—
tions and research findings proceeds from the largest collectiv-
ity, through various sized aggregates and groups, to the

. * . . . ‘

-

128

- - 14y




-
3’

-

y .
individual, with attention to interaction between these at =ach

point. Thus the concepts and findings relevant to social strati-
fication and mobility are discussed first; the sociology of labor
markets, second; the sociology of work,and, work orgamizations,
third; and socialization and social factors in motivation, last.

~ -

Social Stratification and Mobility .

Embedded within some of the most familiar descriptions of
the United States is the belief in the opportunity to achieve, a
social status and its.commensurate rewards consistent with an
individual's talents, aptitqus, and willingness to work--America
is the land of opportunity, where one can go from rags to richesr
Sociologists have been engaged in studying social differentia-
tion, social stratification, and the fluidity and/or rigidity of
these structures from a crgss—-cultural perspective. Attention
has focused also upon the processes by which mobility of varying
degrees -is att{jned, or, the converse, impeded or thwarted. One
process generally accepted as significantly related. to social

_mobility is education, particularly the duration, but also the

curriculum. This is the nexus that makes the conéepts and o
findings relative to social stratification and mobility pertinent
to the purpose of this analysis. Some of the outcomes claimed

.for vocational education are increased earnings, positive

attitudes toward work,. job placement, enhanced job advancement,
and increased job satisfaction. These are specific conditions
and attributes related to conditions that have import. for ,

l mobility, and to attributes that ‘'vary throughout the various

strata, as well as within a stratum.
h Y

Blau and Duncan (1967, p. 1) completed one of the most
significant studies of social stratification and mobility. The
significance resides in the theoretical framework "employed and a
methodology that included data on a number of variables from a
representative sample of. over 20,000 Amer ican men betWween the °
ages of twenty and sigty-four. After discussing the concepts of
prestige status and economic class, the authors note that
"occupational position is not identical eitYer with egononmic
class or prestige status, but it is closely connected with both,
particularly the former.... . . 'Occupational structure in modern
industrial society not only constitutes an important foundation
for the main dimension of social sﬂfatificationfbut also serves
as the connecting link between different institutions and spheres
of social life, and therein lies its significance" (Blau and
Duncan 1967, pp. 6-7). Occupational status was quantified as a
score in this study and thus facilitated the use of sophisticated
statistical techniques for more refined analysis of thé data.

" The central concern in the study was to ascertain the influence

exerted on dif ferent variables by occupational achievement and
the way the variable "modifies the effect of social origins on

P
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hese achievements" (p.9). Some of the findings of the 'study
pertain to ‘the flow, of the labor Fforce among occupational groups
and lead to inferences regarding (1) the underlying factqQrs that
govern these movements and reflect the - social .distances between
occupations; (2) the processes of occipational achievement and
mobility,in terms of the way the status individuals achieve is
affected by the status ascribed to them earlier in life by social
origin, ethnic status, region of hirth, and so on; and (3) the
inequalities of opportunities engendered by race and nativity
(pp. 19-20). - . C

terminants of oc ational achievement: ' father's education,
father's occupation; respondent's education, and first job of
respondent. The zero order correlations with occupational status
reported were .32 for father's' education, .40 for father's occu-
pation, .60 for respondent's education, and .54 for respondent's
first job. Since these variables are interrelated, the influences
are not cumulative. Blau and Duncan conclude that social origin,
education, and career beginning (first job) account. for somewhat
less than half the variance in occupational achievement. They
also point gut that "as a man gets older the.significance of his
past career for his subsequent career becomes increasingly pro-
nounced, and the influences of his social oriéin\and his educa- .
tidn as well as those other factors not directly measured become
less and less important. Making inferences about career stages
from comparisons of age cohorgs, we have estimated that the
influence of his .past career on"a man's occupational status
increases from a .30 path coefficient around age thirty to .89
when he is about sixty, and the_net influence of social origins
decreases from .18 to nil, that of education decreases from .48
to .06, and that of all other factors decreases’ from .82 to .40"

Blau and Du%can traced the interdependence‘adong four de-

(p. 403). _ K ‘ ' -
Findings relative to low socioeconomic status populations

and racial and ethnic minorities are pertinent to this analysis.

Blau and Duncan (1967, p. 404) conclude ,that the results of their

analysis do not reveal a vicious circle through which poverty is

perpetuated for the majority of-individuals in this society.

They note that the effects of father's low education and low

" occupational status on the child's career is in large part

mediatell by education, though not entirely. Given such minimum
cuinulation and the fact that most differences in occupational
achieveiments are not the result of differences.in social origins,
there seems little support for the belief in a vicious circle.

Relative to blacks and sons of immiéraqts{ background hand-
icaps are cumulative. Thlky report the following: '

Nt ~

“

1. Disproportionate numbers of Negroes live in the
' South, whexe occupa?idnal opportunities ‘@re not ‘as
good as in the North. .

(IS N
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2. Blacks havé lower soc1al orlglns and recelve less
education.

3. Even with comparable amounts of education, Negroes
-enter the job market on lower levels., _
r , : \
4. When social origins, educatlon, -and career begin-
nings are statistically controlled for‘Negroes and
whites, the chances of occupational achievement of |
Blacks are still considerably lower.

5. Within the same occupation, the income of Blacks is
lower than that of whites. \

. .
.

They conclude, "Since acquiring an education is not very profit~‘
able for Negroes they are inclined to drop out of school rela-
tively early. The consequent low level of education of most
Negroes relnforces the stereotype of the wieducated Negro that
_helps to Justlfy occupational Adiscrimination against the entire
group; thus depressing the returns Negroes get for educatlonal
1nvestments they do make, which agaLn lessens their 1ncent1ves to
make such investments" (pp. 404- -406). ’ *

Keeplng in mind that Blau and Duncan studied a representa—
tive sample of male workers in 1962, with the results appearing
in 1967, it is essential to ask whether ¢hariges have not occur-
red, given the impetus for eliminating inequalities in education
and providing equal employment opportunltles and equal pay for
equal work during the mid-1960s And 19708. ~"Miller and Form .
(1980, pp. 633-34) report that occupational changes for blacks
reported for the perlod from 1960 to 1970 showed that blacks are
moving into professional, managerlal, and other hlgh-paylng JObS
at a faster rate than whites and ave leaving lower paying jobs
more rapidly. They report that the educational gap between
whites and blacks that had existed for so long was closing during
the .decade. By 1970 the education of young black adults was
within one-half year of educatlon of young white adults. Since
these improvements have been made predcminantly by young black
workers, ages, twenty-flve to thlrty—four, many in the older age
grades thlrty-flve to fifty-four and fifty-five to sixty-four are
still in the lowest paid occupations. ‘Even in the twenty-five to
thirty-four age category, the young black workers are overrepre-
sented, as a-percent of all young workers, in the lower paid
levels and underrepresented in the hlgher pald level (pp. 635-
636). Miller and Form {1980, p.” 626) describe the operation of
particularistic norms in the labor market. Citing..six studies of
‘selective hiring_and promotion practices in different localities,
they conclude that "in general social norms are more easily
applied in smaller 1soiated towns which have.one or few indust-
ries. ‘Where no labor union exist; where ethnic groups are strong
and segregated, and where industrialism is just beglnnlng, the
social characterlstlcs of employees count most heavily in shaping
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their economic destinies" (p. 267). One of my concerns is that
the studies Miller and Form cite were completed in the 1930s and
1940s. Yet general information related to the gap between
rhetoric about and practices for equal opportunity leads me to
conclude, apparently as did Miller and Form, .that al though some
gains have been made in applying more universalistic criteria in N
hiring and promotion, it is naive to believe that discriminatory
practices have been eliminated. In brief, Miller and Form's
analysis lends credence to the continued validity of much of- Blau
and buncan's conciusions regarding blacks. It is important to
note that Blau and Duncan indicate that there is some reason to
*~ question whether an equal number of years of schooling for blacks
and whites leads to equivalency in educational attainment, given-
differences in the quality of education provided. The answer to
- this question may become even' more important as the educational
gap between blacks and whites decreases, if disparities in
returns to education persist between these .groups.

Relative to sons of immigrants, Blau' and Duncan (1967, pp. {
,406-407) note that ¥thesé individuals have lower -social origins
and less education than the majority group of northern whites
with native parents, yet their occupational achievements are on
the average as high as those of the majority group, not only if
initial differences are controlled but also without contrels"
(406-407). Blau and Duncan continue that although these data
would appear to indicate that white minorities do not experience
discrimination, a more Jetailed analysis supports the interpreta-
" tion that the high degree of success of some second generation
immigrants, of northern and western European descent, neutralized
the disadvantages experienced by those predominately from south- ‘
ern and eastern Europe. They point out that, given the:impedi- .
ments to achievement, those individuals who overcome the impedi- _
ments are undoubtedly a select group with high potential for .
. .continued achievement. ‘ : Lo
On one of the questions central to this major study, the au-
thors conclude that the rates of upward mobility are still high
in the United States and are a-result of the structural features
C of contemporary industrial society (Blau ahd Duncan 1967, p.
427). . . .

Bielby (1981, p. 3) reviews the results of fifteen years of
research on status attainment, a concept that includes education-
al ahd occupational attainment. He examines the associations be-
tween social origins and education, including the social psycho-
logical and allocative mechanisms. More recent research on the
representations of labor market structures and processes are also
reviewed. Bibliographic sources for this review total seventy-
nine. Sources used include the Blau and Duncan study described

+ above, further work by Duncan, a number of reports by Featherman,
Hauser, and Sewell from a longitudinal' study of status attainment
of Wisconsin youth; and the works of C.S. Jencks and coauthors on
Inequality (1972) and~Who Gets Ahead (1979). ’

-
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Relevant_ findings (Biélby 1981, pp. 77}4j from this stream oo
~ of research are as follows: . -
1. Sohooling transmits socioeconomic advantages and
disadvantages across generations in the United

o States. Schooling is not independent of social
origins. \ .-
2. Schooling is not completely determined by social
origins hence schooling provides channels for social
molility. ) ,

3. Tﬂ%re‘is a lack of consensus on whether the trans-
i mission of socioeconomic status between generations
N ¢ is a more 1mportant Jfunction of schooling than ‘
* providing a channel ‘for moblllty
4. The amount of variance in schooIlng attributable to
measured social orlgigs (parental edueatlon, income,
race, .ethnicity, family size, birth cohort, etc. Y
found in studies of Blau and Duncan (1967), Duncan
Y1968), Duncan ,et al.|(1972), and Jencks et al.
(1973) was slightly ‘over one-fourth.

5. When social origin variables are expanded; the vari-
sance in schooling attributable to circumstances of
birth ranges from 37 percent to 42 percent.
PR , ’

6. When the, covarlation between the educational attain-
ment of 51bllngs isrused as an indicator of the un-
measured "family" factor ‘(quality of parental care, ‘<
intellectual environient, etc. '), .-at least one-half .
and perhaps as inuch as two—thlrds of the variance in
years of schooling is attributable to social orig-
ins, where these variables include all background

- factors shared by siblings. ) )

Relative to the intervening mechanisms leading to the re-
lationship. between years of schooling and social origins, Bielby
(1981) reports the follow1ng flndlng from the most 1mportant

-

publdished works : . » i -
7. No one mechanism is largely responsible for the ° o
link between schooling and social origins. Meas- \

ured abili'ty appears to mediate no more than about
one-third of the total effects of status of origin
on educational attainment.

¥

»

8. Less than 15 percenﬁ of the variance in measured : .
) ability is attributable to socioeconomic origins. .

» -
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9. Secondary school teachers respond strongly to.
measured academic abilities in their evaluations
and entouragements and do not appear to assign .
grades and encourage college as a direct response ’
' to social origins. .
M . {
10.. "The link between social origins and schooling ap-
pears due to differences betweén families in the
degree to which they provide a social environment )
that emphasizes schooling and inequalities amdng
families in the resources that affect a child's
per formance on’ standardized’tests" (Bielby,,
1981, p. 11). .

. _'Relative to status attainment and the labor market, Bielby
(1981, .p. 14) states that the cumulative research findings "are
straightforward: ability ‘has a substantial influence on school-.
ing, which has a substantial influence on occupational status
which in turn substantially affects earnings. Furthermore, there
are small to modest education-specific occupational returns to

'Aability as there are occupation-specific income returns to educa-
" tion and ability." How the inequality and covariation -among .

schooling, occupation, and earnings comes about is not explained
in the status attainhent literature. In another review of re-
search pertinent to a study of social mobility within a number
of societies, Matras corroborates Bielby's synthesis when he
notes that the combined influence of all the variables--family
background, respondent's own educational achievement, and

- respondent's occup@tionai status accounted for only a small part

of the total variation in income. Citing replications of the .
initial research in this area by Duncan (1968), Feathexman and
Duncan (1972) report that all studies have obtained similar

résults (Matras 1980, pp. 418-19). )

An individual's position within the occupational. structure
has implications for job satisfact.on. Campbell, Converse, and
Rodgers (1976, pp. 299-302) in a study of the quality of American
life using data representative of the national population eigh-
teen years and older, asked about job satisfaction. Their f£ind- .
fngs were as follows: oldetr workers were more satisfieq than
younger workers; there was practically no difference in” average
job satisfaction of men and women; blacks were somewhat less
satisfied with their jobs than whites; more educated individuals
were less satisfied with their jobs than people with less educa-
tion; and the personal variables enumerated accounted' for. only 5
percent of' the variance in job satisfactiorfui An analysis of hours
worked per week, time required to travel from home to work,
earnings ‘luring the previous year, and type of occupation, taken
together, accounted, for 1 percent of the variance in job:
satisfaction (p. 304). six perceptions of work accounted for )
close to one-half of the variance in job satisfaction. The most
powverful of the six was whether or not the work was perceived to

’
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be intqresting, second, was the perceived opportunity to use
“one's sklll 5; third was the perception of pay; fourth, pereeived
, jJob security; the last two pertained to: perceptlons that the job
provided solid creature comforts, and presented no problems to the
worker (p. 299). Shepard (1977, p. 8), in a review of research
on technology, alienation, and Jjob satisfaction, reports that a
"long tradition of research has found job satlsfactlon increased
with skill level and degree of worker control over work opera-
tions./" Katz and Kahn (1978, p. 364), citing eight different
studjles conducted from as early as 1934 to as recently as 1960,
condlude that "the bulk of the research on satisfaction with job
demonstrates that more varied, complex, and challenglng tasks. are
higher in worker gratification than less, skilled, routine jobs.
*Such findings have been accumulating for almost fifty years and
the' basic, pattern is beyond ques®ion." Of partlcular 1mport to
this inquiry is the finding from a study cited by Katz and Kahn
(1978, p. 364) that the gfeatest amount of job satisfaction oc-
curs among professionals. Intermedlatt in gratification are
those in clerigal sales, manually skilled, and semiskilled. No
.differences were found in satisfaction among these intermediate ,
groups. Unskilled workers expressed the least amount of satis-
Faction. fThere is further evidence that job satisfaction of
blue-collar workers is influenced by their perceived opportunity
to use the skills they have learned for the job and the chance to
do the kinds of thlngs they do best. In ohe study, approximately
one-third of the variance in job satlsfactlon was accounted for
by opportunities for self- expression measured by nine questions,
including some relevant to the areas indicated above. Every
. _national study--~and a series of such studies have been conducted
over the past fifteen years--finds higher job Batisfaction among
higher occupational grodps the country over (Katz and Kahn 1978,
'pp 368-369). The range of overall satisfaction accordlng to one
study cited is from -42 to +27, with machine operatives and
A Jlaborers at.the botton of that range and professionals and
managers at the top (Katz and Kahn 1978, p. 589). Miller ,agd
, Form (1980, p. 133) point out that poor working conditions and
bad company policies and administration will lead to job .,
dissatisfaction, although good conditions will not necessarily
lead to positive job attitudes. These factors, sometimes labeled
hygiene .factors, such as recognition, achievement, advancement,
responsibility, and the work itself may influence job
satisfaction. _ o

N . .- ' Y
In 'a review of research on organizational performance,

Kanter and Brinkerhoff (1981, p. 333) state that there is a lack
of evidence that job satisfaction bears any consistent or posi- -
tive relatlonshlp to product1v1ty ' LEe

¢ [ .

.Although Miller and Form (1980, p. 155) report what appears
to be evidence of changes in the degree of job satisfaction of
workers, it is unclear whether it is social change or individual
“maturational change that is being reported. Levels of job

-
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satlsfactlon repogted have been hlgh in ‘past surveys.. For
example, Lev1tén’5nd Johnston (1973, p. 71) report percentages
of respondents in specific occupations indicating they were ‘very
sdtisfied or satisfied, as follows: professional, technicians,
83; managers and proprietors, 80; clerical workers, 6l; sales

workers, 68; skilled’w0pke g, 76; semiskilled, 75; mnskilled, 65;
farmers, 80. MlllgE/gn orm (1980, p. 155) report a study in
1972 showing far aote dissatisfaction among younger and better

educated workers. Blacks under age thirty were by far the most
dissatisfied subgroup, Wwhereas blacks ovar age forty;four were
among ‘the most satisfi&d. Yet, Veroff and Feld (1270, pp. 216-
217) discuss evidencasderived in 1957 that supports the view
that as individuals age, their accommodation to work and the
assessment of it shift from one of less satisfaction to more
satisfaction. The nature of problems related to work varies,
with the younger workers being .unsettled in their work ch01ce,
whereas_older workers speak of.such thngs as failures, health,
and extr1n51c aspects of the job. Thus from 1957 to Campbell,
Converse, and Rodgers s (1976) analy51s, the link between job .
satisfaction and increasing age is' dacumented. Although societal

..

change has occurred and may have import for levels of job satls—_3

'faction for all ages, it appears that developmental and matura- °
tional changes in individuals may produce a type .of leveling
effect. In sum, job satisfaction levels are 1nfluenced by a. *_ .
number of varlqbles, and.’there is ev1dence of interaction between
satisfaction with work and satisfaction in other areas. of life.
Campbell, Converse, and Rkodgers (1976, p. 317), in studylng\the
quallty of American.life, state that "spec1f1callx,those who
express high levels of satisfaction with their jobs are moré
likely than those who are less satisfied, to express high. levels -
. of satisfaction with other life domains. The correlations are =
highest for the financial domalns, non-working activities, fam11y
life, and friendships; but are positive for all of the domalns
included in this study. . . 1t would be highly conjectural to
conclude from them' that in a slmple causal sequence job
satisfaction produces negative consequences on other domains of
life. An equally plau51ble set of explanations is that other
factors influence ‘both Job satisfaction' and the life quality
indicators with which it is correlated."
} .

Just as an individual's position in the occupatlonal struc—
ture has 1mp11¢atlons for job satisfaction, so too does one's
position in the stratification system--of which occupation is a
fairly close indicator--influence patterns of social participa-
tion in comimunity organlzatlonal activities. Wright and Hyman
(1958) report the,results of a study two national probability
samples of the adult noninstitutionalized population of .the
United States over twenty-one years of age relative to member-
ships in voluntary associations. Wright "and Hyman ,found that
only a minority (21 percent) of American families belonged_tq
more than ope voluntary organization. Forty-seven percent of the

“ .
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_families feported that uo family dembers belonged to an organiza-

—ddqlts,"age twenty one to twenty-seven are ahout equally

- - -

n; 31 percent reported memberships in one organjzation. In
another sample, 64 percent of the adults reported no
organizational memberships; 20 pércent, one membership; 16
percent, two or more. Relative to occupational levels, 68 to 877
percent of blue-collar workers belonged to no organizations (not
counting union membership); as constrasted to 59 percent of, the
white collargworkers and 47 percent of business persons and
professionals. Using other indices of social and-econdmic
status., family income, education of respondent, occupation of
head of household, and home ownershlp, they coOnclude that an .
appreciably higher per@entage of persodns in higher status . .
poéitions belong to voluntary associations than dn persons of
lower status. 1In a replication, Hyman and Wright (1971) report
thatR1Q69 data permlL the delineation of trends relative to
membersh%p in voluntary associations. The flndlng from 1950 data
that the magorLty of Americans are not members of voluntary
a5soc1atlons is confirmed by data .from the“1960s. The youngest

uninvolved whatever the generation, with 7% percent in 1962 and

77 percent in 1955 reporting that they were not members of any v
organlzatlons“ There was @ small but noteworthy increase in
memberslilps in voluntary associations between the mid-1950s and

.the early "1960s--a change that .was dlstrlouted all along the .,

‘memberships. Workers with incomes below $7,000 in this category

continuum of- socioeconomic status. Membershlp is directly

related to current socioecononic pos1tlon, confirming the flndlng
from data in the 1950s. Relative to occupational status and
membership, they report the following. \ .
Among skilled, Semiskilled; and unskilled individuals with
incomes above $7,000 in.1962, 59 percent belonged to no organiza-
tions; 24 percent belonged to one; 17 percent, to two or more. ’
For these same categories of workers with ipcomes below $7,000,
72 percent belonged to no organizations; 19 percent, to one; and
9 percent to two or more. This contrasts with workers
categorized as professional and business, with incomes above
$7,000, where 47 percent reported no memberships' 17 percent
reported one membership; and 36 percent reported two or more

-]

reported 53 percent as having no memberships; 25 percent’as
having one nembexshlp~ and 22 percent as having two or more
ncmbershlps. . .

DN L4

.

The trend -toward increased memberships applies to both
blacks and whites but is somewhat more evident among blacks, thus

-

.relucing to a small degree previous dif ferepces.

Flnally, the respondent's current econonic situation ap- .
neared to haveinore effect upon memberships than dld the family K

of origin.
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Foner (1979, p. 227) reports that “on@.of the well
documented findings on class is that lower class individuals are
less-likely than those in higher strata to participate in the
social, political, and cultural institutions of the sociéty.
Publications in the 1970s add to the accumulated evidénce. People
in the lower strata as cowmpared to those in’ the higher strata
(measured either by occupation, education, or income) have fewer
memberships in voluntary associations." Relative to sex
differences, Foner notes that women are somewhat less likely to
have voluntary association memberships than men, but they appear
to spend as much time.on organizational activity as men:
darried, employed women are an exception, in that they spend less
time in organizational activity than homemakers, married men, or
single men and womén. -

- -

Smith (1975, pp. 247-260) reviews more than 150 studies on
indi\iﬁual,_voluntary association participation, formal voluntary
association participation, and formal voluntary group membership.
He reports that only 62 percent of U.&. adults indicate having
such memberships, and that only 40 percent of U.S. adults ’
indicate activity in voluntary associations. MAles have higher
overall merbership rates than females, but differences vanish
.when activity levels are taken into éccoqpt:;npersons between
thirty-tive and fifty-five years of age have higher voluntary
association participation rates than younger or older persons.
Educated persons tend to have higher overall rates, not only in
the U.S. but in all countries studied, as do those of higher
occupational status and income. Smith (1975) notes that an
important theoretical issue is to show the relationships between
specifi¢ social background and roles and particular attitudes,
personality, and situational variables that are conducive to
individual participation in voluntary associations. His own
research tends to confirm that apparently powerful social
background and role charactaristics lose much or most of their
direct explanatory power when intervening attitude, personality,
and situational variables are controlled statistically. One
study has demonstrated that parental voluntary association

'participation has an independent effect on respondents' voluntary
association participation.

Research on relationships between personality variables re-
lated to participation in voluntary associations lends some sup-
port to the view that a variety of general and specific attitudes
characterizes the "ideal participant." These variables include
social conformity, efficacy (internal control), self confidence,
assertiveness, sociability, affiliation needs, personal adjust-
mgnt, and so on. One study cited by Smith (1975) found that in
university freshmen more positive attitudes toward voluntary
organizations, a higher sense of political efficacy, a greater
sense of general citizen responsibility was significantly asso-
cviated with participation in nonuniversity-based formal voluntary
groups. .

h]
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In sur, the research results reported here and the theore-
tical questions aldressed in these studies indicate that deter-
minants of social participation are multiple and that inter-
actions among ‘ariables are very highly probable. If explaining
social participation, is difficult, given present knowledge, there
is every reason to believe that leadership activities in these
organizations and associations are similarly determined by multi-
ple forces and conditions. ’ ’

-

Sociology of Labor Markets

Kalleberg and Sorenson (1979, pp. 351-379) provide a review
anl synthesis of theory and research on the sociology of labor
markets, using over 150 sources. They point out that this area
of specialization within sociology is a point of convergence for
much of the literature on social stratification, sociology of oc-
cupations, industrial sociology and scciology of organizations.
Study in this area is germane to the purpose of this analysis,
inasmuch as it permits an understanding of the way macrosocietal
forces impinge on the microrelations of employers and employees
.in determining variocus forms of inequality. Labor markets are
the institutions and practices that govern the purchase, sale,
and pricing of labor services. Included within these are the
means for distributing workers among jobs; job mobility; the
acquisition of skills; training; the distribution of wages; and
other rewards for working. )

Central to inquiry in this area have been different concep- .
tions of labor markets and labor.market outcomes. Labor markets )
have been conceptualized as scgmented, as primary and secondary,
as external and internal to organizations, as closed and open.
These are overlapping rather than mutually exclusive categories,
usually defined in operational terms consistent with the research
strategy employed. Labor market outcomes can be examined in
three areas, the distribution of job.rewards, mobility and car-
eers, and labor market segmentation of population groups. Wright
and Perrone (1977, pp. 132-55), studying income inequality within
a theoretical framework of Marxist class categories, note the
preference to hold constant all factors in addition to education
that have any significant impact on income. Such factors include
occupational status, on-the-job training, seniority, work ex-
perience, industrial sector, geographic location, migration, to
mention only some. The research was designed to examine the
variance in income explained by selected variables, and com-
binations of variables. Their expectation was that class posi-
tion would have at least as much effect on an individual's in-
come as would the individual's occupational status. Further,

hey expectel that class position would have a strong influence’
on the extent to which education influenced income. These ex-
pectutions and related questions pertaining to relationships for

women and blacks within and between class positions were tested R
139 o
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on data collectdd in 1969 frowm a national random sample of 1,533
adults, sixteen|years and older, and data collected in 1973 from
a national randpm sample of 1,496 adults. The following results
- are germane to this inquiry:'

1. .ducaﬁlon and age account for just over 15 percent of
the Yérlance in income.

| ’ o,

2. Occupational status.explains an additional 4.1 percent.

3. Class position adds 9.4 percent.

In total, the combinationa of these variables accounts for 27
percentof the variance in income for white males.

<

Relative to returns from education, they conclude. that-
(1) returns to each unit of education within the managerial
category are yreater than within, the working class category,
(2) even when education, occupatlonal status, age, and job.tenure
are controlled for, employers have greater income than either . b
:anagers or workers; (3) the returns per unit of education for
small employers are much greater than fcr workers and managers;
(4) w1th1u class categories, the income gap between races tends
to be much smaller than between the sexes. . . »

Stolzenberg (1975, pp. 645-665), drawing data from the 1960
and 1970 U.S. Census and from publicaticns of the U.S. Bureau of
Labor Statistics, sought, information on the fragmentation of
labor markets along occupational lines by testing the effects
varying across occupations. Calculating regression equations
estimated over the entire civilian employed male labor. force, as
well as within each of the major occupational groups, he found
that industry wage effect’s are sizable and that industrial wage
effects differ substantially across occupations. Relative to
this latter finding, industry wage effects explained at most only A
64 percent of the variance in the effects computed for the cleri- .
cal, kindred, and sales.workers, and as little as 28 percent for
laborers and service workers. .

2z

Stolzenberg (1975) discusses the convex age-earnings pro-
files and provides some support for the theory that the relation-
shlp between a worker's age and earnings depends upon the work-
er's occupation,” and that this relationship is in itself at least’
partlally explainable by the nature of the tasks constituting the
vccupation. Comparing the age-earning profiles of a heavily
unionized occupation (79 percent), locomotive engineer and fire-
man, to a less heavily unionized occupation (40 percent) of truck
drivers and deliverymen, he demonstrated that age-median earnings
profiles for the heavily unionized workers did not decline as
sharply after the period of peak earnings as did those of the
less heavily u%xonxze& truck drivers and deliverymen. These data
sppported the view that union bargaining becomes a mediator of




relationships between factors that contfibute to earnings, such

"as education, experience, productivity, and so on, and actual

earnings.

-Sorenson and Tuma (1981, pp.67-91) provide evidence con-
cerning the impact on earnings, .job advancement, and downward
movement of being employed in a closed sector of the labor mar-
ket, versus being in an open sector. Closed sector is defined
as an employer/employee relationship wherein the employee obtains
access to a better job when a vacancy occurs and can initiate .
action for advancement. . In this model of employee-employer
relations, called .the vacancy competition model, the structure oOf
opportunities and competitive advantages provided by personal
resources like education are important. The open-employment .
relationship and the wage competition model of marginal
produé¢tivity/human capital theory are assumed to prevail. In
e'ssense the employment relationship is controlled completely by
the employer regardless of the wishes of the incumbent. In the
closel employer-employee relationship, not only may the employee
initiate upward movement when a vacancy occurs but an incumbent

" can hold a job until retirement or until choosing_ to leave.
.Sorenson and Tuma indicate that under these conditions earnings

are likely to become attributes of' the job rather than being
related to the person. In an open employment situation, access
to attainment of increased prestige and satisfaction may be
obtained by offering to work at a lower wage rate than the
incumbent or being more productive at the same wage.

_Sources of closed-employment relationships include on-the-
job training subsidized by the employer because skills may not be
Lransferable elsewhere. .Collective action through unionization
is also a means through which employees gain bargaining power. ,
These authors argue that thesdifferent roles of resources in vac-
ancy competition and wage competition have important implications
for the import of education in the attainment of occupational
achievewent. When competing for a vacancy, an employee's educa- -
tion is assumed to confer productive skills, -whereas in wage com-
petition it becomes a basis for allocating persons to jobs. The
researchers believe that since resources formed prior to entry ,
into the labor force continue to influence attainment, growth in
attainment need not result from growth in productive skills. On
the basis of theoretical formulations about open and closed
employment relations, they derived the expectation that closed

- employment would produce mi{inly upward moves, and open jobs would

produce hoth upward and dowward moves. Sorenson and Tama (1981)
used-data collected in the Jphns Hopkins Life History Study
(Blum, Karweit, and Sorenson 1969). The data consisted of two
samples- of the total population of males aged thirty to thirty-
nine residing in the United States in 1968. One national sample’
was drawn, with a second, supplementary sample of blacks. The
total nunber of 738 placks and 851 whites was interviewed, ‘con-
stituting a 76.1 percent return for the national sample and a
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78.2 percent return for,/ the supplemental sample. From their an-
alysis, the authors foynd that ability and education affected the
rate of upward moves ifi both sectors positively and significant-
ly. At the same time, the effects of ability and education on
upward moves are much larger in the closed sector than in the
open sector. They snuggest that unmeasured personal variableg may
be more important in the open sector. Rates of downward moves in
the white-collar and unionized blue-collar sector were very simi-
lar and much lower than those for the nonunionized blue-collar
sector. To eliminate the possible importance of differences in-
resources and rewards in the two sectors, they matched character-
istics of an average job and person to indicate that there is a
much higher rate of downward moves in the open sector than 1n the
closed.

Kalleberg and Sarenson (1979, p. 357) describe the theory
that the labor market is divided into two distinct sectors with
little mobility between them. The theory argues that the import-
ant distinction for analyzing the economy is that, between good
and bad jobys rather than betwgen skilled and unskilled workers.
Workers are barred from leaving the Secondary sector primarily
because of 1nst1tutlonal constraints and by a lack of good jobs.
Consequently, workers in the secondary sector experience under-
employment, and attempts to alleviate the problem must focus on
creation of jobs rather than giving workers more skills and
training. Five studies are reported which support this theory.
One of the five done in Great Britain found the primary sector
‘was characterized by relatively high measures of job stabilityi_
edrnings, and opportunities for advancement and on-the-job train-
ing; the secondary sector exhlblted lower measures of these
characteristics. |

Kalleberg and Sorenson's (1979, p.359) discussion of the
concepts of i1nternal and external lavor markets has close para-
llels with the work of Sorenson and Tuma (1981) reported above on
open and closed employer-employee relationships. The 1nternal
market is usually equated with a particulay firm, which controls
entry and often provides for promotion to higher level jobs in
the firm along orderly lines of progression. ‘A second internal
market comprises a particular occupational group, usually a
craft. Entry is controlled by the occupational group, mobility
occurs among employers and the workers get security from their
skills. The occupational group controls the competitive supply
of. these skills through restrictions on entry.

In relation to earnings, the determination process is
discussed by Kalleberg and Sorenson (1979, pp.362-363) from
the perspective of human capital theory. Framn this perspective,
differences in kind of work performed rather than the amount of
work are considered more important in determining rewards. The
differences, in kind of work supplied, that are relevant to
productivity are described in terms of ability, education,
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experience, and training received on the job. These are viewed
as investments,and lifferences in earnings represent compensation
for the costs of the ind.vidual of obtaining these. Citing eight
sources,these authors conclude thHat the human capltal theory stic-
cessfully explalnc the ba31c features of the earnings determina-
tion process.
hallenberg and Sorenson reviéw studies that confim signir .
ficant relationships between market concentration and wages after
adjusting for the human capital of workers, some_along the lines
of the studies by Stolzenberg (1975) and Sorenson and Tuma
(19381),* and express the view.that thls stream of research is not ;
. necessarlly inconsistent with human' capital lnterpretatlons, V
since this theory allows for "market imperfections." Others)
such as Stolzenberg (1975), argue that these so- ~cal led imper- .
fections of the competitive marketplace are too 1mportant to ) )
ignore, : R Lo
From the review of Kelleberg and Sorenson (1979, pPb. 369-
372) it is possible to gain some further insiyht, into the impact.
of human capital forces and differential labor markets on women .
and blacks. Theorists and researchers taking tne segmented labor 2?
market approach argue that black. and women are dispropo-~tionate-
ly distributed into secondary jobs at the beginning of their .
careersvand find it difficult to leave. Recall the significance
of job of entry on subsequent occupational attainment found by
Blau and Duncan (1967) and reported earlier in this paper. The
o problem is viewed as being one of systematic discrimination--
i.e., not related to the demand for labor, deficiencies in skills
or motivation--that operates indirectly to assign persons to
"bad" contexts in which work is performed. Within the secondary
sector there may be less access to on-the-job training &nd higher
turnover rates, which in turn help explain the higher rate of ;
unemployment of these groups. Some studies cited by Kalleberg
and Sorenson have found no substantial differences in income .
returns to education between blacks and whites within detailed
occupational categories. Stolzenberg (1975) emphasizes the ‘.
point, howevexr, that discrimination in all likelihood has . |
occurred in selecting who would be promoted to specific détailed
oc;uhatlonal categories. Anotner study found that primary-sector ’ }
occupations generally maintain stable, and heavily male, sex
composition. Secondary-sector occupations are more likely to .
experience increases in the proportion of workers of a particular
.:e‘(o - - »
' In sum, findings from the sociology of labor markets support
the influence of ellucation, ability, experience, and on-the-job
training in wage determination processes. Findings also point
up, however, the amelloratlng influence of types of labor market
and employer—-employee relations on ,the opportunity structure for
'job advancement and higher earnings.




Sociology of Work and Work Organizations

Miller and Form (1980, pp.l86-187) present some of the
- principles derived from research that constitute a sociological
orientation'to work relations. These principles, among others;
include %VZ following:
, 4

L:// Work is a group activity.

y 2. The social world of the adult is primarily patterned

, about work activity. 3 N

3. The need for recognition, securlty, and sense of .
/ . belonging is more important-in determining a worker s
v morale and productivity than the physical conditions
of the worksite. . .
4. The worker is a person whose attitudes and
effectiveness are conditioned by .social demands from
‘/ .both outside and inside the work plant.

s

-

// %5. Informal groups within the work plant exercise sﬁiong
control over the work habits and attitudes of the
individual worker.

6. The. first’ line supervisor is the single most important
factor in determining the mgrale and productivity of a
work group. !

- “
;\

Studies within this specialization focus on work organiza-

tions; the work group; 1nterpursonal relations in work; manageri- |

al practices; commonalitfies and differences between and within
accupational work contexts; the. socialization of individuals to
the norms, rules, and practices’ "of the organization; the person-
alizing of the organization or work as a result of the interac-
tion between the personalities of role occupants and{yper formarices
required, and the lifework of individuals, to mention some areas.
+ From the body of Ynowledge available, I have selected 5pec1f1c
findings pertinent to’ the vocatlonalﬁpducatlon outcomes Being
evaluated. The principles stated above provide a framework to’
which these specifid findings can be related and so avoid the
potential .appearance of a lack of coherence or integration.
b - - .

On the subject of the lifework patterns by individuals, Mil-
ler and Form (1980, pp.198-200) describe five periods of lifework
pattern. These are the preparatory, initial, trial, stable, and
retirement. The preparatory period includes early experiences in
.the home, school, and communlty The initial period begins when

the worker takes a first job in the marketplacc, usually while
still in school, and continues until education is termlnated )
The trial period begins when the 1nd1v1dual seeks the first
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full-time job and it continues until the worker has secured a
work position in which to remain more or less permanently--three
years or more, The stableé period is defined. as a 'périod of per-
_sistence in the job for three. or more years -and continues ‘until
.death, retirement, or entry into another trial period. The
importance of these periods for the purpose 6f this paper resides
in- the fact that the feelings and att.tudes of workers tend to

re ffect the kind of adjustments that characterize each period.
All workers will not gain a stable work life, but Miller and Form
‘contend that the normal thrust for a stable work life is a strain
For the kind of job -the individual has always wanted.

The trial period is characterized by high mobility in occu-

pations and work plants. Vorkers tend to feel that they are , &
working at a job in preparation for a more responsible job, or to
. find out if they want to remain at their present job or work : )
_plant, or are merely holding on until they can make a change.

The stable period is characterized by low mobility. Workers feel

that they have found the job and work plant where they intend to -
stay or find that they are unable to move from the job or plant. )
“The lifework pattern for women who marry, have children, and

withdraw from the labor force for a ‘period of time is a’'different

lifework pattern. ‘ : ‘

Two theories of causation of career patterns discussed by
Miller and Form (1980, pp. 236-237) are the individual theory and
the social theory. The first represents beliefs that personal ‘
motivation and hard work explain career patterns and that occupa-
tional success can be attained regardless of social origins. The
social theory would impute the career pattern to social factors |
that have been identified as being related to career patterns,
such.as father's occupation,.historical circumstances, father's |
income and education, financial aid and influential contacts,’ ‘and i
social and economic’ conditions. Miller and Form contend that “an |
accurate weighing of the facts will demonstrate that the social
background of the worker is a base of opportunities and limita-
tions. As opportunities are eunlarged the possibilities: of occupa-
_tional mobility are increased. Personal motivation and native
ability are necessary to an enlarging career pattern. However, .
there is good evidence that the social backgrounds of workers are )
the crycial determiners in the number who are able to come into
various occupational levels. The reservoir of human ability )
among all socioeconomic levels is greater than is generally
assumed" (1980, p. 237). 1In describing the chain of events that .
lead to the typically narrow- range within which mobility occurs, '
Miller and Form (1980, p. 246) include the obtaining of a first
job by or through the hegdp of friends or relatives, which is
dependent largely on the background, place of residence, occu-
pation, and connections of the father. The discovery of a
regular occupation that approximates that of the father gomehow
fixes the employment followed throughout & lifetime, although not
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the specific jobs. Following this is the income levéﬁ, the‘}lace
of residence, and general .style of life, which determines social
relations, and in turn the incentives, schooling, occupational
training, and pérsonal resources of children. They note that
when this cycle is broken, increaséd formal education is the
usual elevator of social mobility.

Group behavior at work is gowerned by formal and informal
organization. Explicit policies, procedures, and organizational
structure as contained in authorized manuals and organizational
Charts are amonyg the components of the formal organization. The
informal organization is made of congenlallty groups, such as
erendshlps and cliques; an organization and structure that de-
fine the relationships to other groufs; codes. of conduct for
group members relative to activities within the informal social
organization and codes that regulate conduct of group members
toward management, and union, .and other outgroups; systems of’
ideas, beliefs, and valued that support the code of conduct and
group activities; canmunl ation systems that inform members of
ideas, sentiments, and oglurrences essential for group solldarlty
and action (Miller orm 1980, p. 361).

Informal wo groups hold definite ideas regarding their oc-
cupation, the level of output, and supervision. These may or may
not be consgnant with management's ideas on the same areas. When
these/beliefs are in conflict, individual workers have difficult
LhOlcbs to make as to how far from the, informal group code they.
can deviate to approach management's expecLatlons without
becoming isolated and excluded. Miller and Form (1980, p. 407)
note that restrlctlop of production is commonly found at all
leVels, irrespective of occupation. Since there is a group ten- ,
dency to keep production within the range of the average worker
and the concept of a "fair day's work," group norms ‘penalize both
the worker who overproduces and the one who underproduces..
Acgordlng to Miller and Form (1980), these restrictive practices
are a part of the cultural tradition of all worker.s. This
tradition is based upon the belief that employers make profit
from all labor; that workers may produce more without earning
more, even though the employer makes more profit; and that it is
important to protect the job, and although there is enough work
today there may not be in the future. Thus, a uniform production
rate is the best course of ‘action. .

* Actual productivity of employees has been found to be affec-
ted by numerous factors. Sutermeister (1976), cited in Miller
and Form (1980, p.690), developed a diagram of the factors af-
fecting productivity. The indications are that greater produc-
tivity depends on or is determined by such technical factors as
technological development, raw materials, .job layout and methods,
and human factors such as employees' job performance. Miller and
Forin note that although this reduces the complexity .somewhat,
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. the reLatlonshlp between' leaderkhip, morale, and productivity is
not clear. \

One study cited by Miller and Form (1980, p. 698) found that
the most important independent varlablea for predicting the pro-
ductivity and satisfaction of workers were the degree of accept-
ance, an individual has in the work group-and the degree to whlch
the 1nd1v1dua1 identifies with the group. ..

Research in selected areas has found that supervisors - rated’
high on their ability to get high quality and hlgh productivity
from their groups were described by employees as indifiduals (1)
who are good at® handling people; (2) with whom employees can dis-
cuss work-related and personal problems; (3) who pull for both
the company and the employee; (4) who go to bat for employees;
(5) who let employees work pretty much on their own, and give
recognition for good work; (6) who recognize employees by

training them for better jobs; (7) who bring work groups together

so that problems can be discussed. Another study has found that
the quallty of first line supervision can make 'possible a produc-
tivity increase of 15 percent (Miller and Fori, 1980, pp. 696,
698) . C . ¢

For first line supervision to have_ an effect on worker pro-
ductivity, supervisors' behaviors must link in some way with the
internal dynamics of motivational forces in the work group and
individuals. As meantioned above, recognition, securlty, and a
sense of belonging can become important motivators. Katz and
Kahn (1978, p. 394) lend further support to these as _they iden-
tify three important sources of internal motivation, namely value
expreSSLOn, self-determination and self-expression, and affilia-
tive expression. The match between organizational goals and the
individual worker's values leads to internalization of organiza-
tional goals, ani performance becomes a source of intrinsic sat-
isfaction as an expression of personal values. Research liter-
ature attests that self- expre551on and self-deteérmination also
lead to intrinsic satisfaction and are based on the variety,
responsiblity, and challenge of the job. Affiliative expression
. can be met, potentially, by a work group if the individual feels
a sense of membership and can identify with it. Values and norms
that are systemic are shared by the majority of workers and
indicate the appropriate and required behavior' for individuals.
Organizdtional activities play a critical role in determining
norms and values. The norms of equity, reciprocity, and helpful-
ness are critical for the collective outcome. Organizations,
however, are characterized by different approaches to achieving a
high level of organizational e=ffectiveness. Katz and Kahn (1978,
p. 424) describe three motive patterns: ‘

1. Legal compliance, which uses unambiguous symbols of
authority backeéd by used or threatened penalties,
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tends to produce minimally acceptable levels of

per fo rmance. - o

2. Instrumental satisfaction, which uses rewards and ~
is strongest when rewards are immediate, constant,
and adequate. Behaviors produced vary, depending on
whether rewards are stemwide or based on perfor-
mance. 'Systemwide rewards keep people in the
system but may not encourage performance much
beyond the level of minimum acceptance. Individual
rewards for performance are hard .to apply in large
scale organizations. One of the problems in
rewardlng individual performance is detailed by
Kanter and Brinkerhoff (1981) in their discussion
of the measurement of individual effectiveness.
They note the interdependency among tasks to be
performed in organizations and. the result that an
individual's performance is influenced by how well
others perform. Further, the complexity, clarity,
and predictability of work tasks effect -the
adequacy of the performance appraisal. Various.
approaches have been devised to deal with these
difficulties, however, there is a lacdk of consensus
regarding the adequacy of pzrformance evaluations.

3. The internalization of organizational goals is the
most effective approach but also the most difficul
to achieve, for this depends on the organizational
goals in relation to individual needs and values.
liigh internalization tends to result in low absence
and turnover rates, high procuctivity, and maximal
spontaneity and innovativeness in service to. those
goals. ) . .

-«

.
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Katz and Kahn. (1978, pp. 349-353) look at the specific re-
. wards of increased pay and promotion within organizations, the
procedures by which these are determined, and.the impact on
worker morale. They discuss research findings concerning the
relatlve merits of use of piece rates or other pay for perform-
ance formulas versus a flat rate or payment for time of ywork.
The use of piece rates varies among countries: approx1m1tely 30
percent of the jobs in the U.u.'are pald on this basis, as con-
trasted to 43 percent in the United Kingdom, 50 to 70 percent in
Eastern Europe and the Soviet Union, and 63 percent in Sweden.
Research findings are not an adequate base at this time for
determining differential oztcomes that these systems might pro-
duce. These authors note that' large systems like business

cOrporations or blg school districts move toward uniform class-
ification schemes in which increments are based on seniority or
other visible indicators of performance. Relative to promotion,
a major dilemma is the criterion to be used. There is a tendency
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to assume that good performance at one level is an important

factor in performing successfully at a higher level. “This'nay or
may not be valid, depending upon the skills required 1n the two

positions. At the same time, worker morale and product1v1ty have’

been linked to the perception of workers that productivity is
essential for promotion. Yet there are insufficient numbers of
higher positions for &1 workers. Katz and Kahn.illustrate, as
did Miller and Form (1280), that social considerations including

race, ethnicity, and socioeconomic backgrounds can come into play
when promotions are being decided. Their study leads them to find
a systematic degradatlon of c¢riteria for rewards.

in’sum, the sociology of work and work organizations include’

theorles and empirical research findings that delineate the
organizational characte istics and work group attributes that
impact on the worker' ttitudes toward work, and.satisfaction
with work; the processes y which earnings are likely to be
determined and increased; #yd the variables that influence
chances of upgrading and promei&=ton.

e *

Socialization and Social Factors in Motivation

Socialization 'is, the social learning by which human beings
acquire the und rstandlngs, values, norms, attitudes, and beliefs
that are uniquely human’ and a product of social groups. A number,
of agencies contribute to this socializatidn process. Those
agencies to be considered here are the work organization, the
school, and the family, in that order.

Relatively brief attention will be given to the socializa-
tion' that adults experience during their work 'ives, since much
that is relevant to socialization has been implicit,. if not ex~
plicit, in the presentation on the sociology of work and work
organl&dtlons. Mortimer and Simmons (1978, pp. 440-443), in a
review and synthesis of research pertinent to adult socializa-
tion, note evidence relative to the importance of socialization
of workers by employers and co-workers in the transition period
from education to first job. The new worker is helped to elimin-
ate *he unrealistic and idealistic expectations that have been
acquired from the mass media, formal schoaling, and anticipatory
socialization experiences, which inhibit adjustment. One phase is
a destructive haziny period in which the new worker is assigned
work and is subject to tests designed to’ demonstrate to the
novice that there is much to be learned before being capable of
flllang the new role. Reality sgock and’ some disillusionment set
in, particularly if the worker had expected to be independent
after formal schooling. A later phase is the importance of peers
who 301n in to support the new worker in a "fellowship of suf-
fering." This description was based on twelve studies cited by
the authors. FKatz and Kahn (1978, pp. 377- 378) provide a similar
description. ’
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RéQEéw%ng ten studies, the authors point out that consid-

erable floundering has been reported to occur ‘during the early
part -af careers. Moving from job to job in hopes of finding a
congenial job is particularly evident at lower white-collar and
blue-collar levels. This is very likely a response to some ‘of
the early socializing experiehces. If the worker successfully
masters the challenges at this stage, evidence indicates that
there are lasting positive effects on vocational adjustment an?(

. performance. "When all goes well," they report, "initially

challenging and demanding organizational expectations endender
high performance, which in turn, leads to satisfaction, high'
aspirations, 'a positive attitude to the task, and continued

effective performace.”® Failure_in the socialization process can
also occur with the possiblity of resulting rebellion, w th-
drawal, or excessive conformity. .

Relative tJ the school, there is some controversy as to
whether education is closely Llipked to occupational attainment
as a consequence of its effectiveness in socializing individuals
between various curriculéLéguﬂfglation to ability and otherv
attributes derived from familiar backgrounds. Since schools are..

“believed to contribute to the development of attitudes and attri-
butes that are positively associated with those needed for pro-

. Jductive workers, educational attainment is treated as if these

attitudes and attributes,developed even when substantive evidence
is lacking. This is the basic premise- intended in the use of the
work credentialism, another label more commonly used for the

allocation theory. ) T .

Kamens (1981, pp. 111-126) reviews and synthésizes sixty-
five sources pertinent to organizational and institutional
socialization in education. Jle notes that although it is well .
known that education has important impacts on individual careers,
there is disagreement as to how this effect is achieved. ]
Research on ability grouping has produced inconclusive findings
regarding the ¢ffects om learning rates. A number of studies
cited found that organizational differences between schools have-"
little influence on student abilities and ambitions at the high
school and college level. Several case studies, according to '
Kamens, have found that teacher characteristics ‘are important in
influencing achievement, aspirations, and occupational attain-
ment. There is some evidence that curriculum groupings impact on
student aptitude, achievement, aspirations, friendship choices,
school attitudes, and later educational and occupational levels.
Work by Bachman and 0'Malley (1980) and Sewell and Hauser ('1980)
also demonstrates no effects between schools. This raises one'of
the questions that Kamens seeks to address, namely, what is the
appropriate unit of ahalysis to employ in research on school
effects, the classroom, the program, or the total school? The
second question he addresses is, What dre ‘the kinds of offects
schools may have?

.

]




Kamenb points out that schOols allocate students to adult -
Status and in the process ritfially transform them. #Thus, educa-
tion redefines’ individuals*in positive ways, 1ndependently of any -
5001a1141ng éffects. He cites the.work of Young (1964) 'as per-
suasive Of this view:™ Kamens proposes that” an 1mportdnt link
" between the socializing theory dnd allocation theory is the no-  «

tion of anticipatory socialization. Namely,.that students learn «r v
‘the social, identities of graduates’from the program in which they
‘are efirolled. and the community meanings attached to these roles. - N
Such identities and statuses would irclude occupa*ional ones as
jwell as-others. Research studles cited to support this position
were conducted in a Juvenlle—correctlonal school, advanced degree,
programs, in this country as well as in “Japan and Latin America.
e conttinues that where schoels are given distinctive status-
dllocabhng functidns, "their interralizing social strugture shouyld . .
gain in authorlty, with both formal ahd informal structufes em-—
pha aing those experiencesg deflned as’ developlng tHe traits -
imporsant for futuze roles. since the. publlc seriously expects
students to ngulre,these traxts,\ﬁEPdents must take the process
serlously themselveb. ]

-Relative to-the sropoer uwr.it of analy51s, Kamens’notes that ]

research in the-U.S. lends creuznce that it is at the classroom .
and program level that schools have an effect. Slmllarly,
researeh on school-wide organization effects have found minor
1nf1uenqes on 1mportant student ‘outcomes. Citing the work of
Alexander and McDill, (1976), Sfewell et al. (1976), and Rosenbaum .
(1975), he Teports that curricular groupings have 1mport§nt ‘
influeneces on a variety of important student variables: 'academic -
achievement, self-esteem, parental encouragement, educational
achievement, and oecupatlonal status. .He cautions against assum—
ing uniformity of outcomes' from various curridulal inasmuch as-
this assumes that the degrbe of .differentiation between tracks, s
uniform in.all schobls and that curriculum locatlon has a similar
meaning throughout the system. -

t Y ~ 4,

In reviews of research, some empha51s hqo been placed on the

neel for longitudinal studies which follow the same 1nd1v1duals .
through time, versus crogs-sectional studies, which study e
dirffefgnt individuals ut different p01nts in their [1ife spans. /
Severdf’longltudlnal %tudles have been in process for somé time,
each 5igned for different but overlapping purposes (Alexander
and hckland 1980; Sewell and’ nauser 1980; Eckland and Alexander
1980 achman and 0'Malley 19&0 Parnes and Rich 1980).

<

Alexander and Lokland have eurveyed and followed ap on high
school sophonoreb drawn as a national representative sample &f
sophouores from nipety-seven public high schools. The sgame s e '
researchers have been instrumental in the National Longitudihal
Study of the High School Senior Class of 1972, involving 1,000
schools and approximately 18,000 ‘seniors. These students were
surveyed in October of 1973, 1974, 1976, and 1979. The results
of these studies tend to confirm,the relationships reported from

-
.
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other ° udies relative to the variables of family socioeconomic
status, ability, and educational attainment. 1In these studies,
~ducational attainment was the variable of major interest, as a
result of the research evidence that educational attainment is-—a
significant factor in labor market benefits. It is unfortunate,
from the perspective of this inguiry, that the longitudinal
studies focused primarliy on the links between secondary educa-
tion processes as these relate to college attendance. However,
some of the findings that support the socializing influence of
curricula provide a basis for 1nferr1ng processes that exist in
more specific program areas. - -

’

The results from a number of studies using these data show -

"the pervasive influence of social background on aptitude, enroll-

ment in a specific curriculum, class-standing, educational
expectations, acadenic self-concept, and ultimate educational
attidinment. Aptitude comes through as the primary determiner of
school performance. Findings are consonant with the work of
Sewell and his colleagues in"the VWisconsin longitudinal study.

. -Alexander and Lckland state that fJndlngs from analysis of these

data support the likelihood that it is the social organization of
curricula that influence educational attainment more than the
actual pedagogy. In their words, "high status youth go further

_in scheel, on average, than their equally capable but lower

status counterparts largely Pecause: (1) they more often aspire
to and/or expect to go further, that is, they are seemingly more
highly motivated; (2) they are more likely to be enrolled in the
college-preparatory hijh school curriculum and hence to benefit
from the credentials, the coursework, and organizational .facili~-
taticn that accompanies such track placement; and (3) they are
more involved in social relations that are supportive of college-
going aspirations"” (Alexander and Eckland 1980, p.42). 1In

examining the importance of parents, peers, and teachers in
interpersonal relations important for educational attainment,
they found that schuol personuel are ‘by far the least consequen-
tial. The anost salient are those relationships in the family and
peer group. Participation in extracurricular activities, other
than athletics, is strongly and independently associated with
higher levels of academic performance and attainment (Alexander
and bckland 1880, p. 49).

» I
Relative to the impact of teachers), Gage (1978, p. 64)

states: "In every study of teaching that I know of such pre-
instructional pupil variables (IQ,] pretested achievement, and so-
¢ial class background) have accounted for more of the variance in
pupil achievement than has. either the teacher or the teaching
variables. . . . This result appears whether the teaching lasts
for fifteen minutes or a whole school year. The correlations of

preinstructional variables with postinstructional achievement may

be -as high as .7 to .9."
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Relative to sex, Alexander and Eckland (1980, p.43) fouad
the one year gap in the average educational levels of EEO women
and men is not due to women's having lower goals, poorer
per formance, or less social "and 1nterpersonal support. They
suggest that marriage and the assumption of, family rebpon51b111—
ties may be more powerful explanatory variables. This is sub-
stantiated by results of the National Longitudinal Survey of the
civilian vopulation (Parnes and Rich 1980, p. 169).

Relative to races in the study of 1972 seniors, Eckland and
Alexander (1980, p. 201) found that blacks of the same socio-
econonic states (SES) and ability level had similar social )
supports to attend college, indeed were somewhat more likely to
have encouragement from parents, teachers, and counselors:; to
have friends who planned to attend college, and to believe they
had the abillty to do college level work. One area of difference
was that the influences of curriculum, high school grades, and
SES background on college plans were substantially greater for
whites, while the influences of teachers, counselors, and ability
. test scores were greater for blacks.

The purposes of the youth in transition project (Bachman and
O'Malley 1980, p. 129) included the following: learning more
about the relationships between input characteristics at the
start of high school for predicting later educational and occu-
pational attainments; assessing the role of educational attain-
ment in occupational attainment, as compared to family background
.and intellectual ability; to examine the occupational attainments
of dropouts with those of high school graduates; to determine the
impacts of post-high school environments and experlences on
values, attitudes, and behaviors. The study sample was compgsed
of 2,213 tenth grade boys in eighty-seven public high schools
selected in a manner to provide an essentially unbiased represen-
tation of tenth grade boys in public high schools in the conti-
guous U.S. Seventy-four percent of the original panel continued
to participate in the study eight years after the initial data
collection. Using socioeconomic status, number of siblings,
‘ability composite, average grades in the ninth grade, college
plans, negative school attitudes, delinquent behavior in school,
curriculum (college prep and other), and grade fallure, they were
able to account for 34.5 percent (adjusted) of the variance in
educational attainment. Correlations between these variables and
educational attainment ranged from .53 for ability composite to a
-.39 for negative school attitude.

Findings relative to occupational attainment and education -
were these:

L. Amount of educatior showed very little effect on the
hourly wage rates of young men f-ve years out of high
school.




There were very few differences in employment versus
unemployment rates associated with level of attained
education except for high school drop-outs.

Job status was rather 'strongly correlated with
educational attainment, with college graduates holding
the higher status jobs and rather small differences
ailong other educational levels. ’

A qualified "no" to the question, "Does education
seem to increase job satisfaction?" The positive

and negative effects of education cancelled each
other out, they note, since more highly educated
persons feel more dissatisfied in a job that does not
meet their expectations than does a less educated
person in a comparable job.

'

The variety of other environments and experiences,
e.g., military, marital/parental status, urbanicity,
region, and county level labor market conditions in
general, showed weak relationships with_ occupational
outcomes, particularly when background and ability"
variables were controlled (Bachman and O'Malley 1980,.

.p. 137).

- .

Parnes and Rich (1980, pp. 162-169) summarize results of
studies using the four subsets of the civilian population that
constituted the data base for The National Longitudimral, Survey
(NLS):

1.

$
Similar educational attainment processes among older men
and women contlnue to prevail among the younger genera-
tion. . .

Strong positive relationships exist between, IQ and years
of school completed; socioeconomic status is found to be
significant.

All studies found a significant negative relationship
between the number of siblings and years completed.

Relative to curriculum using the general curriculum as a
reference point, those in the college preparatory pro-
gram achieved higher levels of educational attainment.
EnrolYlment in the vocational curriculum was generally
associated with completion of fewer years of schooling
and was statistically significant for white males. When
educational attainment was specified as the probability
of completing thirteen or more years of education, the
negative coefficient for the vocational program was
statistically significant for both white and black men




and for black women. Enrollment in the business and of-
fice curriculum reduced the probability for completing
at least one year of college for both white and black
young women. When the dependent variable was specified
as the completion of thirteen years of regular schooling
or having some post-high school training, the coeffi-
cients for occupational high school curricula were

cant (p. 168) ,

5. The effects of low ability, low SES, and enrollment in a
nonacademic program tend to be mitigated by opportuni-
ties for postsecondary training. -

5. There is evidence that some occupational programs have' a
more positive effect on the educational attainment for
students of low ability (lowest one- third of the
scholastic aptitude dlstrlbutlon) than for students more
favorably endowed (p. 169). .

7. The depressing effect on educational attainment of liv-

ing in the south for the generation educated during the -

1920s and 1930s shrank considerably for blacks educated
in the 1960s.

- Bachman and O'Malley (1980) and Parnes and Rich (1980) pro-
vide some .lata regarding variables associated with dropping out
of school prior to high school graduation. Parnes and Rich
(1980, p. 174-175) reported that in studies from NLS data, abil-
ity, parents education, parental occupational status, and being
over-age in grade were consistent and important predictions of
dropping out. Working while in school generally had the effect
of reducing the likelihood of dropping out, although this varied
in importance at different stages of the high school career.
Bachman and O'Malley (1980, pp. 138, 146, 155-156), defining drop
outs as those who lack a high school diploma five or more years
after droppingout, report that they found very little difference
between drop-outs and high school graduates in the kinds of jobs
they held. On the average, job status, hourly wage rates, and
subjective sense of job satisfaction were the same. One signifi-
cant difference was that drop-outs, after controlling for family
SES, number of siblings, and intellectual ability, were almost
twice as likely to be unemployed. In examining patterns of \'
Jdelinguent behavior, they state that there was evidence of™ dQlln—
quency as @arly as junior high school and that rather than drop-
ping out causing delingquency, it seems more likely that delin-
quency causes dropping out.

Among the motives, affective status, and values measured by
Bachman and O'Malley (1980, pp. 142-144), self-esteem showed a
good deal of stability during the high school years. The need
for self-development and for self—utilizqtibn showed a declining
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correlation with eventual educational achievement. Generally,
occupational aspirations reported were rather high and data
indicated that éducational attainment plays a substantial role.
in maintaining high occupational aspirations. Evidence also
showed that those who had attained fairly high status jobs after
five years maintained high long-term occupational aspirations;

. those whose actual job attainments were lower made downward
adjustments in their long-term goals.

A number of the findings of the Sewell and Hauser studies
(Sewell and Hauser 1980) have been directly or indirectly -
reported at various points in previous sections of this paper.
One discrepancy, however, is that the results of their work raise
guestions about the longterm importance of curriculum tracking
as a significant mechanism of social stratification. Recognizing
conflicting research findings from other studies, they label
their conclusions tentative. What Sewell and Hauser (1980, p.
64) do provide is ‘a description of the social psychological
factors in educational aspirations. Based on support from
extensive analyses of their data, they describe a cycle of
reinforcing conditions for both higher status youth and lower
status youth. Specifically, higher status youth measure higher
on tests of cognitive skills than do lower status yputh, as a
concomitant of the intellectual environment in their homes and
parental emphasis on academic achievement. In the light of
testing high on cognitive skills, children continue to receive
the encouragement of parents and significant others; they achieve
good grades, and encouragement from teachers and peers continues.
A significant outcome is the development of high educational
aspirations and attainment. Parents also serve as models, and
parental levels of education, both mother's and father's, have
con51stently been highly related to offspring's educational at-
tainment. Sewell and Hauser cite other studies that support
these dynamics (1980, p.66). The importance attached to
educational aspirations by Sewell and Hauser is based upon their
finding that educational aspirations have a strong effect on
educational attainment, independent of its relationship to
measured intelligence and socioeconomic status; aspirations also
mediate much of the effect of those two variables among both
males and females (1980, p. 70).

Sewell and Hauser added son's earnings as a dependent vari-
able and found that about one-half of the effect of educational
attainment on earnings is due to its effect on occupatlonal
achievement, and one-half is due to its direct effect on
. earnings. Higher education leads to better jobs and to higher pay
at any level of occupatiqnal status. The variable that has the
largest effect on son's earnings of all the variables in the™

Sewell-Hauser model is the parents average annual income. The
sorlal—psychologlcal model is not particularly effective in
explaining earnings. It did explain 54 percent of the variance

in educational attainment, 43 percent of the variance in




Ohcupatlonal status (in 1964), and only 7 percent of the variance
in earnings (in 1967). They point out that many of the college

educated men were still in graduate and professional school or
hdd just entered the labor market, so that there was a truncating
at the top Qf the distribution of earnings. A later analysis
with extended personal histories through 1971 showed a regular
pattern of the growth in the effects of schooling and ability on
earnings. In the recent period the effects on earnings of other
social-psychological factors are still mediated by length of.
schooling (Sewell and Hauser 1980, pp.74-75)."

Educational aspirations, as used in the studies by Sewell -
and Hauser (1980), are contained wi'thin the broader concept of
amnbitions. Since some of .the outcome measures to be evaluated
for vocational education include increasing educational and
occupational aspirations, it is germane to examine research and
theory relevant to the processes by which aspirations, and ambi-
tions Jevelop. Spenner and Featherman (1978) provide a review
and .synthesis of literature on achievement ambitions. They note
that level of.aspiration has become the modal ambition concept in
the sociological literature (1978, p. 375) According to their
review, "the development of achievement ambitions in childhood
and adolescents draws on three sources: (a) on surrounding .
constellations of social psychologlcal factors associated with
the self as an agent of one's own development, (b) socialization
in the family of origin, and (c) social influences for achieve-
ment stemming from institutional contexts outside the home (e.g.,
the school peer associations) (Spenner and Featherman 1978, p.

334).

*Achievement ambition is hut one of many beliefs, knowl-
edges$, skills produced within the self by sociobiological,
sociohistorical, and cultural influences. A number of elements
of the self have been identified as correlates of achievement
ambitions. These include locus of control, self-esteem, future
orientation, delay of gratification, competence, intelligence,
risktaking, and.intrinsic and extrinsic motivations and values
(spenner and Featherman 1978, pp. 384-385). Research has focused
on family Jeterminants of achievement ambitions. Spenner and
Featherman review the conflicts and agreements among a large
nuaber of studies and conclude that one fairly well-documented
relationship is that higher socioeconomic origins facilitate an
affective level in the child-parent relationship that is con-
Aucive to the types of role learning that engender high achieve-
nent orientations. They add the qualification that it.is bhased
uapon relatively weak correlations (1978, p. 389).

) ¢

Familial contingencies such as birtn order, number of sib-
lings, farm origins, ethnicity, and broken homes among others
have been examined in a number of studies, Though evidence for
some celationships has been found, some, of these have not been
replicated, or results of several studies are inconsistent. A
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number of studies have examined the import of a matrix of signi-
ficant others for achievement ambitions, the theory being that
oLganluant others serve as models. They also give encouragement
and discouragement and hold expectations for the individual's
perfomance. The impact of significant others appears to yary k
for gender and race. Parents and peers still .appear to be direct
Jdeterminants of educational ambitions for white females. But the

" influences from others are weaker determinants of occupational

aspirations for shite females, even more so for black adoles-
cents, than they are for white males (Spenner and .Featherman
1978, p. 393).

Relative to studént-teacher relationships, they note that
the relationships are complex but that recent evidence suggests
that teachers' influence on aspirations is generally small com-
rared to that of parents and peers. To the extent that teachers
mold aspirations, they appear to do so without regard for social
origins. Two studies cited by Spenner and Featherman show that

“Rlent ambitions may actually exert a greater influence on

‘[t¢acher expectations than vice yersa (1978, p. 393). Relative to

\gnificant effect of schools per se-on achievement asolratlons,
Yy conclude that it is fair from existing research to,say that
yas yet to be demonstrated (Spenner and Featherman 1978, p.

395). 7 p

a

Why are aspirations, either educational or occupational,
viewed as significant? 1In the search for explanatory variables
of educational and occupational attainments, aspirations hold
modest predictive power. The total effect of educational aspira-
tion on educational attainment was around .33, while the figure
for occupational aspirations during the late high school years .
ranged from .30 to .16. Senior-year occupational aspirations
have predictive value for net occupational achievement in the
middle career that they do not have for early career attainments .
(Spenner and Featherman 1978, p. 405).

Ambition as a variable to explain adult achievement is
minimal, according to findings from a number of studies reviewed
by Spenner and Featherman. They cite recent research by Duncan
and Morgan (1975) of a large national sample of households, which
supports the view that the economic fortures of individuals and
families ovér nearly a decade are primarily the result of life
cycle contingencies--job losses, childbearing, divorce,
migration--rather than ambition (Spenner and Featherman 1978, p.
407). ’

Aspiration has been defined by Lewin as goal-Seétting behav-
ior in an environment of personal values and subjectlve probabil-
ities for success in attaining the goal in question (Spenner and
Featherman 1978, p. 375). Aspirations are one form of motivating
forces. Generic components of motivation, according to one
theory of motivation, are valence of the goal, the connection of

L 4

. 15§ )




q

.a particular means with the goal, and the effort required in

relation to the amount of rbkward by achieving the goal. Katz and
Kahn (1978, pp.335-337) point out that a number of behavioral

‘outcuwes are possible, contingent ,upon the connections between

these thre dimensions. A strong positive outcome requires a
very valuable, much.desired goal; means that are very closely

.connected to the goal; and benefits that clearly increase with

the amount of energy expended. This model of motivation will be
helpful in.evaluating the appropriateness of some’ outcomes for
vocational education.

In sum, research on adult socialization shows that g new
worker entering the work place is viewed as a novice who needs to
be twade aware that much is to be learned before acceptance as a

co-worker. The socialization in the work place goes through
identifiable stages. If the new worker is able to master the
chal lenges during this period, it is indicative of the likelihood

-of a favorable occupational adjustment. The frequent job changes

that occur during the ‘trial period of enterlng the labor force
may, in part, be prompted by the specific nature of the efforts
to socialize the new worker to the demands of the work place.

Schools are perceived as socialization and allocation or
credentialing agents. Research is gquite consistent on the find-
ing that differences between schools apparently are so minimal in
the features important to achieving specific student outcomes
that findings have failed to show significant differences in
student outcomes when controlling for background and ability.
Research does find some differences within school curricula to
impact on student outcomes. However, the social organization of
these curricula and the nature of the interpersonal support
system developing are found to be more important than the
pedagogy. Within the interpersonal support system, the influence
of parents and peers cqnsistenly outweighs the influence of
teachers.

v

Research findings support the valldlty of a social psycholog-
ical' model of the process by which the family exerts the very
considerable influence on the development of educational aspira-
tions, the level of tested coynitive skills, academic achieve-
ment, the choice of’ ngnlflcant others and curriculum, stimulat-
ing the dynamic interaction auong these forces that reinforce
each other. 1In the case of higher status youth, these forces
converge to promote hi lgher educational attainment that is stra-
tegic to higher occupdational attainment, not only immediately
following completion of education but for a longer period in the
work life. For lower-status youth, these forces converge to
promote lower educational attainment, higher risk of leaving
school before high school graduation, and the critical outcome of

affecting the first job attained. The nature of the first job
tLends thereqafter to become a more sxgnlflgant variable in subse-
quent occupational attainment.

[4
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Research findings contlnue to point to the famlly and peers
as the more significant influences on the development of ambi-
tions and aspirations. Although educational and occupational
aspirations are moderately powerful predictors of educational at-
tainment, they are less effective in predicting cupational at-
tainment. The best evidence supports the view that occupational
attainment and the economic status of families and individuals
are more the results of lifetime contingencies, 1nclud1ng job
losses, migration, divorce, and health problems, rather than
ambition., - _ . ’ .

Lastly a model of motivation was described, which included
the links between the valence of the goal, the closeness of the
con- nection between means and the goal, and the magnitude of the
reward in relatlon to the amount of enerdy required to attain it.

Preliminary Considerations
in the Evaluation of Selécted Outcomes

Sociplogical conceptualizations and findings germane to
evaluatiflg the eighteen selected outcomes have been presented.
The det il and some redundancy in these materials were included
in ordér to have the reader share as much as p0551ble, with the
Lonstzﬁlnts of time and space, the immersion in the literature
that will guide my evaluative recommendations and be the basis
of my rationale. I wish to reiterate the fact that the materials
employed were in many cases reviews and syntheses of research and
not single empirical studies. Indeed these predominate. Hence
when a single or joint author is referenced as evidence, this
frequently reflects many studies that have contributed to the

‘gjeneralization. All of those that are single studies have been

based on samples of the national population. Some have drawn
supplementdry samples of blacks in order to be able to make com-
parlsons between blacks and whites. Most have had high response
rates and an adeguate number of cases to be worthy of serious
consideration. Methodological adequacy has been considered, and
although the perfect study remains to be found, many of these
studies have been the product of the most experienced and sophis-
ticated researchers in the field. Hence,.I have a sense of ease
in accepting these as constituting the most accurate systematic,
empirically derived knowlédge and insights available.

A brief recap of some of the:premises pertlnent to this
evaluative ef fort is in order.

First, an evaluation is a judgment about the appropriateness

and reasonableness of selected outcomes for vocational educa-
tion, based on the best evidence available.

Second, human behavior is determined by multiple factors,
some more significant than others, some known, many inferred, and
many unknown.
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Third, three LnLerstLng condltlons increase the strength of _
the rationale provided for declaring an outcome appropriate and.
reasonalile. These are: (a) the more the explicit objectives and -
activities of the intervention (vocational education) are direct-
ly related to a particular outcome, the greater the likelihood of
the interventions contributing significantly to the outcome; (b)
ghe more powerful (duration, intensity of involvement, scope and
depth) in comparison with other known contributing factors, the
greater the likelihood that the 1nterventlon contributes .
significantly to the outcome; (c) the shorter the lapse of time |
between the intervention and the measurement for the expected |
outcome, the greater the likelihood that the intervention made a
significant contribution .to the outcome (Blau and Duncan 1967, p.
403; Sewell and Hauser 1980, p. 81).

In effect, these three interacting conditions become the J
standards by which each outcome is evaluated. When the first
condition is wet, and it is known that education is one of the |
more influential known factors contributing to an outcome, and
the lapse of, time between the completion of education and
measurement of the outcome is comparatively short, an outcome
will be judged appropriate and reasonable. When all three are
absent, the outcome will be .judged inappropriate. When the out- ‘
come coincides with a secondary objective, or one believed to be | ‘
an indirect consequence of one of the primary objectives, and ’
when education, as one of several known factors, has been shown
to have a weak relationship with the outcome, and when the lapse
of time between education and the measured outcome is compara-
tively long, the outcome will be judged inappropriate or appro-
priate with specified gualifications. To render these judgments
wntails some assumptions about vocational educatlonal programs;
dranng .some conclusions regarding the relative w ght to be
given some evidence versus other evidence in detyrmining the
power of vocational education as compared to otWer known factors;:
making assumptions regarding the time periodvy{thin which out-
comes are to be measured. Another task is assessing the sound-
ness of inferring that findinas relative 0 all education--i.e.,
K through high school, anl postsecondary through graduate--apply
equally to vocatiunal education programs at the secondary and
ostsecondary level. Given the process, it is apparent that
there is room for disagreement among equally reasonable persons.

In order to be as clear and as succiqct as possible, the
outcones have been presented by clusters in which commonality or
some overlap exists either in the outcomes themselves or in the
evidential base to be used. |

AN

-

First Cluster of Outcomes
7

The outcomes evaluated in this first cluster are acquisition
of useful occupational,skills, supply of trained workers for
labor market needs, ungraded occupational :ompetencies, and

! 161

173




supply of retrained workers. Acquisition of useful occupat.ional
skills is the core, in my view, of the other three. The ouatcome
dealing with vocational educatioén producing trained workers for
the labor market more precisely extends "useful" beyond solely
personal considerations to the economy. Both upgrading and re-
training suggest the acquisition of useful occupational skills
within the framework of \skills acquired at some earlier time.
‘These outcomes, are therefore overlapping, rather than mutually
exclusive. Among the four, some .have the sound of responding to
a societal need, others to both societal and individual needs.
In one sense, at least as concerns occupations, individual needs
and societal needs are the two sides of the same coin.

According to my experience, any program calléd "vocational - -
"education" hds as a primary objective the transmission of useful
occupational skills, so that students enrolled will be trained
for jobs available in the labor market. Specific programs may
be designed to provide upgrading of skills within the same oc-
cupation when significant changes in technical processes .or job
differentiation take place or to retrain workers whose skills
have become obsolete and. employment requiring those skills.-is no
. longer available. ° ‘ . : -

In research on factors related to job status, educational
attainment has béen found to he relatively strong (Blau and
Duncan 1967, p. 403). These studies have, except in one case
(Parnes and Rich 1980), stopped short of .examining vocational
education specifically. However, high school graduation versus
dropping out and some college or postsecondary education compared
to college graduation have been points of inquiry. The general-
ized finding is that the larger the amount of education, the
higher the job status, and the lower the educational attainment, i
the greater the likelihood of unemployment. Perhaps even more 'to
the point is the notion that curricula within high schools do
contribute to both the allocative and socializing functions of
youth by the social organization of the curriculum, if not by the
pedagogy (Kamens 198l; Bielby 1981; Alexander and Eckland 1980).
Although the studies have focused on the reinforcing dynamics of
parental encouragement, peer support, and teacher ehbouragement
for college, which in turn reinforce the youth's educational as-
pirations, I believe it guite sound to infer that similar rein-
forcing dynamics occur for youth who select programs to prepare
for specific occupations. ~ Intleed to describe such processes in
the college preparatory curriculum is a matter of describing
differentiation, which implies a toalescence within other program
areas that helps set the areas apart. The expectation of
parents, youth, employers, and community for specific, jeven if
"ritualistic" redefinition from unskilled to skilled as posited.
in the allocation-credentialing theory (Kamen 1981, P. 113) sup-
port the position that educational attainment is .among- the more
powerful known factors to contribute to job status. Bachman and
0'Malley (1980, pp. 138-153) provide evidence for limited power
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and considerable power for education as it pertains to secondary
education. They report that i fferences between high school
Jdrop-outs and graduates were minimal relative to job status,
hourly earnings, and so on. The exception, an important one, is
that drop-outs are almost twice as likely to be unemployed as

‘high school graduates. They attribute this in -part to lack of

motivation to work, to being as ill adjusted to work settings as
to the school settings, and to the emphasis employers place on
having a high school diploma to compete. One possible explana-
tion is that the number of high school graduates in nonvocational
curricula was larger and tended to cancel out some differences
due to occupational skills. Another, to which I give even

‘greater weight, is, that entry level jobs in white collar occupa-

tions, an{l manual occupations vary within a fairly narrow range of
status. “gimilarity in status may not provide much information
about. typegs of skills. Bachman and O'Malley also state, "Although
researchi™on school socialization has been disappointing, we are
not asserting that school socializing effects do not occur. That
would be nonsense. At the levels of specific training for
specific competencies, educational institutions from kindergarten
to advanced professional schools certainly contribute to learning
on the part of their students" (1980, p. 153). See also Hyman &and
wright (1971, p. 66). ‘

Given then (1) the directness of the link between outcomes
and presumed objectives of vocational educational programs, and
T2) the evidence that educational attailnment 1s significantly
linked to occupational attainment, it is appropriate and reason-
able to expect that at the successful conclusion of a vocational
program, students would be able to demonstrate that each had ac~
gquired useful occupatignal skills--as individuals being initial-
ly trained, retrained, or upgraded--and thus constituted a
trained worker for the labor market.

Given the findings that the processes of educational attain-
ment and occupaticnal, attainment do not appear to be different
for men and women, (Sewell and Hauser 1980; Alexander and Eckland
1980, p. 43) or for racial groups (Eckland and- Alexander '1980, p.
2901), even though. there is variability in job status and earn-
inys, these outcomes.are considered appropriate for all levels,
secondary and postsecondary, and for all special categories of
students.

Second Cluster of Outcomes

The outcomes of safe work habits and techniques, placement
in a job relatey to training, satisfactoriness to employers, and
increasea potegtial for entrepreneurship constitute the second
cluster to befevaluated. The first outcome in this cluster is
assuned to b integral to acquiring useful occupational skills
and therefore is presumed to be anong th% primary objectives of

4
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instruction in vocational education. In the materials searched,
very minimal information was found on the subject of safe work
habits and techniques. Katz and Kahn (1978, pp. 587-588) discuss
hazards at work. The &sgcus of their attention is largely on '
physical hazards in thﬁekqfk place subject more to action by

. employers than employees. ‘Thus, on the basis of the rationale
that programs are the more powerful determinants of specialized
competencies that programs have been designed to accomplish, I
conclude that this outcome, safe work habits and techniques,  is
appropriate and reasonable when measured at the conclusion of the
occupational training. Given.the importance of.the physical con-
ditions under which workers perform (Katz and Kahn 1978, pp. 587-
588), and the importance of the informal work group in setting
‘informal rules about work (Miller and Form 1980, pp. 359-411) on
the job, I conclude'that vocationdl education would cease to be a
powerful determinant in compdrison to more immediate variables on

the job site, hence I judge the outcome inappropriate when used

1

six months or later after . job placement.
!
Satisfactoriness to employers and placement in a job related
to training are presumed to be secondary, rather than primary
objectives, of the large majority of vocational programs. Evi-
dence relative to the strength of education as compared to other
factors in employers' satisfaction with workers could only be
inferred. Specifically, the socialization that occurs ‘for each
new worker (Katz and Kahn 1978, p. 378; Mortimer and Simmons
1973, pp. 440-443) would lead one to infer that rarely does any
énploying organization find that7a new worker comes with the
skills and information ‘about work practices to dovetail ade-
quately with the particular and undoubtedly in some ways unique
procedures of a particular employer. Further, -it seems unlikely
that the most competent teachers could know and incorporate into .
their instruction the variations in practices that exist among a
variety of employers. In the same line of reasoning, it seems
unlikely that institutional vocational education programs would
be the sole source of workers of any particular employer. For
some jobs, then, on-the-job training that could be more precisely
coordinated with the particular employer's practices and needs
would seem highly probable. Given these factors--that satisfac-
toriness to employers is nece§sarily a secondary rather than a
primary objective of instruction and the evidence that employers
via work groups routinely socialize new workers to the particu-
lar employing organization--this outcome is considered appropri-
ate and reasonable only when it is measured within six months of
employment and only when it Is noncomparative with other workers.
In brief, it is reasonable and appropriate that employers should
find graduates of vocational programs satisfactory employees
within the first six months. After that period, influences in
the work place would becomé slronger‘'.forces on employee:behavior,
potentially tangential to the skills used but nonetheless signi-
ficant, in determining satisfactoriness to the employer. !
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. The evidence with refereuce to placement in a first job is
sparse also. Any.conclusions are largely inferential, based upon
findings regarding the sociology of labor markets, and links be-
tween social origing and education and first.job( all of: which
have been presented in detail in the first section. The M¥nk be-
tween education and first job is comparatively streng (Blau and
Duncan 1967, pp. 170-171; Kamens 1981, pp. 111-126) among known®
variables. Education in this analysis, as most analyse’s, encom-
passes anount of education rather than type of education. Thus:
two dimensions of secondary and postsecondary. vocational educa-
.tion could potentially be involved in impacting upon job place-
ment per se, namely, simply that graduates of vocational programs
have nmore education than, an early leaver and the specific occupa-
tional coi competencies taught (Bachman and O'Malley 1980, p. 153).
Given the variability of employment opportunities and the fact
that the most important factors .affecting employment opportuni-
ties are macroforces, this outcome 1s judged.appropriate and
reasonable only when personnel resources within the vocational
educational program have ,been allocated specifically for place-
ment of graduates--in brief, when placement becomes a primaxy
objective and activities are designed and implemented to .
accomplish it. :

. 7,

+

The last outcome to be dealt with in this:.second cluster is
that vocational educational programs increase the potential for
entrepreneurship. I Presume that this outcome is being consid- -
ered for all vocatinonal programs at the secondary and postsecond-
ary level, and. that some of these programs ‘have been specifically:
Jesigned to prepare students to become entrepreneurs. I. presume, .
also, that in the former programs, preparation. for entrepreneu;*
ship is a secondary if not a more peripheral objective rather
than a primary objective, as in the latter casé. 1In the former,
skill acqu1s1tlon would be the base from which the student would
huild some bhusiness.

. .

Evidence on entrepreneurship within the boundaries of spcio-
loyy was limited to two urief references. Neither of these were
particularly germane td tie task. Thus my conclusion on this
outcome was tentative and based on two of three criteria. ' Given
these limitations, I conclude that if a prlmary objective of a
vocational program is to prepare students in not only Occupatlon—
al skills but also those business skills necessary for becoming
‘ntrepreneur, the outcome is appropriate and reasonable. This

sed on the estimate that students entering such a program
wou, be more likely to have a reasonable measure-of ithe other
personal resources essential to such an endeavor (i.e., high
notivation, self-initiative and discipline, and ﬁlnancz.a1 backing
commensurate with that needed, among other known factors) When
preparing entrepreneurs is not a primary objective,. it jis not an

appropriate or reasonable outcome to expect. - " .

’

v
-




’

1~

In gum, deronstration of safe work habits and techniques,
satisfactoriness to employers’, placeément in a job related to
training, -and increased potential Ffor entrepreneurship ‘are
judaed appropriite and reasonable only under conditions

specified above, i.e., they receive qualified acceptance.

'

Third Cluster of Outcomes.

K4

-

4

The six outcores evaluated as a third cluster are increased
earninos, increased job satisfaction, increased productivity, im-
proved auality ¢ work, enhanced joh advancement, and enhanced
leadership capabilicies. .

Given (1) increased earnings are presumed to be an indirect
rather than a direct outcome from the obijectives of vocational
* educarion instruction; (2) evidence that earnings are influenced
. considerably by industry-specific effects (Stolzenberg 1975, pp.
i 645-66%) that vary for occupations; (3) open and closed employer-
emplovee relationships (Sorenson and Tuma 1981, pp. 67-79);
(4) amount of education in the total spectrum and class position
(¥riaht and Perrone 1977, pp. 32-55; Sewell and Hauser 1280,
P. 74; Rielby 1981, pp. 7-14 oronc others); (5) no significant
differcnces between employed dropouts and hich school graduates
(Rachman and ¢'“allev 1920, pr. 138~156); (6) the effects on
earninas of being in the primary or secondary lahor markets,
internal or cexternal labor markets {(FKallebera and Sorenson 1979,
pp. 351-379) ana unionized or nonunionized sectors (Stolzenberg
1975, pp. 645-665); and (7) the likelihood of seeking to sub-
stantiate outcores beoth in thaf short and longer time periods, T*
judage increacsed sarnings to be an inappropriate and unreasonable

outcere for vocstisnalr edycation. .

' . Increased jor satisfaction’is presumed to be an indirect
Yather than a direct outcome «Ff primary and secondary objectives
of instruction in vacationa) eduéation. Given (1) +the consistent
evidence of aenerally high levels of expressed job satisfaction
for all workers (:-vitan and .fohnston 1973, p. 71; diller and
Form 1980, p. 13%}; {2) the censistent evidence that job satis-
faction increases wivh the decree of skill and responsibility a
job entails and thar professicnal and managerial workers consis-
tently have the highest satisfaction, w.th clerical and manual
.workers intermediat. in satisfaction, and unskilled lowest (Katz.
and Kahn'1978, p. 3G4; Shepard 1977, p. 8); (3) the evidence that
euployed drapoutls have the sare level of job satisfaction as
employe:l high school Araduates (Bachman and- O'Malley 1980, p.
137): {4) the relationship between age (vounger, less satisfied)
and job satisfaction (Campbell, Converse, and Rodgers 1976, pp.
s 299-302; Miller an’ Form 1980, pp. 198-200); (5) the significant
relationship hetween job satisfaction and other dimensions of
. life satisfaction (Camphell, Converse, and Rodgers 1976, pp. 299- ¢
: 302); (6) the sianificance of acceptance by the* work group —— -————




(Mrller and Form 1980, p. 6938) for both productivity and job
satisfaction, I am to conclude that vocational edugation is a
minor contributing variable to 'job satisfaction in the immediate,
near, and distant future from time of program completion. Thus,
increased job satisfaction is an inappropriate and unreasonable
cutcome for vocational education. . \ -

Increased productivity is presumed to be an indirect outcome
of the level of skill development and attitudes towards work de-
veloped by vocational instruction. Hence it is less explicitly
Linked to the,primary objectives of instruction. The evidence
indicates that factors in productivity include technical aspects
such as work layout, materials, technological_ development, lead-
ership, worker morale, worker performance, first line supervi-
sion, work yroup noms regarding output, and management policies
andl vractices as hygiene variables (Miller and Form 1980, pp.
186-187, 407, 690, 696-698; Katz and Kahn 1978, pp. 394-424).
One final bit of support is that "how-to materials" on increasing
productivity focus on job restructuring, job enrichment, autono-
mous work groups, participative management, among other work
context variables (Cummings and Malloy 1977). Given that these
job related factors are more immediate to the worker and have
far more direct ilmpact on achievement of goals and attainment of
needs than the vocational instruction completed, increased pro-
ductivity 1is not an appropriate and reasonable outcome for voca-
“tional education.

The evaluation of the outcome, improved quality of work,
follows without exception the line of reasoning that pertains
to increased productivity. That is, quality of work is presumed
to flow from the skills and attitudes acquired in vocational
instruction, the primary objective. The same evidence cited
relative to productivity supports the contenticn that the weight
of factors on the job is more immediate and more instrumental to
the worker as it relates to the quality of the work than is «
vocational instrtuction. Given these considerations, improved
quality of work is not an appropriate and reasonable outcome for
vocatlonal education. .

ILnhanced job advancement., like the preceding outcomes, is
presunet to be an indirect consequence of vocational instrucion.
The exception to this may occur if the vocational program has
been designed as a neans of upgrading workers with the specific
intent of enabling them to assume more responsible positions. 1In
this type of situation, enhanced job advancement as an outcome is
rore likely to be appropriate. In the former case, which I pre-
sume to be more freguent, however, it is quite questionable
whetlier it is an appropriate outcome. Given (1) the evidence
that education is only slightly more strongly related to occupa-
tion at a later time than first job and the difference should not
be overemphasized (Blau and Duncan 1967, p. 170); (2) the impor-

TEance of ability and aptitude for both educational attainment and
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adult socioecondmic status (Bielby 1981, p. 14); (3) the impor-
tance of structural variables such as differential opportunities
for advancement as reflected in specific industries, primary and
secondary labor markets, internal and external labor markets
(Bielby 1981, p. 18; Stolzenberg 1975, pp. 645-665; Kalleberg and
Sorenson 1979, pp. 351-379); (4) the evidence of boundaries to
vertical movement within specific occupations (Miller and Form
1980, pp. 229-249); (5) the limitations on the number of advance-
ments available in relation to the number of workers with poten-
tial for promotion; (6) the impact of seniority and union-nego-
tiated guidelines; (7) the difficulty of assessing workers'
performance (Katz and Kahn 1978, pp. 349-353; Kanter anud
Brinkerhoff 1981, p. 339); ana (8) that economic progress of
individuals and families appear to be due to 1ife contingencies
and the chance and risk factors that exist for each person rather
than to ambition (Spenner and Featherman 1978, p. 407; Miller and
Fom 1980, p. 247-252), enhanced job advancement is not an appro-
priate and reasonable outcome for vocational education.

Enhanced leadership capability is the last outcome to be
considered in this cluster. Development of leadership skills is
presuned to be a specific objective only of vocational area clubs
associated with particular occupational programs such as Decca,
FFA, and VICA. It is presumed that it is at best indirectly re-
lated to occupation-specific skill development. Given the length
of time and degree of involvement in club’ activities; the fact
that these are presumed to be voluntary, dependent on self-
selection of students with the attitudes and family support to
participate, in contrast to others not having these personal and
familial supports, the youth involved constitute a select popula-
tion rather than ome representative of all students enrolled in
vocational education.

Given the sociological evidence (1) that the majority of
Americans do not belong to formal community and civic organiza-
tions; (2) that participation in voluntary associations. is
directly and consistently associated with socioeconomic status,
as indicated by occupation, education and income; (3) that a
smaller percentage of those in the young categories than those in
older categories are involved (Hyman and Wright 1971; Foner 1979,
p. 227); (4) that there is some evidence that personality vari-
ables and attitudes interact in voluntary associations chosen .
(Smith 1975, pp. 247-260); (5) that the study of leadership has
led to the conclusion that the traits of the leader that seem to
Pbe necessary and effective in one group or situation may be quite
different from those of another leader in a different setting;
(6) that certain minimal abilities may be required of All leaders
but that these traits will also be widely distributed among non-
leaders (Milier and Form 1980, p. 66l), I conclude that enhanced
leadership capability is not an appropriate and reasonable out-
come for vocational education, either In short-term follow-ups
or long-term follow-ups. e
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In brief, increased earnings,/increased job satisfaction,
itncreased productivity, improved quality of work, enhanced lead-
ersniy capabilities, and enhancgd job advancement are not appro-
priate outcomes for vocatlonal education.- Relative to job ’
advancement, the one exceptidén would be for a vocational program
specifically designed to ug@rqde competencies, with the explicit

objective to enable workefs to become promotable.

Fourth Cluster of Outcomes

Motivation for educational and occupational achievement,
posit.ve attitude toward work, increased awareness of need for
pasic acadenic skills, and reduced dropout pate constitute the
fourth and final cluster of outcomes to be evaluated.

Yotivations for educational and occupational achievement are
presumned to be secondary objectives of most vocational education
programs, but considered important affective outcomes to be '
sought. Given the present liwmited knowledge about how to develop
and/or change attitudes, it is further presumed that instruction-
al activity is designed largely to focus on skill acquisition,
with less effort directed to affective outcomes (Hyman and Wright
1971, pp. 66-67). Given the evidence (1) .that social origins and
tihe resulting familial and significant other relationships inter-’
4Cct with native ability to mold aspirations and attitudes (Kerck-
hoff 1972, pp. 55; Sewell and Hauser 1930, pp. 64-73); (2) that
these have good-stability Jduring the secondary school years
(Bachman and C'Malley 1930, pp. 142-144); (3) that researchers
ani reviewecs of research consistently conclude that school \
personnel have the least effect (Alexander and Eckland 1980, p. -
49; Gage 1978, p. 64; Spenner and Featherman 1978, pp. 393-395; \
Sewell and Hauser 1920, p. 73; Kamens 1981, pp. 111-126; Bielby B
1981, p. 11) when compared with family peers, I conclude that "
motivation for educational and occupational achievement is not :
an appropriate or reasonable outcome for vocational education,
either for short or long term follow-up studies.

Positive attitude toward work is an objective of] vohcational
2ducation; however, inasmuch as.it too is in the affdctive do-
main, it is less amenable to direct instruction. BAs with most
attitudes, early socialization within the family does have import
fuor attitades for work (Kerckhoff 1972, p. 55). The reinforce~
nent by significant others and peerc from families with similar
values and comparable socioeconomic status persists from infancy
tnto pdilt life; is a consistent and pervasive force in the lives
of wﬁur; people and into adulthood (Mortimevr. and Simmons 1978,
pp. 449-443; Miller and Form 1980, pp. 198-200; Katz and Kahn
1973, po. 377-373). of further import is the conclusion that
peopl: are not easy to change (BEtzioni 1972, pp. 45-47). Given
then the presume! weakness of formal instruction in the affective
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domain, the consistent evidence of the importance of the family,
and peer groups, whether at a school or work, I conclude that a
positive attitude toward work is not.an appropriate and reason—
able outcome for vocational education either in short— or long-

term follow-up studies. . -

Reduced dropout rate as an outcome is presumed to be an
indirect result of vocational instruction by enabling students
to have educational experiences that are closer to their
interests . and have a more direct relationship to’ their "lives
after school.” fThus this outcome is presumed by most to be a
reasonable one, which occurs without explicit and -direct instruc-
tional time.targeted to its attainment. Given the evidence of
the relationship between such factors as ability level and educa-
tional attainment; familial factors such as father's educational
attainment, mother's educational attainment (Bielby 1981, pp.
7-14), time at which delinquency occurs; the relationship between
delinguency and dropping out (Bachman and O'Malley 1980, pp -
138-156); and the relationshi}, of dropping out and number of
siblings (Parnes and Rich 1980, pp. 162-174-175), vocational
education geems not to be a very potent counterforce. Thus,
reduced dropout rate is not an appropriate and reasonable
outcome for] vocational education. o

-

Increased awareness of need for basic skills is the final
outcome to be evaluated. This outcome ig presumed to be a secon-
dary, if not a tertiary objective of most vocational education
and is an indirect consequenge of instruction. The evidence on
the emerjence of awareness i% Very limited and must. in large part
be inferred from theories of ynotivation. The one theory of
motivation considered here is" the one presented by Katz and.Kahn
(1978, pp. 335-338). As applied to this outcome, its appropri-
ateness. would appear to rest upon whether these conditions
prevail: .

1. The students have an adequate level of ability.

2. The studentsxvalpe highly the occupational skills
they expect to acquire if they are able to

uniderstand both written and verbal instructions..
li

3. The effort required to improve tasic s¥Xills to the
level required to understand the instruction is
perceived by the students as feasible and ,
commensurate with the reward of developing the
occupational competencies or other related side
benefits (e.g., being able to stay in the company
of highly valued peers).

7 )

If the measure of awareness$ is a measure of perceptions
rather than a measure of actual behavior, .such as seeking out
additional help in basic skills, awareness may be expected to
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occur 1f the firsi conldition exists. If behayioral changes are
sought, these could be quite varied, contingent upon the parti-
cular conditions anl degrees of valuing and effort that exist.

* Given adequate ability, low value on occupational skills, and

perceived high effort requirel, one might predict ‘dropping out,
or continuation with very marginal per formance rather than
s¥eking help in basic 'skills. Thus, I conclude that increased
awareness of need for basic academic skills has qualified
acceptance as an approprlate and reasonable outcome for
vocational education.

-

In brief, motivation for educaticnal and occupational
achievement, positive attitude toward work, and reduced dropout
rate are not approprlate and reasonable outcomes for vocational
education. Increased awareness of need for basic academlc skills
has qualified acceptance.

Summary and Conclusion

The evaluation standards employed in rendering judgments
about the appropriateness and reasonableness of eighteen.selected
outcomes were these:

1. The more the explicit objectives and activities
of vocational education are directly related to a
particular outcome, the greater the likelihood of"
making a significant contribution to the outcome.

2. The more powerful vocational education is judged to
be on the basis of the importance of other
variables known to contribute,_Xhe greater the
likelihood of a significant cont ibution to the
outcome. .

3. The shorter the lapse of time tween the educa-
tional experience and the meas\rement for expected
outconies, the less likelihood that intervening
events have modified, reversed, or cancelled out.
the consequences of vocational education.

The informaton in figure 5 summarizes the results of the
evaluation for each dbjective. As can be noted, four of the
elijghteen objectives were accepted on all three criteria as
appropriate and reasonable. Five were accepted within conditions
specified. Nine were rejected on the basis of evidence that
known forees other than vocational education are more powerful
in the Jdetermination of spetitic outcomes.

Given the linited number of outcomes fully accepted (four),
does this imply either the triviality or unimportance of
vocational éducation? The four outcomes deemed appropriate are

. ' 193
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FIGURE 5

SACIOLOGICAL EVIDENCE
SUPPORTING VOCATIONAL EDUCATION OUTCOMES

Outcome Iccept
Y N Q

Fvidence: Citations .

. Awareness of feed

for basic skills

for labor force

/____/’

Katz and Kahn (1978, pp. 335-337)

2. satisfactoriness Mortimer and Simmons (1978, pp. 440-443);
to emplidyers Katz and Kahn (1978, p. 378) ) :
3. Trained workers Bachman and O'Malley (1980, p. 153); Blau

and Duncan (1967, p. 403); Bielby (1981,
pp. 7-14); Karens (1981, pp. 111—12,6);
Alexander and Eckland (1980, p. 42);
Sewell and Hauser (1980)

4. Motivation for Alexandelr and Eckland (1980, p. 49); Gage
educational (1978, p. 64); Spenner and Featherman
achievement (1978, pp. 339-395); Sewell and Hauser

. Placement in job

related training

(1980, pp. 64-73); Kamens (1981, % 111~
126); Bachman and O'Malley (1980, . )
142-144); Bielby (1981, p. 11); Kerckhoff
(1972, p. 55)

Blau and Duncan (1967, pp. 169-175):
Bachman.and O'Malley (1980, pp. 138, 146,
155-156); Miller and Fomm (1980, pp.
245-246); Kamens (1981, pp. 111-126)

6. Acquisition use- Bachman and O'Malley (1980, p. 153); Blau{
ful occupational and Duncan (1967, p. 403); Bielby (1981,
skills pp. 7-14); Kamens (1981, pp. 111-126);

Alexander and FEckland (1980, p. 42)

7. Positive attitude Katz and Kahn (1978, pp. 377-378); Morti-

toward work mer and Simmons (1972, pp. 440-443); Mil-
ler and Form (1980, pp. 198-200); Kerck-
hoff (1972)

8. Increased Miller and Fom (1980, pp. 186-187, .407,

product ivity 690, 696~698); FKatz and Khn (1978, pp.
394, 424) .
9. safe work habits Katz and Kahn (1978, p. 588); Miller and

and techniques

f_\'( <

Ak

Fom (1980, pp. 186-187); Kamens (1981,
pp. 111-126); Bachman and O'Malley (1980,
p. 153) A
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'TGWRE 5

SCCIOLOGICAL EVIDLNCE (continued)

Qutcane ) Focept i Evidence: Citations ' . ' ‘

. Y N Q ' |
10, Increased X Ks‘illebeng and Sorenson (1279, pp. 351-
earnings 379); Wright and Perrone (1977, pp. 32-

55); Stolzenberg (1975, pp. 645-665); ' |
-Sorenson and Tuma (1981, pp. 67-79); ) ‘
Bachman and. O'Malley (1980, p. 137); .-

Sewell and Hauser (1980, p. 74)

L1l. Enhanced leader- X ¥ Wright and Hyman (1958); Hyman and Wright

ship capabilities (1971) ; Foner (1979, p. 227); Smith
(1975, pp. 247-260)

12. Upgraded occupa- X Bachman and O'Malley (1980, p. 153); Blau
tional campeten- and Duncan (1967, p. 403); Bielby (1981,
cies . pp. 7-14); Kamens (1981, pp. 111-126);

Alexander and Eckland (1980, p. 42)

13. pPotential for X Bachman and O'Malley (1980, p. -153);
entrepreneurship Miller and Form (1980, pp. 245-246) ,

14. Enhhanced job X . Kanter and Brinkerhoff (1981, p. 339);
advancement _ Miller ax;i Form (1980, pp. 237, 626-627);

Katz and 'Kahn (1978, pp. 349-353);: Blau

and Duncan (1967, pp. 169-175); Spenner

and Feathemman (1978, p. -407); Stolzen-

berg (1975, pp. 545-665); Kallebery and
: Sorenson (1979, pp. 351-379)

15. Increased job X Campbell et al. (1976, pp. 209-302);
satisfaction Shepard (1977, p. 8); Katz and Kahn
. (1978, p. 364); Miller and Form (1980,
pp. 133, 198, 698); Levitan and Johnston
(1973, p. 71); Bachman and O'Malley

v (1980, p. 137)
16. Improved quality X " Miller and Fom (1980, p. 407)
of work
17, Retrained workers x, Bachman and O'Malley (1980, p. 153); Blau
\ . and Duncan (1967, p. 403); Bielby (1981,

pp. 7-14); Kamens (1981, pp. 111-126);
Alexander and Eckland (1980, p. 42)/

18. Reducad dropout Bachman arxl O'Malley (1980, pp. 138-156);
rate . Bielby (1981, pp. 7-14); Parnes“and Rich
(1930, pp. 162, 174-175)

<

Y = Yes
Q@ =M 173
1 = Qualifiel Acceptance )
RIC 7ttt s 153 ¢




in ,and of themselves of considerable importance both fot the
individual and for the society at large. . Furthermore, education
in its totality as already noted is quite significant among other
known and measured variables 1n-1nfluenc1ng human behavior, both .
in terms of work life patterns and nonwork areas (Hyman, Wright,
and Reed 1975; Hyman and Wright 1971).

Supporting the importance of teaching, even given the
evidence of its seeming ineffectiveness, Gage (1978, pp. 64—65)
has this to say:

The preinstructional variables against which teaching
variables have been pitted represent the outcome of
years of prior experience and development. During these
Years, pupil ability and achievement have been influ- '
enced not only by genetic variables of much debated
importance. They have also been influenced by dozens of
powerful "teachers" in the form of’ parents, friends,,
neighborhoouds, mass media, and even persons called
teachers. . . . The influence of those years of prior

’ teachlng by teachers who have had more prolonged and
intimate Opportunltles tu exert their influence must be
regarded as prior links in a long chain of cause and ef-
fect relationship, the last link represents "pupil
achievement." ’

That box becomes the first link representing "preinstructional
variables" in the next round of teacher influence on the pupil.
Because the effects are cumulative, each new "teacher" adds to
the effect of preceding "teachers." So the last teacher in the
chain cannot be expgcted to have an effect nearly equal to the
total effect of all his or her predecessors. Yet it is that last
teacher whose effect is studied in any investigation of the
importance of teaching variables" (pp. 64-65).

Hyman and Wright (1971), hav1ng investigated the effect of
education on values, cite Cremin's formulation, which is parti-
cularly pertinent to this analysis. "It is not that schooling
lacks potpncy It is rather that the potency of schooling must
be seen in relation to the potency of other experience" (Hyman -
and Wright 1971, p. 67). lyman and Wright conclude their study o
by noting that "jiven these challenging conditions, the enduring
effects of education on values are all the more impressive"
(1971, p. 67).

- Vocational education, by sucgessfully demonstrating high
quality and consistent attainment of the four outcomes accepted,
makes g significant contribution to that totality of education
that was the focus of Hyman's and Wright's inquiry.
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Cuestion:

Malone:
materials, I found that the longer the lapse of time, the qreéter
the probablLaty that there will Re stronger and, more significant

intervenina events in the 1nd1v1dﬁak s life than those from voca-

tional education Lnstructnon .

t

QULSTIONS AND ANSWERS ON

"AN EVALUATION OF OUTCOMES USED TO ASSESS

THE EFFICACY OF VOCATIONAL EDUCATION: *
A SOCIOLOGICAL PERSPECTIVE" '

.

In your paper you indicate that the shorter the-lapse

of

intervention and the measurement

of the expected out omes, the greater the likelihood
is that the intervention will make an effect. Are you

suggesting that we should only evaluate the short
outcomes and forget, the long-term outcomes?

In effect I .am. In going through the, mass of |

term

4

I'm.fully cognizant of the fact

that one could challenge fhls on a number .of grounds, but by the
/sare token it interested me that.I had formulated ;Dpsp criteria

K‘L YUI e

~exXamrple, T}
they tended to find that the longer the lapse of time the less

qlanlflodnt was the influence.

auina into the research liter&ture. I then found, for

with the work of Blau and Duncan and other studies,

that

So even though I had formulated

it  on purely logical arounds and my basic knowledge of causatign’
in human behavior, I found that, in tbis instance, academic sense

and common sense came toaether beautifully.

Cuestion:

“alone:

conflict.

opnortunities are variable

-

v
’

If you relate that to outcome number five, placement

in jeb related trainina, which most often is. done,
rmonths after completion, why go you list that as
questicnable?

I listed it as qualified. I don't see that as a

six

You will recall that the quallflcatlon that gave was
that Dl&Cement be a very specific objective of the progr am, .and
that theres vere perbonnel and resources allocated to achieve it.
The reason I aave it a qualified was that the employvment

education programs, you ire, in essence, saylnq one off two
(1) either the availability of jobs is under | the control
vocational education, therefore, they are responsible; or

(?2) vocational educators lBave--or the capability exists, not just
. for vorational erucators, but within our society--to be

th
of

inas:

-
1]

\]

MOTT 2

N .

conference. Dr. Malone's responses to the questlons were
transcribed and edited. -

with the particular locality. To the
evtent that you ma¥e that an outcome required of vocatfironal

The questions were generated by buzz groups at the Working

4

‘s
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ourflglently Eoresxghtcd in forecasting an adequte*aatch between
labor ,force .needs at the. beginning of a two—year,program that

will per51st and exist.two years later. Anyone would have to

have very serious reservatlons about that capability's even,
ex1sLLng in our 5001ety, for any specialiZed group. Therefore,

why should vocatlonal aducators be expected to have capabllltles
that generally aren 't really ‘very good anywhere, at this t1me°~ .

Question: Your papet is extremely comprehensive and it appears
to allude more to general education than to vocationa
. education specifically. One of ‘the- premises in the-
paper is that the more education one has, .the more the. . -+
person is entitled to hlgher earnings, ‘hidgher pres-
tige, and so forth. Does this imply that vocatlonal. .
education limits opportunities? Also, is there a™
great diffenence petween graduates of secondary and tn
postsecondary vocational education in the opportuni- - o
ties available for them? ) o
Malone: Relative to the possiblity df vocational education's
actually .trungating opportunities,2I would. say that for ong to
say that, is to assume that il every individual graduated from =
college, then every individual would. then be able to experience - 4
the benefits that presently accrue to college graduates. The '
latest statistic that I have found is that 25 percent of the
lLabor force is constituted of people with baccalaur&ate degrees.
I think that most of you would .acknowledge that if everybody had
a «college education, you would™still need plumbers; Yyou, would
still need construction workers and individuals with ﬁany other
skrlls. The reward system would not necessarily continue for
college graduates Therefore, I don't think that vocational
‘ education necessarlly truncates. 1Indeed, I think it is quite
possible that there are sgme youths, by virtue of their. starting
point in life, who are enabled to gq furthér in life because of
vocational education. ’ :

The other 'point that I hears the table, but may not have
been in your question, is, "How do you move from education gener-
ally, to draw inferences aboul vocational education specifical-~
Ly?" My logic is as follows: .If in fact you find that all of |
education contributes a relatively modest propwrtion.of the - .
explanation the variance for certain kinds of outcomes, how then
can one make a strong case for vocatibnal educatlon, which lasts
for two, years, either at the secondary or~the postsecondary
level, having a much more powerful impact? Time is a common
denominator here. ‘However, there are four outcomes that ‘I )
believe are very appropriate and very reasonable for vocational -
" education. These are outcomes that are explicitly linked to what
I presume to be primary object4ves of the effort of vocational
education. In’ addition, the opportunity to &cquire those com-
petencies tends not to be so systematically attended to by any
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‘othér agency of our society.

Question:

0

0

L 4

With reference to the question re-
I_think a basic considera- .

garalng postsecondary and aeconQary,
If you

tion here is what you are you going to compare with it..

ﬁu@g Lo compare the graduates ,of postsecondary Vocational pro-

grams, would you compare them with secondary school vochational )
graduates, or .would you compare them with graduates of associate.
degree programs, in non~ vocational areas? Having an associate

degree, irrespective of the area in which it was attained, would

Jbprobably be the stghlflcantly related factor to additional occu~
‘pational attainment.

You would find modest and perhaps very few
if any differences between youx yocational ‘postsecondary program °
graduate and the associate degree holder. .

' -
- -

 J

Would the acquisition of increased skill'levels.lend
support for the outcome of increased productivity? .
~ Y
Malg%e:\ Part, of the ploblem may be in how we are defining
productivity. 1I'm thinking of prodUEEIVIty as measurably
different for vocational education graduaté% and honvocational
education graduates within the same line of work.. If individuals
are doing the same ¢job, they've had to acqu1re the necessary
skill to do that job, therefore, that's one consideration.

© In the rewwarch that .I looked at, I became, convinced that °

there were so many other factors that impinge on the produttivity’

level of a work group, or ,of an organization, that the way in
which the individual worker went about the jobs and.performed
them is an important component. When one considers the’total,
range of variables that are causing various levels of produgtl—
vity,” performance is so minimal that it woul& be very difficult
to find measurable, discernible differences. ‘Those are the two

bases upon which I reject the outcome of increastq productivity.

0

Question:

Malone:

N

v

Could you expand beyond what is in your paper, about
the relationship. of accduntablilty to competency—based
education? .

v
o
.

I see competency .based education as very explicit in

'e

the objectives that are to be attained in terms of.student out-

comes and student competeqby. 1 See competency based eduqation

as a very precise delineation of the componénts of skills that

should be acquired and having the capacity to tést the students 9
at each step alohg the way to see whether or not they do have a

certain level of skill. Therefore, I would see competency ba'sed
education as beings potentially, a fairly effeétive and efficient .
tool in demonstrating the one outcome that I've said is a very
legltlnate outcome for vocatlona] education, namely’ tj%% “
aﬂqulsltlon of specific occupatlonal skllls. . .
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Question: -Of the five outcomes that you have listed as quali-
T fied what would one need to do to move those either
into the "yes" or the "no" category? Would there /be
changes, of wording*that you would make? Or what coul
be done to get thoke out of the qualified column into
the yes or, "ho"'> . " ]
Malonec - I don t thlnk that I would be supportlve-of hav1ng a
carte blanche "yes" or "no" attached to +*those e@utcomes. I would
view those given the quallfled acceptance as a_group of outcomes
that may indeed be approprlate and reasonab;e, given thé circum-
stances-I have spe01f1ed So you'might say that my gqualified .
acceptance could be lnterpreted as saying, "Yes, but only under
certain condltlons.

-

Question: . If some of the outcome statements were reworded would
’ it make a différence in whether or not they were

¥ accepted'> “

. - r :
Malone: One of .the things. that I was“troubled by was, for
example, "How do you enhance potential?" Enhanced leadership

capabilities are one thlng, capabilities really imply potentlal
But one could expect these capabilities to be evidenk, given
certain sets of circumstances. I do think the word potential is
quite problematlc. I didn- thant to deal. with that, so I just
51mply skipped potential -and treated. ‘it as if it. were enhanced
leadership caoabllLty. One reason I provided the information
about participation in voluntary associations was that ope cf the
manifestationg of enhanced leadershlp capabilities presumably was
the determination of how many vocational education gradudtes werXe
chairpersons of theiv various prestigious boards of education ard
other community organizations, -+ It seemed to me that participa-
tion in voluntary associations was'germane to consideration of
that as one posolble outcane.' ) .

I
.

Question: Are there other outcomes -that wocational education
could be responsible for . . . that are not part of
these eighteen, in your point of Vview? )

. N\

Malone: s I tend to,go along with the v1ewp01nt that vocat’ional-
education has the potentlal of being a very effective educatlonal
process., When I bec ame part of the vocational education com-~
munity, I wa's naive enough to think- that. there was a rather
generally accepted différentiation between tralnlng and educa-
tion, that vocational education was indeed attendlng "to the whole
person, while training was narrowly ‘'specialized. I learned
rathér quickly that people didn't ,sharé this definition with me.
They got very angry with me when I thought they ought to be con-
rcerned with whether students were in fact reading .better, and .
whether the teacher was teachlng ih such a way as to help

\ * -
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students read better even when it would not necessarlly slow down
the process of teaching the yocat;onal skill; indeed when it
might make the’ difference between the student's underétandlng ‘the
material and not understanding it." What we should be saying is
that we hWave a large garden vardiety of students and that we would
like them to grow as much as they can grow. There are different
educatlonal prdcesses that enable some to grow more effectively
than if they went through-another educational process. .I‘realizeé
that may not be quite consonant with soie fedgral concerns, but

. affer all a lot of state and local money goes 1nﬁQ vogatlonal

',educatlon. - . . . - -

- ! "
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It shoulld be emphasizéd that the research results re-
. ported-do not constitute, and should not be read as, - .
€ an assessment ‘of the effectlveness of either secondary .
. or postsecogﬂarj vocational education programs. They ,
7T are too limited--by both the data available for research
) and the difficulty .of the research problem——to'attrlhpte -
outcomes, both economic and noneconomic, to particular ‘
. . educational experiences. (NIF l98l, p. VII~22) g
'y . \ . .

. . T . .
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T Introduction =~ ™ . RN
4
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* If vocational edutation is effective,.vwhat outcomes shduld -
we expect to .Observe? The objective of this ‘paper is,to examine -
-eighteen preselectedaputcomes that have been assoc1ated With' ex-’ o
posure to vocational education, focu51n9 on the con51stency of - P

each stated .outcome with the role(s) econonmic theory assrgns to .
vocational education, and on the relative importance each outcome -
is accorded by the ev1dence ,agcumulated to date. . -

At the outéet, it is important to ask flve quesr{g;s: R ;

o - R . . 'V..,< R e e

o -~ Why do_we want to identify outcomes of vocatiohal

. . education and to estimate the relative igportan amg £ .
— these outcomes (i.e.,” what are the intended use_
this information)’ . . L

o What actual criteria do we propose to examine as : _
s . purported measures of" vocatlonal education outcomes?
D e .
‘"o How will this measurement be conducted (1.e., what . )
i measurement standard(s) w1ll be adopted)? - - o

- .

N o Where.w1ll the observations for this estimation
g . procedure be taken (i.e., what is the appropriate .
. unity of analysis, g]ven the questlons already .

pos )? - . .
. L4 L 2 v

o ‘ When should these -observations be made;q bk, e., what ¢
*is the approprlate temporal definition to adopt)?

, -




lnterdependencles&among these fivie lssues, whlch have re-
ceived far too .little attention to date, rendbr most of our ac- b
cunulated “knowledge" unacceptable as evidence of vocational ' :

+ educatian's effectiveness..’

< " . - »

. -

\‘ N ¢

.~ The paper is?ddvided into four parts. Fixst, general obser-
vatlons about the importance of the five questions posed above
are offered. The second section is devoted to a brief statement # -
of four different theories that economists have proposed to ex-
plain observed labor market outcomes Based on these conceptual *
foundations, the third section is devoted to an examination, of
relevant evidence about vocational education butcomes. The final
section ,summarizes one aconomist's conclu510n3 about what we Xnow:
about vocational"” "education outcomes. , , . .

N -~

LA 2

why, What} How, Where, and When? . T

s . »

Choosing a Unit of Anglysis ' ’ { e

. .

- . 3 .
- Kive years ago\ aftfer more than a decade of explorlng the
uses made of evaluatlon reséarch, I concluded. that a major pur-
pose for devotlng resourceSwto evaluation~ds appdrently tQ be
able 'to say we rare doing it!™ Since then, ‘I have decided that a
major reasnn-for this limited relevance for decision. maklng is
our’ failure to congider beforehand what actions might Qgtentlally
be taken on the basis of pdssible flndln S. . »
. \3; - -
Con51der _the folewing example. - Mogt evaluations of’ voca-

from a categor;cal claselflcatlon vop 1onal educatlon Wwith the®
experiences of those who exited from "general education" pro- .o
grams. Recently, Rob Meyer (1952) has.demonstrated how deficient
thls cliassificdation practite i%: ' °

o
“ .
. . '

Almost all students take courses in vocatlonal educa—
. tlon, and individuals take widely varying amounts
of coqrses in both academic. and vocational subjects.
" There is no-standard academic, general, of vocational N .
program that 1s characterized* by a set nymber of voca- T
o tional and academic courses. In fact, many students in ~
"+ the academic program take more vocational coursework
than do vocational students. (p. 16) ) f
. What is appropriate ‘unit of analy9159 This questlon cannot
be answered without prio¥r consideration of the "why?" query.~>One
important ,use of outcomes information is to convince members of S
congress that federal funding of vocational education is a worth-
while investmerit. Two related uses of outecomes informationsare
to inform State legislators and local officials about vocational
education's relative merit. Is the appropriate unit of analysis
‘the, same for each of these three 1mportant uses, of outgomes

87
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‘,1nfonnatlon° No. .In fact, given any one of the .three levels of g
decision making, the appropriate unit of analysis will vary% de-
pendihg upon the specific queatlon that is posed.' FOor example,
comrsider: the follow;ng questions: - -"‘
. o How,effectlve.ﬁre vocational education activities ~
; .that are currently funded throuqh federal. reim- .
.o 'bursement° S s o ©
: ‘ ) ~ ) ’ . . .
Q What consequendes would be expected td follow a *
substantlal decrease~ (increase)_ in federal fundlng o
of vocational Qducatlon activities? <. o
>~ ¢ - ] \
o’ How target effLCLent are current earmarking provi-¢
, siofis for the dedication of federal reimbursement
- : to selected target populatiqns (i.e., are these ° ,
. funds actually reServed for the support of setvices ¥

debated without devoting any attentjon at all to the question: ‘
How effective, in outcomes terms, i5 the vocational educatibn p .
coffered through these auspices? is in thig conptext that the , :

"auythors of NIE's The Vocational Education Study:

offered ogly to members of the deSLgnated groups)?
- , \
o How efficiently do the states and ‘local school dls—,
. tricts manage the federal funds made. available to .
them for vocational education purposes?
’ ‘. & . ¥ " ';‘. o o :
. L Lo
The point is this:. Evén thoygh each of these questlons ad-
dresses an aspect of federal funding of vocational education, a -
different unit of analysis is called faor in each case. In the
' rst instancé, tunnel vision is permitted, focuSLng ‘attention on
» present program mixes and levels.  In addition, only aveérage
ef fect iveness n€ed be estimated. The second quest*on, howevgr,
involves hypothetical circumstances: If the level of federal
‘reimblirsement were supstantially smaller (largexr), what changes / .
in grogram mix and/or level would be *likely to oocur° Now we are
talklng-about marginai, as wgll as’average outcomes; that is, it
is important to know who would be affected by the decrease (in-
crease). The third question requlres data. at.a suffLCLent level
of detail to permlt the analyst .to explore possible substitution .
effects; meaning the pOSSlblllty that state rand local OfflClalS t s
withdraw their resources from (or fail to allocate resources to -
.these activities becausg the Eedera’/funds*are ea;darked for
these purposes. If. substitution of “this type occurs, the target S
eff101ency of the federal fundlngs is obviously diminished in a
net resource avallablllty sense. The fourth question has nothing
to do with effectlveness, a pOLnt that is, not frehquently appreci-
ated. Efflclency refers to Lhe least-cost provision of
services--in' this case, vocational education. Thé pertinent
question®here is: How can’ we, get the mbst vocational education
for our federal investment? This question can be explored and .

]
.-, -
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erert concluded: that "(t)he best promlse of ~securing results
. likely to be useful for improving programs and decision maklng
. on program offerings is‘to evaluate ‘thé ways, programs are planned
and operatgd" (Nationfal Institute of .Education 1981, p..xxxviii).
of course; Within this management context, it is necessary to
. choose one or more definitions of vocational -education ‘programs
(1. e, multlole unlts of observation may stitl be chosen) ‘
It is appaxent from the breuedlng discussion that theé §selev="
tion of relevant outcomes--and indeed whether outcomes are even
. :ertlnent——ls dependent, in part, upon the uses that are to be
made of the analysls. Since eighteen preselected outcomes are
explored in-section three, no further developne t of the conunec-
tion oetween "whyw" and "what?" questlons is pr sented here. s

«

M > »
.

a0 ale
r ' v .
Selecting a Measurement Standard p v

i . ¢ * .o
, . The choice of a measurément standarqd is obvicusly a crucial .
determinant of the reliability to be associated with reported
estimates of vocational education outcomed. Unfortunately, ‘few
-of the ultimate users of evgluat;on studies are sophlstlcateﬂ
enough in their understandlng of statistical estimating proce-
dures to assess the precision and stability.of outcomes ‘estimates
presented to them. (The ability and willingness of evaluatorg to
promote user understandlng.%s also%guestionaole ) A dramatic
example of the vulnerability of evaluation consumers 1s found in
two, : arveys of education production function estimates,, whigh
reached completely oppbsite conclu51ons, even though well over
nalf of the studies surveyed were common to hoth exanlnatlons
{Barnow 1979, pp. 314-315). The reason Eor'théidlscrepancy ts
that one survey used statlstleal significance of 1nd1v1dual
coefficients as a basis for importance, while-the othér survey
adopted a. percentage of varlance—explalned criterion fpr 1mpon- '
tance- :

voow . : -

.
T - » - * . lq
- / - - . - ..;
% : ™~
; .

Gepgraphic and Temporal Considerations
‘ The "where?" and "when?" questions can pe“introduced at this
point, because decisions with respdct to eac] affedét the robust-
ness, ,or rangé of applicability, of reported Suttomes estimates.
It will be seen in section three that omitted variables severely
limit the relevance of national survgy-based estimates of voca- \
tional education outcemes reported tb date. Furthermore, evi-
dence is presented in. section th ee that the tim*ng of recording ’
outcomes information is a vritical determlnant cf the stablllty
of derived effectivenesgs estimates. \ \\\ -
\. '
It is only a slight overstaLemenL to conclude that we havé
been repordlng the wrong data, at the wrong time(s)., using “inap-
+ propriate unlts of observation, and then subjectlng thése data to‘f

-
v
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LnapproprldtL testing protedurcs, because of a perVd51ve fallure
to decide beforehand what anyoné€ mlght do'with a plausible range ,

- of ,possible estimates of-vocational education outcomes. . y
| . Can

+On this %éEEZmlstlc note, we move dlrectly into a brief <%
exposition of the role(s) economlc theory assigns to vocatlonal

ggc@tlon. Y .
"‘,’ E ’ . i . , . o o-
vocational - Eduéhtion and Labor Market ° R
Outcomes: Four Economic Perspectives. . ‘ :
> / ‘ 1 v . > X v, ™ . -
Lt The data that,'dre available to address any cohtemporary '

issue‘are an-artifact. of some historical reason for collectlng

the¢information, one that bears no necessary. relat16nsh1p to the

-cugétnt issue« - Therefore, there is no particular reasdn taq
expect available data to.be well suited to-defining today's
issues. Moresbluntly, there is a "data. availability--policy re-

*  levance dilemma,"” which is, in some respects, unav01dab1e, but

’ about which.we should~always be aware. } ] .

A curacy, or precision of lanrmatlod is meanlngful only in
reference to a specific purpose. Indefined demands for "better"
or "more current" data at "mo¥e detailed" levels for "smaller"
geographical areas are likely to be counterproductive. The Voca-
tional EBducatiuh Act, as amended, reflects certain ‘assumptions
about education\and labor market institutions and practices.

Some observers of these institutions and the behavior of indivia-
ua}s have concluded that fundamental changés have occurred in the
employment relatlonshlp, chances that are not currently reflected
in the. convent onal wisdom about how government action can im-
. prove individbal employment opportunities and egrnings.  The
_purpose "of this section .1s %o indicate how diverse .extant Y

theories of labor markeg behavior are.and to. relate thesé dif-,
ferencés to data requlr ments, throd@h a reexaminatich of the
fivie questlons posed, in the precedlng section: ’

{

LY

{

~

_. The four. theories abeut labor market institutions and be-
haviof, whose merits.economists continue to debate, are--

@ )
- ~ ~

the human capital approach, D . '

o
o " the sxgnallng approach, -
.~ ) the job competition approach, and
/ o} the,segmented 1dbor market &approach. R
. . R

: Each of these theories aeslgns a different rdle to vocation-

loglcally accompany each of the four differs from the others. .
This is the reason that a conceptual fpray must precede plunglng
“ihto the ev1dence about these qutcomes. ,

e

al education, andsmthe outeipes estimation process that would
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The. liuman Capital Approach
. This theory asserts that individual productivity differ-

ences can be reduced to a comuon denominator that .allows us to - ,

arrdy individuals along a continuum accordlng to their embodiment

of greater or lesser amounts of "human capital.” What is this

canmon denominator? Roughly, it is cognitive ablllty or sklll,

the ability To do something with a greater oL lesser, degree of

fa0111ty It 1s assumed that .this is what matters in the’ em- ’
o~ .ployer s decislion whethet to hire, how much to pay, when-.and , . .

whether to train on the ]Ob, and whether eventually to promote an .

employee. ’ . ) - .

‘
F g ¥
hd .

Jdlow is this human capital emBodlment measured° Usually, it >
isg by time units of education (tralnlng) completed--to capturt
pre=lavor market entgey productivity development--and time units
of work experience fo reflect on-the-job training acquired. . t
There is no direct method for measuring the quantity of human
.productive capatlty -Even the strongest advocates of the useful- ,
ness of human capital analygls acknowledye its simplistic charac-
terization of a complex relatlonshlp They admit that time spent' ’ o
: in school is not syno ou ith the absorption<of learning. /b

Purtnermore, it is recogniséd that individual ab111t1es to market

*+» . the- skllls acquired through learning dlffer 3? ) /////7

. Just as there 1s no glrect measure of quantity of embodied

- human productive capaCLty, *here is no direct measquaof its
price. This distinction is important for estimating vocational

- ‘education outcomes, becau it draws attention to two very
different ways in which 1ﬁaﬁv1dual employment opportunity and °
earnlngs M1ght be 1mproved -

o To the extent that "individual productive. potential -
. _1s 1mportant in employer hiring and promotibn de-
: cisions, the quantity of human capital embodiment = L.

-

matters, and -.

e

0. given any level of embadied productive potential,
the earnings raeceived for applying this potential
can be altered within a limited range.

- -

A fundamental rhtionale for government funding of vocational
education is an assumption that skill }s an important missing
1ngred1ent barring the fulflllment of 1nd1V1dual opportunlty to
secure higher earnings.

> A number of anoma11es have been cited, which e;eate skep-
- ticism in sone*quarters that this 51mple human capital approach
' should remain a mainstay of the country's human resources invest-
ment policy: Race- and sex-based differences in occupational

: status and earnings, which remain.after the most careful controls
: for education and training exposure, a&hleast raise further

. ’ .
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‘questlons about the unlvertal importance of sk11ll as.a prlmary

* ‘determinant of subsequent; employment experience. To date, the

' complexities of sorting out the independent influenceg of skill
embodiment and personal correlates of the decision to of skill
embodiment and personal correlates of the decision *o enter one
type of education program, ‘rather thar. another, have not been
resolved. And inconsistédncies have been discovered between what
employers say their hiring.and promotion criteria are and what
their .actual practlces reveal. (Lv1dence regarding each of these
assertioniN\irs cited in the.next section. ) >
« . . ) - Y

.

3> . -

The Slgnallng Approach - ) . ~

-

t In the absence of a direct way to measurée individual produc—
tive potential, an alternative view of the poss;ble role of pre-
labor market entry skill development has arisen. While Lndlvid—
udl productivity per searemains unknown, marketable:information
ahout productive potential may still be produced 1n a vocatlonal

Sv\edUCatlon setting.

Each of us embodies measurable characterlstlcs, some- of
which can be modified, while others are unalterable. Individual

predicted productivity (actual product1v1ty rs not known before-

. hand) is 2 function .of each emplover/!s welghtlng of these charac-

+ teristics. In other words, the employer is uncertain about the
individual's prodhctive potential, so the individual is assessed
on the pas1% of grevzous group experience, or some proxy thereof.
If the employer has no basis for Comparing an irgdividual with -
previous experience, *tire uncertainty factor looms larger in the
decision process. To the extent that an individual is compared
with a-low average productivity group, the candidate's likelihood
of success is diminished. If the attribute(s) upon whnich the
classification is made are unalterable, nothing can be done
1nd1v1dually to change the employer s assessment of the charac-
teristic(s). (However, society can, through- statutdry adminis-
‘iatlve and attitudinal actlons, affect this decision making
process. ) ' , : T, a'-

>

.

The' poténtlal role for vocational education in this concept—
ualization is fundamentally dlfferent from that which is  associ-~
ated with the humarnr capital approach. Here exhibition of a voca-
tional education s1gnal may enhance, or tarnish, an individual's
relative ranking by an employer for' reasons that have. little; or
in the extreme nothmng, to do with skill improvements that oc-
curredgthrough those auspices. For example, a student s decision

4to enter a vocational program may be interpreted by an employzr
‘as evidence of that person's commitment to a generic type of
work.
it is unclear whether prestigious tralnlng institutions actually
of fer greater skill enhancement than lesser known schools, or
whether the ‘exercise of greater admlss1od*select1v1ty predeter—
mines relatively- greater success of terminges.

s

. & 1.91_ -2”)9 -
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A second example is found:in the frequent observation that? ’
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" The signaling approath prov1des an 1ntu1t1vely appeallng
story: J(Without having to produce a precise measure of what
vocatlonal education really does to a person's productlve poten-
tial, it explains why participation in this activity might be
used as a predictor of future productivity. (It also explains,
by the way, why the atqulsltlon of certification may be diminish-
ing in importance as a\guarantee of, entree into productive em-
ployment: As more applicants exhibit a glven attribute to em-

. ployers, this characteristic diminishes in 1mpor§ance as a dis-
<t1ng“1sh1ng s{gnal by which to dlfferentlate ng ¢angidates.
Again, in’the extreme, if we were ever to achTéve the goal of en-
suring that everyone receives a high schoolidiploma,-this generic
accomMlishment.would ser¥e no screeriing fundétion whatsoever.)

. - -
. N N -
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The Job Competition Approach s ’ .
.0 7 ?

The key to thls theory is an assumptlon that most applicable
skills are Ivarned on the.job. Prior to job entry, individuals
are mostly blddlng “for tr training opportunltles. Product1v1ty is
held to reside in the. job, not.in’'the individual. Earnings are
tied to the job held, not directly to Oersonal productive poten-

. tial. . T l . o .

. . ﬁ . - - + . a

tiere individuals are arrdyed along a continuum in the order

- of their, telative attractiveness to employers, which, .in turn,

depends upon tndse characteristics_ that convey an impression of

expected relative hiring and training costs. At. the -same time,
there is a set of factors .that determines which and how many job
opportun1§es are made available. (Nothlnq more is said abcut
thls crucial issue, bhut it is 1mportant to recognize that this
"demand side" issue determines how far along the: queue. of aspir-
ants theTavailable pool. of<?§; opportunitiés will reach.)..'

»

.

=

-

nonunlformxtfes in employers' hiring, retention, and promotion
crltepla. In the job competition approach, there is no supply of

trsined labor, -in the traditional sense of that term. The smaller
. the difference in expected training cost amdng applicants, the
greater is the employer's autonomy to 1ntroduce subjective pre-
ferences. The more alike job aspirants are Ain ‘théir objectlve
strLbUteS, the more important befomes employer discr tlonary .
power to impose sub jective judgments.

. bv1ous1y, the fundamental QUestlon that this job competl-
tion theory poses to vocational e~ducators is: "“How does S exposure
to your program(s) contrlhutt te reduciung relative, hlrl and/or

’ tralnlng cOsts that will b2 borne-Ry emploézrs° Agaln, here are
many possible. ways in whlch'whe relafive attractivéness of

e enrollee§ .in,vocationar education programs might DPe enhapiced friom

“a, prOspectlve employer's standpoint, and only sone‘'of tlesé pos-

sibilities .xequire direct skill development.

. d
N = I 7’ - »
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Ko . 4

! hd -
4 ve . - -

The SLgnallﬁé ;tory offered no explanation for the observed‘
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-tlon story s characterization of expected relatlve hiring and.

L4

ds there a fundamental i {ference betwecn the job competl—

\
training costs and.the human fapital story's concept of Aiffer- i
ential embodled product1V1ty° Or, are these simply semantic
nuances? Ane most skills learned on the Job° And, regardless of
the answer 31ven to this question, must an important proportion
of skills bq acquired in a joint learning-production setting?
it important| to recognize interdependencies among co-workers in
substantial enough segment of production to warrant downplaying .
.the concept of individual productive potent1a9 independent of a
specific application of that potent1al° Each of these questions.
is a topic of hotly cgntested debate at the present tlme, and no
summary observations are tendered here. Y

v
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a

»

The Segmented Labor Market Approach ] .

-

A flnal lmportant dimension of the recent institutional work
that has been done characterizes the labor market in terms of ~

' ngmOhts. Many ©of you-have undoubtedly heard the terms prlmary

and secondary labor markets, or dual labor markets. In this view,
there are "good" jobs and "bad" jobs. The primary labor marKet

is characterized by the presence of well- developed internal labor
markets (i.e., an administrative unit, within which the alloca- o
tion of labor is governed by a set of administrative rules and
procedures), which'are.at teast partially insulated from, K external
marKet torces. -while nof\neccssarlly high paying, these jobs are

usually seen as offering stab1lity\and codified rules for indus- .
trial grievance handllng. In contrasET\the secondary labor

market is seen as offering little reward for--individual produc-

tive potential, limited opportunity to move out of this sector,
pervasive underemployment, and frequently capricious supervisory,
relationships. Given these characteristics, the secondary labor
market also exhibits high turnover and low wages. Interacti0e>\‘
frrces between this secondary job environment and the behavior .
of incumbents in those jobs are emphasized.

s
,

From this perspective, the secondary sector is viewed as an
intedgral part of the economy, which absorbs many of the insecuri-,
ties of volatile economic forces, forces_that would otherwise -
affect the primary. sector, whose incumbents have eXercised their

»

" power to crmate advantages that they will not willingly share.

Indeed, the ‘degree of elaboration of internal labor market fea-
tures in the primary sector is, in part, a result of incumbent
fears of losing advantages already gained or anticipated. Rules

. are established to allocate scarce earning opportunities.

» Many issues of importance to vocational educators flow from
this characterization of séegmentation and incumbent 1nsecur1ty
Customary ways of doing things ultimately constrain respons1ve—
ness to changing economic forces. As long as efficient economic

\




conditions do not change radically, the acceptability of custom-
practices presents no conflict. Custom Jevelops as an adapt-
iv# or imitative prouvess, which is facilitated by work group con-
tinuity and homogeneity. . New procedures and new group members .
dilute this customary group behavior, at least temporarily.
Important formal and informal aspects of any jop assignment must
often be learned from co-workers. If these colleagues are in-
secure about their own employment and promotion prospects, this
can be expected to be reflected in their willingness to share the
essential information that is .necessary to succeed (and, in some -
cases, to survive). ® . -
Among the .important consequences for vocational education
‘outcomes, if . this characterization of labor market institutions

and the behavior of incymbent employees is dccurate, are the fol- .

lowing:

- ? N

o The time dependence of labor market success subse-
‘quent to exit from a vocational education program
is of critical importance because of the aSSOCLa(
tion between incumbent security and "outsider"
opportunities to apply embodied skllls #nd to learn
new skills. . . . -

o The relative importance of objective skill acquisi-
tion as a determinant of subsequent economic suc-
cess is expected to be uneven, with other personal
characterisgics (e.y., sex, race and interpersonal

’ relations) influencing outcomes, independent of
embodied productive potential.,

o Skill acquisition and employment opportunity are,

to some extent, 51multaneously determlned that is

skill embodiment is accepted as a ffctor in initial

access probabilities, but access is necessary to

' acgmire fiurther skills. Vocational education's
&Pé%ialn enhancing access to subsequent learnlng op-

I, portunities is of great 1nterest.

The'ﬁour Theories: A Final Statement. ,

%hp purpose of this extended ex9051tlon of four quite dif-
ferent approaches’ to understanding the dynamics of labor market
institutions and individual behavior has been to reveal the un-—
settled nature of economists' disciplinary perspective on the
actual and potential role(s) for vocational education in pro-
moting individual and societal well-being.

Returning, briefly, to the five questions that were set
forth in the preceding section, it is now apparent that the unit

A X}
oo
v
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of analysis chosen and the specific outcﬁées criteria sele%}ed
are likely to be different, ‘depend1ng/ppon which_of the four con-
ceptualizations one accepts. Concern”about outcomes' estimated
precision anfd stability is also expec cted to be a function,.in
part, of the .theoretical persuasion exhibited. And, perhaps most
1mportant of all, the 1n1t1at1ng'1nqu1ry itself, the "why?! ques-
"tion,- is heavily influenced, lf not determined, by the preconcep-
tions one brings to the task. ' ~

- ¢ » ~

" What questions, then, have economlsts asked about vocatlonal
education outcomes? What evidence has been introduced? And how
reliab .e are the conclusions reached? It is to these matters
that we turn now, in section three. o

-
n #

- Questions, Evidence and Conclusions:
: Economi¢t Perspectives

U

It was.asserted in the preceding section that the questions’ .
asked by those of different thebretical persuasions direct *he
respective exploratlons along different paths from the very out-
set. Let me now lllustrate the importance of this point. Bowles
and Gintis asked, "How ran we best nnderstand the evidently
critical relationship betweéen education and the capitalist ec-

" onomy?" (BowLes and Glng;s 1976 o~ 10). And they concluded:

Indeed, we believe that the evidence strongly supports

tHe thesis that the vocational educa ion movement was
- less a response to the specific job training needs of
" the rapidly expanding corporate sector than an accommo--
dation of a previously elite educational institution--
the high schoel--to the changing needs, of reprodu01ng e
the class structure. Particularly important in this
respect was the use of the ideology of vocationalism to,
justify .a tracking system which would Separate and -
stratlfy young people loosely according to race, ethnic 5
origins, and class backgrounds. (p. 194)

This theme is chosen for 1ntroductory purposes because 1n
quiry of this type cannot be transformed into the eighteen pre-
selected outcomes that are to be examined in the following pages.
(Interested readers are urged ‘to read Gordon, Edwards, and Reich
1982; La Belle and Verhine 1975; dnd Grubb 1979, for "revision-
ist" interpretations; and Ravitch 1979, as one example of the
traditionalist response..) . N,

v

At the opposite extreme of a continuum of economic approach—

es, we find Psacharopoulos asking: "How. does the profitability’
of investment in education compare with tre profitability of
investment in physical capital?" And, "(W)hat contribution has

investment in educatien made to economic growth in different

e
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countries?" (Psacharopoulos 1973, p. 3). This rate-of-return
approach does not provide any insights about (1) how education
produces the es¥imated return, (2) whether this rate of return is
the highest that can be achieved with the given educational

_imputs, or (3) how this-rate ofrr-return would be affected by-an
increcase (decrease) in the scale of education offerings. In~ :
terms of the five gquestions posed at the outset, ghis approach
offers little management guidance. (See Michael Carbine's ¢

. chapter in Lecht 1974, pp. 70-95, for a presentation ¢hat is

¢ supportive of this cost-benefit approach.) -

) An alterdative approach is-to attempt to specify, an
inpUt-output relationship, or, a production function:

-~

: Knowledge of tde technical relationships between inputs

and’ outputs is only the first step in using the produc-
tion function fer ‘evaluation purposes. The input prices . )

«° can be used to determine how a given level of output can .
ke produced at minimum cost. If the output.prices are
. known as well, the optimum level of output can be deter- oo

mined in addition to the appropriate combination of in-

puts. &hus a production function approach can provide
 richer informatign than the cost-benefit approach.

«(Barnow 1979, p. 299) o L

The educational production functioh literature has been
B IR s T Bt . . .

e, sub jected to extraordinary methodological scrutiny (Heim and
Perl 1974; Barnow_ 1979, pp. 300-310; Meyer 1982, which cites
Hlanusnek's (1981) recent review of this literature). Ileim ana
perl urge cautien': ’ . ’

*

~ e

. It,is important to remember that analyses of this sorgt ‘
\ are going to omit some dimensions of input and measure
others only .in broad aggregate. These difficulties i
‘A should not be a basis for rejecting the conclusions of
© . these analyses. In-evaluating an analysis, two critical .

questions should be askel: are the dimensions of input

omitted from the analysis .systematically and signifi-

* . cantly related to,those included jand are the variables
included sufficiently digaggregated for policy purposes?

(Heim and Rerl 1974, p. 4) -

§~ in other words, specification errors (failing to specify
properly which inputs are related to the outcomes that are of .
interest) and measurement errors (choosing inappropriate proxies )
for the true influencing’ factor) bar us from achieving unbiased
7 estimates gf the input-output relatidnship. Biased estimates of
. “the effect of tPose input- factors that are controllabl. by voca-
tiopal educatory, for example, offer a poor basis upon which to .
make administrative decisions. It is for this reason that the
proper unit of analysis must be chosen, paying attention to the
- b

N

‘ ’ - ¢ . ’ 21;;:’
|
|
|
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type(s) of decision th&t might be influenced by the analysis. -
“Barnow (1979) offers, a clear comparison of the production
function approaches that are availahle: estimating the efféect .
. Of specified inputs on (1) direct outputs, on the one -hand, or , .
"(2¢ indirect*outputs, on the other hand. Barnow (1979) asserts
that "(t)he direct outputs of a training program are the skills
and”attitudes produced by the program that are embodied in the
trainees. The indirect or ultimate outputs of a program are
-those changes tltat ocecur in variables of interest that are inters
nmediated by the lapor market and other institutions" (Barnhow d
1979, pp- 318-319). (Note that it is possible, in principle, for
the direct output to be unrelated .to skill enhancement or atti- ‘
' tudinal change, a peirrt that Barnow (1279) faifls to make . ) '

st imation of the direct output of gkills requires’ .
cagmpetency-basedl measurement technigues (Taggart 1981, pp. ’ .
321-332). - Estimations of the indirect employment and earnings
outcomes of vocational education require adoption of a control 4 -

_group, which permits theé analyst to gauge the hypothethical ex-
perience the trained persons would have exhibitgd in the absence i
of an exposure to vocational education. (It is recognized that . ,
there are other assessment techniqges; Cf., Averch,, qurall,
Donaldson, Kiesling, arfd Pincuc 1972; Pettman 1973). .

. At issue, regardless of the indirect estimation technique

. .that is ultimately selected, is'a proper specification of the |
earnings function, if earnings enhancement, is accepted as an ap-
propriate indirect cutcome uf vocational education. It is clear
that economists have a loag way to .go in this specification and -,
estimation process {lanushek 198l; Gustman and Steinmeier 1980;
and ‘Meyer- 1982). Hanushek (198l), for example,’ concludes:
(E)stimated ratés of return for years of schooling, par-

g tlculary in regression estimates considering other indi-
vidual Jifferences appear very unstable': Changes in.,
sample, changes in time periods, and cheages in precise A
nodel specifications yield enormous changes in estimated
rates of return. Attempts to improve these models by -

’ adding more detailed measures of individuals (say. abil--

ity or school quality) or characteristics of labor
markets have not narrowed the coefficient differences 3 .
L , significantly.

‘e

Intérpretive difficulties with these investigations
arise from two sources. First, the conceptual models
involve purely sup~nly-side behavior of individuals,

but the empirical nodels are  actuially complicated
reducedform relationships that conbine supply and deman
forces. Second, there is little consensus on the '
appropriate specification of the underlying structural
relationships. (Hanushek 1981, p. .240) N

- ) )
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+ Richard Freeman tcently asked, "Can we take dlsadvantagﬁd “
' workers and readi 1mprove their earnings capacity, gettlng them
in better jobs?" (freeman 1981, P 128). He concludeS° BT .

" " “y . .. LI . A
THe questron carinot be answered with cross—sectlon' .
regression analysis comparing the’ earnlngs of persons )
with the same measured attributes in different sectors,

} \ because such comparlsons”lnvolve different persons, cne
- of whom may have superlor unobserved attributes. ILong-
itudinal studles of @arnings prOV1ée some evidence but : ,
s "‘are subject to alternative interpretations, also because
of questions about' the unmeasured characterlstlcs of
persons who shift sectors. . . . v ¢
e
boes +the wage determination process reward personal :
attrlbutes, education, and age less in the secondary
. 3 sector than injthe primary sectoxr.... At present, our
best coqclus1o is that the wage determination process ) N

~differs between markets in which few workers are low . .

paid and thdse in which many workers are dlsadvantaggd. . '

(Freeman 1981, pp. 128-129)

-

o The 1mportant point to be made here, based on. the Heinf and’
‘ Perl (1974), Barnow (1979), Hanushek (1981), and Freeman (1981)
conclu31ons, is that estimates of the relatige importance of any
parthular factor, such as vocatienal educatian, are highly
sensitive to model specification and estimating technique.
What can_be said about the correlates of worker productiv-
ity?  (See, for exaniple, Leach 198l) In a paper which issof
cricial importance to an assessment of vocationél education out- L~
comes, Charles Brown'(L982) recently observed that“ C

- i <
~ ,':‘

s

v - ‘ The relatlonshlo betwWween job performance and individual .
. attributes XKnown by the employer at time of- hlrlng is an .
- LT anortant topic among economists. . . . . .

Q i B -
The "individual characteristic" most often studied : by ‘
economists~(and often stuied by others) is education. L.
\, . Attempts to use within firm data t& test whether more-
' educated individuals axe more productlve have produced
/ very mixed results. . . . ) ) ] -

’
»

' . Whllc within-£inn studles of ‘worker ,per formance can Tk
" potentially provide valuable evidence on the questlon of
- whether individuals with more education (or more of sonme
’ otHer characteristics) are more productive, they suffer .
o ‘from a potentially serious statistical flaw. . . . .If
firms prefer more-educated applicants, less~educated

Fl
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“appllcants who are hired are llkely to have compe%L

sating virtues” knowrt to the hirer but often hotto.the * B
rusearcher. Thug, ‘comparing performance of more-’ and c
ess-educated workers understates the edge of the typi- -~ 7

cal (that is, randomly selected) more-educated
worker over the typical less- educated worker. Moreover,
the' bias is more severe when the employer overestimates
. the 1mportance of educat1on. (Brown 1682, pp. 178-180)

Again, the omltted variables issue ‘has ‘arisen. Brown' s C e e

(1982) conclus1on can be ant1c1pated ' -
. *.

~

Orllnary least squares estlmates of the determinants of

. employee per formance:' are 11ke1y to give biased estimates
of the importance of the various factors which firms use -
in hiring. The magnltudc of this bils, however, depends

- on the selection process of the‘f;rm, being most import-

ant when the firm accurately judges unrecorded attri- '

butes of appllcants which are 1n fact important deter— BN

minants Of -later performance. Consequently, the magni- 1

tude of such biases willl vaty from one conteéxt to

another--as wilkl the determinants of perfo?hance them-"

selves. (Brown 1982, p. 192) ' )

- “ a s

So a decision is called for- Should we proceed to enumerate
the litany of outcomes estlmates, which economists have shown no
hesitation in of fering the ‘unsuspecting consumer of evaluatlon ] o
results; or, should we simfply assert that the methodological ' :
weaknesses are so universal and damaging that to continue would f -
amount to comp11c1ty in the crime? A middle ground, of sorts, is 3o
adopted. The best of the most recent evaluatlve literature
authored by economists ig.presented, because it demonstrates the
professional commitment A&f some of those within the discipline to
resolve the methodological problems, thereby contrlbutlng to our -
wa&erstagflng of -vocatiohal educatlon outcomes. T

-

« The review of specifitc evidence about vocational £ducation-

outcomes that follows is limited to-- .
’ 3 - o * . "
¢ 1 i
o 1ncreased earnlngs, N -
. o, placement in a training- related jOb, and \
o enhanceéd ‘job .advancement. i ) ‘B

-,
o

,

Increased Earnings °

s

'Pat Brenner writing inga National Commission for Employment
Policy publlcatlon hags rev1ewed the available dvidence on
increased earnings accruinn to participants in secondary level
wvocational education (1981, pp. 10-39) Based on Meyer s (1982) °
analyses, which are examined in greater detail later in this sec-
Llon, The NCLP (1981) study concludes that: )

-
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‘ ... there are 1n1t1al large gains to women taking -
commercial courses, "but that these gains decllne over-

time.... e

.
- s ,
- . - ‘

Course work in home economics was assoc1ated ‘with. a .
significant decrease in income throughout the period ‘

1972 to 1979, for all women; but- espec1afly for black ‘
and Hlspanlc womten . . \

« 0

’

Unfortunately, the data were too weakwto’ﬁro;lde mean- _' ,/)
‘ingful results dbout the outcome for women of taking '
vocational education progfFams that are predomlnantly
male. - QL,/'T/’p

- ) ‘ /
The regre551on anafy51s for males, agaln controlllng for
‘a series of s$ocioeconomic and labor market variables, f
failed to show any, positive return to vocational educa- )
tion, pooled over “all kinds of vocatiomal courses. In
regressions conducted separately for white, black, and’ .
Hispanic males, the coefficients were sometimes ’
positive, sometlmes negatlve, but not statlstlcally
.Significant. . R .

- -
Al * . . o'

. »
Meyer was able to compare the effects 6f vocational /%
education taken in area vocationgl schools with that
taken in comprehensive high sche®ls. Enrollment in an -
. area vocational school did seem to improve the likeli-
hood of positive economic - gains for-males (but nqt~for
females), although the gains were small. (pp. 29-34)

. b L.

When read in the context of the precedimg comments about
model specification and estimation sensitivity, these are fragile
conclusions, indeed. As we will see, Meyer (1982) has ddne a
masterful job with the data avallable (from the 1972 Longitudinal
Study of Education Effects), hut these data are not well suited s
to correct the deficiencies noted by Hanushek (1981) and Brown
(1982)., . ) .

Grasso and Shea's (1979) analysis obviously deserves mention
‘because it provided the basic input to The National Institute of
Education's (1980) Interim Report on ‘The Vocational Education

* Study. . However, Gustmafi and Steinmeier (1980), and Meyer (1982),
have offered good reasons to downplay the}r results. Grasso and
Shea- (1979) reported that' ) .

N .

W1th respect to wages and earnlngs, findings (based

largely on the NLS) differed by sex. Among males,

.enrollment in an occupational prdégram during high school

was on average unrelated to rate of pay and te annual

earnings. (It should be noted), however, that analysis
by specialty area, such as weldlng and automobile




rep ir, was not.pos91ble ) Iudeed, some ev1denct sug—
gests, that vocational graduates enjoyed slower - rates

" of growth in wages over time than did general graduates.

* " mmong \the females, business ‘and office graduated Wgere
found to enjoy higher rates of pay and ahBual earnikgs
than were general graduates¥®

. \ ’
Postsecondary tralnlng appeared to, produce benefits in
,wages and\earnlngs for high school graduates of either
sex (and, significantly, for high schoolidropouts, too) -
(p 183). - ~ € , '

04
-

These results are cited here only because they prov1de an ¢
opportunlty to illustrate how susceptible evaluation results are
to misuse. Daymont and Rumberger (1982), and Meyer (1982) have
demonstrated how.weak the 'designation "vocatiqnal education '
- graduate" is for analytical purposes. And Meyer (1982) has
- demonstrated the time sensitivity ©f earnings comparisons. -
Indeed; Gustman and Steinmeier (1980) quéstion the approprlate—
ness of earnings comparisons themselves. What, then, are we to,
mdke of the outcomes findings reported in the NIE (1981) study's
Final Report? There reanalysis of national data sets by The
Huron Institute is reported: ’ -

: . o S 2
wWhat, in sum, has been learned about the, outcomes of )
participation in ‘a secondgry. vocatlonal(§rogram° :
Evidence from ptior research and reanalysis of national .
survey data indicate fa1rly,cons1stently that females
who graduate from business and office progranfs—-the
majority, of females in ozcupationally specific secondary
vocational education programs--fare better insthe labor
market than fenale graduates of the general currlculum.

-

Evidence of dlfferences between male graduates of
secondary vocdtional and general proégrams without ‘post-
secondary education is not as strong as thdt for' female
"graduates. (VI1-20 and 21) .
Again, knowangxthat the earnings_ streams are time sensitive
renders these conclusions, based on national survey data collec—
ted within four years qf program exit, of, limited interest.

.

Thi's is an appropriate’ point,

.

.00,

to.reiterate why theory

is so important to proper outcomes .assessment,

1f female grad-.

uvates from business and of fice programs fare better than female
graduates of the general currlculum, is this "good" or *bad"? If
this program prov1des a skill that is deferentlally ‘rewarded in
a fluid (i.e., open, or accessible) marketplace, ‘it may be judged
desirable. However, if young women -who enter this curriculum
have narrower self-development horizons than their sisters who
choose other routes, this initial advantage may be masking a

rl
~ .
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longer-term truncation of opportunity. (Recall that Meyer's

analysis suggests .that even this initial earnlngs advantage.

Jdiminishes qulte gapidly.) Agjain the question that precipitates y ¥

the analysis is cyitical, as ig the driving force(s) Yehind the

- data collection process. : o -

- @ - .
Meyer's name has been mentioned throughout this paper up to

this point. Why is his work so special? Because he has paid

closer attentlon to the model spec1f1catlon and estimation issues

than ‘anyone else to date. This is not to say that he has re-

solved .the specification and estimation proBlems that others have N

warned us about. But he has shown, agalnn the sensitivity of

cdsults to the unique approach taken-

. , . o R . .

in addition to the results .that Meyer (1982) reports for

those who graduated only from high school (NCEP 1981, above), he

offers the follow1ng {mprotant observation: ) ’ . -

(T)he analysis should be extended to indiviauals in
" other lagor markets, for exampl=s, the market for cofleg

graduates or graduates of postsecondary vocational
.. schools. .The overall =valuation of vocational education

' should depend on its cifects in ali labor markets. .-

(Meyer 1982) . . ' . )

: : s \

Meyer subsequently examined the relationships among. post-
secondary plans, participation in vocational education, and post- <
secondary choices. 1t is important to understand these relation-
bnxps to estimate the indirect effects of vocational education on
earnings, through its iIntermedi te effect on postseécondary
choice. Meyer .(1982).conclud '

te

.

Lxcept for Hispanic men, we find that after controlling ’
*- for personal and. family characteristics and parental =~
schooling desires, hlgh school vocationsdl education does
i not increase the likelihood &f enrollment in_post-
B secondary vocational school. * For women, in fact, there
¥ is some evidence of substitutability of high school and
postsecaondary vocatlonal school, controlling for these
other factors. ' d

Although we cannot be sure that. 'sufficient control vari-
: i . ables have been included in.-the equations presented in ‘
' this section, we conclude that vocational reducation has

an important effect on the choice of postsecondary ac-

tivity, particularly on lthe decision to attend coll.ege.

(P- 21—) L 14 ‘ T

,

This optfon value of a curricular decision is well known,
Put too often overlooked in the literature. One aspegt of this
was mentioned in the sugges}ion that young women who enter

——

.
'
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busLnQS$ and o;ilce programs may thereby signdl their w1ll1ngness
to narrow the range. of subsequent employment. (The same cquld be
said, of course, Yabout sele¢te& other cﬂ01ces ¥} An analogy,
which the anthor recently saw in the sumcer 1982 issue of The
Occupational Outlook Quarterly, is found \in the unusually high
proportion of graduates from postsecondaéy education programs who
are actually teaching, in relation to the, proportlon of graduates.
from other baccalaur'eate progyams Who have entered "directly
related" occupations. 1Is this’ dlfferentlza ‘attributable to
positive or negative factors? Do educatioh majors have_narrower
(1 e., more well define¥) career obJectlves or are grauates
.from these'programs more limited 1n thelr obportunt1es°
. ‘ -

The potentlal importance of measurement error is exemplified
by comparing ﬂhe results dis®issed up to thi point, which were
derived from analyses of the National -Longitudinal Study of 1972
High School Senlous data, with results reported on the basis of
analysis of the same data, but which used the following defini- *
tion of high school tralnlng. "Any spe01al1zed tralnlng intended
to prepare.for immediate employment upon leaying school (for
example auto mechanics, secretarial skille, orenurses, alde)"
(Meyer and VWise 1982, p. 298). i

-

Meyer and Wise (l982) reported-: . \ ‘
We could find no measure of hlgh school vocatlonal or
industrial training .that was significantly related to
employment or wage rates after graduation. *The ,variable
lgeluded in the results. . .is high school training for
a particular job. We assumed that if any hlgh scheol .
tralnlng mattered, this tralnlng should. It doesn't.
We experimented with many dther measures of JOb related
tralnlng o« o ‘

% . Y -
We found none that was related to subsequent employ—
ment. This cannot be mnterpreted to mean that no train-
ing matLers; but it does indicate that none of the
-training in current high school curriculums, or at leas
that training systematically measured in the survey, is
related to ldbor:force participation after hlgﬁ school

-~ * . .
While traditional measures- -of academic success are
. positively related to wage rates, as are attributes as-
sociated with actual work -experience in Kigh school,
high school training, whicn is-presumably closely
directed to the development of job skills, is not. _

if hlgh school training contributes to the develop-.
ment of job-related skills, they are at least offset by
the loss in traditional academié¢ training related to job
performance. (pp. 307 and 313)°

’
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. The importance of proper model specification is further .
driven home by Meyer and Wise (1982): - ) "

- liours of work whlle in high school are very strongly .
related to weeks worked .in particular and also to waﬁe .
- Nrates in each of the four years follow1nqg graduation. '

- . The”evidence suggests that this is due to individual
attributes associated with worXing while in high schoo

these attributes may or may not be developed by this » -
experience. Together with the effect.on the hourly wage o
o suggests to us that training oq}y, without the attri- . -

butes associated  with work effort or doing well in
. school will not increase one s chances in the labor

N 2

force (p. 327) R . -
More detalled 1nvestlgat10n could 'reveal” particular
) types of students for whum high school .vocational
. training does enhance subsequent labor force experlences oo
“ . . " (p. 328). Y. ‘f -~ . )
. s Frank Levy, (1982) commenting on ﬂﬁyer and Vise, emphasizes
the importance of distinguishing between the Sklll bulldlng hypo-
thesis about the role of work experience while in school as a de-
terminanat of subsequent earnings, and the self-selection hypo— .
. thésis, which gives no credit, to skill development per se.  Levy
then offers a third hybothesas' "liours worked in high school may
,say something about people who can get work. ...Many of these
attributes, while uncorrelated with motivation, may be egually
unobservable in a typical data tape".

3

Up to this pqint, we have examined the best of the 'most re-

cent economic research on the topic of the earnings impact of . .
high school vocational education. All of these studies have, ex-
plored averaye effects. There is an alternative approach, which .

to my knowledge has not been adopted in analyzing vocational
education meacts on subsequent.earnifgs. '
The existence of unusually effective schools is an 1m— N
portant question for educational policy. IE exceptlonal
< schools. do exist, they may be replicable elsewhere; if
' : they do not,~we may need to consider radical changes in s
‘the educational system. . . . Methodologically,.like -
many previous studies, this study utilized regression
analysis of achlevement data, but with a completely*
« different emphasis. Since we were concerned with out-
llers/father than central tendehcies, we focused'not on = _
the regression line and its coefficients, but on the ‘ -
‘residuals from that llne. (Klitgaard and Hall 1973,
pe V) o - “

If we are tonfldent that non vocational’ educatlon effects
¥ on eaLnlngs can be "a@cdounted for by variables that are 1ncJuded

LI . A} d -
. .
\




then the remarnlng residual variance capn be attributed to vaca-
- tional ‘education's effect. S Ouviously, given what has been said
upt to this point, we cannot be confldent that these non-vocation-
) al education effects can. be controlled‘f r adequately The point
1 _ remains: If one sets oat to estimate ad@rage effects, they will
not reveal outliers. The question which.is asked llmlts the range

- i of” answers that can .be expected o L ¢
- 1“' . * o *

. L. It s concluded that no reliable evidence about the earnings
JAmpact’ o vocational education Is available. Substantial efforts
.are underway at this time_to cemedy this sitdation, but the data
‘sets available for this purpose are too limited to offer hope
that definitive results will be forthcoming. Nevertheless,
substantial progress has been made on the model specification
front (see, bn particular Meyer and Wise 198%, and comments by
Levy’ and Chamberlain. 1982 Daymont and Rumberger 1982 and
Gustman's 1982) . Coe e .
X Plnally, under the earnings subheading, should we even be ®
lookikng for earnlnrs difference between vocational graduates afid
some proxy for what their earnings streams would have looked like
* in the absence of the tra1n1ng° Gustman and Steinmeier (1980)

001nt dut that

.

(m)any studies of vocational training programs seek to
establish the differential between the discounted wage
streams of vocational and other program graduates....

< ¢
The wage differential found by these studies measures
the value of the vogational training program to the
marginal enrollee it the program. In other words,~1t
answers the uestion: If the program were to be' cut
back (enlarged) by one position, what would happen to
the wages of that person dropped from (added to) the
program? .More importantly, it does not answer the ques-
‘tion: What is the effect of the vocational training
. % program on -the wages paid to the N graduates of both -

programs? (p. 10)

-

All of the results reported up to this point apply to youny
trainees, who are.entering the labor market, on a full-time basis
for the first time. Fredland amd Little (1980) have examined

. similar issues for the National Longltudlnal Survey cohort:
) males ayes forty-~five through fifty-nine, in 1966. 'They conclude -

that

7.

3

(t)aken together, the results for the vocatidnal educa-
tion variables suggest that (1) vocatjional training is
specific rpther tham general, and (2) the contrlbutlon
of vocatiohal training is, at least in part, attribut-~
able to tyaining itself and not solely reflectivef%ﬁ

&
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‘superior abilities -of those who selected training..... .
If the effect of investment in vocational training is in:
fact job-speciiic, it would be highly desirable to
dlbaggregate by type of training received.and by ucecupa-
tion. Unfortunately, the externt to which ﬁlsaggregatlon
is possible for this stuwdy is iimited.... (?)ype of
training is reported in six broad. categories. .
Of interest here is the !ong- term contfﬁ%}tion to earn-
1ngs of vocational training. %o long~term contribution
is important in itself for pollcy In addition, a study
of the Long*run 1mpact can 1gnore temporary. ef fects and
cross—-over pqints that obscure results for short-run
studifs.

—

hd -

hd 1

liowever, - -

’ The results [for «rivilian, training are suggestive of
long~run returns to.vocational training, but they are a
less direct ‘test than are the military results because

¢ tde civilian training observed here is presumably of »
Jdiverse vintage. Some of the tralnlng may have preceded
the obiservation of eaRnlngs by as little as one year
(pp. 60, 64, 65) N o R Y .

3
’

) Lhe.leave thls assessment of- the earnlngs outcome with a keen
appreciation for the importance of the five questions posed at
the beyginning of he paper. The morass of technical issues that
confronts those o aspire to use rhe results of *the many analy-
ses that have been performed indicates how prlmltlve the state of
the -art really is. ! . ] . .

r -
Placement Upon Progfgm,ﬂéi;letion' . :

.

_ Brenner (Mational Comnission for Employment Policy 1981, pp.
21, and 22) cites the results of a case study undertaken in
Worcester, Massachusetts, by Ulszewski and Moss, to investigate
the extent to which small firns might rely more heavily upon
graduates of high school vocational education programs, because
these firms have a more limited internal training capability than

do iarger firms. (Brenner cautions that "one cannot make state- ’
g

ments about the national effects of vocatioral education from a
single case study.") .

- -
.
. -

The Viorcester study finds that high school curriculum .
does influence employment outcomes--in both the initial
(1969) and later (1977) survey, men and women were found
to be employed in different occupations and industries
than were their nonvocational counterparts.... {(N)o
significant difference-was fouand among the graduates of

X,
“
2
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the different curricula in the firm size of employment.

(National Comnission for Employment Policy 1981, pp. 21,

22) . .

_ The relevance of training-related placement is, of course, b - -]
dependent upon which of the four .theories of the link between’
vocational education and labor market outcomes one accepts.
Placement is a transaction, with no direct well-being connota-
ticns at all. If skill enhancement is an important direct out--
come of vocatlonal education, and if the immediate use of these
skills is an lmportant intermediate conduit to higher earnlngs, .
and if an appropriate classification of training- relatedness is
available (cf., Golladay and Wulfsberg 1981, pp. 209-216),. then
this outcome is interesting.: However, many other possiblé ties
between vocational education and  labor market outcomes have been
mentionel up to this poirt, whlch do not require tralnlng—related
placement in any way. I is quite 90551ble that, evidence of a
high traiaing-relgted pl< ement rate is, at the same time, indi- ,
cating a limited range of appllcablllty of the skills learned. 4

" This may be des;rable, but .then again, it may noi be.

Enhanced Job Advancement

’

Initial placement has no direct well-being connotations, but
subsequent advancement certainly does. What role does vocational
training have in determining upgrading opportunities? Using data .
from the 1/1000 sample of the 1970 Census, measuring occupational
mobility between 1965 and 1970; and "the National Longitudinal
Survey male cohorts, measuriny moblllty between 1966 and 1969,
Leigh concludes:

Across age groups ang samples, genérally positive re-
sults were obtained for® the various categories of for-
mal vocational trairiing available in the data sets. Us- ,
ing the Census sample, training in business and office -
. work and in engineering-science technician programs was
. generally found to have relatively large impacts on oc-
cupational advancement. Tqalnlng in trades and crafts .
was, also observed ta positively.affect the occupational
. upgrading of blue-collar and service workers. < For the
NLS, samples, postschool training programs provided by
pusiness colleges and technical institutes and by em-
ployers generally appear to have the strongest impact on
occupational progression.. . . . (T)he evidence reported
. in this chapter is not consistent with the existence of
g a systematic racial differential favoring wirites _in the
impact of formal vocational training.. (Leigh l978f‘@<\
‘£ 110) . >

. 4
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Selesnick (in boceringer 1931, pp. 55-79) examines surveys of
participation in 1ndustr1al training programs, and concludes
" that r\ .
T - \
(d)esplte all the talk ab ut the new importance of "hu-
man resource development,"\training is still emphasized
by only a small group of large employers who operate the
most prestigious and successful business establishments.
And even these employers are reaching only a small pro-
portion of their workers with training. Many employers
fail to train not only because of economic and financial
barriers, but also because of lack of understanding of
the need for and value of training programs in their

operations and in their relations with employees. 1In )
., i addition, many small- and medium-sized firms lack ) .
tralnlng ehpertlse. o N

On the basis of the studies of which I am aware, it is
virtually impossible to document a connection between vocational
education and subsequent promotignal experience. All of the
model specification and estimation issues that were raised under
the earnings outcome apply to this topic, too.

Only three, out of eighteen, outcomes of vocational education
have been discussed here: earnings, training-related placement,
and upgrading. The anecdotal evidence of which I am aware, per-
taining to the other outcomes, does not warrant mention. Fur-
thermore, I am unaware of evidence that meets the standards set
forth in the preceding pages and addresses the "target group"
topics (i.e., the aged, disadvantaged, handicapped, minorities,
and women). (See, however, Shaffer, West, and Stefens.1982).

Wouldn't some evidence, however unrelicgble, be better than no
evidence? No. One of the major barriers to effective ‘evaluation
is persistence in offering unacceptable evidence to unaware con--
sumers. In Thurow's words: "To make vocational education pro-
grams successful, it is necessary to ascertain where the conven-
tional model of vocational education is correct and where it is
anorrect" (Thurow 1979, p. 326). )

S0, where do we go from here? Pannell points the way in her
conclusion'phat
(b)ecause the education and training system is so .
diverse, it provxdes the opportunity for testing and
analyzing various approaches to common pollcy programs .
thether. we are interested in deciding if it is .mgre
. ___efficient—te -finance education through subsidies to —
T dindividuals, or to training institutions, or if we wish
- to identify the effective division of training responsi-.
bility between schools and workplaces, or if we seek

L4
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vetter ways to equallze cmployment opportunlty-—the

system itself embodies a wide range of useful exper=
iences. (in Doeringet and Vermeulen 1981, p 65)

We are back, to the pre01pltat1ng questlons. why, what,

how, where, and when? What questions should we ask, toward Whlch '

objectives? What standards of evidence should.we .establish? How
should we proceed to satisfy these standards° This section is

) concluded with brief observations about the other fifteen pre-

selected outcomes, with an eye to the economls§ s conceptual
approaches.

o’ Awareness of need for basic academic skills: This .
appears to be an exceedlngly complex issue. Measurement of the
awareness itself (in absolute or relative terms? and, if rela-
tive, with respect to what basis for comparison?) and the re- .
sponse to this awareness must be accomplished.

o Satisfactoriness to employers.: Why should vocational
education completors exhivit Aifferentially high ratings? With
respect to whom? ~llow will we disentangle attributes that are
independent of the vocational program per se from those that are
internal to that program (the self—selectlon issue)?

o Trained workers for labor market ‘needs: There is an ex-
tensive literature that examines the appropriateness of this as a
goal (see Shackett and Stevepns 1982). The basic p01nt is that

substitutability among types of individual attributes is not well

understood. Nonuniformities abound in employer behavior. The
very definition of labor market "need" is fradght with ambiguity.
(Also see Grubb 1979; Thutow 1979.)

. -

o Motivation for educational and occupational ‘achievement:
Presumably, motivation flows from perceived opportunity with and
without vecatienal education. Since the actual labor market con-
sequences of vocational education atre so poorly understood, it is
difficult to.imagine that motivation , can be driven by &accurate
insight. Therefore, to the extent at”achievement motivation is
‘enhanced through vocational educatfion or on the basis of a unit
of analysis that is acceptable for this purpose, but not for
evaluatlve uses.. . S

o ‘Acquisition of useful occupational skills: While the

field ‘of competency testing is not without controversy, the .

acquisition of skills can be ascertained. Whether these skills
are "useful” is somewhat. more subjective. To whom? ) -

o Positive attitude toward work: There is likely to be a
serious self-selection problea here. Those who don't have posi-
tive attitudes are less likely to be working. -

o L

Lo




.0 Increased productivity: llow is this to be measured, ///
.independent of co-worker and organlzatlonal affiliation influ-
arices? Is produCCLVL%y embodiéed in each individual, to be -
carrled around from place to place, or is it embodied.in each un-

19Ue job settlng, to. be accesscd by whoever wins 1ncumbency°

4
o-¢ Development of safe work habits and technlques. The

similtaneity problem arises here. There are many correlates of
safety-‘alertneSs, attitude,. physical dexterlty, etc. Some of

these may also be correlates of the decision to part1c1pate in a
vocational educatlon program . ; Lo

o Bnhanced Le@dershlp capabilities: fThe question of
avsolute versus differential accomplishment arises here. Should
those whe cumplete vocational education programs be expected to
exhibit relatively greater leadership qualities? If so, why?
And, how will the self-selection blas be controlled for here°

o Upgradcd occupatlonal competenc1es: I do not understand
how this differs from "acquisition of useful ogcupational
skills." . '
.0, Increased potential for entfepreneurship: I see no rea-- ]

son why this should be considered to be a desirable outcome of
vocational'education, any more than for any other preparatory
program. :

e Increased job satisfaction: Assuming that the self-
selection problems can be resolved, this should be measurable.

o, Improved quality of work: .Relative to what K standard of

comparison? Again, self-selection_bias will bé a confounding
T e———

factor. oo - . . \\\\f

0 Retrained workers: 'This also overlaps with the upgraded
occupatlonal competenc1es outcome. ‘

., s . L .
o Reduced dropout rate: " This may well be the most diffi-

cult outcome of all from which to tease out an independent vcca-.
tional effect. . -

L " ‘ s

Conclusions

Several readers of a draft manuscript of this paper expressed
concern that the economics discipline must offer & more positive .
assessment of the appropriateness of at least some of the eight-
teen outcomes examined than is reflected in my review of the
evidence. Part of this confusion about the economic evidence
results from a failure to distinguisﬁ between acceptance of an’
outcome as appropriate and interpretation of the -existing —-—- ————

L8
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evidence bearing on that outcoe. I reiterate that it is not the
economists® ‘task to choose appnopriate outcomes; it is their task
to examine the evidence that is pertinent to outcomes chosen. by
others. And economists would .[iffer among ourselves about the
- relevance of speCific outcomes because they do not ‘agree on the
theoretical explanations for observed labor market behavior and . “y
earnings patterns. . . . - . \
President Reagan-will Sign the Job Training Partnership Act

of 1982 w1thin hours of this writing. This legislation accepts
earnings improvement as an effectiveness measure. Vocational
S education,, at both Lhe_secondary and postsecondary levels, and in . e
-both pudblic -and proprietary forms, has an important role to play

in promoting this earnings improvement. Oour expectations in this

regard are not globally determined; that is, we cannot speak in a

meaningful way about "vocation'al education" as a single uniform -
entity The role of each class, curricular program, institution;
and school system is molded by historical factors, gurrent : e

funding. levels,,administrative personalities, and tur £ battles,
which encompass many forces extending far beyond the narrow
onfine of efficient skill. enhancement. "
L3 " ~ .

In "The States' tluman Resource Development Role in Response to
"+ Poteatial bmployment Crowth and Emerging Occupations," I recently -

-concluded that: -
"A RIS |
I would expect to see even more cEeativity exhibited in ,
cooperativeaanp%ngements invglving public vocationail .
schools, comnun ity oolleges,qnipprietary institutions, ]
and employers- arrangements in .which the public/private o
. ‘listinction is blurred even more than it has been to ’

date. At the same time, "holdouts" will remain, becausé -
. incumbent insecurity among the administrative and
] . instructional staffs at some public institutions will -
C -~ effectively bar acceptance of-the types of partnerships .
exemplified. . . . ) . 2o
‘The appropriateness of outcomes for-vocational education

will. be determined, in part, by citizens' 1mpress10ns of this .
sector's role in promoting equitable opportunity for deserving
individuals. The definitions of these words mean different
things to each of us. This is why substantial ambiguity, of a
functional type, must remain in the .statement of appropriate

outcomes.
. 1
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; . QUESTIONS AND ANSWERS?® N
"ON OUTCOMES FOR VOCATIONAL EDUCATION*
’ - ECONOMIU PERSPECTIVES" ’

A’

Question: Could’ you expand on your comments conCernlng the
“conclusions that can be drawn from the vocational
. education earnings data? - T
Stevens: I can't answer that question in an,extendeq,Way. I'bz//
cite arnumber of empirical studies in the paper to’'point out that
the models differ, the estimating techniques dlffer, and the -
criteria upon which the results are analyzed differ. What we do
know from the statistical analyses that have been done is that
there is absolutely no guestion thatc«the relevant coefficients
jump all over the place, depending upon what factors you have 1n
a model and what factors you don't have in a model. What that
means to me and to a number of other econdmists is that we cannot
say with confidencedthat there is or is not an earnings impact.
I can't tell-you what the ideal model would be. There are non-
" economic factors, institutional labor market factors, and educa-
~ tion factors that would be . included. THe problem is that the
more factors we load into these models, the more difficult it
becomes to say anything reasonable about any one ,of them. ‘Most
importantly, it depends on what guestior® you want to answer.
Ayain we come back to the unit of analysis: Why are wo#looklng
for an earnings impact? At what level are we looking for an
«€arnings 1mpact° What standard. of measurement are we going to
accept? For example, if the Congress decided that we would have
to find a thousand-dollars a-year earnings difference between
vocational education graduates and any other group five yéars
after graduation, thén we could set up a stabtistical ‘investigar
tion that would tell us whether that exists or not. ,Congress |,
probably isnlt int®rested in that amount of precision. Nobody
has the proper model specification, and no one has laid out what
the ideal data set should look like.

‘y . N

Question: Is it not true that you said in your paper that the

. district data, such as the data Borus is collecting,
are inappropriate; or is your point that there are
too tnany possible models to analyze the data?

Stevens: First, there are measurement errors, and there are
omitted variable.problems. Ve could get any group of five, ten,
or thirty disagreenments about what variablés the model should

<

NOTL: The questions were generated by buzz groups at the Working
Conference. Dr. Stevens' responses to,the gquestions were
transcribed and edited.
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include. Second, some people are human capltal deyotees of the ]
most narrow sort. They will have more confidence in the use of '
the data you refer to, for example, then .adherents from any of ' '
the other three schools of thought mentioned, because human )

capital devotees are more comfortable looking at a narrow.range ,

of influences. Others would discount such narrow approaches com-
Pletely and would say you're simply not looking at the right

thing. That's why I quoted, Bowles and Gintis; the Marxist

approach would coime at the 1ssue from a dlrectlon 180 degrees
different: - . ,

o

,- L}
. ) ‘ )
- Question: Such 1nfonnatlon would be practical if the vocathﬂ/;
‘ education budget were cut by 90 percent.- Under such
circumstances should vocational educathn admit only

v the best of the applicants, or should it admit the

4 mos t needy’ . , , .
R Y - N - . N .
’

Stevens: This is an issue that economistsjtas ecqQnomists, Zren't
the appropriate people to.answer. I indicated in the paper“that .
. it makes a big di fference whether you are looking for average -
effects or marginal effeqts. 1It's one thing to, say that pro-
grams, at the level and curricular mix we are now running them <
and with the current student constituency, have an estimated eco-
nonic effect. 1It's a totally different matter to ask: If we had
a different student body, what would the results be? Or, if we
nad 50 percent ‘nore, or 50 percent less federal funding, what |
would the resq}ts be? These are questions economists cannot
answer very well at the present time because our models simply
are not precise enough. I'm not aware of any other discipline's
models that are precise enough to give us estimates of that sort
either. Again, there is an important difference between asking,
what the average impact of what we are doing now is, versus what °
would happen if we made a dramatic increase or decrease. -
Someone wants to know why I evaded the question: What would
an economist say are the appropriate outcomes? I didn't commit
myself because there is no single economic perspective. One' s’ .
choice of appropriate outcomes depends very much ppon which story .
is believed. Inﬁmy own view, it is not for an ‘economist to de-~ .
cide what is appropriate. I agree that we could go through each
of the four stories and say, for example, if I believe in the .
human capital story, here are the outcomes I would expect to ob- ",
serve. Or, if I believe in the segmentation story, there are the
outcomes I would expect to find. But, it would have to be four
Jdifferent lists, rather than one list. - T

- - v
Question: Recognizing that there is no one'economlc perspectlve,
' . however, choosing any perspgctive you wish, can you
answer the duestion, does vocational education make a
difference economically?

3
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| I . . . - .
Stevens: No,.-1 can't aﬁswét that guestion. With respect to
‘what? You see, that again comés back to the question, does it
make an impact for handidapped students who are in partlcular .
programs? Yes, in some cases; :no, in other cases. Why aren't
there more handicapped students in a w1der variety of programs°
Can you give a global response? Why aren't women found in a
broader spectrum of programs? Do the programs in which women,dre
enrolled have an impact for those women? That's’ one question

. that I did answer with some confidence: The evidence does sug—

gest that for traditional fenale prograns,“there is an earnings
impact. The evidence suggests that for women,Who havé been en-
.rolled in home economiCs programs, their earnlngs decline over

time, relatlve to, other women. We could spend the rest of our

t ime explorlng the question: "Relatlve to what?" Should Con-

gress cut all funding for home economics, on the of that

Q@ ev1dence" N ’

-
Question: Would an economist cut all funding for home economics?
' ¢

<o - - i
Stevens: 1It's not for us, as economists, to say what the equity, -
efch1ency, and effectiveness weightings should be. I have per=

sondl views about these wéightings: I think we give £ too lit-
tle attention to the equity aspect. With regard to ficiency
.and effectiveness: These are totally dlfferent concepts. You
¢an run a very efficient progran that has &n impact on nobody,, or
you can run a very inefficlent program that has a very important
impact on a lot of people. This is a very important distinction.

So, would I adyise my elected,representatives to take money
out of home economlts, on the basis of the earnings pattern
cited? 1I.would say that the evidence seems to. be strongest in

‘this one area. ‘There does appear to be a negative earning ef-

féct.. If the people in.Congress want to put a lot of weight on
that, I say that's their business. But let's come back to the
business and office program issue. We don't have any longitud-
inal data to tell us whether women whose earnings are initially
positively affected have fewer, life options thereafter. If they
do, then that early positive carnings impact is something that
should be dleOUHted I-woull put more empha51s on subsequent
opportunityfthan 1 would on édrly earnings 1mpact.

Question: Are there any theories or Models that would help

vocational educatdrs make dec151ons about high cost
programs with low enrollments, versus low cost pro-
grams with high enrollments?

N

N C /s
Stevens: Yes, twenty years or so of the cost-benefit analyse

address those kinds of questions. We can cost out the prOgrams,

although we would get dlsagreement on wlat you should include as

Yo
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‘Costs: institutional costs, individual costs, social costs, com-
munity costs? And you can pose the same questions about the
benefits. Wwe can ebStimate co°t—ef£ect1veness, but again, I would
ask: "what do the people in high-tech programs look like, and
what do the people in the DR program look like2" Do we care
about this? Almost anybody can guarantee a high economic 1mpact.
If vocational educators work closely with employers they can ‘
almost guarantee high-training related placement rates, job
. stabidity, and maybe even earnlngs improvement. That's not hard
to do. FPEmployment services have: been doing that, for years. Give
them the rules, and they'll devise a way-to satisfy those rules.
Whatever rules are established (i.e., whatever the rewards are)
is going to drive the system. You tell me whaf you want to look
at and I'll tell you what that institution is going to be doing .
two years down the road: .

3

Question: If we're not asking the right ¢uestions, what are some
of the questions we should be asklng, and how should

we be asking them to get an economic perspectlve for
what the outcomes of vocational education should be? .

’ ‘.

*

‘Stevens: At the federal level, .I think target efficiency is a’
critical issue. , That means: Are the federal monies going'to L
serve only those whom you want to serve? That's an important.
gquestion that an economist can investigate. Again the available
data are limited, but certainly our theories tell us what we
would want to look at. .My reading of the available evidence sug-
gests that federal money is not allocated in a target-efficient
manner at all. The dollars do not go to serve the target groups
-that are spec1f1ed in the legislation. There are a lot of
reasons for that, some of which }d have to take off my economist
hat to-explain. Again, we do not see the enumerated.target
yroups as very widely represented in federally relmbursed
programs.  Something ‘has gone wrong.

Question: . Some of the currenL actlon in employment tralnlng S
programs seems to be moving towards the establishment .
of per formance standards. It would seem that this
means attention would be given to placement rates,
earning rates, and measures this type. Assuming
that the Department of Labor is heavjly influenced in '
their thinking by econpmists, why the, two diverse .
points of view? . : ) . :

Stevens: , There's no question that the Department of Labor is’
going down the per formance standards rpute. It's going down that
route, despite what I consider to be overwhelmlng evidence that

attempts by the federal-state employment service system to estab-
lLish such standards have, to date, been a’'failure. There's an

-

v
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inertia, a feeliny that perfonnance standards will increase the
efficiency of ‘the affected programs. I would say that 90 percent
of the economists who are housed in the Department of Labor are |
human capital devotees. They believe in a very tight connection
between skill acquisition and improved employment opportunities.
If you look at the articles I have cited--and I would urge you to
try to find counterevidence--it is clear That our models aren't
good enough to support per formance standards. You have to be
able to say: . "Here's what matters." {If you're going to estab-

- lish standards, you have to be confident. I'm not aware of-
anybody who is confident that you can rely upon a formula to say:,
"DK, St. Louis, you're falling below the earnings improvement
that would be expected of you, based on these four variables in
this regression equation." - ’

Question: But if you're a congressperson from Detroit, Michigan,,
I'm sure the placement rates are a very important )
issue in the €valuation of programs. - .
v -

Stevens: ©h, sure. The fact of the matter is that I've had con-

tracts with various umits in the Department of Labor since 1977

to work on perforpance measurement issues. In Missouri, because

we have a godd working relationship with the Division of Employ-

-ment Security, we have longitudinal files of earnings and demo-

graphic characteristics of the participants. 1It's one of the

majo: datd sets that are available in the United States to inves-

tigate these kinds of quéstions. I'm trying to 4mprove these -~

estimates, but I wouldn't allocate federal funds on the basis of

-“them alone. .

-
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. change was slow. _For generation after generation, people

. - -

TECHWOLOGICAL DEVELOPMENTS AND SOCIAL CHANGE:
SCME IMPLICATIONS FOR VOCATIONAL FUTURES IN EDUCATION

Harold G. Shanwe .

" Indiana University
Bloomingtoen, Indiana

Introduction’- , ’ . .

During mos€ of the long human narrative that we call
history, the outcomes f¢r vocational education were reasonably
safe to project. People were born in and died in more o¢r less
the same technological and social milieu. Whether in Julius

' ’ ? ~ . \ . S A
Caesar's day or in George Washington's time, %{he general pace of

employed similar tools, used analogcis beasts of burden, and .

brought s%milar weapons to their confrontations. .
Of course there were innovations. Alexander the Great

inherited from his father the newly devised Macedonian phalanx, a

primitive predecessor of today's armoured divisions, with which

to-humble his foes. The English longbow began the decline of the -

armour-clad warrior at Crecy and Agincourt during the Hundred

Years War, and gunpowder changed.eighteenth century warfare. But

on the whole, social changes and E%chpological developments were

glacial from generation to generation.’ The farmer's son became a

husbandman, the cobbler's Iad, a cobbler, and thz smith's boy a

blackswmith, too. N

After the Industrial Revolution began in England--and then -+
spread beyond i.s island sHoces--the tempe of change began to i )
increase, and in a few Centuries, there were more technological 5

and vocacional changes than in all previgus millennia. As one
result the opportunities and outcomes of vocational education bhe-
gan to go through massive mutations. : ’

By 1900 it was possible for a forgotten prophet of portent-
ous changes, John Elfreth Watkins, Jr., to write in greav detail
of a new century that would be rife with new vocations, demand
new skills, and require profound and extensive changes in U.S.
and global “education. ‘ : .

[y
-

Years before the Wright brothers lofted.their rickety flying

machine, Watkins (1900), curator of the U.S. National Museum in

Washington, contended: : . \
Fleets of airships, hiding themselves . . . will\float
over cities, fortifications, camps or fleets. They will
surprise foes below by hurling upon them deadly thunder-
bolits. These\aerial war-ships will necessitate bomb-

- proof [shelters] . . . (unpaged).
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Less ominous among his carefully reasoned preulctlons of
elghty—three years ago were the followirg:

Fast electric ships, crossing the ocean at more than a
mile a minute, will go from New York to Liverpool in two -
days. The bodies of these [hydrofoil] ships will be
built above the waves. They will be supported by run-
ners, somewhat like those of a sleigh. Thesé runners
will be very buoyant. Upon their undersides will be
apertures expelling jets of air. 1In this way a film of
air will be Kept between them and the water's surface.
This f£ilm, together with the small surface. of runners,
will reduce friction agalnst the waves to the smallest . ..
possible degree. Propellers . . . will screw themselves . -
through both the water beneath and the air above .-. .-
cabins artificially cooled will be entirely fireproof.
(unpaged) .

Even Watkins would be amazed today at the massive changes
that_have occurred just in the few decades that have passed since
1940 Writing in The Futurist magazine, blophysic1st John Platt
(1981) cites convincing evidence of the 1ncrea51ng leOClty of
change in our lives and points ‘out that in the last forty years
there have been more major biotechnical and social developments
than in the past sixty centuries..

Consider the educational and vocational impact of the future
which has crowded and compllcated our recenf lives with such in-
novations as these.

Jet pawer - - Lasers

Saturn fly-bys ICBMS

Nuclear power and weaponty . Moon landings )

Endemic TV and telecommuncations Tite pill ; .
Artificial life forms'- In vitro conceptions .
Major organ transplants ~ Cloning of mammals

Robotics - } Holography

In-utero surgery Gene splicing

4he microchip

Such develovpuents as those included in the sampling above <
have, for the most part, a dirtect bearing on the eighteen "out-
comes attributed to vocational education" with whlch the National
Center. is concerned Ln the present project.. . .

To summarize, change has been a part of life since humans
began their ascent from foresL and cave, but what is uniquely
new in the twentieth century is the experimental nature of
developments triggered by sc1pnce and applied technology.:

The "big question" with respect to tomorrow's vocational
educatlon is the question of vwhat reasoned conjectures suggest

Ta24  R32
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 thn derived from probable future needs. ) -

with respect to the futurc of the world of work in the U.S.. Thé /
remainder of this paper is concerned with (1) the nature of the = - A
forces that have sown the present harvests of turbulence .in .
virtually all parts of the globe, and (2) speculations about the

probable influence of those forces on the "eighteen outcomes" .
attributed to vocational education.. . . ‘ o B

-~ : - 4
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- Some Sources of Turbulence With
Relevarice for Vocational Educators -

>

. v

In the America of ‘yesteryear, it was. a common practice to
conceive of "good" schools as_the schools’ that already existed
but with their problems removed. This point- of view provided
guidelines, for example, when Conant (1961) wrote of the American
secondary school and subsequently contrasted the educational
needs of slums and subyrbs, and still later, of the implications.
of his work for teacher educatlon. Typical- (and at that tlme,
approprlate) points that he made nearly a quarter century ago
serve to illustrate the 1mprove-Schools—by—remov1ng -their pro-,
blems" viewpoint. Today they sound like platitudes:

The schools should be glven the responsibility for edu—

cational and vocatlona& guldance of youth after they

leave school until age 2l. This will require more

money. i ’ .

Erapl oyment opportunities in the large cities must be.
promptly opened on a non-discriminatory basis. Because )
of the attitude of management and labor thlfncan be done ) .
only through the use of federal funds. (p. 146) .o
ertlngs of the 1950s‘and l9605,,and the enormous invest- :

ments in education sponsored by the Johnson administration--

spen'dinyg that scholarly opinion encouraged——were bold ones for

the times but merely attempted to improve the gtatus quo of many

schools and involved little, if any, significant effort to create

different schools or to seek a more relevant approach to educa—

Developments of the late 1960s and of the 1970s final ly : b
hegan to challenge elducators' assumptions that the same schooling
that existed in the '50s--if lubricated by pore local and federal
monies--could solve many of our social and educational problems ‘
in the U.S. and carry us toward a truly Great Society. Further-
more, as the 1970s waxed and waned, a combination of .catastro-
phies occurred. These included a ‘war lost in Southeast Asia, the
traglc deatis of Kent State University students, a president
resigning in disgrace, an energy cdrisis deepened by extravagant
use of enerqgy .and the OPEC embarqo, inflation and growing debt,
academic score decline, greater overseas industrial competition '

.
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from nations such as Japan and west Germany, mountlng Uu.Ss.~- ol
U.S.S.R. tensions, and the Iranian hostage crisis. Their con— -

binedsand cumulative effect convinced many Aiiericans that what

could go ‘wrong would. Furth&rmore, to many citizéns it seemed

that a "normal" day had become one that was decidedly worse than -

- yesterday*but better than tomorrow would be! Gradually, in the-

course of the tlecade, it became apparent that the future-- along

.with a number of other social 1mperat1ves—~was going to require

different teaching ‘and learning experiences rather than the

traditional curriculum content of past decades.

. As one outcome, a substantial challenge is facing present- .
day leddérs in education! They are the onegs confronted with a
spectrum of some’ of the most urgent problems--to evolve in the
entire century——as well as with some of the most important
eﬂucatlonal opportunities. And vocational education and guidance
in particular, as the U.S. bécomes more and more an information
s001ety with tertlaryl JObS prollferatlng,‘is coming under
great.pressure to derive viable guidelines for the future.

With this preamble, attention is directed to ten sources of
turbulence that promlse to permeate society and its educatlonal

components.2 . ° - . < -

+
»

Competing Ideologies : ‘ .

One of the deep roots of the chain of crises in which our
aje seems to specialize is related to the.disconcerting divi-

. sion of opinion regarding the desirable social, economic, and
blospheric policies by which humans should choose to live, On
the one hand are the proponents of frugal technologies, who seek
recognition for (1) the limits to growth widely publicized fol-
lowing -the 1972 Club of Rome treport (Meadows 1972), (2) more
social innovation, (3) more eguitable distribution of the world's
resourqes, and (4) voluntary simplicity in our life-styles, and
similar social and econological transformations.3

Opponents of the 'transformational" approach are likely at
present to advocate "relndustrlallzatlon," that 1is, rebu1ld1ng -
the frec enterprisc system by investing large capltal sums, con-
gentratrng oh LELhnOIQICdl research and development, and creatlng
a larger "economic pie" to increase material affluence, rather,
than cutting .the present economic pie into smaller slices.4
Supporters of the two ideologies tend to be equally prestigious,
and more or less equally convincing. Detailed. presentations of
the two ideological postures, by the way, were made by Spekke
(1975) and Marien (1982). Marien's dichotomy appears in figure
6. ) A . .

-~

.Beyond doubt, the work places of the world and vocational
education will be enormously influenced by what choices and

< »
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FIGURE- 6

RHICH BASIC LONG-TERM MULTIFORD TREND?.
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Metnods

_Affluence
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Post-Industrialtism
.As Service Society

Growth of a high-technology, materia]?
af fluent service or inférmation society,
as described by Herman Kahn's “Basic
Long-Term Multi fold Trend” (The Futurist,
June 1979 and various books by Xahn and
Hudson l~.>utute staff).

Increasingly sensate culture {empirical,

_secular, pragmatic, hedonistic); recently,

an almost complete decline of the sacred

Accunulation of scientific and technologi-
cal knowledge * -

Institutionalization of 'teChnological
change especially research, development,
tnhovation, and diftusion

Increasing rote ot bourgeois, bureaucra-
tic, “meritocratic elites; increasing
literacy and education for all

Increasing military capability of Western
cultures, and recent diftusion of military
technology to non-Western cultures

Increasing ot world dominated or greatly
intluenced by Western culture

Increasing naterial af tluence

:

Increasing rate of world:population
growth, until recently N

Urbanization, urban sprawl, and growth of
megalopolitan areas and rural areas with
urban amenities .

~

Increasing recent attention to macro-
envirormental issues

Decreasing 1mportance ot primary and, re-
cently, secondary occUpations; soon 4 de-
cline in tertiary occupations and eémphasis
on advanced quartendry occupations

.
-

Emphasis on “progress” and future-oriented
thinking, di scussion. and planning; social

. engineering

Increasing universality ot this multifold
trend and increasing tempo of change in
all of the above

.

Pos t-Industrialism »
As Self-Reliapt Society

Movement "téward a more decentralized

and ecological]y oriented society,

addressing the full range of human .
needs; essentially, a reversal or modi~ D
fication of the long-tem trend to

_complex, depersonalized systems

Greater spirituality, with cultural

rmovement. toward a synthesis of Spi ritu-

a¥and secular, “rational” and¢ “mon-

rational," Eastern and Western tradi- .
tions “

lndustrial era paradigms underlying
much “knowledge” questioned, as is
reductionist triyia; more use of holis- . .
tic methods to cope with complexity '

Institutionalization of technology °
assessment; more erphasis on appropri- .
ate technologies :ind calculation of

total costs

Increasing emphasis on self-help, par- ;
ticipation, and questioning of profes-
sfonals; growing stress on learning

' needs and igriorance

Increased efforts to reverse the trend
to militarism in a1l cwitures; develop-
ment ‘of global peace-keeping structures
and ams gontrol agreements

Increasing etfort t» limit domination
of Western culture and allow suvival of -
indigenous cuttures .

Decreasing material affluence as costs

of over-development exceed benefits;

broader quality~of-1ife measures

developed and employed «

Decreasing. rate of world populatlon
growth

Declining drbaﬂization in rich nations
and growth of non-metro areas relative
to metro areas; in poor nations,

efforts to stem growth of rural-urban

migration

Environmental costs included in new and .

more holistic measures of “progress” Y

and “growth™ 1 M

Stabnity or decline in service sector; -

more mphasis onself-reliance,

self-service, parttime employment, job

sharing, small fams or partly self ,
-suff{cient homestdads; new

occupdtional categories necessitated I

Emphasfs on new human needs-oriented
detifit of progress"- serious
consi¥eration ot preferred alternative
futures replaces forecasting .

Increasing universality of this
multitold trend and increasing tempo of
change in all of the abov¥

SUURLE: Marien 1942, p. 23




compromises are made between thae conflicting ideologies. The .
decisions, reached will determine whether we move toward (1) a
high-growth- high-equality option, (2) a high-growth- lows
equality choices, (3) a low-growth- high-equality decision, or
(4) a low-growth- low-equality option. Equally important: to
what extent in the future will our choices and our behavior be

directed, dlSCLpllned or determined by the demands imposed by = .

the b:Losphere”5

<

.Problens of Governance

In part because of the historical llnkages between the
government and vocational education, the burgeoning problems of
governing ourselves have become of enhanced importance where we
contemplate our eighteen future outcomes. 1In recent years, as a
result of our problems of governance, one could almost smell
society's insulation burning in Washington, D.C. and London, in
Warsaw and Moscow. At the same time the pages of history were
stained again and again by warfare in El Salvador, Afghanlstan,
Lebanon,. and the Falklands. These. developments bring up the
guestion of 'what steps can we take in U.S. democracy to cope with
the complexity of reaching wise governmental pollcy decisions in
a period of 1ncred1bly rapld changen

When Abrahan *Lincoln was assassinated, .Queen Victoria did
not learn about it until ten days later. Now responsibilities
and problems such as'those enumerated create what may go down in
history_as an "age of escalation"; one in which events transpire
so rapidly that, instead of a ten-day lag in learning about

events, newscasts often adylee the audience of what will be said

in a preSldent s or in a prime minister's:.speech hours or days
before it is given. L : ‘

.

In addition to the speed with which change. occurs and the
“instant decisions" that sometimes are required, problems of gov-
ernance that threaten us include mountlng deficits, a national
debt that passed the trillion mark® in 1981, and self-interest
and single issue pressure groups. In Time (1982, p. 54),
‘Canadian Prime Minister Pierre Trudeau is quoted as saying, "We

. Seem to be mov1ng from crisis to catastrophe." Governing bodies,

as they survey rising costs, debt, inflations, and the mounting

expense of the, entitlement programs into which they are braided,
may be obliged to accept the conclusion that- policies reflecting
some 1n3ust1ces rnay be perferable to fiscal collapse and ruin!
Clearly, various dilemmas of governance will continue to be
sources of national, and 1nternatlona1 turm01k'for the foreseeable
future. .

Rising Public Aspirations Turning to Frustrations

During recent years in the developed nations of Europe and
in the U.s., people began to assume that they would enjoy an
LY ‘ ’ g
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ever-impraving standard of living. In addition to pay raises,
they began to expect more and wore social welfare programs funded
Ly the government: pensions, medical and unemployment coverage,
and low-interest college loans.’ The likelihood at present is.
that many persons have expected and taken for granted certain
material goods and benefiis that may not be there in the late
1980s and 1990s. This situatiun is an obvious source of social

" turbulence, especially if, as Caldwell (198l1) put it, "For the
~world of the West, there is thie possibility that both personal

freedom and welfare may have reached a peak, or at least a
plateau, after wmore than, 200 years of progi:ess."8 Should this
occur, Zimbardo (1930) déncludes, there will be profound - struc-
tural changes in society, and the frustration of great’ expecta-
tions may lead to widespread cynicism. . ’

-

lconomist Lester Thurow (1980), in The Zero-Sum Society,
makes an interesting point about frustrated aspirations. We can

(-5

decide who .the' losers are going -to be.

¢

*
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solve virtually all of our problems, he' says, if we can just

.

Tensions Existing Between the Industrialzed "North" and the Less
Developed "South"® - .

’ - A great deal  of the worid's present tension and turmoil can
be expected to increase during the declining years of this cen-
-tury. The malaise will increase as the developing nations of the
South work and struggle not just for a better economic deal but

for a new econonic order.

.

The blood of many Ufs. citizens is so rich with the'cane§£

1

’

of equality that elitism, and sometimes even unique eXcellence,
are suspect. . This eyalitarianism predisposes many Americans to
support, at least in theory, the need to ensure a greater measure
of material well-being for the have-less and have-not nations.
tiowever, the consequences for the U .S. work place--for both
capital and labor--are not always clearly understood. Consider
the following sthtement from the World Watch Institute (1979). -
- . A few')years ago Ward and Dubos estimated that a U.S.

child in a lifetime would consume 500 kilos of iron,

copper, cement, aluminum, and the like for every one

kilogram consumed by a child in a mud,hut village in %

. India. . . . ' . ) :

\ ' -
_With about 5 percent of the worlds' population Americans

absorb some 30 percent of the Gross World Product to .

waintain their present lifestyles. . . .

A report from World Watch-pointed~out that of the 306
million automobiles in the world in 1979, approximately

[}
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half were licensed by the 225,000,000 people in the
U.S.-=<nearly one car for every two people. The

remaining 150 million autos were shared by some four

billion earthllnqs~—and of the total, the Ameritans,
Canadians, British, Germans and French owned all but 15 »
percent of the world's auto cars.

’ A
¢ .

1 emphasize these three ll1ustrat;ons of uneven consumption
in the industrialized North—-and especially in the U.S.--to make
the point that any sxgn1f1tant effort to redistribute equably the
education, the technology, and the affluence of the North among.
the world's wore than 4 billion humans probalkly would cause.mas- \

" sive decline in affluence and a riotous tumult in the industrial-
iLzed nations, since the developed countties would be the big .
losers. 10 Indeed, the possible impact of such a "new economic
order" on the U.S5. work place beggars description. The situation
is. further complicated by the strain placed on the West's economy
by the competition from low-cost, hlgh—quallty products from such
places as Talwan, Hong Kong, South Korea, Singapore, and Japan. .

i

* -3

B a Sophlstlcated Weaponry

v

-

Knowledge, llke good firewood, needs tq be seasoned before
it reaches its prime. Unfortunately for the purpose of global’
tranquillity, the development of sophisticated weapons, from
kalashnikov rifles to nuclear warheads, has outstripped our-

+ wisdom as to how to con;rol their proliferation and use.

Although it .is not generally recognized, the production of
weapons has an 1ns1d10us influence on the world of work in at
least two ways. In one sense persons producing armaments are
“unemployed," in that they produce goods that do, not serve global
needs: Second, earnlngs in the corporate world are, in a sense, s
partly dependent on the sale of weapons--particulatly during a
time of massK\S unemployment.ll Let me elaborate. . -

In 198" weapons exported by the U.u- grossed $17 billion; by
Russia, $13 billionl2; by France, $8 billion. West Germany -
passed France i its 1981 sales, and total world sales are well
v over $100 billion, with Third World purchases up ‘a, staggering 43
. percent in less than two years.l3 In a time of wide-ranging
hunger and severe malnutrition, it is particularly dlstress1ng to
vxnote that the money spent annually on arms transfers in the early
1980's was approximately the same as that’ spent on global’ food
-+~ transfers.

And why are hations in danger of belng "hooked" economically
on weapon sales? Because accordlng to .the Bureau of Labor
Statistics, every billion dollars in arms exports directly sup-
ports some 50,000 JObS!‘ Saudi Arabian arms.contracts, alone, as

' . !
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of 1981, presumably will have provided 112,000 jobs in the U.S.!
As a possible result, at a time of high unemployment and of mis-
employment, trying to argue for de—~escalation of the arms race is-
about as difficult as trylng to sell the idea of chastity to the
patrons of a bordellol . ,
r . 4

At the moment, in view of the transhemispheric battles rag-
ing ‘as of the summeth of 1982, we must redouwle our efforts to
seek a new, sane alternative blueprint to replace the present gne v
which is causing the 1nternat¢onab arms racé to metastasize so
rapidly. ‘ " .

Population surges as sources of turmoil. According to a .
wijlely respécted scholar; Garrett Hardin (1980), there are '
approx1mately 220,000 additional mouths to feed each day.
Expressed in another way, every fortnight the pSpulation of a
Chicago is added to the planet's load of humans. , The scramble
for a decent level of existence is steadily 1ncrea51ng as a.
result. The 1ncred51ng rate of population Jncrease is startling.
Conslder these estlmates., . . . .

L)

-
[

- In 10,000 B. C , the total glopal populatlon was about 12
‘ "million.

- It probably was'not until the 1860s or'}8705 that"® the
first billion* mark was reached. - '

- By 1974 . or 1975 there were 4 billion people spread over
the world. About S,percent of all .the people who had
ever lived were alive in 19765.

-~

-
s

- 'Almost half of the babies who arrive each day are born
in developing countries with a limited ability to nour-
ish thenm.... ’

- In the hlgh birthrate ¢ untfy of Mex1co as of 1980
about half of the population was under sixteen years of
"age--a statistic suggésting that the potentlal cohort
of young parents Will/sustain population increases for
decddes desplte falllng blrthrates. .

- _ EBarly 1n the twenty- -first century we can expect a world
populatlon of over 6 bLllLon . people.

The impact of populatlon on the voecational fleld almost in-
evitably will be enormous, both with respect to the changing size
and composition of the work force and with regard to possible un-
employment, exacerbated by technology and uncertainty as to what
skills will bé in'greatest demand a decade or two hence.

- : N

Pollution and resource depletion. So much has been written

about pollution and dwindling resources since Rachel Carson's The

I
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' a part of the Problem of building a better global soci-

’
4 »

Silent Spring and Barry Commoner's The Closing Circle were pub-
lished in the 1960s that it is probably needless to elaborate on
these twin causes of turbulence. Readers seLklng additional in-
formation will £ind Lester R. Brown's publication, Building a
Sustainable Society, and Duane Elgin's Voluntary SlmleCxty

invaluable sources of up-to- date information and oplnlon. .
>

Sufflce it to say that +he likelihood of reseurces such as
oil and grain being Gsed as economic or political weapons will
create economic and soc1al problems that will spill 1nto the
‘vocational arena. ’

The information'economy: telecommunications and othér,
redia. The U.S. is the first nation to be almost totally perme-
ated by technology, including its electronic subcomponents such
as the microchip! Western Europe is; howeVer, trailing close
behind. Since I recently have written elsewhere of "The Silicon
Age and Lducation" (Shane 1982), the closing paragraphs of this
first section merely suggest some of our challenges as the infor-

?matlon societyr piecés itself together w1th1n the 1nterst1ces of
. the postlndustrldl soc1ety that it is apparently replaclng Here
is a’small random sampllng “of these challenges.

1. Because of its phenomenal speed with which an electronic

' environment is beginning to surround us, telecommunca-
tions and the microcomputer, pgradoxically, have become

) ety as well as“a part of the solutions we seek.

2. Major "1984" Orwellian-style invasions of prlvacy have
become technologically feaslble. 14 C.

3. Because‘of universal TV, a whole society is obliged to
see dally a parade of its blemishes. Social psycholo-
‘ gists are asking serlously whether any society can stand

such exposures. )
“4. While developments in telecommunications facilitate
greater equality of access to education, we have yet to
determine ways of achieving more equal outcomes.

5. ‘The field of robotics, while it promises to improve
- production and improve our competitive position with
* .industrial powers such as Japan and West Germany, also
opens a Pandora's box of ills with temporary increases .
in technogenlc unemployment as a dlstrnct pOSSlblllty

6. Vle are threatened b{ the possible "seduction" of. child-
ren and youth by TV and perhaps by the electronic .
games that took in an estimated 38 billion quarters in
1981.16 postman cites a study which found that on

O
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which found that on a given-night at least 600,000

chlldren of elementary school age watch the midnight-

. to-2 a.m. "Late,. Late Movie.". He also expresses concern
regardrhg the sedentary, nonsgcial nature of. tele-

. viewing. Then there is the matter of sex and gore.
‘Tovatt and beVries (1972) pointed out that, even a
decade ago, by age fourteen a child has witnessed at

’ least 18,000 homicides on television. Explicit sex
scenes and nudity probably would be so numerous as to

- defy an inventory!

& .

Transitional statement. As noted earller in this paper,
many Oof the "technologlcal developments and social changes were
concerned with certain aspects of what systems analysts refer to
as the "total universe" that must be considered in making wise
policy decisions to gulde future thought and action. I now
should endeavor to examine the elghteen_selected outcomes
attributed to vocational education In the present inquiry of the
National Center. \ o . .

1, " ¢ .

.¢ , Vocational Goal-Outcomes:
Their Téchnosocial Interface.

When the elghteen outcomes selected for the National Center
) study are examined in the light of probable educational futures,
eight of the eiyhteen seem likely to be achieved. Three appear
to have a less bright prospects, and seven are toco close to cal;
in view of the unsettled nature of contemporary social, economic,
political, and technological conditions. The other eight clearly
seem to involve appropriaté outcomes. , . . -

-~

v

The three least feasible :will be examined first, namely,
items three, five, and eleven. Then the seven that may prove
suitable are scrutinized: four, six, seven, eight, thirteen,
fourteen, and fifteen. Finally attention is directed to points,
one, two, nine, ten, twelve, sixteen, seventeen, and aighteen,
which are deeped.thoroughly feasible and appropriate.

It should be cleagly undérstood at this juncture that nei-
ther the appropriateness nor fhe desirability of the eighteen
outcomes is at issue. Rather, the polints are examined with
reference to the degree to which they are likely to be ‘achieved
readily din the troubled 1980s’ and the uncertain 1990s.

Bases for assessing the eighteen outcomes. :Three bases were
used when appraising the outcomes:

1. Probable-future trends reflected in social indicators

that ave likely to exeycise an influence on a given
e outcome ’




~ . -
2. Subjebtive social/occupational consequence—analysis

3. Probability—difficulty analysis, 17 a three—step ’
pro¢edure roughly analagous to the~triage concept18 .
£

Vocational outcomes .that probably face an anertain future.
- A scrutiny of the literature and publications pertaining to tech-
nofutures, soc10futures, and human ‘futures (see the Additional
References) led-me to conclude,.as noted "above, that the
following outcomes attributed to vocational education could
become more difficult to realize in the short-range future than
'they were in the pastu

(é) Trained Qorkers for labor markét rneeds
(5) Placement in a job related to training
'(ll) Enhanceqxleadership capabilities

As of the garly 1980s there is reason to doubt~that a )
crisply delineated picture of future labor. market needs can be
sKetched. The“extent of unemployment as of. mid—l982 and ambig-
uity in yovernmeéent poliCies, substantial global military actions .
that threaten world peace and could lead to a military draft, and .
the extraordinary way in which the microchip and robotics are
permeating the work place are examples of factors that could
‘complicate a reading of labor market needs.

o . .

Placement in a job related &0 one's vocational training also
faces a troubled future. Robotized assembly lines may mean that
many of the jobless in.automotive centers such as Detroit and
their satellite communities, such as Kokomo and Anderson, .
Indiana, may not be needed in their former jobs. This problem’
situation spills over into decision making with respect to voca-
tional training! A decade or more ago answers were easier to
reach.1? At the very least, as noted earlier, U.S. citizens'
attitudes are being shaped by the media in ways that lead them to
expect difficulty in deciding what jobs to pursue!

A recent ingquiry funded by the National Education Associa-
tion, one that I directed (1977), was concerned. with reintet-
preting the Severe Cardinal Principles (objectives) of Education:
Health, Command of Fundamental Processes, Worthy Home Membership,
Vocation, Civic Education, Worthy Use of Leisure, and Ethical <
Character. It is of more than passing interest to note that a
majority of the nationally respected panel of over fifty person-
ages participating in the study felt that "the problem (with
respect to specific vocational skillé&. raining) in a changing
society is to.know that vocations are going to be required in the
next 10 or 15 years " (Shane 1977, p. 48). A good general educa-
tion was also deemed to be an increasingly important component in
the -teaching of specific vocational skills.
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Item 11, "Enhancedl leadership capabilities," seems open to
some dispute because, while capabilities may be ineregsed, the
world is in such a state of turmoil that one is inclined to gues-,
tion what the opportunities may be -like and’ where they may be
found in the next twenty vears. The quantium leaps\made in sili-
conchip teehnology in ten short years, 1972-1982, suggest how
yesterday's leadershlp capablllty based on knowledge could become
oJsolete, unless personnel is methodically retralned or rer -
tducated :

- v

) Outcomes that may prove suitable in the future. Whether
workers will be more highly motivated in the future is difficult

A

-

to forectast.

.Entitlement programs have.reduced the threat of

want that motivated many workers eighty years ago.

Also, bright

prospective workers may lack motivation as they realize that . .
‘there may not be enough affluence to go around. The outcome

remains in doubt. - . .

The anulbLtlon of useful occupational. skllls is also d@iffi- -
cult to. predlct as an outcome of vocational education. This. is
because of the rapid.change prooab]e in employment due to thé

mlcrochlp.

-

« -
-

-

Positive attltude toward work is closely related to the mat-~

ter of -motivation.

positive attitudes toward their jobs. |

But there is

Undoubtedly, motivated workers will have

some qdestion

about the extent to which people will be motivated in years to .

cone .

l

Increased productivity 1s generally forecast, but agaln, . -
this depands upon whether the "de-industrialization" that has o
occurred in Britain spreads to the U.S. ’

) Increased potential for entrepreneurial activity is also too )
close to call at present. Various social dec1slons, not yet
nade, will tell what will happen.

Lnhanced job enjoyment could come about, as a technological
society facilitates production and provides greater leisure..
e Lontrary opinion holds that technolagy will continue ‘to dehuman-
ize the work place and create dissatisfaction as a consequence.
rinally, increased job satisfaction draws from me the same res- /
ponse that I made with respect to enhanced job enjoyment. It is
difficult to have one without the other. ,

Eight. outcomes that appear llkely to be achieved suc;ess—"
fully. There is little if anything in linear projections ©of -
future developments, or in cross- 1mpact analyses, to suggest that ’
eight of the outcomes attributed to vocational education are

likely to be jeopardized.
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(1)

(2)

(9)

.(10)

P '

-

;péreased awareness of the need for basic academic -

at any time since the era of the Great Debate to which

skills is now more widely recognized and stressed than

Bestor, Rickover, Flesch’ and others contributed in the

earlydj9503. For example, considerable contemporary
futuif//;kéﬁged writing and conjecture deals with the

" need—€0 counter the tlme—consumlng and academlcally de-

.

(12)

- (18)

(17)

»

leterious impact of TV.- .

. . - " *
Satlsfactorlness to employers may very well be increased

e

as micgocomputers bcgln to be used more sklllfully in

the classroom. 1In view of increased access to U.S. edu-
cation by all socioeconomic groups, teachers seem to be
reaching irore students and helping .them prepare voca-
tlonally. .. Shat [

Deveiopment of safe work habits and techniques seems an
attribute beyond dispute, but one-.that constantlx must

be refined in a .compl ex technological society, since new “
developliierits may generate hidden hazards, such as the .

dangers of radiation associated with nuclear power

plants. - :

4 ' [

Increased earnings also would seem to be, an attribute

beyond reasonable dispuﬁe as of the moment. However,
the relatlonshlp among increases in wages, in taxes, in .
withholdings, and inflation must be carefully assessedl
Increased earnlngs do not necessarlly mean increased
purchasing powér. Also, in view of the finite carrying
capacity of the planet, prOJected population increases
and- pressure from less developed countries of the Sduth
for. a larger share of material goods could sharply mod-
1fy this outcome during the -1990s and beyond!

Upgraded occupational competencies must be an outcome of
vocational education or the field loses its meaning and \
direction. 1In addition emerging technofutures in ' )
America mandate upgraded competencies.

Improved quallty of work and of the work place should be
_an outcome, and,.generally speaking, 1s properly attri- ,
‘buted to the vocational field. However, educators myust
keep in mind that a variety of factors, such as worker
morale, foreign competition, and employers' pollbles,
can impait the best efforts of instructors in VocatlonaL
education to enhance uniformaly the quality of work or
the climate of morale in the milieu.where work occurs.

.-

Retrained workers, or "retrofitted" Workers (in the par-

lance of some.fufurist writers), may well prove to be
one of the qnost.vital outcomes of vocational education

: . R11

236




Not only are vocational educators challenged to retrain
workers displaced, for example, by robotics but they
also have the task of determining how to cope.with the
neged for qualified technicians and. specialists in7the .
realms where jobs are likely to increase rapidly in the
late 1980s and thereafter. To illustrate, an "article
¢ that appeared earlier this year speculated that present
trends would lead to large numbers of jobs for such
.. - persons as (1) energy technicians, (2) housing rehabil- -
itation specialists, . (3) persons prepared to handle the -
+ disposal of hazardous”wastes, (4) industrial laser pro- .
. cess technicians, (5) robot production tecunicians, (6)
N \\ personnel qualified as genetic engineering technicians,
N - (7) bionic-electronic specialists, and (8) geriatric
N social workers. . ‘ :

Llnear extraoolatlons of trends ihdicatfors such as the eight
above are not invariably reliable, since«we cannot count on a
eurprlbe~free future. At the¢ same time, the importance of re-
training prograns secms assured, even though their precise natre
- is Stlll in the process of belng determined. . T

A ,

' (18) Reduced dropout rate aLreody has been achleved Ain the
- U.S.,4L but more needs to be done to increase this
outcome of vocational educatlona In view of eightéen
years of academic score dedline, persons who have
remained in school have pefhaps had too small an infu-
sion of. vocational oreparatlon and, paradoxically, the
~ basic skills' edutation that should accompany it.

As noted earlier, to retain its thrust at a time when the °
need for it is growing, specialists in wvocational. education
should seek not only to study contemporary social-occupational

indicators}; they ought also to strive to determine future policy
through "probablllty-dlfflculty analyses,_l e., some outcomes
are so probable that little increased effort,will be needed to
attain them. Other outcomes may prove so difficult (or costly)
that their achievement could 1mpa1r attaining ,other important
outcomes.

L]

.As in the triage approach, choices_need to'be made’ to\ensure
the survival of the most viable of the outcomes of Vocational
"education during an era in which the field is one.of growing
importahce. o ‘ . ) .

The information in figure 7 provides an overview of the
outcomes supported by futuristic evidence. 1 , \

Coneludinq Comment. .

o, .

\

. Recently, James 0'Toole, professor of managemént in the ',
U.S.C. Craduate S&Hool of Business Administration (1981), devisei/d

s -~
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UIGURE 7 ]
. FUTURIST IC ©VIDENCE TO SUPPORT :
SELECTLD VOCATIONAL EDUCATION OUTCOMES

Outcome . Outcome .
‘Number Yes No u* Number Yes No u*
1 X 10 C X
2 X - - o 11 X
3 x| 12 X
. 4- “ X. 13 - ?(
;J 5 X 14 A X
. 6 X 15 ) X
7 X ’ 16 - X\
.8 Cox o x
9. - X - 18 X

*U = Unclear




four scenarios in which he sp:culated about "Workplaces of the
Future."

. They included: (1) the meritocratic, (2) the behaviorist,
(3) the entitlementarian, and (4) the humanistic work place. His
conjectures regarding alternative futures that will be determined
by human judgment and decisions bring to mind a quotation with
which to close my examination of the-.-eighteen outcomes on which
the Natlonal Center project concentrates. This is a statement
from the historian, Barbara Tuchman. Speaking of trends, she
notes that students of the future often work by extropolation.
The "doomsayers" in particular, forget, Tuchman (1973) tells us

that the doom factor sooner or later generates a cop-
ing mechanism. I have a rule for this situation. . . .

-—wihrieh is absclutes You cannot extrapolate any series in .
. which the human element intrudes; history, that is, the
human narrative, never follows and will always fool, the
scientific curve. (p. 46)

Lo ey v e

(A

. 1~
. -

As we look toward vocational futures and vocational out-
comes, we constantly must keep our linkages with the ways in
which people determine "human futures" in the world of work;
futures that mediate whatever impacts that are initially created,
by scientific and technological breakthroughs, in the world of
work. In short, trends do not forecast human destiny.
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As used bere and hereafter, primary jobs refers to such en-

] |
— | t
Notes to Text '

deavors db farming or mining, secondary to manufacturing and .,‘
dlstrlbqtlng, tertlary to information handling jobs.

The sources of turbulence c1ted in ‘part are adapted from a
study funded by the Lilly Endowment, Education for a New
Hlllennlum_(LQSL) conducted by the writer. The inquiry was
based on 132 international .interviews with outstanding
scholars in the na¥ural and social services-- persons
suggested by their peers as outstanding in physics, -

chemistry, the life sciences, economics, sociology, and sO-

4.

JFor a sampling of transformationalistwwrigings,»cf reférence

entries for Lester R. Brown, W. Jackson Davis, and Barbara
Ward. * . .

-

“

For statements supporting the ‘reindustrialist view, cf. -
bibliographic entries for Daniel Bell, Herman Kahn, and
Jullan Simon. )

Cf., Amitail Etzioni, "Reindustrialization: View from the
Source," The New York Times, 29 June 1980, 16f, and
"Reinduistrialization of America," Editors of Business Week,
Business Week (Special Issue), 30 June 1980, pp. 55-146 {also
available (1981) in book form from tne McGraw-Hill Book
Company, Inc.).

<

An article in Time 19 July 1982 notes, "Since 1960 in the
major 1ndustr1al nations the proportion of gross national
product consumed by government has gone from 28 percent to 38

percent” (p. 54).

Cf., Landon Y. Jones, Great Expectations: America and the
Baby Boom Generation. New York: Coward, McCann, and .
bcogehdn, 1980. Jones dwells on declining expectations and

growing competitiveness of tha generation. Also cfs, Philip R,

Taped interview by author’With Lynton. Keith Caldwell, — -
» pistinguished Professor of Political Science; Indiana : .

. During several years of intermittent work in Paris on a

G. Zimbarda, "The Age of Indlfference,*‘Psydhdtégy*ﬂodayy 14
(August 1980): 71~ 76.

University, Bloomington, in 1981.

multinational UNESCO panel, the writer found that South
rather than Third World was the term preferréﬁ by the
represeiatatives from the less-developed nations.
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10. Any approach to a new econdmic order is further complicated
by thé burden of South, or Third World, debt. Last year at a
Libreville, Gabon, conference it was announced that these
debts had passed the $600 billion mark and were, increasing by
$100 billion per year. (Cf., The London Daily Telegraph; 19
May 1981, for details.) The Soviets' East European satel-
lites also owe between $60 and $80 billion (estimates vary)
to the West's governments and banks. Poland aléne owes $25
billion! ' : :

11. " The forecabt of unemployment for year's end in 1982 was: Bri- ——-_-
tain, 12.6 percent; France, 9 percent; Italy, ll percent; W. ’
Gemmany, 7.5 percent; U.S., 9.25 percent. (Time, 19 July
1982, p. 56.) ' o

]

12. The Wall Street Journal, ¢ July 1982, printed an even more
recent estimate suggesting that Russia has now exceeded the
U.S. in its armb sales.

13.. 4he figures cited are from a cover story on the world arma-
ments race in Time 26 October 1981, p. 28 ff.

14. U.S. News and World Report, 1l2#July 1982, presents an over-—
view of developments in "Report on Privacy," pp 33 37. Also
cf., Simon Nora and Alain Minc, The Computerization of
Society: A Report to the President of France. Cambridge,
M.I.T. Press, 1980. ‘

15. For a provocative treatment of the topic, cf., Neil Postman,
The Disappearance of Childhood. New York: Delacorte Press, -
1982. . ¥ : .

16. The British Medical Journal has even described rare game-
related cases of’epileptic seizures, including a grandmal
attached sustained by-a seventeen year old. Apparently the
epilepsy attacks were triggered by prolonged exposure, to the
rhythmic light stimulation of video games.

17. The interactive "probability-difficulty" analyses refer to an
- examination of the likelihood that some of the eighteen. "~ . .
- - outcomes witl- probabiy~cane~about—automaticaiiy~w1th—iittiel
or no effort required on the part of vocational educators,
hence need little nurturing Others may prove to be so dif-
T ficult, expenSive, or require so much -effort to attain as -to-
- suggest that the time is not yet ripe for their achievement.
(Cf., 18 below.)

18. Triage is a French term that originated in the Wapoleonic

) Wars but did not gain wide currency until World War I. For
further details on Triage, see Hardin, G., Promethean Ethics:
Living with Death, Competition, and Triage. Seattle:




University of Washington Press, 1980. It involves classi-
fying woundedéfroqps into three groupings:

a. Thos/ who probably won't survive and on whom care .
shouyldn't be wasted g ‘

b. Those "walking wounded,” who presumably will survive
albeit sometimes painfully, hence can get by thhou
prompt treatment

- © ¢. Thecritical miudle group members who -will Tive if-
- ngen treatment and care but who will perlsh without
' it -

Vocational education, in<my analogy, should, in the coming
Jdecade, concentrate on the wvocational education equivalents

of "type c" outcomes after submlttlng the eighteen to
probability-difficulty analyses ; ) N

, . A

19. In recent months speculatlon about the impact ‘of robotics has
triggered a number of cover stories. Cf., Jack Fincher, "The
Robots Are Coming, the Robots Are Comlng," Next 1 (May-June
1980) :30-38; "The Robot Revolution," Time 8 December 1980,
pp. 72-73; "The Coming Industrial eracle. (robotics and
computers), U.S. News and World Reportk 30 November 1981, pp.

t

52-60.

' 20. For an excellent discussion, cf., Kimon Valaskakis, .
"post-Industrial or Re-Industrial: Two Interpretations of o
the Information Revolution." World Future Society Bulletin,

16 (July/August 1980):1-6.

21. A College Roard study of academic score decline completed in
the late 1970s not only took note of consistently falling
scores after 1964; it also noted that the decline céuld, in
part, be attributed to the increased holding power of U.S.
public. schools. For details, cf., an interview with Willard
Wirtz, chairman of the CEEB Panel, on score decline, "The
Academic Score Decling: Are Facts the Enemy of Truth’" Phl
~-Delta Kappan, 59 (october 1977)—-83—86 145 146 -

or:
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OHL ST l()fn AND ALISWLRE ON
: C"TEG.  LOG LCAL DEVELOPMENTS AND SOCIAL CHANGE:
R SUME  IMPLICATIONS FOR VOCATIUNAL FUTURES IN EDUCATLON

|
\
|
(
_ 1
guestion: There seeas to be a logical inconsistency in the
. < ( rating of some of the outcomes. For example, the
outcome “trained workers for labor market needs" was
o rated "no", "acquisition of useful occupational |
’ . skills" was rated "unclear" or "uncertain;" "upgraded
.+ occupational competencies" was rated "yes"; and )
"retrained workers" was rated "yes." What are the |
assunptions on which these ratings are made? ' ‘
|

Shane: With regard to what you deemed to be 1ncon51stency in
some uf sty ratings lot me react as. follows:

1. "“TPrained workers for labor market needs.” 1 lakeled
this a "no" because 1 thinkK the consensus among futurists is that
rapid developments, particularly in microelectronics, make it -
dlfflcult to forecabf precisely what future needs might be. .

2. Wvith respect to ny rating of "unclear" for "acquisition
‘ of usefal occupational skills," I again felt that it was diffi-
T T Gult at this juncture to understand whether -this forecast outcome.
could be attained because of changes and shifts now occurring
thh respect -to the nature of the wor? force likely to be needed
in the future. .

3. With respect to the items "upgraded occupational compe-
tency" and "retrainel workers," I think that they are definitely
vocatinnal education outcomes likely to emerge in the future.
Jndoubtedly the electronic milieu will require greater competency
for many .workers--and those displaced, for instance by robotics,
o . sly will need retraining. ) \

70 sumiarize, I think there are very important roles for vo-
cational education, but at present their precise nature is not
vet fully cetermined. (After all, it was only eight years ago
when the microchip first became commercially available in the
foon of the modern microprocessor.) Certainly, in this sense, my
answers are not indonsistent. Rather, they were mediated by
uncertainty and the rapidity of changes likely to occur in the
worlid of work. - /

NOTE: Dr. Shane was unable to participate in’ the Working
conference. He responded in writing to the questions generated by

iuzz groups,at the Working Conference.

oo

»

-
;-
-
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Question: How will the changing family structure in the future
impact upop vocational education?

Shane: I think several examples can be cited:-

1. With well over 60 percent of U.S. women employed, one
third of whom have children of five or under, there already is a
supstantial need for child-care personnel, since over thirty of
our childer :n out of 100 are in nursery education or custodial
care centers, up from 10 percent a decade or two ago.

2. Working women, many of whom are mature and skilled, are
taking over a number of the jobs once open to less well-trained
men, as well as jobs for which teen age youth might have been
hired in the 1950s and 1960s, thus creating a need for additional
training or "retrofitting" for those who are out of work.

3. Many family members are living longer, with men who
reach sixty-five having a fourteen-year life expectancy and women
having sixteen- to eighteen-year expectancies. Many retirees are
poth willing And able to work and would probably welcome adult or
continuing vocational education. Two exemplars of current and
future opportunities are geriatric nursing skills for "younger"
senior citizens or the rudiments of parent sitting (analogous to
_haby_ sitting) with frail oldsters. Space constraints s discourage
more examples, but there are many of them. )

’

Question: What is the future potential for entrepreneurship?

Shane: The potential for entrepreneurial activity in the fu-
ture may well develop along two diverse lines:

1. The first of these is illustrated by opportunites that
have become increasingly visible as a result of the electronic
milieu of the information society, which--broadly conceived--
provides jows for about 50 percent of the U.S. workers as against
29 percent in services, 17 percent in industry, and 4 percent in
agriculture as of 1981-1982. Patently, there is a-need for the
vocatlonal preparation of persons with the performance skills and
knowledge that the "electronic surround” mandates. Those with
the personal-vocational prerequisites are not only "making it
Yig," for example, the President of the Apple Computer complex

nd some of even the very young with programming skills, are
tikely to have an even greater worldwide theater in the late
19:30s.

2. Por antithetical reasons, there is room for entrepre-
neurs with skills that are needed in coping with the twofold
challenges of robotics: improving robots, eospecially in view of




Japan's ecleven-to-three lead (1981) in their use on assembly
lines and dealing with the retraining of those unemployed by
cyberuaetic Jdeveloprients Current estimates suggest that the jobs
of soue 50 percent of our TGhemployed auto workers may never be
filledl if current trends continue!”

Question: One of the preceding papers provided a historical
' perspective for vocational education. The author of

the historical paper seemed to be saying that we need
to maintain a vocational education that is reasonably
job specific and fairly long range. You seem to be

saying that vocational education should be more
holistic and more short term. Please comment on this
conflict. )

7

Shane: 1 presented the holistic and relatively short-range
aufithetical view that you mentioned as a result of findings from
three future-oriented studies which I directed: The Educational
Significance of the l'uture (USOE 1973), Curriculum Change Toward
the 21lst Century (NEA 1977}, and Education for a New Millennium
(sponsored by Phi DéiEiBKappa and funded by the Lilly Foundation
“ndowment, 1981).

The na]OFLCY'Of the nearly 300 national and~&4ternat10nal

‘scholar-consultants and panellsts who part1c1pated in-the-three - - .

inquiries expressed the views below, views that are quotations
excerpted from the "Vocation" section, PpP. 48~49, of Curriculum
Change toward the 21st Century:

1. The problem with regard to specific vocational skills
training it a changing society is to know what
vocations are going to be required in the next ten to
fifteen, years.

2. A good general education should then be followed by
teaching of specfic skills. :

3. The habit of lifelong learning is now, in a sense, a
vocational skill. .

4. Most vocational education can best be acquired outslde
of school. . ’

5. Competence in problem solving has now become a
requisite for vocational efficiency.

6. We need a "new vocational breed" that sees the
implications in their vocations for combating
poilution and other ecological problems.
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7. Schools should focus on the general requirements of all
vocations and serial or recurring preparation.

8. Vocational preparation must avoid locklng people in the
wrong jobs (for them).

Diverse other points are made ln "the report and are an- .
alagous to those cited. ,

k!
\“

Question: In the last decade, 80 percent of the new jobs have
come from firms that have 100 or fewer employees. We-
also know that most industrial training occurs in
companies that have 500 or-more employees. What are
the implications for vocational education if most of
the labor force expansion occur$ in firms that cannot
afford training departments’

~
~

Shane: One suggestion: During extensive visits overseas
(seventy ocean crossings to over fifty countries since 1960), I
12ave noted "diploma courses" offered in a number of schools, par-
ticularly in industrialized nations of the West. MAmong them are,
for instance, banking, motor repair, hotel management, basic
nursing, and textile courses. The training runs two years on _the
average and concentrates_in a highly respected and “saleable" = ]
diploma. The Central Polytechnic of Central London, near Oxford i
Circus (where 1 lectured last year), is a specific example of

what I am describing. We might help meet small firms' training

needs by creating a,uniquely American approach for our employersl ‘\

-

Question:, One of the qualities I noticed in the paper was a kind
of either/or stance. You seem to be saying that in
many respects, the future is going to be shaped by
whichever ideology wins. 1In this country it seems
that competition between ideologies, ideas, or prac-
tices moves us to a more moderate course of action and
potentially more moderate speed of change. What will
be the result of some of this moderation?

Shane: You make interesting points with which I respectfully
disagree. Most futurists feel that, in the last analysis,
sources of socioeconomic, political, and international turbulence
will assume an increasingly dichotomous form--for example, as the
proponents of growth, such as economist Julian Simon, .collide
with those who see a need to return to a low energy, more labor-
intensive era featuring "voluntary frugality" as proposed by .
lester R. Brown {(Brown 1981, Simon 1981, Shane 1981)

o
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|
The growing immoderate ideological competition is reflected l
in increasing tensions in environmentalism, U.N. conflicts over
ocean-floor treaties, recent lLorrors ranging from San Salvador to !
y Lebanon, the $38 billion arms trade as of 1981, competition from |
Japan and the "mini-Japans" (Taiwan, South Korea, Hong Kong, :
etc.), Russo-American relations, special-interest and single
issue groups in the U.S., and many, many more.
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QUTCOME : I NCREASED AWARENESS OF MEED FOR BASIC ACADEMIC SKILLS °

I. Explanation: Students participating in the application
of mathematics, reading, and writing in a work related
experience increases student awareness of the' need for
learning these skills. v

I1. Examples of outcome a*tainment: Increased participa-
tion in basic academlc skill courses.

.

.

II[: Appropriate for:

’

- A.  Secondary, including the aged, disadvantaged,
. handicapped, minorities, and women.

B. Postsecondacy, including the aged, disadvantaged,
handicapped, minorities, and women. ‘

OUTCOME: SATISFACTORINESS TO EM%LOYEBS .

L. Explanation: Participation in vocational education
results in employers considering former vocational
education students to be well trained and prepared for
employment.

[N

II. Examples of outcome attainment: Higher employer rating
-of former vocational education students.

ITI. Appropriate for:-

A. Secondary, including the aged, disadvantaged,.
handicapped, minorities, and women.

! .

B. Postsecondary, including the aged,{disadvantaged,
handicapped, minorities, and women. . .




D

OUTCOME :

S
I.

II.

III.

QUTCOME :

N

I.

II.

T . . v
TRAINED, WORKERS -FOR LABOR MARKET, NEEDS ¥

- ]
.
Explanation: Particiéatibn in vocational education
assists individuals in acquiring occupational skills
necessary to fill the employment needs of bu51ness and
1ndustrv. ) -

. 7 -

Examples of outcome attainment: Greater proportion of
skilled labor demand met by institutionally trained
workers. . ‘

»

v

Appropriate for:

Y
- E

A. Secondary, including the aged, dlsadvantaged
handicapped, minorities, and women.

B. Postsecondary, including .the aged, disadvantaged,
handicapped, minorities, and women.

- s -

WOTLYATION FOR. EDUCATIONAL AND OCCUPATIONAL ACHIEVEMENT

Explanation: Part1c1patlon in vocational educatlon
proyrams ihcreases and strengthens student 1ncent1ve .
for educational and occupational achievement.

a * . . -
Fxamples of outcome attainmeni: Increas<1 school at-
tendance, grade8, graduation rates, and job promotions. *

Appropriate for:

A. Secondary, incliluding the aged, disadvantaged, .
handicapped, minorities, "and women. ’

. Postsecondary, including’ the aged, disadvantaged,
handicapped, minorities, and women.

o
e




.

OUTCOME: PLACLMENT IN A JOB RELATED TO TRAINING

P4

I. Explanation: Students coméléiihg a vocational
education program are employed in jobs that ,
are related to their training.

' i .

II. Lxamples of outcome attainment: Higher percentage of
former students in a job related t¢ their training.

111, Appropriate for:

* ) A. Secondary, including the aged, disadvantaged, s
handicapped, minorities, and wonen. :

. ‘Postsecondary, including the aged, disadvantagedy
handicapped, minorities, and women.

QUTCOME: ACQUISITION OF USLFUL OCCUPATIONAL SKILLS

1. Lxplanation: Students in vocaticnal education develop
those occupational dkills necessary to perform
ad2qguately the job for which training was provided.

¢
. 1l. ~ Lxamples of ovutcome attainment: Increased performance
on a valid sample of cognitive, affective, and psycho-
notor competencies that entry-level workers are
- required to do on the job.

1IL. Appropriate for:

A. Secondary, including the aged, disadvantaged, -
handicapped, ninorities, and woimern.

B. Postsecondary, ihcluding the aged, disadvantaged,
nandicapped, minorities, and women.

S




OUTCOME:  POSITIVE ATTITUDE TOWARD WORK

I. Lxplanation: Participation in vocational education SRR
results in former students having a positive feeling
for their werk and respect for the rules of the work
place. N

L

I1. Examples of outcome attainment: Positive attitudes of

former students towards their work. Fewer absences or
less tardiness from work. Need for less supervision.

I1I. Appropriate for:

A. Secondary, including the aged, disadvantaged,
handicapped, minorities, and women.

B. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.

QUTCOME ¢ IHNCREASDD PRODUCTIVITY,

I. ' Explanation: Participation in vocational education
results in former students heing move productive
workers than those individuals who did not participate
in vocaitonal education.

11, Examples of outcome attainment: Higher output by .
former vocational education students.

III. Appropriate for:

A. Secondary, including the aged, disadvantaged,
handicapped, minorities, and women-

B. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.




QUTCOME :

S, SR

II.

III.

QUTCOME :

-

I.

1I.

ITT.

DEVELOPMENT OF SAFE WORK HABITS AND TECHNIQUES

Lxplanation: Participation_in vecational education

results in workers' learning procedures and techaiques
needed to ensure safety on the job.

Examples of outcome attainment: Fewer accidents on tte
job.

Appropriate for:

’

A. Secondary, including the aged, disadvantaged,
handicapped, minorities, and women. -

B. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.

INCREASED EARNINGS :

hﬁglanation: Participation in vocational education
Yncreases the wages or salaries of workers.

_—n - .

Examples of outcome attainment: Higher wages or
salaries for former vocational education students.

.

Appropriate for:

A. Secondary, including the aged, disadvantaged,
handicapped, minorities, and women.

¥ Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.




OUTCOME :

ENHANCED LEADERSHIP CAPABILITIES

Explanation: Participation in vocatlonal educatlon‘

IT.

[11.

OUTCOME :

IT.

ITI.

enhances an individual's capacity to be a leader.

anmples of outcome attainment: Greater participation
in community affairs and in roles requiring leadership
capabilities.

Appropriaté for:

A. Secondary, including the aged, dfsadvantaged,
handicapped, minorities, and women.

3. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.

UPGRADEDR OCCUPATIONAL. COMPETENCIES

Explanation: Students in vocational education acquire
skllls that are needed to stay current or advance oh

the job. - \
\

Examples of outcome attainment :' New skills acquired. .

O

Appropriate for:

A. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.

B. Adult, including the aged, disadvantaged,
handicapped, minorities, and women.




OUTCOME ¢

QUTCOME :

I.

II.

IIT.

I.

III.

D

[HCREASED POTENTIAL #OR ENTREPRENEURSHIP

Explanation: Skills acquired in vocational education

increase the potential of former students to organ-
ize, operate, and assume the risk for business
ventures.

Examples of outcome attainment: Increased number of

tormer vocational education students become
entrepreneurs. )

-4

Appropriate for:

A. Secondary, including the aged, disadvantaged,

, handicapped, minorities, and women.

B.x Postsecondary; including the aged, disadvantaged,
handicapped, minorities, and women.

"ENHANCED JOB ADVANCEMENT

Lxplanation: Participation in vocational education
results in workers having the skills and abilities that
will enhance their prospects for advancing on the job.

Examples of outcome attainment: Former vocational edu-
cation students increase their rate of advancement on

the job. S

Appropriaté for:

A. seéondary, including the aged, disadvantaged,
handicapped, minorities, and women.

B. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.

:;3‘1




-

OUTCOME: INCREASED JOB SATISKFACTION ) i

I. Explanation: Participatioen in vocational education
__provides students with cognitive.,—affective;—and—— -
psychomotor competencies that contribute to their - .
fulfillment or gratification on the job.

1I. Examples of outcome attainmént: Higher job satisfac-
tion of fommer vocational education students.

I1I. Appropriate for:

oo " A. “Secondary, including the aged, disadvantaged,
handicapped, minorities, and women.

B. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women. :

b

- OUTCOME : IMPROVED QUALITY OF WORK

1. Lxplanation: Participation in vocational education
results in former students being able to do excellent
work in the jobs for which they were trained. 2
‘@%mxm/ . . . *\\\\\N
I1. Examples of outcome attainment: Increase in new :

processes or procedures developed by former vocational
education students and adopted by business/industry.

'T1I. Appropriate for:
. 'A. Secondary, including the aged, disadvantaged,
' handicapped, minorities, and women. )

B. Postsecondary, including the aged, disadvantaged,
handicapped, minorities, and women.




OUTCOME:

S IT.

ILL.

I.

-II.

II1I.

I.

RETRAINED WORKERS

-
~

Explanation: Vocational education provides prégrams
for those persons who need to acquire skills for a new
occupatioen. .

!‘.

Examples of owtcome attainment: New skills acquiried.

OQUTCOME

-

Appropriate for:.

A. Postsecondary, {néiudipgﬂfhe aged, disadvantaged,
handicapped, minorities, and women. -

B. Adult, including the age¢d, dlsadvantaged,
handicapped, minorities, and women « ,

L4

P . ‘a'
A . [ N ' | - |
- M

REDUCED DROPOUT RATE

Explanation: Participation in vocational education
results .in secondary students and postsecondary
students remaining in school until they have achieved
their goals. .

Examples of outcome attainment: Lower percent of
secondary vocational education students leave school
before graduation. Lower percent of postsecondary
students leave school before achieving their goals.

Approprilate for:

A. Secondary, including the aged, disadvantaged,
handicapped, minorities, and women.

B. Postsecondary, including the aged, dlsadvantaged,
handicapped, minorities, and women.

.

[




