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_ . The paper is part of a collection of papers _

commissioned by Foundations, a development project that focused on

' the career, development needs of deaf college'Stuaents. The background
of the Foundations project at the -National Technical Institute for
‘the Deaf (NTID) is reviewed, including NTID admissions criteria and
consent considerations. It is suggested that Foundations experiences
should address four major processes to better prepare students to
select and enter majors: decision makiing, reflection on the past and
projection into the future (and applying this process to ~
understanding current experience), effective studying and _
demonstration of a given level of competency jin skill and knowledge
areas, and ability to cope with conflicts inh rent -in. the transition

‘* from the pre-college to the college .environment, Further, it is , ‘.
suggested ‘that FounQations experiences be designed to incorporate 'the
following features: a learner-centered curriculum, maintaining a
degree .of content and instructor orientation; a -high degree of
lnteraction with faculty and -peers; a set of rigprous institutional
‘expectations, explicity stated; a curriculum and support.system

'+ planned to ¢ptimize a student's experiencing success provided that

expectations are ‘fulfilled; and efforts to enhance coghitive, :
affective and psychomotor development that begin at the concrete

_experiential level and move toward abstraction and generalizagion. /
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Abstract |

Thss paper suggests four major processes that should be addressed by "Foundatxons"

]

expenences in order to better prepare students to select and enter a ma)or.
l. Decnsron-makxng, , L . DT

" p 2. Reﬂectmg upon the past and pro;ecttng into the future, applying thts process

to usglerstanding current expertence, '_ ' | ,' :

v

3. Eifecttve stu)ﬂymg and dem onstrattng a gwen level of competency vis a vis °

v

. certmn skills and knowledge areas,

" 4. Coping with confhcts tnherent in the transition from the pre-college environment 5

Y

to the college environment. o N

| ) Simply stated, it is recommended that all "Foundations" e;tperi_ences focus upon the

developrnent of student capability to perform the four major processes.

~  Specifically, it is uggested that "Foundations" be designed using the following
principlesz - - T | | o
l.a learner~eentered curricultm, mainta;ning'a degree dbf content and instructor

. X . A
- S VN ]

oriehtation;

2. a high degree of interaction with faculty and peers;

3..a set of rigorous instituti'onal expectations, explicitly stated;
- ‘ e .

. 4. a curriculun and support System planned to-optimize a student's experiencing °

u \ |
success provided that expectations are fulfilled;

L]

.

at the concrete experienti'al level and move toward abstraction and generalization.
This d8cument will iurmsh the rdtionale for the processes and prmcnples listed
above and wnll provnde a histérical perspectiVe on the "Foundations" development project.

The paper is intended to.be the conceptual tramework for "Foundattons" expenences.

¥
'
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5. efforts to enhance cognitive, affective and psychomotor development will begin -
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Antecedents To The "Foundatans" Concept

| /
The ”Foundatlons" concept and development project’are the culmination of a series
of studies and resultnng reports, datlng from 1976, which pertaln to the early stages
of students’ career developrnent at NTID The followmg sections provide a hlstorlcal

perspectiveto "Foundatlons"

_ Report of the l976 Study Group

ln l976,)he Assocnate Dean for Career Development Programs (CDP) charged
a group of faculty represehtnng the various divisions of CDP with making:rec: mendatnons ‘
relatnve to the early stages of career development of NTID students The group was

constntuted as a result of the lnstntute's recogmznng that problems exxsted with respect

to student progress 1nothese early stages In 1977 the,study group lssued a report (Areson

et al., l977) that pomted out‘ S ' . , o /

1. students apparent Lnadequacies in Engllsh math and care/e/r decnsldn maklng L
| H - T
. . . -

competencxes, and

‘2. the need for students to dem onstrate certain levels of com petency in’ person\)/soclal

| skrlls in otder to succeed in a ma;or

p . : ¢
In addltnon, the report indicated that lnstitutional 'programm atic responses to such
f’

problems were madequate Further, it was lndlcated that there was "...broad support

career decision;
gh assessment

. L allow students more time and more data on which to base
2. allow for more interaction with students and a more thoro
% ‘of students' abllltles.by faculty and staff; :
- allowmore time for appropriate skill bulldxng (p. 11)

for some form of preparatory program” (p 3) that would' . (

It was Iurther noted that “there was strong support among those mtervnewed for most
of the activities and goals of SVP (Summer Vestibule Program), but general discontent ,
wlth the brief time allowed for these: a.ctxvitles" (p. 1, 12). It was felt that. "SVP - &

could be made into a more effective and usetul progr\m by allottlng more tlme to. those

. ®
]




ict_d'vi.ties thch have a direct Feldjlt'iomhip to the processvéi entering 3 rﬁaj& and postpon-

ing activities whost nature is not vital to the career d&éision".(p. 12). -

1977 SVP Evalygtion - ) \ - o f
. e " . . . . . i . * ' : . T
' Consequently, an evaluation of the 1977 Su'nf'nel' Vestibule Program was conducted

1d id;méj th?se a.f.‘peé{s. of 'S'.VP uéhi_chﬂshomd,be allotted more time ;nd those aspects
:which could be postponed. Addiﬁénﬁigy,‘the of:-je&ves'and ovérilforﬁa_nizat-iona_l cor;t igur-
ation of the progran. were reviewe‘a?;. A S-{'P'ev?luation report was issued in 1978.(@’hi't¢,

‘. U 1978) ard among the recmrﬁen&qf%g\s contained in the evaluafion report were the iollo@ing: '

. 1. The top prio"oi -NTldx'shou'ld be to forrnulate a comprehensive plan of . .
: how: to improve'stidents' career decision making capabilities such that most :
students are able to make reasonably sound career decisions at the time -
_ they enter a major. . : ‘ . _ '
_ 2. Objectives for SVP should\be defined and priorities established from an institu- B
. ~ tional perspective (emphasis added). =~ '/ : - -
3.  Measures should be taken to reduce students' feelings of excessive pressufe
. to select a major before the beginnjng of the Fall Quarter. This implied
not only a change in attitude about the summer but also the creation of more
realistic options for more students during Fall quarter. ,” o '
4. - The format of information sent to students prior to SVP should be reevaluated.
.S, Greatér continuity in faculty/student interaction should . bé develaped in
an effort to foster more trusting relationships between the two (pp. 5,6,9,36).

o i

The Early Stages (L;f' Career Develomi ent\\_ Conc':ept\ Paper 11979)

| As a r.es'ult of thg‘ abm}e studies and their tihdidgs, 'the'CDP Associate Dean, Assistant
‘Deans and Directors concluded that -“su'n'e"-_lmidcoursé adjustmeﬁts were needed in ;ur
-cnreer developm ent programs" (Bishop et al., 1979, p. 2). bafa were collected t@ bet'tér .
deﬁne student needs.and the inédeqdate_ 'prozgramn‘w atic resp&nses referred to in the 1976

. Study Groﬁp Report. The analyses of these @!at_a resulted in the delineation of five major

1

needs:

1.  better preparing students to select a major; - ' " , |
2. better preparing students to enter ‘a major; .
3 ‘!acilita_ting students changing majors within their first two years without
_ incurring significant costs to the student or the institution;
4. .reducing the time some students are taking to complete a degree;
5. reducing the rate of withdrawals for what might be considered the wrong

reasons.  (p. 27) S : ,

T




’ The Concept Paper includqd a proposal for a Foundations Program ' with specific content’ |

com ponents, i€,y liie skills, general education, comm unication and survey of technology.

" The concept of a "program" was proposed not so much_as-a prescription but rather with |
“the intention that it would "serve as.the badis for dialogue andstudies_ from which would

emerge an appropriate solution for meeting these needs" (p. 17). S

-

_'Foundations Developm ent Prolect

In the summer of 1979 "Fomdations" developrnent was initiated anq a two. person
? .

development team was' charged with three goals: ~ _ -,

4

1. to better prepare students to select a maior-

2. to better prepare ‘students to enfer a m ajor;

-

3. to facnlitate changes of major without undue cost to the student or the institute.

Articulating a developm ent process was the first task undertaken.y The development
"o
process was designed to proVide for- pollegial debate and contribution. Further, the

process focused upon defining the needs, gathering/analyzmg data, constructmg a theoretical

fram ework and positing solutions.
Kaufman (1972) suggests that needs identification is an analysis of the discrepancy

- between where one is and where one wishes to be. Such an analysis specifies the distance

between these two. He further suggests that an assessment must have at least three
. 1
critical characteristics: a e

I. = the data must be as valid and representative as possible of the actual world

- of the learner
2. no analysis is ever final ok com plete :
3.  discrepancies should be identified in terms of ends, i.e., actual products

or behaviors, and not in terms of processes (p 29)

>

Fbllowing Kaufman's construct the development process has atternpted to focus, in -+

part, upon determining the nature and magnitude of the discrepancy or distance between:

v
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* large: extent by the RIT/NTID environment and by the student's abxhty to cope with ., ,.

of the envxrormental dynarmcs mﬂuencmg students. A major thrust of "Foundatxons"

, _mstructxon and to interact with students is bemg exam med to determine implicit assum p-
tions about the student. For example, at NTlD Mathematncs mstructxon is generally

_delivered through a learnmg center and 1t is assumed that students can schedule their

- -\ o ) Ce

‘b environm ental Expectattons/asstmptxons, and enterxng students' charatteristics;” .

2. the requisite pro;esses underlymg success in college, and student facility with -
such processes; - E | - oo

3 technical, general education, and comm umcatxon content expectatxons for selectrng .
,and entertng majors, and the skill and knowledge levels of entenng students. '

Envxromnental expectatxons. A student's experxence at NTlD is influenced to a .

and respond to the stresses:’xpectatxons and assumptions mherent in that environment.

In the course of developmg "Foundations" experxences, an essentxal tas{was the analysns

developrnent has been, therefore, the xdentmcatlon and docunentatnon of those inherent
envnrorm ental assun ptxons and expectations. En\fnronm ental expectatnons are bexng
docun ented through an analysxs of: expected commumty lrvmg behavxors, lnstxtute rules

and procedures, ipstitutional expectatxons regarding toleratnon of mdmdual dxfferences

and respect for the rxghts of others, and institutional expectatxons regardxng the mainten-’

ance of socxal order. In addition, the waﬁn which NTID and RlT are organized to delwer

own time to work on the course and will: take the mmatnve for seekmg assxstance.

" Learners' entry charactepistics. NTlD was' estabhshed to’ serve a specnal populatxon.

The admissions crnterna, as specifxed by the Guidehnes, descrxbe the target population

as follows:

1. Special Help -

-

A student should hsave attended a school or qés for deaf students and/or
have needed speci : .

1 help because of bexng deaf.




2. Hearing:Loss . _ . ‘ S . -
Studerits must have a hearing loss that seriously limits their chance of succe
in college without special support services. There is a general agreement -

- 4that an average hearing loss of 60 decibels (ASA) or'70 decibels (KSO)or
greater across the 500; 1,000; and 2,000 Hz range¢ (unaided) in the better
- earis amajor handicap to education. . | -

3. Educational background : ; . ‘
A student's educational background should show that he or she can probably
,succeed in a program of study at NTID or one of the other nine col eges’
of RIT. Students who are ‘admitted should have an overall. eighth.grade achi
_ ment level or above. This.means that the average score on an acHievement
’ » test that includes reading, math and language should bé at an eighth grade
3 level. o0 : T

4. Secondary schopling- - ' . IR - : .
? ~ The NTID program at RIT is designed for students who have tinished a secor:
educational program. ‘Students can be considered for admission before comp
a secondary program if their secondary school authorities.feel that they
will gain more from the NTID.program than by remaining in s,econdar'g schoo
.. Age and personal/social maturity are given special consideration. :

5. Maturity - . T ¥ R
A student must show that he or she is personallymially mature enough

“to enter a program at NTID or one of the other ni lleges at RIT.. This
means that students must accept responsibility for t selves. and their
actions and respect the rights of others. TKe information is provided througt ~
the student's personal references and performance in the Summer Vestibule
Program (SVP). . ‘ ' .

‘

6. éitiienshig o -
A student must be a citizen or permanent resident of the United States.

" (RIT Official Bulletin, 1980, p. 14)

These ac_tnfssions criteria have not chapged Sihqe t_i\gir establi'il'm ent, i.e., NTID B
still strives ff) serve the same ;laopg_lation- itffouﬁders intended. An examination of some _
key characteristics of entering st‘;:dents over the past six years -(s’e_e Apbendix,._se_e dlso
Figures | and 2). shows these characteristics to be esser;tialliy -t;nchangéd. Not only has N
the .natu_r'g of the .entry populgti'on re‘maineq ?:&ble, but 'tiﬁis"- populatidn c.oﬁ"tinu,es to |
represent the top 10% of the ‘he\aring_-im paired secondary school graduates in t_he United

States (Trybus & Karchmer, 1977).’

~ - ’ 3
. ’ -
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‘Figure 1: Readmg Comprehensuon Scores National Dusmbutlon
: for Hearmg lmpam:d Students ) o

: . B I A ;
] S R
1 | , : | o - )
- | | A N
| . I Meam For _ h—
.-1N_L. s Heating Students A . |
| L ' 7 90th Percentile
. 75th Percentile .
. 1“ 3 |
‘Scaled o
Score - '"“me. |
140 .
' 25th Percentile
R 120

10th Percentile -

100

s .8 9 10 11 12 13 W 15 16 1718 19. 20+
- B - StudentsAge




4
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\ . «
' Figure 1 shows that the median reading score at its highest point, for students
- aged 20 or above, is 147. This corresponds to a grade equivalent of about 4.5.

) In other words, half the students at age 20 (or at any younger age) read at less
than a mid-fourth grade level, that is, below or barely at a new$paper literacy
level. What about the high-achieving group? Figure | shows that the high point
of the 90th percentlle ljne occurs at age 18, where a scaled score of 181 (grade

. equivalent 8.1) is reached. Thus, at best, only 10% of hearing impaired 18-year
olds natlonally can read at or above an 8th grade level.
Figure 2 presents a.somewhat brighter picture for math computation, generally
the highest score area for hearing impaired children. In this case, the mean line :
for hearing children roughly parallels the 90th percentile line for hearing im paired '
children, so that about’ 10% of hearing impaired children can do math tomputations
at the level of the average hearing child of the same age. Most hearing impaired
<& children, however, domuch less wel} even here, and the median hearing impaired
20-year old reaches a scaled score of 177, just below an 8th grade level. A comparable
score is obtained by the average hearing child at about age 13. (Trybus & Karchiner,

1977, p. 64)

- .
[N

N e At gt o w

In term§ of personal/social ¢haracteristics of entering students, there is ‘qualitative

& TR

evidence that suggests a constancy in their nature. The data in the 1971 Hanner et
al. report, when compared- with data collected b‘y the "Foundations" development team

in the summer of 1979, show that faculty concerns regarding students’ personal and

\  social skills are essentially unchanged over the decade. Furthermore, DeCaro and Emerton

(1978) established empirically that there is a developmental lag in the level of social

reasoning of entering students vis a vis hearing students in the same age group. Anecdotal °

.
Lol L e aut b S ot S S sl e

information gathered since 1977 suggests that this particular develop?ental lag still

exists among entering students.

Given the apparent stability of entry characteristics over the past decade, it is g

clear that the orif-'.nal purpose and mission of NTlD are not redundant. Further, since iég
‘the characteristics of entering students have been shown to be stable and in all lehhood - é,
can be expected to rem ain so in t‘he foresecable future, interventions will have to 6ccur ‘ _ ) ,}i
at the environmental level and/or in developing certain student com petgncnes once individuals E
]

have been identified as NTID students. - ,g

4
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L Con\txrﬂ\slderations. 4:\ order to be able to succeesfully entér a major, the

lea\rner must be able to demonstrate competence and knowledge -in certain techmcal,

L)

personhl/social and communication: sklll areas. Therefore, it has been necessary to speclf y

the knowledge and skills that need to be developed by students durlng "Fomdations"

L)

experiences. A content analysls has been conducted, and the findings ¢ of this analysls

— shall be reported separately The content expectations are bemg docu'nented by analyzmg
_ atourse ln each ma)or which tests, !or the first time, a learner's potential for techmcal
success in that ma;or. The ana’lysls 1ocuses on the ldentiflcatlon of not only techmcal !

_ prerequlslte skllls and knowledge but also cornmunlcation and personal/socxal expectatxons.

The content analyses were focused in such a iashlon betause the report loe Study .

Group on the Early Stages of Career Develqpment suggested four factors as bemg necessary

for student success»' : 5
L ' L ey
l.mathematlcal competency, o - .

2 Englxsh language with specu ic concentratlon on readmg com prehenslprv

L

3. the ablllty to make career decnslons,

4 the ability to receive lnform ation \vell enough to be able to understand lectures,

"questions and diréctions.

=
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‘ E S Major Processes Students Must Be Prepared To Perform T

"Due to tbe hature of NTlD end the nature of the currlculun offered through NTlD

A

.(techmcal dlsClplmes), 2 hearmg-lm paired student is: requlred to declare the intention W M

-to pursue a speclflc course of study relatlvely early in his/her tenure at RIT. For exampl‘e

students mshxng to study ior most NTID. Assoclate Degrees must’ be prepared to d:clare

their intentioh by the'start o! the Fall quarter of thelr ftrst year at RIT. Such is the
', | case a{ most community colleges that offer. certifi lcate, dlploma or AAS programs of

| study. This circunstance can be}ontrasted with that of a learner seekmg a Bachelor' 's

Degree in the llberal arts who, more often than not, declares a major and ls accepted

by a departm ent in hls/her thxrd year. Techmcal currlcula at the' Associate, Dlploma

“or Certmcate levels requlre that students take highly specnallzed courses early in thelr

tenure in order that they can complete such currlcula wnthm" the t'fme lumt generally |

allotted Unfortunately, many N‘;lD students seeklng such certlf lcatlon are not adequately

3

e prepared to select or enter a ma;or (Bxshdp et al, l979) and often are unable to demonstrate

gatht attrition rate from NTID programs .
| ' 5ch '#3 percent (Dj&wgzo, Marron
| & Welsh, 1981) in splte of the spécn . | éervlces and currlcullm provided

tor learners at NTlD. In sddltlon, DlLore g elsh (1981) supported the contentlon

i
o i that students are lll-prepared fo select or enter a ma;or upon arrival at NTID when» they

| stated that:

1. The conclusion ; nd concern of the "Concept Paper” (BlSHOp, et al, l979)
- that many students, upon enterlng NTID, are r not ready to maké career decnslons

is substantlated

: 2. ‘Many students' lack of preparedness to select a major at entrance to
- NTIDis demonstrated by the wide range of majors to which they change.

"3, Stgmf icant numbers of students recognize early that they not only selected

- the wrong major, but they are still not ready to select a career area and
‘elect to spend some time lﬂ NCDS. (pp Ho-lS) _ R g

. . . N ’ .
\ K . .

-~
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The Report of ° the Study Group on the Early Stgges of Career Development (Arlson

= et al., l977) sugg”ted that SVP could Se made more effective by em phaslzmg those
! actlvltles whlch have a dlrect relatlonshlp to enterlng a major. Furtherm‘ore, the l977 ‘
sunmer SVP evaluatlon report (White, l978) suggested that the top pnorlty leD

- should be the formulatlon of a plan to improve studgnt decision making capabilities

s0 that students Are pble to make sound career decisions at the tlme of selecting al ma)or.
ln addmon, data collected ln the sunmer of 1979 durlng intensive workshops with faculty '
hlghllghted sxxteen problem areas that faculty percelved as needlng attentlon in order

to lrn prove the student's lrke&rhood of success at NTID (see Appendlx A). Of the slxteen |
problem areas, six were elnmlnated from consxderation in the "Foundatlons" development
project because the/Career Development Programs administrative grwp percelved thern
as broader institutional. currrcular lssues, r.e., outside the scope of conslderatlon for
"Foundatlons" The "Foundations" development project continued to consider the proble_m
areas durlng development $0 as not to repllcate the \veaknesses or problems lnherent

in extant systems. The problem areas isolated for consideration by "Foundatlons" (see

’l»'able 1) relate dtrectly to the processes of career decrslon rnakmg and preparatlon to ~

enter a major.

[N
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| ~ Synthesis of Problem Statements in Appendix Al
A, .Our students have a limited experiential and information base.
(synthesis of original #1 and #5) - - ; : .

B. Our students have a lirhite’d' knowledge of sélf, e.g.:'

a. strengths/weaknesses re career clusters . ,
b. values systein : .
C. interests

+C. In the area of problem solving, our students appear to have a limited repertoire
of coping skills and limjted exposure to having to make decisions in a variety of
contexts and settings. (ref. need to enhance process skills and broaden the information
 base) (synthesis of original #3 and #4) o /?Q o .

‘D.” We are unable to provide appropriate experiences for students who are at yfrioﬂs
levels of indecision or indecisiveness. o L« _

E.  There is a gap.between students' entry abilities and the criteria for entry into
majors, and there is insufficient time to address this gap prior to the students'

entry to a major: (synthesis of original #12 and #14)

F.” There is a lack of a s}stematic p’rocéss .for-afiessing 5 learner's strengths and weak-

™ - nesses re majors and for transmitting such information to the learner a_r_jd to the

appropriate administrative authority re the major. _ .

~
A

" Istatements 6,7, 8, 11, 15 and 16 were eliminategl at the suggestion of the CDP adminis-
trative group. We chose to eliminate #10, as it iS subsumed under other.problem statements.

i

-
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' .'”the pre-conventnonal stage as follows' AR

14 ‘ / : ‘
: Studnes conducted to date suggest quxte clearly that the outcom es expectéd of "Foundatnons"
'_ are.appropriate and necessar)" - L o oy
L to better prepare students to select a major; . - A

2. to better prepare students to enter a major.

L u,, 9 Do _' . {
ADeveloFrTental Approach L S o]

v

Foundatnons wnll be characternzed by a developmental rather than remedxal approach

" to educatxon because the developm ental level (Belenky, 1980 Athey, 1980) of an mdmdual
: influences his/her mterpretatzon of life situations (e.g., selecting and enterxng a rna)or) |

. and since developm ental theory provtdes some broad lndxcators ¢f how an. lndnvndual

wnll react in such srtuatnons. Belenky (1980) presents & variety of factors that she suggests

' 'contribute to the developm ent of social i reasonxng Cntmg anget and Kohlberg, she

argugs, that moral developm ent depends upon having a wide' range ‘of role tak/mg opportumtnes
in a varxety of social xnstxtutxons and suggests that the opportumty to participate in
an ongomg dxalogue is likely to be essential for the developm ent of the indmdual. She

s
also suggests that hearmg-tm paired people often experlence a deprlvatxon in socnal lnter-

action (Stokes, 19145 Brunehwxg, 1936) and Arsplay a lag in mderstandmg the xnterpersonal |

dynamncs of socxal relattonshxps (Levine, 1956) Harrxs (1978), in reviewing four studies
of impulse control that utxlxzed standardxzed assessment (Mtshuler et al., 1976; Bmder,
1970 Moores et al., 1973; Harris, 1976), concluded that a loss of audxtory input appears

to have a retardmg effect upon the developrnent of impulse control in deaf adolescents.

. The findings of DeCaro and Emerton (1978), that most deaf students enternng the NTID

between 1975 and 1977 were operatnng at the pre—conventxonal level of reasonmg on

Kohlberg's ( 1969) scale of reasomng are therefore not surprxsxng Belenky (1981) describes

\

. Y
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. , _ _
. ...charactenzed by hedonism - the good is that whxch satisfies one's own _

. needs, interests and wishes. The right and needs and feelings of others will

be considered to the extent that such considerations are seen as benefiting .

_ the self. "Tit for tat" su§gests .the basis for this thinking which has achieved -~ .
~ some liberation from adult constraint. As adults are np longer seen as omnipotent
~the interests of thé self can be asserted more fully:. Preconventlonai adolescents

. delayed in’ deveiopment are, still under the influence of i,nternal and external ¢
a ~ physical stimuli, rather than that of symbolic representations mnoeptuah.m _
\/- {:ast )and future roles and val,ues which have been shered and sell-exam ined.
| b8 . | | |
Thls descrlptlon is rem arkably similar to faculty staternents characterlzmg the behav:ors
of NTID students (Hannér et al., 1971; Appendix A). - | Ll
thle it is clear. that the development of the coliege-age hearlng-lm paired persbn

’ .
lags behlnd that of his/her l\earmg peer, it is not altogether clear what can.or should ’

. be done to facnlltat.e development. Ther,e-are-, however..i‘nporta'nt suggestions that
can be drawn from the llterature. For exam ple. irrespective of the model used to' study

hunan developm ent (Athey. l980), nnplicit in each is the assumption that theg; will

L

be mtensxve and prolonged mteractlon in social settings wnth peers: and mature adults. S

: -ln addltion, Schlesinger (1978) suggests that an adolescent must have meamngiul,-reclpro"ca_l',l
| and largely posmve mteractions with the- enviromnent in order to move through the

ﬂm three developrnental steps descrlbed by Erikson (1924«- 1968). Further, Belenky

(1980) suggests that specxal efforts should bé made to provnde young. people wnth two

broad kmds of experlences that can enhance their developrnent of moral 1udgment.

, N

'l extensive, participation in the governance of ’irly com plex and sizable dernocratic
institutions where...con*fllcts would be"fully deba ed... _

2, \vorkmg with others on an individual basis wher : such qualities as cate, Yesponsibil-
ity, and understandmg are essential and reciprocated (p. 42).

i "Foundations" experlences will inclfm'h'n)eamngiul, recnprocal and positive interactlon
in soczal settings with peers and mature adults. Learners will be provided opportumtnes
for involvement in the_govemance of complex d_emoc:ratlc systems where there is human'.

interaction directed at the resolution of conflicts inherent in such systems, '

«
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U () preparmg to select and enter a major is, Qherefore, the abnhty to manage or cope

First Process - Mana‘gmg and Copmx with Conflict

Since many learners come to NTID. ill-prepared to enter and selec a]ors, there-

isa need ior such preparatnon to occur at RIT The environment of RIT is ignificantly

dnfferent from that to which most learners are accustomed Even those students who | ,& -

have attended the most academ ically strnngent of preparatory high schools hnd the
transmon to a universrty settmg to be a iorrmdable chaltenge. Such a challenge is even
more form idable for hearmg impairéd students who may be, for the first time, in an

| .

educatnonal setting where the student body is predormnately hearmg An antecedent

1 with the confhcts mherent in the transmon from the Jre-college env:ronment to the _

RIT envirorm ent. The strategnes which can be used i in the resolution of sqch confhct

w

- are sim nlar to. those that have been 1solated for persons making the transmo dme

" culture to another: adherence, substrtutnon, addmon, synthesns, and creation (Wasilewski -

[ 4

| & Mntchell, ¥1980). Similarly there are general social competencxes, e.g. role-takmg,

_knowledge of alternotrve strategies and the approprrate use of alternative strategies
(Weinstein, 1969), which can be helpful in resolving th'e- conflicts"in such a transigon.
Such conflicts are often related to différences in attntudes, patterns of thought, socnal
orgamzatnon, roles and role perceptnons, }anguage, use and. orgamzation of space, tnme
conceptuahzatnon and non-verbal expressnon (Samovar & Porter, 1976), .., there is
a‘knowledge and skilt component to managing and coping in a cross cultural "type"-setting.
The faculty of NTID (Table l) have isolated miorm ational and process skills necessary
acihtate student success. B

Foundations experience will attem pt to optimize the potential for students’ m=enagnng

-

“and coping with the contlicts inherent in the trainsition to college by:
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l. asslstlng students in ldentlfymg the dlﬁerences between their attltudes, patterns L,

' of thought, socnal organlzatlon, roles and role perceptlons, usé and orgg\lzatlon ol space, "

tlme conceptuallzatlon and non-verbal expressxons and those that are expected of students )

@y

~ at RIT,:

2 helping students become aware of and galn sklll in the approprrate alterhatlve |

strategles that are available to resolve the dlfferences. '

-

- In.order to be of assrstance to students in this respect, Foundatlons experlences and
‘NTID must provrde learners wrth a clear serles of expectattons regardlng soclal orgamza-

\J

) tlon, roles, use and organrzatlon of space, use and organization of tlme and the lrke

' Second Process Decrsnon Making

The selectron of a major is a decxsnon-maklng actlvlty. Student declsron makmg "
wlll be a second ma)or process to be fa*cllﬁted/developed by "Fou datnons" experlences

)
Steve (1980) has suggested reasons, well supported in the literat re, why an lndmdual

]does not succeed in a decrslon-r‘haklng sltuatlo"l'u o |
1. He suggests that individuals can fall because they lack the prerequlslte skllls
. to search out, recognize and use relevant lniormatlon. This is best descrrbed by Gagne's ..
~( 1968) theory of hlerarchles of learning and could be termed the "learnlng deficit explana-
tion . R ‘ o Q
2. lndividuals may f'ail because their information processing capabilities ere taxe‘d |

beyond their limits. Steve refers to thls as the "blologlcal limita ion explanatlon" Wthh '

4
1

" has been described by Simon (1976). S

3. He suggests that poor decision meking lnvolves the conflict individuals leel
in decnslon sltuatlons wlth important consequences. He refers to this as the "declsnonal

conflict explanatlon" best described by the model constructed by Janis and 'Mann ( 1977).

-




4* . The entenng student, in order to be successful, must be able to tunction in many

situations under varymg degrees of risk, informational and time constraints. Most, if

not all, of these situations require the student to make decisions of varying degrees

of importance and to recogntze the reiattve degrees of trnportance gls avis their outcome.

=4

Ste\ce §l980) recomm ends that certain environmental modif ications regarding infor--

mation snd time can be made to toster quality decision-rnaking He also identit ies certain .
consxderations internai to the decision maker, regarding risk which alse must be addressed
to iacilitate decision-rnaking . : |

- : /

Environm ental considerations. V/ith respect to intormation Steve recomrnends

!

that, to facxittate student career decnston-ﬁakmg, "Foundations" shouid consnder- the
) type ot irtiorm ation required in the decision, the avaiiabiitty ot that information, the
) presentatton ionn of the information which students may need, and strategies to insure
othat"the mtormation is accessible at the time the decision is made. There will be three
principi'es used in the dete'rmin_ation of career decision information to be mcor_porated
~into "i=omdations" experiences:_ . y “ o | % ’
"~ 1. the information m}lst be useful of reievant to the career decision of selecting
. ama;or, o - <
| 2. the intorm ation must be availabie to students in an economic fashion relatively "

free of distractor information;
' ! A -
3. the. information must be accessible to the student at the time the decision is
being made. -

In addition, there m'.ust be a com ponent of "Foundations" which seeks to develop inforrn ation
search, 'recxnitio'n nnd 'use.skiils'because: o |
a. such skiiis are generaliuble to pew decision situations;

b. the necessary miorrnation for most decisions is almost never neatly presented

to a decision maker.




.E'

With respect to time, the hunan is a biologically-lirmted information processor, .

and the three prmciples listed above are a necessary “but not sufficient consideration

= 3

“in facnlitating dcveepm ent of decnsion-making regarding selection oi a major. There'

is often insuﬁiCient time for students to process the infor‘m ation necessary to make
an. appropriate selection of a major. - |
As indicated prevxously, t e,_,Study Group On The Early Stages of Career Deve10pm ént
9977) recom_m ended that students need f mor:e time for making career_deczsnons.. Itis
th&efore ne;cessary for "Foundations" experiences to proiri‘de students with more time
than is curren-tly allotted for making career oecisiorrs. This can’ be accomplished, in
part, by initiating certain of the '?Fotindatic;ns" experiences prior to 's'tudents' arriving
on the RIT camps. | |

Internal considerations. In addition to time and inforrnation, which can be controlled

enVirorrn entally, there are perceptions and beliefs internal to the decision maker that

affect the quality of the deCision processes used. These perceptdons relate to the risk

in continuing a'current course of action, the risk involved in changing a course of action,’

5 and the belief that a better solution can be found. These perceptions need to be clarified

by the mdmdual making a decision and need to be brought into conjunction with the
realities of the decision situation. It is in the articulation, clarif ication and bringing
into conjunction of perceptions and "realities" that there is a.need for intensiv- human

. _ N £ R
interaction. The individual involved in decision-making should interact witha } rson

or persons who £an obiectively facilitatj reflection upon perceptions of risk and the

belief in the exnstence of potential solutions. Such a role can be played by counselors,

- mentors (Hawkins, 1980), peers (Osguthorpe, 1980) or Classroom teachers. The concern

Is not so much who is the facilitator but rather that the facilitation can be demonstrated

Mxy s e
ez oo
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wnth a multitude of previous expenences, and that some of these expenences share

to be occurrlng systematlcally. Due to the com plex natuke of such faclhtatlon, lt will

be necessary to have rnature adults play thls role, and it mll also be necessary. to deslgn

_some "formal" expenences that encourage reflectlon. ‘lhe thlrd rna;or process to be

an lntegral part of "Foundations": expenences will focus upon reflection. ‘

Thxrd Process Reflectlon

. Dowaliby and Pagano (1981) have pomted out that a learner enters a dcc’lsxon situation

charactenstlcs wnth the current decnslon situation. In order' to negotlate a new situation,

¢ the decision maker must nrst lsolate the characteristics of past expenences which are

L d \
sallent to current crrcunstances. Based on the past expenence*d the configuration -

_ of the current clrcunstances, the person wxll have certatn eXpectatlons regardlng his/her

chance of success in meeting the challenges embodled in the new sxtuatlon. The expectation

- will influence the amount of effort the mdmdual is wllllng to expefd Thls leads to

"action and a resultlng outcome along a success continuum., The outcome wnll generate

to the resolution of a decision conflict and to store that as part of .the experience base

to be.mobilized in future situations (Athey, 1980). The more_the learner engages in.

an affective response in the decision-maker, and the accuracy of causal ascription wnll

depend upon:

l. correct analysis of the decision task,
2, accurate perception of own resources relative to the decision task,
3. adequate expenditure of effort:

]

‘In order to grow, an indivldual must be able to identify what he/she did that contributed

’ .

.‘ .

the process just described and the greater the range of ex'perlences o_sslmilated, the
greater the probability that, faced with a situation with different surface stimuli, he/she

will be able to ldentify_sh_ared general'tharacteristics __\vith previotls experjences and v

apply learnings from these previous experiences to the resolution of the new situation.

e



t Lo . ' ’ . . E , .
! ;j-'omdations" will therefore attempt t6 develop students' abi-liti'es to:
‘ & -

. B rellect upon past experiences and determine \Vthh of thosesexperiences are .

related toa decxsion sxtuation at hand; . | ] B . o . -

v

2 isolate those characteriqtics of sald experiences thﬁt are salient to the decxsnon‘

-

) sltuation at hand R o L ‘*é"

3. projéct a serles of expectations regarding success and willmgness to expend

.
C . ) ) . C
B P — . T o

effort; = - P .
"4, lfCLrately assess one's own resources relati;e 'to’ the'task at hand; - ,
5, adequately expend eifort (take some action) in accomplxshmg the task at hand.

Q

Here again there wul be a need for mtensive interaction between a decision maker and

.a tacilltator. Such rﬁteraction will need to be student-centered (Hawkins, 1931), i.e.,
the primary ob)ectlve/of the interaction is, student development, and the facilitator
mus’t be flexlble in order t6 meet the student‘:needs asa develoglng human belng
Several reviews of the literature (Athey, 1980 Belenky, 1980; Dansereau, 1980;
:Dowaiiby & Pagano, 19813 Kraft, 1980; Steve, 1980; Whitaker, 1980) have indlcated
" the need to assist students in ldentxfymg the rela;lonship between characteristics of
prevnous experiences and those of current experiences. Focusing upon the afiective
and cogmtlve outcomes of prior experiences will help to establish a basellne for addressing

new experiences.

Fourth Process - Studying

Upon entering an instltution of higher educati%n students are expected to be prepared
to engage in independent learning However, data indicate that students enrolling at g
_ NTID are weak in such skills, For example, Hanner etal. (1971) listed a series of "observa-

tions on ‘which there was substantial agreement among instructors aboyt'the deat students"

(p. 11). ‘One such observation was that students are "not iully aware of the effort and
] . . _ & " ) ' ‘}“!' . .




learmng strategnes requnred to be successful in studies at the post-secondary level" (p.
12) Thns condmon has remained substantially unchanged-a needs assessment conducted
\vith Iaculty in 1979 (see Appgdnx A) uncovered essentially the same concerns. Faculty .
ln the Advanced Program support teams and ‘General Educatnon Programs continue to
oﬂer study sknlls courses to hearmg-impaired learners. Further, career counselors oifer
sem ‘inars to students in NTID's oertihcate, diploma and associate level programs on
such topncs as time management, scholastnc motivauon, studymg for exams and coping
wnth dniierlng teachxng styles. In effect, consxderable resources have been directed
at developing students' abilities to learn and study. o | f

The fourth process to be facihtated by "Foundations" experiences will be the develop-
‘ment of study sknlls. _‘l'o facilitate dtscussnon, studying wi_ll be _broken into two bro_ad

categories' wnlhngness to study and studymg strategnes.

_ Wnllmgness to study. thﬁh’ﬁness to study is dependent upon the student's perceiv’ ing

a need Ior stu_dymg_ in order to achieve hxs/her_go_als. In an attempt to identify-the goals
- of entering NTID learners, Stinson (Lang and Stinson, 1981) conducted a study in which

. . twenty students were interviewed. The students were administered a standard set of -

n

g open-ended questtons in order to determ ine why they had come to NTID, what were
their concerns upon entry'and what was most exciting to them upon entry. The re&on
most commonly ‘identified by the students for coming was "social” with "academic reasons"; '
being cited second -- the difference between the two was statistically significant. Further, |
it was found.that entermg students felt that attendmg college was of real value for
ir r future but were not able to artnculate their career goals very well. In oddmon,
fhe students expressed concerns about entering a career and.being successful academtcally

but they less frequently expressed concerns (statistically signif icant) about estabhshing

social relatnonships or self maintenance (funds etc.). Students may be willing to study
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but may be placing study in a secondary position as com pared to socialization. Anecdotal

& . . ) ’ .
information collected from careér. counselors, faculty and staff tends to support this
,ﬁ{;’-
contention.

When a student's willingness to study is in question, the student must first know -
what is required, regarding study, to succeed-at college and must com pare this with
his/ber own expectations. That is, the student‘ must com“parh and contrast the study‘

effort and skills deemed necessary for college success with his/her own expectations

o

regarding study, acad&r;lics, and sociali?hg, and must identify the discrepancy between

" the two. As a result, the student ‘wiuiknow a discrepancy ex;sts but may not com prehené

" the meaning-of the discrepancy since he/she most l{kely has not had to da;r onstrate

the study behaviors necessary for success in college. It is nece;ssary for the learner

to experience, a situation in which he/she has an opportunity to test the reality of discrep-
ancies identified. Sut:_h an experience will need to be brocessed by the learner (see the

" - section on Ref‘i'ection) in ord-er for him/her to begin to understand the magnitude and |

the nature of the discrepancies and to take some action to eliminate these discrepaﬁcies.

h'S

Study related skills. A student may be willing to expend effort in studying but
4

may lack certain study skills. For example, students may not possess the skills to manage

their schedules and prioritize. competi't_\g social md academic time demands. In addition,

stuqents may not possess adequate skills at ic_leﬁtiiying and md_e?standing relationships

in what ‘hiy study, selectin_g the important materjal from what they study and cogn‘itive'\ly

reorganizing the materials into a persopalized schema (Long, Hein & Coggié)la, i978). |
Dansereau et al. (1979) describe a seriés of six brimary comprehensidn-retention

and fetriev_af-util_ization.learning strategies: mood setting, mderstanding, recall, digesting,

expanding and reviewing. They als-o. identified a series of support strategies for optimizing

the internal psychological environment of the learner: goal setting and scheduling, concen-

-
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| ,of lnstructron in these prxmary and secondary /strategres, was developed and used wltb
o collegenage learners. 'The system proved to be eﬁectlve in enhancmg the behaviors
-'and attltudes of partrcrpants (Dansereau et al., 1979). ‘Dansereau (1980) suggests that' .
' many learners could benefit from such skllls and stratT,gy training courses. He recommends : | )
‘ that, lfr posslble, "the skills and strﬁegy prograrns should be. run, in parallel \Vlth regular

_content courses" (p 88) | o | ', '_ ' L
- sv,hlch foc'uses upon:

" in college and thelr behavrors pnor to entering college

' .they can be successlul if they stu}ly, _

Su'hmarx« - : _ R S

A\

B tratlonm ganent, mq,nlt‘brlng and dxagnoslng A learmng strategy systern com posed ]

]

¥ " t.

l)eveloping studying skills. "Fomdatlons" experiences v_)ill include a component
- t - T !

:1 . . LY . 3 ‘ﬂ_

-—

l assisting student@ in 1dentlf ymg the discrepa

y _between study behaviors needed

P
__2/ prov;dmg students the opportumty to test the reality of this d'rscr-epan'cy‘ by R .

partncnpatmg in rrgorous acadern ic activities Wthh require stu‘fly for success and imwhich

>

‘N

3 facrlltatmg ref lectron‘ﬂ‘pgn/ exper-lences (2 above) in oqder to assist students
in focusmg upon the effort and skills needed for academic sucdess- |

4. provldmg Skl“ and strategy mstructlon of the type de\ielOped by Dansereau .

et al. (1979). e

ln sunmary, there are four processes upon which ”Fomda,ltlons}' wlll focus in order o
-

to better prepare students to select and enter majors: s - : x.

_ l. coping with or rnanaglng the conlicts inherent in the transition to the college

A

_environment;

‘2. decision-making;




3. the ebiuty t0 re!lect upon past experiences, relate these to new expenences
and take action regarding the new’ experlences, o o _' - .

8, studying and demonstrating a given level of competence vis a vis certain skxlls |

»and knowledge areas. e
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R o .— %n Prmcigles

There are a vanety of orientations that could have been selected to characterize
'-"Fomdations" experiences. learner-centered orientation, a content-centered orientatxon,

L~
or an instructor-centered ortentation (Hawkins, 1980) "Foundations" from its ineeption,

has derived its focus from a commitment to better meet ehbering NTID students' needs

B in preparing to select and enter majors. Itis appropriate, then, that the hallmarks of

) "Fomdatnons" expenences, i.e. its tenets, be directly tied to fulfxllmg this commitment.

"Foundations" wxll be an integrated set-of learner-centered e_penences. _

\

In the’ learner-centered ortentation, the needs of the student for overall hunan
and'social develop'n ent are considered to be primary (Hawkins, 1980). Chickering (1981) .
suggests that learning and human development are additive and occur in the context |
of a student's past history, personal characteristics and motives. He states that, "“this
makes information about the knowledge and Competencies gained from wol’and life: «
experiences especially 'tmportant in desxgning effective education:..” (p. 16). He suggests

,;é%' ock task of human development..." (p. 16) when we attempt .

' that, "we are tackling -
to achjeve the end of effectxve preparatnon for work. This is particuiarly relevant when |
one considers a series of generic com petencies identified by Klunp (1977) as necessary .l
for success on a job: - ]

1. communication skiils: |

2. 1nfonn ation processing skills, conceptuaiizing skilis,

3. ability to learn from experien'ce,- ,

“ -~
4. ability to understand many sides of a com plex issue,

. 5. accurate empathy, positive regard for others,
6. giving assistance, controlling im pulsive feelings, | ¢ - | N |

7. define oneself as actor,'c‘\itive initiative, proactive stance.

S



Very olten currlculun will sacrifice the development of these generia skills for the

| development of content area knowledge. "Foundatlons" experlences wlll seek to facnlltate -
‘the development of the sevéﬁ skills areas cited above. In so doing, student needs and

" “level of development will be considered to be of primary lmportance. Slnce educatlon

lls the process of movem ent lrom one skill, ettltudlnal, knowledge, or developm ental

level to another, students' entering skill, attitudinal, knowledge or developm ental levels

will be the startlng point for "Founda’tlons" exmrlgces. Since learner-centered experlences'

‘-(ocus upon "meetlng the student where he/she is" and facilitating. movement to where

he/she needs to be in order to successfully meet acedem ic challenges, "Foundatlons"
N
expenences will be deslgned to accommodate enterlng students' developmental levels,

while provldlng the condltlons to facllltate the attainment of highér levels of developrnent |
The learner-centered orlentatlon wlll not, however, be ‘taken at the excluslon of
{he other orientations. There will be a degree of content-centeredness in "Foundatlons"
CXperlences. Ina strlct emlltent—centered orlenfation, teachers and students would be
- expected to adjust their behayiors or attitudes to accommodate the requlrem ents of L "
~4he content disciplines (majors). ‘l'he majors would, in effect, dlctpte the skills, facts o
o or propositions tha.t.m ust be acQuired, ang there would be little room for devxatlon. “ o
~ Such an orientation js the’ one most often taken by those of us educated in technlcal
atscipllnes. Untontunately, the pre-requlslte skill requu'ements of a dlsclpllnme not -
| -qulte as unam biguous as one mlght expect at flrst,,glance. While a content analysls can -
_ igolate broed and general sklll requirements ecross dlsclpllnes, there is debate wlthm o
disciplines regardlng the specific competencles necessary,to enter a career area. Smce - _

¥

Foundatlons" mll be held accountable for better. preparing students to enter a major, .
1 4

{here will be a need lor a degree of content-orlentatlon but, slnce dlsclpllnes are not

Static and there is a lack of clarity regarding prereéuisltes, it wlll be nece_ssary that ..

| & the content addressed in "Foundations" be common across NTID disciplines.

) “




| to emulate, i.e., the unique approach he or she takes to teaching is considered to embody

Principles ) ' S

.base toward abstraction and generalization.

28

In addition, there \viu always be a need for those valuable insights, anecdotes and '

[ 3

f

~ touches of hunanity tth car. be provided only by a teacher \vith experience. There

~ i, therefore, the need for a degree of instructor oriéntation in "Foundations". Taken

to the extreme, however, an instructor considers him/herseli to be "“the" model for studcn'\s

N

the content taught. The student is expected to g0 to the teacher in séarch of wisdorn L |
& . |

and is expected to accomm odate his or her personality or style. S |

There are four princxples that will be utilized in desigmng "Fomdations" experiences

- 1. there will be a set of rigorous institutional expectations, explicitly stated;

2 if expéctations are met’ by the student, success will be experienced, if expectattons

are not rnet, there probably will not be a successful outcom e;

4

3 there will be a high level of interaction between students and faculty, as well

as between entering students and older students;™ o Ly

"Fomdations" experiences will be designed to move from a concrete, experientga\

4
]

: therever possible these four principles will be adhered to in the design, construction,

and implem eéntation of "Foundations" experiences.

&gorous e Jectations, explicnly stated. ' The college envirorrnent places demands

upon students' adaptive skills, in terms of meeting both social and academ 1o expectations

/ ‘Currently, the first experience most students have at NTID, the Summer Vestibule Progral'\,

tests a student's ability to cope socxally but does not ovide an accurate and reaiistic

r.

-sampling of the academ ic demands a student will face in the Fall Quarter and beyond

Therefore, realistic and accurate academ ic expectations will be established from the

student's first contact with "Foundations"




"

area nec_:e,ssari' but not sufficient condition for optim ijzing a student's chances of success,

'l'-‘qr example, with respect to acceptable levels of studyfqg, academic succéésgfan be

e

. . . ' . ‘ f"
iccanp'llshed through the utilization of Support systems (e.g., tutoring, mentoring, study Q '
skills }mtruciion, etc.) which Svill Qpﬂm ize the probability that the student canmeet

the chailgﬁgs of academic lcoﬂeg_é. |

_i'n which he/she‘ expended' a re’,‘sbngblé'lmomt of etfq‘gt.and in whi_c‘h he/she expected

to succeed. 'Alt'ho'ugh. "?o@dations" 'expériences.\;iiu be designed t_o;'optfim'izc _‘succe:‘:s,. 4
by will be‘éhallénging and require considerable ekpenditure of effort on the part of
-‘”“s"tudent..'. o S | T .

A high leve] of interaction. Many students come to NTID witt_i limited exberiences B

_ ihterdcting with adults, peers, and social systems. Canmunicatidn dlf,ficu]ties with

‘ hearing individuals and restrictive environments in many schools are prim ary contributors

£0-the reduced frequency of such iﬁterac_tibn\. Liben (1978) suggests that a deprivation .

Soclal experience miy also be divided into two com ponents. First, social Interaction
provides the opportunity for transmission of the society's knowledge, traditions, '
mores, values, etc., through 'both_fqmnal and informal means, for example, school




- with peers and adults through systems oi mentoring, student participation in the governance

3

10

to recogmze that others' viewpoints may differ from his or her own, thus helping /
the child to decenter from the egocentrtc perspectwe of preoperational thinking.’

(. 198)

"Fomdations". w_iii be designed to encourage and iaciiitate r_eciprocal soclal interactio'n

f "Foundatxons" experiences and non-didactic ?pproaches to teachmg, in addition, '

ma;or ernphasis wxil be placed upon iacmtating -students' dpieiopment of com petency

_ in the four major processes untii they are abie to penform the processes with hmxted

asststance.

Concrete to abstract. Learners entering NTID tend 16 pre-conventionai in-
L Y
thetr thmking (DeCaro and Emerton, 1978), and persons at the pre-conventionai ievei

3

- are ",..still under the infiuence of mternai and externai physical :tunuli, rather than -

that of sym bohc representattons conceptuaiizing past and iuture roies and values \vhich
have been shared and seif-examined" (Belenky, 1980, P 3). Colby and Kohlberg (1973),
Kohiberg (1969), Kohiberg and DeVries (1969), and Kuher, Kohlberg, Langer’ an‘d Haan

-~ (1975) have shown that there is a corresponding stage in ngetxan developmental levels
for each morai stage. Belenky (1980) as, however, pointed out that mature cogmtive
reasomng does not’ automatncaiiy assure that there wiii be maturity in moral reasoning

» She aiso indicates that while evidence shows (Furth, 1964%; 1966; Vernon, 1967) that the
early: stages of cognitive development described by Piaget are not deiayed in deaf children,

| the evndence is not so clear for developm ent of formal operationai thought. She suggests

| ~ that "if hearing impaired adolescents are unusually tieiayed in achieving the capacity

ior abstract, form ai thought, that deiay could contribute to the musualiy low levels
o! morai reasoning in (deaf) coiiege students observed by DeCaro and Emerton (1978)" .
(p 22). It remains to be seen if students do lag in the achievem ent of formal thought;

however, ancedotai mformatton wouid tend to indtcate that such a lag is likeiy.

\




.Parasnis and Long (1978) have reported data which show that NTID students tend |
10 be more field dependent than their hearing peers. Further, Dowaliby (study in progress)
has. found that NTID students are more people oriented and desire greater structure -
in a learning situation than do their hearing counterparts -- these are traits characteristic .y
| ) of iield depenﬂt persons. There is data (Koran, Snow & McDonald, i97l Maranty
& Dowaliby, 1973a; l973b) which establishes a-trait-treatment. mteraction between | -« |
ﬂel} dependence/independence -and destractlconcrete presentationﬂ oi learnmg materlals. :
For exarnple, Koran et al, (1971) suggest that "...explicit, concrete presentation of the R J
. : stirnulus elements...may provide a behavioral representation for the leaﬁier that he 0
could not generate for himself..." (p. 226) Concrete models and well illustrated verbal

' presentations appear to serve a com pensatory function ior field dependent learners.

v | While there are no studies regarding deafness which link the constructs cited above .

to the desirabiiity of concrete vs. abstract instrunentation, the data are considered
'to be strong enough to warrant addressing learners in such a fashion as to progress from

the concrete to the abstract in "Foundations" experiences. A variety of concrete and :

tangible experiences will be designed to provide _opportunities for students to take many

roles, to mteract thh adults and peers, to take reasonable risks, to take an active problem-

’ solvmg stance and to experience cause-effect relationships. Such opportunities are

\_\

pted

often missing from many students' backgrounds and are niecessary if the students are

T
RISt e

- to suc essfully master the four processes put forward in this paper. S
( mcomitantly, "Foundations" experiences wnll begm the process oi movn/g toward

the abstract and generaiizabie with appropriate supports to enable the student to do

\

. s0. Given the current status of the technical courses in vdrious majors, preparedness R

AT S e e .

to enter translates partialiy into the ability td_marupulate abstractions and to make . . g
generuiutions. It would be a disservice .to. students not to attempt to facilitate the | I

development of such abstract reasoning processes.

3 3 ' . h . ;
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1’here are some hypothieses and assum ptions which have been made in deveioping
. this conceptual framework that will be tested during the pilot md irnpiementation phases. |
For exam ple, it'is hypothesized‘ tha tering students have attained the level |
~ of concrete cyrational thought but:;_t—igei- reasoning—this will be tested. Finaiiy, -
"~ the "Fo'undations" -'concept - as well as the cone'ept of an NTID - ere essentiaily ‘em bodim ents
of the hypothesis that significxnt interventions can.be rnade to facilitate the development r

oi hearing-impaxred individuals. :
/

-

Conclusion
. : > S
This document proposes four major processes that "Fomdations" experiences should -__' :

address in order tp.better prepare students to select and enter majors. The paper also o
- proposes some broad princnpies to be used in the design of such experiences. The proposal B

of these processes and design princnpies comes as the culrnination of a needs assessment "
" and approximately two years of diaiogue regarding several theoreticel constructs. This

document subm itted to NTID as-the conceptual franiework around which "Foundations"

‘will be designed. o | - : .

’

:
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APPENDIX A
i

Problem Statements Isolated In {979 -
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- - -
oY .
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1. Our students have A limited knowledge base,“and fr_equently ha\ie',preconcel_ved

~notions re careers and majors. , _ N L o o
*
1. Work experience hmited o : S

T2, ’Sex-stereotypes .
3 Majorlng in college, llberal arts/tech
h thernal nnfluences on cholce-
| .5.' : Expectatlon/ablllty don't mesh -
6 Personality lnfluences (don*t like chairperson - won't ma;or inthat dept) |
'_7_._ .- Mlsconceptlon of majors (civil tech. bulldozer drlver) |
. & C Choice of majors influenced by ideas of s_alarx .

9. Limited e'xpoetke to career bptlons en_d role m_'odels |

e S
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T, ’ . ’ X,

- 2. Our s'tddgntsvhave a lin_jil‘t.et_i lm'qwledge of selt, e.g.,

1

2.
3.
s
5.
6.

7.
8

B % s'tréngt'_hs/weaknesse_s re career clusters
b values system . '

.C.  interests

| Extérn_al control (peers, parents, etc.) |

Ability and expectations don't mesh
Lack of ability to introspect .

Help seeking (wrong person, wrong time, wrong way)

Very limited experiential base/lack of feedback -

Unwillingness to take g'esponskbility for declsion (seeks a solution, not advice)
No developed value system - or underdeveloped C |

Black and White way of viewing the world, iralues, behaviors
_ | Y o

......

44
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o . , . - -

3. Our\tudents.use-msobhisticcted_processes for decision-making. - ' . e
L v . ) | . P . B |
dor .

1. Don%t consi\der alternatives. risks, consequences .

2. \External influences on decision (peers, parents)

3. Accountabiiity wé don't hold students accountable, students won't accept -

cccountabiiity‘f ‘

_. b '_ | Discrepancy. between socui expecttstions and real iim itations of a d;sability ;

' 5. Process students use (if they use one) seems to be based on "today" '
6. Limited information on. which to base a decision ’
Q. ~ Seek. decnsions from authority rather than making decision for seif : i

e
e

A S o e el i e iy Pty S




2

3.

T4,

.. 5.
6.

_-dnncumes) (tear of faflure??) /

“to photo, strengths in solving problems i m
“Need for immedlate resporise ‘to problem y

Lack of awareness of normal range of problems

lnabllity to transfer what they did in one situation to another (Enghsh skills

Locus of control (other people need to change' they contrql my destmy)

Stpdents can't separate problems (all are lntertwined)

' Problems with time management and setting pﬂoritles '

4
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3. - Our students poé_se'ss an inadequate knowledge base Lg cultures and their development. C
L - | | # - |

. . . . '
N Stereotyped ideas about careers and groups

2 Rigidity and low tolerahce for differenceé |

'_ 3, ~ Lack of apprecxation tor deaf Culture, where they come from | - t

4. . Don't mderstanddynamicsofuettlng D A
3. Severe culture shock upon arrival at NTlD |

6

b

lnabxlity to judge life experiences, to be non-judgmental about things the')i .
. can'talways be judgmental about . . B

RN

7
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Geherali:ability.- transferal;iuty -_epplicaﬁiliiy of principles, cdhcepts - o
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6 An NTID student's sense of purpose and Identity emanates primarily from amhauo‘ '
' w&th a major. . A
i
l. la k of incentxve lor courses outside the major or when in NCDS
2 Exjernal control on L.D. (also transient) “Q _ '
-3..~ : 7/ash when don't have 3 major | |

SRR
ot
L ]

&4, - _ ldentihca,txon may be with people in major, not r‘nhjdr'ltsc':ﬁl-f _
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7.

oo

There is no centralized body which reviews and monitors an individual student s

flow as well as aggregate student flow.

1.

2.

.“.. |

3.
6.

7.

Our attitude makes it easy for students to change .

-

K ,' oy o
- . .0 [

' Oniy comselor hes access to nil info but everytime the student changes,

he gets a new counselor _ | _
Lack ot miforrnity/mifonn criteria in how departments determine if sttfdents |

cnn transfer inor out

Changing roles of counselors, staff chairpersons leave question of authonty/responsibnhty |

up in air

N_o_ one person is totally aware of any one student's history

It may be prefereble not to have a centralized body/big brother

When counselors change, info about st\udents is lost - student may make sarpe

mistal._c'e ‘gain and again

"
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8. il‘e laék an institutional definition of aﬁerrant student flow.

’ lo
2.

o,

' Don't have parameters to vary from. (#'s of changes, time limits, etc)

A:nbwalence re LOA's, changes‘, “

: EthicallPolicy lssues How much time, resburcu is one student entitled

oA

to? etc.



-'9.' . We are mable to provnde approprme expenences for students who fall in the dmerem

“cells of the matnx.

. :nOWS what ma;or he/she wants and
tis an NTlD/RlT major

nows \vhat major he/she wants and
s not offered at NTID/RlT '

oes not know what major he/she
ants .

Has Necessary Skius '

For Major

-

-

Does Not Have. Necessary
Skills for Major.

1 How far does NTID's fésponsibility go.in pro.vldihg'.experiences for -all s'tudents?.

2. 'We aren't making enough use of individualized instruction,

pomts

multipleh entry

3.  Low-skill students very irustrated in skill irnprovement tracks

i"‘

»
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10. Students are forced to choose a career direction pnbr to being ready and able

tO & SO. _ . l ‘o
1. External 'lhfluence on decision-making R '
‘2. Lackof information e
How can we measure when students are. "ready" for a decxsion

- Our structure forces people into choic which-may be premature

o
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1. Students lose an unacceptable amount of time and credit in transferring from \
major to major. -
N v A
N
1. Lack of multiple entry times ,
2. Lack of options for students who are undecided or who want to change majors
in quarter when new major Isn't opening .
/ 3. Students lose time even in natural changes (Civil or Arch to Indust. Drafting;
. . CS.toNBTD) | .
4. Students "in-between” majors lose motivation to study
-
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H
»majors. | _' | S e R " v
. I. Ouw entry criteria may ttunrealistically low. consndermg how far we have .
. tbmove students by time of majqr (entry and exit) and the amount of time ~
: ’weﬁavetodoitin ST SR ( _
< 2. ‘ What are nmplxcations of our criteria for multiply-handxcappgd students .
. 3. dary schools' records cannot always be gelied upon R
1 . r .
X3 sessment of skills and transmittal process to students for .
) early discussion of most realistic and most unrealistic options open to students
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13, There is'alack of a systematic process for assessing a learner's strengths and weaknesses 1
re ri\ajors'and for transmitting such information to the learner and the jappropriat'e
. " ) ’ .
administrative authority re the major, ~ ~ L S o
. \‘- : . -' . - | ‘ - . / ’ - . ~
7. l.  Team concept - good concept, what will happen to it? Could lead to fragmentation
. i ’ . i ’ . . { .
[ re the student's’input o | | e
2. Who is responsible for trgnhsmitting info to student, to faculty |
3.~ Tests may not be valid with our population
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14,

54

'l'here is lnsuI ticient time to develbp process skills and content rnastery prior to

.
2

3.

~

* Validity of requxrements/faiae» requirements

<

the student% entry toa major. |

i
;

Treating all students as if they all had. same needs

Lack of expenentxal base

g
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3.

3. NTID-RIT-NTID flow may put students out of sequence

Vl\\e lack nidltipiﬁnt_ry points to NTID and to majo.rs'..
N : : L o ' )

1. Strate-gies_like- - multiple sections, sel!;p_acing . s

2. What is pay-off of going to multiple entry - how many students are we talking

‘about . ' ' oo _ '
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| 16. We lack specifned institutional, departmental and ml;or requirements for insututsonLl .

curricular ot!erlngs and for certification of students.

|

l | The requlrements we do have. we don't enforce

2 Validity«ﬁ requirements o R

| s |
3, Sequencnﬂng of requlrements . ’
* &
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