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TRAINING FOR TEACHERS OF DISADVANTAGED YOUTH. AN INTERDISCIPLINARY
COMMITTEE OF SPECIALISTS WAS ORGANIZED TO DEVELOP BACKGROUND
MATERIALS AND TO EVALUATE. AND REFINE THE WORK OF ITS MEMBERS
PRACTITIONERS WERE ALSO INVITED TO PREPARE PAPERS ON VARIOUS ASPECTS
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DEGREE LEVEL. IT WAS BASED ON A PROGRESSION SON ORIENTATION TO
CONCEPTUALIZATION, AND FROM EXPERIENCING TO INTEGRATION OF
EXPERIENCES. INCLUDED WERE PRESENTATIONS ON (I) CURRICULUM/ f2)
ORIENTATION WORKSHOP, (3) SOCIAL PSYCHOLOGY OF THE DISADVANTAGED?
(4) SEMINAR IN URBAN SOCIETY, (5) FIELD EXPERIENCE/ (6) SEMINAR IN
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The following is the final report for Contract OE-6-85-047, Project 375
entitled,"The Development of a Master Teacher Training Curriculum for
Teachers of Occupational Level Training Programs."

The report consists of 070 sectionti; (1) an edited copy of the papers
presezted at two Colloquia. held December 15-16, 1965, and January25, 1966;
and (2) the curriculum and courses of study developed for the Master's
program.

A logical next step in this project would be the implementation and evalu-
ation of the curriculum developed under the auspices of this research
projscto

It has been a pleasure to have the opportunity to work with the U.S. Office
of Education in deve/oping this Master's degree teacher training curriculum
for olloupational level training programs.
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John L. O'Brian,.
Principal Investigator
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BACKGROUND

A critical problem facing education today, and one which vocational
education can play a leading and prominent role in solving, deals with pro-
viding a realistic educational program for youth with special needs.

The necessity for specially designed programs for youth with
special needs has not been obvious to educators or such programs would
116 yet hann etretittpe It eat ereitly +he "etel hoc luartnyinga rthviam oriel risme:A 1YK

programs such as the MUM programs for youth, Job Corps, youth
services of the public employment service, Neighborhood Youth Corps,
and the Community Action Program, etc. , have been inaugurated. With
this recognition has come the realization that we must have specially
trained personnel to work with these youth. Teachers, counselors,
administrators, and other supporting personnel with middle-class values
and lacking understanding of the youth they are trying to serve are not
able to operate at a maximal level of efficiency. Best intentions cannot
be successful if personnel is not available to carry out the goals and ob-
jectives set forth for these programs.

Remedial programs need to be replaced with preventative programs.
This responsibility must be and is being accepted by our public schools.
The problem facing the educator is multiphased. Included among these
problems are finances, curriculum, and teachers. Recent Federal legis-
lation should provide adequate stimulus and aid to overcome the financial
problem. Problems related to curriculum and teachers can be resolved
through research.

PURPOSE

The primary purpose of this research study was to develop a
curriculum with the corresponding courses of study for a Master's
degree program to prepare teachers to teach youth with special needs.

In the process of developing the above curriculum and courses
of study the following purposes were realized. These are enumerated
in the papers which are included in the Appendix of this report.

1. The characteristics of the youth with special needs
2. The educational, psychological, and sociological needs of

the youth with special needs
3. The skills, knowledges, and understanding needed by

teachers and other supporting personnel to work
effectively with the youth with special needs

4. Methods of teaching that will be effective with the youth
with special needs

1



5. Types of internship experiences that will be effective for teachers
of the. youth with special needs

These findings are reflected in the curriculum and courses of study
deVeloped by the curriculum development committee.

PROCEDURE

In order to achieve the purposes of this study a multifaceted approach
was used. First, a curriculum development committee was organized. The
members of this committee are listed under the Acknowledgments section of
this report. The function of this committee was to develop the curriculum
and the corresponding courses of study. This committee was interdisciplinary
in scope making it possible for the disciplines of sociology, social psychology,
guidance, special education, vocational trade and industrial education,
anthropology, and educational psychology to focus on the problem.

To prepare necessary background for the development of the
curriculum each committee member prepared a paper indicating the
contribution his discipline could make to the preparation of teachers for
youth with special needs. Practitioners were also invited to prepare
papers focusing on: (1) a description of the program developed for their
students with special needs, (2) characteristics of the youth with special
needs that constitute their student body, (3) the needs of these youth that
must be met by the school, (4) personal characteristics that teachers
of these youth must possess, and (5) the skills, knowledges, and under-
standing needed by the teachers of these youth. These papers were pre-
sented at two Colloquia to which the educational community was invited.

To round out the background development of the committee, each
member visited at least one program for the youth with special needs.
Some members also visited conferences dealing with the youth with special
needs. The purpose of these activities was to develop background and to
weld the committee into a team capable of working harmoniously toward
the objectives of the study.

The committee then met periodically at the Rutgers campus to
evaluate and refine the developmental work completed by each member,

The resulting curriculum and courses of study represent a
synthesis of the interdisciplinary thinking regarding the problem of
preparing teachers for the youth with special needs. The results of
these efforts are recorded in a following section of this report.
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ASSUMPTIONS

A number of assumptions were made upon which the curriculum was
based. It was assumed that the candidate: (1) would hold he baccalaureate
plus teaching experience, (2) would be competent in the subject matter taught,
(3) would desire to teach the disadvantaged, (4) generally would come from a
middle-class culturci. In addition, it was assumed that: (1) the term "youth
with special needs" was an all inclusive term referring to youth who are
sometimes cal'ed disadvantaged, culturally disadvantaged, socio-economically
handicapped, etc. , (2) that a greater portion of the youth with special needs
come from the inner city (the specific content of the courses of study reflects
this assumption. However, the underlying concepts upon which this curriculum
is based arcs germane to other populations. Institutions serving populations
such as Maxican.-American, the migrant worker, the American Indian, and
those who constitute the population of Appalachia can utilize the curriculum
by rehting specific applications that are pertitent to the population in o_uestion).

RESULTS

The curriculum described in the following pages is aimed at pre-
paring teachers to work with the youth with special needs. The curriculum
evolved out of the efforts of the curriculum development committee. Those
studying the curriculum will notice that it has a progressiun and integrity
of its own consistent with educational theory and current interdisciplinary
thinking regarding the disadvantaged. An underlying premise upon which
these efforts are based is that vocational teachers, as well as academic
teachers, have neither the conceptual understandings of teaching the dis-
advantaged nor do they have the background and experiences to understand
the milieu in which these youth grow up, live, and survive. The proposed
curriculum is designed to give the prospective trainee at the Master's
level:

I. An orientation period consisting of sensitizing experiences
with the populations that are different from those with which
the typical middle-class teacher would have direct contact.

An understanding of the characteristics of the urban poor.
3. Basic soliologicala pyschological, educational, anthropological,

and literary concepts dealing with youth who come to school
from the inner city.

4, Direct experiences in understanding the culture of the inner city.
5. Conceptual learning consisting of basic concepts in psychology,

sociology, and anthropology dealing with urban society race
relations and general interaction between man and society.

Another facet of this conceptual phase is more directly
psychological, dealing with learning theory, psycho-social
development, and measurement.
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6. An integrating experience that is composed of selected educational
processes such as teaching :methodology, program development,
curriculum development, and evbduationwith special emphasis
on teaching the disadvantaged youth.

7. A supervised teaching experience with a student population which
is both culturally disadvantaged and educationally limited.

8. A supervised work experience under the direction of a professional
worker. The purpose of this aspect is to give the student an
understanding of agency structure and agency programs dealing
with the poor and the disadvantaged.

9. A seminar type course that provides opportunity to integrate and
relate issues that have grown out of the experiences of the
curriculum, to the field of vocational education in general, and
to the disadvantaged in particular.

10. An opportunity: (1) to investigate a problem related to the dis-
advantaged and to report this in a Master's Paper, or (2) to
evaluate the total experiences received in the Master's program
and to report this in an Evaluation Paper. Both of these
activities will aid the individual to integrate the experiences
and knowledge gained in the program and will enable him to
apply them to his own professional improvement.

To recapitulate, the curriculum is based on a progression from
orientation to conceptualization and from experiencing to integration of
experiences. It will be note, as seen from the pictorial representation
of the curriculum given below, that the student is always in the field when
he is in the classroom. At the time he is in the classroom he will be
able to relate his learning to direct experiences, and he will be able to dis-
cuss these experiences with professional people responsible for his learning.
Furthermore, he will be introduced systematically, under direct supervision,
to the culture of the disadvantaged. As his experiences and learnings
evolve it is hoped that he will develop the kinds of attitudes as well as the
kinds of skills which make him a master teacher for the youth with special
needs.

It should be noted that the efforts of the committee resulted in a
curriculum which consists of cognitive courses and/or seminars and
in field type experiences. Each of the field experiences is designed to
provide the student with a definite type of orientation and involvement
with the problems of the disadvantaged. The cognitive aspects of the
curriculum are interdisciplinary in scope and require the involvement
of an interdisciplinary team approach to their teaching. This is necessary
because of the complexity of the problems of the disadvantaged. A complete
understanding of the disadvantaged and their problems cannot be gained by
utilizing an approach where each discipline, as an entity, focuses on the
disadvantaged and then at some distant date an attempt made to integrate and
combine contributions available from these disciplines. This curriculum is
unique because of its great commitment to the interdisciplinm approach of
studying the disadvantaged.

4



The curriculum, as it finally emerged, Is appropriate for training
all teachers who will work with the disadvantaged. youth. Its application is
broad and extends beyond use for just the teacher of occupational level
training programs.

From an optimal point of view, the curriculum should be presented
in the secrience and combinations shown on the schematic illustrated on the
next page. The courses of study comprising the curriculum follow the
schematic.

...armnowlermier,



MA.STER'S DEGREE PROGRAM
FOR TEACHERS OF DISADVANTAGED YOUTH

THE CURRICULUM
.

SUMMER SESSION

Orientation Workshop
(Three Credits)

FALL SEMESTER

The Social Psychology of the Disadvantaged
(Four Credits)

Seminar in Urban Society
(Four Credits)

Field Experience
(Four Credits)

SPRING SEMESTER

Seminar in Learning Development, and Measurement
(Four Credits)

Educational Processes for Teaching the Disadvantaged
(Four Credits)

Educational Practicum for Teaching Ditsadvantaged Youth
(Four Credits)

SUMMER SESSION

Professional Issues Seminar
(Three Credtte)

'Integrating Option
Master's Project or Evaluative Paper

(Three Credits) , (No Credit)



ORIENTATION WORKSHOP
(Three Credits)

Workshop Description --The Orientation Workshop is a combination of practical
experiences conducted in the environment of the disadvantaged along with
opportunity for reading, viewing films and plays, and listening to records.
These activities are designed to sensitize the student to the culture of the
disadvantaged. Opportunity will be provided for the sindenth to meet in
small groups, under the direction of a workshop supervisor, to discuss
their experiences, emotions, and attitudes. The model for such a workshop
is anthropological in structure.

Need for the Workshop --TheThe workshop serves as an orientation course
for the curriculum. A function of this cotsse is to introduce and orient
the student to the culture of the disadvantaged and to provide a self-
exploratory experience in terms of personal reactions. The need for a
reverse acculturative process is recognized as essential to the teaching
of those from an alien culture and has often been stated as a need by
teachers who work in disadvantaged settings.

ObjectivesThe orientation experience is basal on the following objectives:

1. To sensitize the student to an alien culture
2. To explore personal attitudes in relation to this culture
3. To understand and appreciate the life of the poor
4. To break down stereotypic thinking about the poor
5. To develop an appreciation of the variety of life among the poor
6. To develop an appreciation of the resourcefulness of the poor
7. To understand and appreciate the cultural gap between the middle

class and the disadvantaged
8. To narrow the cultural gap between the trainee and the disadvantaged
9. To gain a direct insight of and experience with the structure of the

life of the poor
10. To provide background experience upon whicL appropriate learning

methods can be developed

Proce,dureIt is suggested that the Orientation Workshop be offered on the
time equivalency of a three-credit course for one semester, running for
nine weeks.

The workshop will be under the direct supervision of an anthropologist
and a personal counselor (who may be a clinical psychologist, counseling
psychologist, or psychiatrist). The student will live, read, and discuss the
culture of poverty.

7
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The workshop supervisor will be responsible for identifying and estab-
lishing the "living-in" experiences in which the students will become involved
as described in Unit I. The student will be responsible for activities relating
to his reading, viewing films and plays, and obtaining and listening to appropriate
records. The discussion croups will be organized talc! ennducted on an informal
basis by the workshop supervisor.

Units II, III, and N are concomitant experiences rather than successive
experiences.

The purpose of this procedure is to have the student develop sensi-
tivities and rapport with the culturally disenfranchised and indigenous
community life. The contact should be with indigenous persons rather
than with professional persons so that experiences will be differentiated
from later field and practicum experiences.

COURSE OUTLINE

Unit I. General Orientation

Purpose: The first week of the Orientation Workshop will be utilized to give
the student an overview of the curriculum and the wo-Ashop.

A. The following are typical of the activities that will take place
during the General Orientation:

1. General introduction of staff and class members
2. Overview of Curriculumobjectives, purposes,

evaluation, anticipated outcomes, etc.
3. Overview of Orientation Workshopobjectives,

purposes, evaluation, anticipated outcomes, etc.
4. Assignment of initial "living-in" experience
5. Explanation of responsibility for the Reading, Films,

Records, aul Plays Unit
6. Preparations for the "living-in" experience

Unit IL Experience in LiviniL i'yt3 weeks)

Fau.ELle: The Experience in Living unit is intended to provide opportunity
for guided and supervised participation and observation of the world of the
disadvantaged. This is in the nature of a full living experience, but is not
intended to throw the trainee into a world that is alien and/or hostile.
Rather, he will be placed in such a setting under the close supervision and
watchful guidance of the faculty.

8
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Suesfed Experiences

Note: The settings for the experiences enumerated below are located in
communities where the disadvantaged predominate. Involvement in one
experience does not preclude involvement in the other experiences; indeed
it is hoped that the trainee will participate in as many local experiences
as possible.

A__AA 61 id &We 1,11 louwrilfliz.iff 1 V"Ifia.aviltacza. or. rzac A devekliv;aia R.

meat, or other local dwelling

B. Volunteer work with local churches, local mission societies,
or other indigenous community improvement agencies

C. Attendance at political meetings, rallies, etc. , so as to
gain knowledge of the local political structure

D. Attendance at community meetings, rallies, etc.

E. Participant-observation of informal, local activities
such as attendance at bowling alleys, local theaters,
taverns, boys' clubs, church meetings, grange hall
activities; etc. (informal activities will vary from
community to community)

F. Working as a clerk in retail stores, or engaging in the
diverse commercial enterprises of the community on the
indigenous level

G. Knowledge of local police and juridicial activity through
court attendance, police hearings, probation activities

Unit III. ReadtaLyiliLlis _Records, Playa

11@f: The unit on reading, films, records, and plays has as its primary
purpose the development of a sensitivity and rapport with the disadvantaged.

A. The readings are non-academic in nature and the emphasis will
be on fiction, personal experiences of the authors, and essays.
The films, records, and plays will be of a similar nature.

1. AiNggested bibliography of readings, films, records,
and plays is attached, and should be used as a guide.

9



Unit IV. Discussion

,a44,./..wwwwwftcoNamel

To provide opportunity for the students to discuss their feelings,
emotions, and attitudes that emerge as a result of the "living-in" experiences
and from the readings, films, records, and plays experienced.

A. Twice a week the students in small groups will meet their
professional supervisorsan anthropologist and a personal
counselor.

1. The supervilsors maybe supplemented in the discussions
(discussions will be centered on student experiences,
feelings, emotions, and attitudes that emerge as a
result of the "living-in" experiences and the readings,
alms, records, and plays experienced) by indigenous
surrogates defined as.persons residing in the community.
These persons should be those who hold the community's
trust and who act as guides, gate-keepers, and alter egos
to the students.

2. The nature of the discussion groups should be informal.
3. The function of the supervisors, who will be the group

discussion leaders, will be to act as clarifying agents of
feelings, emotions, end attitudes. The supervisors will
help the student to develop an appreciation of the cultural
dimensions of his experience. as well as to clarify his
personal attitudes.

4. It is not intended that the student become a member of the
disadvantagei group, but rather that he develop an under-
standing and acceptance of his own adjustment difficulties
to the world of the disadvantaged.

5. Supervisors should be available to the students for personal
consultation.

10
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SUGGESTED BroLioatuiPH/

A. Books

1. Agee, James and Evans, W. Let Us Now Praise Famous Men.
Boston: Hougaton.-Mifflin, 1960.

2. Baldwin, James. Notes of a Native Son. Boston: Beacon
Press, 1955.

OM.

3. . Nobody Knows Ms Name. New York: Dial Press, 1931.

4. The Fire Next Tile. New York: Dia? Press, 1963.

Goi.mito Meet the Man. New York: Dial Press, 1965.

6. Brown, Claude. Man-Child in the Promised Land. New York:
MacMillan Company, 1965.

7. Caldwell, Erskine. Any of Caldwell's novels dealing with poor
southern whites, most particularly Tobacco Road.

8, Caudill, Harry.. Ni t Comes to the Ctunberiand. Boston: Little, Prown,1963.

9. Clark, genneth. Dark Claetto. New York: Ibrper and Row, 1965.

10. Davis, Sammy, Jr. Yes I Can. New York: Farrar, Straus, 1965.

11. Ellison, Ralph. Invisible Man. New York: Random House, 1952.

12. Gregory, Dick. Nigger. New York: E. P. Dutton, 1984.

13. Griffin, J. Howard. Black Like Me. Boston: Houghton-Mifflin, 1961.

14. Harrington, Michael. Thee Other America. New York: MacMillan
Company, 1962.

15. Killens, John. And Then We Heard the Thunder. New York:
Alfred A. Knopf, 1962.

16. La Farge, Oliver. Any of La Farge's novels dealing with the
American Indian, most particularly Lfil.AftrilLyo.

17. Lewis, Oscar. Five Families. New York: Basic Becks 1959.

18. . Children of San,chez: New York: Rawlom House, 1961.

19. Steinbeck, John. All of Steinbeck's works dealing with the _American
poor, most particularly Grapes of Wrath, Tortilla Flats,
Of Mice and M.

20. Wright, Richard. All of Wright's novels dealing with the Negro,
most particularly Native Son.
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L Boldwhi, James

2. Genet &an

3. Jones, Le

4. Wets, Clifford

5. Rice, Eimer

Blues for star Ch=11.9

The Blacks

The Toilet

Wait fog Le

eUilyseno

Notel Many plays are avallnble in print, either as separate
plays or as collections and anthologies.

C. Films

Note: Many of the following rota= as "film climate" hen,oe failure to
see them` when they first appear does nt in that they are lost forever
to the viewer.

1. David and Lisa

2. The Forgotten Village

3. The Gram of Wrath

4. Howe of the Brave

5. The Leather Boys

6 The Mark

Mornings for Jimmy

8. Nothing but a Man

D. Recorls

11*

9. One Potato, Two Potato

10. The Pawnbroker

11e The Pearl

12. The Quiet One

13. Sallah

14, The Southerner

1 5. West Side no

16. The Wild Ones

1. Anderson, Marian
HOE Got the Whole World in His Hands Victor LM-2032

2. Bibb, Leon
Oh Freedom and Other Spirituals
Tel' My Captain

Dylan, Bob
Bob Dylan

12

,Washington 701
Vanguard 9058

'Columbia CL-1779
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4. Guthrie, Woody
Ballads of Sacco and Vanzetti
Dust Bowl Ballads
Sing With Leadbelly

5. Holliday, Billie
Blues Are Brewin'
Lady Sings the Blues

6. Leadbelly
Last Sessions

7. Robeson, Paul
Spirituals

8. White, Josh
Chain Gang Songs
Empty Bed Blues

Folkways 5485
Folkways 2011
Folkways 2463

Decca 8701
Verve 8099

Folkways 2941-2

Columbia ML-4105

Elektra 158
Elektra 211

1. To be comprehensive such a list would include such individuals as:
Pete Seeger, John Jacob Niles, Odetta, Big Bill Broonzy,
Brownie McGhee, Sister Rosetta Tnarpe, Sonny Terry,
and Cisco Houston,

2. Folkways Records includes in their catalogue, albums of
regional folk music, and American Indian folk music, by
tribe and/or by area.

E. T. V. Documentaries

1. Many TV documentaries have chronicled the plight of the poor.
The faculty should be aware of such future programming.
Requests can be made for loans of earlier documentaries from
broadcasting sources.

13-



THE SOCIAL PSYCHOLOGY
OF THE DISADVANTAGED

(Four Credits)

Course course involves an analysis of the personal, educational,
and vocational characteristics of the poor. Empirical information and theories on
racial differences, prejudice, and attitude change are studied. The unique TrAe.

the Negro in American history as well as the present is traled ts a model. Novels,
essays, and playa atru uuvu av wersem. aspects

egg

4,. 4Z. .es e141sellrielel4101 t., NW usalv la Naar ,ussay.

Need for the Course --- Academic courses in the behavioral sciences usually do not
teat the issues of poverty nor do they systematically integrate their facts and
theories with material from other social sciences. This course is an attempt to
utilize the relevant aspects of social psychology for an understanding of the
problems posed for society by the urban poor. Material from sociology, anthro-
pology, history, and literature is integrated with that of psychology.

Course Objectives The a:-in of this seminar is to prepare vocational teachers
of disadvantaged youth to teach more effectively. Subsidiary objectives include:

1. To provide relevant information from social psychology and
related disciplines so that the problems posed by the poor
for society can be understood.

2. To influence the attitudes of the teacher trainees so that their
work will be markeci by zeal and empathy

3. To make meaningful the problems of poverty raised in other
courses of the curriculum

4. To provide a better understanding of the contemporary
United States

ProcedureThe course in the Social Psychology of the Disadvantaged should
be offered on the time equivalency of a four-credit course for one semester.

It is recommended that the course be conducted on a combined lecture
and seminar basis with specialists from other disciplines invited to participate
as much as feasible. A social psychologist will be the instructor in charge of
the coarse.,, Teachers from the following disciplines will participate in the units
designated below:

Anthropology (Units 1, 2, 3)
Sociology (Units 1,4,7)
Education (Units 1,7)
Civil Rights (Unit 7)
History (Unit 8)
Literature (Unit 9)

14
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Because the Negro is a large element in most cities' poor, emphasis
has been placed on this group as a model. Where minority groups such as
Mexicans, Puerto Ricans: or Appalachian whites constitute a significant
propution of the disadvantaged to be taught, Units 7, 8, and parts of 9 can
be changed to fit the particular need.

It is suggested that the course instructors be alert to the treatment
of the problems of the poor by the mass media (TV, weeklies, and dailies)
and by the arts (movies, plays, and novels). He then can use timely assign-
ments which will make the course relevant for contemporary issues.

COURSE OUTLINE

Unit I. The Characteristics of the Urban Poor: The Problem and Its
Terminology

12mse: This unit is designed to acquaint the student with the psychological,
educational, and vocational characteristics of disadvantaged youth.

Topics for Discussion

A. Definitions of disadvantaged youth
1. Functional failure to adapt
2, Socio - economic class
3. Family and neighborhood constellation
4. Psychological characteristics

B. Problems posed '-:;/` society by large pockets of urban poor
1. Family disruption
2. Delinquency
3. Drug .addiction
4. "Social dynamite"

C. The role of education in dealing with disadvantaged youth
1. Historical role of acculturation
2. Contemporary approaches
3. General education for general employment

D. A critique of the concept of cultural deprivation as an explanatory
concept for educational retardation

Unit II. Ra.cial and Ethnic Differences (Gene Ira

T:Parps.Lse: To analyze the problems posed when a "difference" is found in the
easurement of psychological chara,Iteristics between races.

111011....a,.,!
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Tapics for Discussion

A. The anthropological approach
1. The concept of race

B. The biological approach
1. Arguments for "racial superiority"

a. Physical and physiological characteristics
Pfeti

C. The cultural'argument
1. Contributions to culture
2. Level of development
3 Refutation

D. The evidence from scientific studies of intellectual and non-
intellectual traits

E. The role of environmental factors

Unit M. Racial and Ethnic Differences in Measured Intelligence

Purpose: To develop the points made in Unit U as they are applied to the
specific problem of intellectual differences.

Topics for Discussion

A. Measured differences in intelligence (the experimental
literature related to the topic its to be summarized)

B. An analysis of the role of environmental factors
1. Language
2. Education
3. Socio-economic class
4. Speed

C. The test instrument's role in producing differences

D. The effect of changed environment on measured intelligence

Unit IV. Racial Pre ul_dise

To make the student aware that a central social issue, racial
prnjudice, can be studied as a socio-pr ychologieal process. This will
enable him to understand the phenomehon in himself and others in the
community.

16



_Topics for Discussion

A. Theories of racial prejudice
1. Economic: historical emphasis

(Exploitation theory)
2. Urbanization: socio-cultural emphasis

(Mass culture and urban traits)
3. Atmosphere: situational emphasis
4. Frustration: psychodynamic emphasis

(Reactions to frustration)
5. Phenorneaological-emphasis

(Man's perceptions and beliefs)
6. Emphasis on earned reputation: group differences

that provoke hostility

B. The learning of prejudice

C. The functional role played by prejudice in the life of the individual

D. Stereotypes and prejudice

E. The role of the school

Unit V. Attitudes asddnions: Their Measurement and Chan e

To make the student aware of the dynamic qualities of attitudinal
systems and the conditions under which changes occur.

Talcs for Discussion

A. The psychological structure of attitude
1. Direction
2. Degree
3. Intensity
4. Salience

B. The development of attitude

C. Changing attitude
1. Interpersonal contact in

a. Military
b. Rousing
c. School desegregation

Note: The students' experiences in the program will be discussed
in terms of the above.

17



Unit VI. Relationshien Attitudinal Pa tw_..jullaand

To show the relationship between belief systems and the personality
structure of the believer.

Topics for Discussion

A. The generality of prejudice
41

B. The relationship between personality factors and generalized
ethnocentrictty

C. The authoritarian personality

Unit VII. Negro Reaction to Pre udice

To analyze the way in which contemporary minority groups respond to
prejudice so that the wide range of adjustment visible in the behavior of Negroes
is made understandable.

To for Discussion

A. The emergence of various viewpoints and leaders in the Negro's
movement toward equality is analyzed by reading and writing
two book reports on current issues.

Unit VIII. The Nv -ro in the United States: The Historical Background

Purpose: To develop an understanding of the historical roots of current
rroblems, the Negro's role in American history is treated in detail.

:fates for Discussion

A. Slavery

H. The Civil War

NO. Reconstruction

D. The Post-Reconstruction Period

E. Contemporary Issues

/1.m.114%.,w
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Unit IX. Reading in the Literature of the Poor

Purpose: To make understandable the lives of the poor in flesh arid Mood
characterization.

Topics for Discussion

A. Readings from literature dealing with the poor will be assigned
---2

J.T. 1 1. ZWIT

B. The student is to write two book reviews. Twodifferent authors
from the Suggested Reading List given for Unit IX are to be used

-orrommirkohlipbye
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SUGGESTED READING LIST

Unit L The Characteristics of the Urban Poor: The Problem and Its Terminology

1. Clark, K. B. "tdiasil of Cultures in the Classroom," Integral Education.
1963, Vol, 1, No. 4, pages 7-14.

2. Cleft, V. A. "Factors Relating to the Education of Culturally Deprived
Negro Youth." Educational Theory. '1agiir; veil, 14; papa 76-82.

3. Deutsch, M. "Minority Group and Class Status as Related to Social.
and Personality Factors in Scholastic Achievement, " Socfal and
AR:olied Anthromlogical Monom211. 1960, Vol. 2.

4. Havighurst, R. J. "Who Are the Socially Disadvantaged?" Journal
of Negro Education. 1964, Vol. 33, pages 210-218.

5. Landers, J. "The Responsibilities of Teachers and School Admin-
istration," Journal of Negro Education. 1964, Vol. 33, pages 318-332.

6. Lipton, A. "Cultural Deprivation," Journal of Educational
Scsi2lux. 1962, Vol, 36, pages 17-19.

7. Mackler, B. and Gidding, M. G. "Cultural Deprivation; A Study
in Mythology," leachers College 1965, Vol. 66,
pages 608-613.

8. National Education Association. Education and the Disadvan
American. Report of the Educational Policies Commission, 1962.

9. Perry,J. "The Preparation of Disadvantaged Youth for Employment
and Civic Responsibilities," Journal of NmoRkulation. 1964,
Vol. 33, pages 275-281.

10. Reissanan,' F. "Cultural Styles of the Disadvantaged," Integrated
Education. 1963, Vol. 1, pages 9-15. .

11. Wolf, E. P. and Wolf, L. "Sociological Perspective on the Education
of the Culturally Deprived Children," School Review. 1962,
Vol. 70, pages 373-387.

SuppisestAtyleadinird

12. Clark, K. Dark Ghetto. New York: Harper and Row Publishers, 1965.

13. Passow, A, H, (ed.) Educatioq k.lwcleeAr....0eas. New York: Teachers
College Bureau of Publications, 1963.

14. Sexton, P. Education and Income. New York: Viking Press, 1961.
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Unit IL Racial and Ethnic Differences (Gmeral)

1. Klineberg, 0. Spsls 1 Ps ci_y_2,olsg. (2nd ed.) New York: Henry Holt,
1954, pages 291-327.

.Supplementau Readings

2 Kiineoharg, A Rang Tlifforannata Maar VrtrIr TIsrrntecr RT. UrntliiTr5E_ 1 RS _

3. Pettigrew, T. F. A Profile of.the America 12.1Tem. New York: D. Van
Nostrand Company, Inc. , 1964, pages 59-159.

Unit III. Racial and Ethnic Differences in Measuied Intelligence

1. Brown, F. "An Experimental and Critical Study of the Intelligence
of Negro and White Kindergarten Children," Journal of Genetic
Psychology 1944, Vol. 65, pages 161-175.

2. Dreger, R. M. , and Miller, K. S. "Cooperative Psychological Studies
of Negroes and Whites in the U. S. ," Ps cholosical Bulletin,
1960, Vol. 57, pages 361-402.

3. Deutsch, M. and Brown, B. "Social Influences in Negro-White
Intelligence Differences," Journal of Social Issues, 3964,
Vol. 20, pages 24-36.

4. Els, K. , et al. Intelligence and Cultural Differences. Chicago:
University of Chicago Press, 1951, pages

5. Jackson, E. R. "The Impact of Environment on Racial Achievement,"
Journal of Human Relations 1958, Vol. 6, pages 47-53.

6. Lee, E. S. "Negro Intelligence and Selective Migration," American
Sociological 1951, Vol. 16; pages 227-233.

7. McCord, W. M. and Demerath, N.J. "Negro vs. White ktelligence:
A Continuing Controversy," Harvard Educational Review; 1958,
Vol. 28, pages 120-135.

8. McQueen, R. and Churn, B. "The Intelligence and Educational
Achievement of a Matched Sample of White and Negro Students,"
School and SocieM; 1960, Vol. 88, pages 327-329.
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9. Osborn, R. T. "Racial Differences in Mental Growth and School
Achievement: A Longitudinal Study," Ps cl...L12:122g2LIjimilts,
1960, Vol, 7, gages 233-239.

10. Pasamanick, B. and Knoblock, H. "Early Language Behavior in
Negro Children and the Testing of Intelligence," Journal of
Abnormal and Social Ps chcL..L.4m, 1955, Vol. 50, pages 401-402.

11. Plotkin, L. "Racial Differences in Intelligence," American
Psychologist. 1959, Vol. 49115ages 526-527.

12. Rohrer, J. H. "The Test Intelligence of Osage Indians,"
Journal of Social Psychology, 1942, Vol. 16, pages 99-105.

13. Sherman, M. and Key, C. B. "The Intelligence of Isolated Mountain
Children;" Child Developments 1932, Vol? 3, pages 279-290.

Supplementary Readings

14. Haggard, C.A. "Social Status and Intelligence; An Experimental
Study of Certain Cultu "al Determinants of Measured Intelligence,"
Genetic Polo Monograph, 1954, Vol. 49, pages 141-186.

1',J. Hunt, W.A. "Negro-White Differences in Intelligence in World
War 11A Note of Caution," Journal of Abnormal and Social
P cl221oin 1947, Vol. 42, pages 254-255.

16. Klineberg, 0. Negro Intellig,,geence and selective Migration.
New York: Columbia University Press, 1935.

17. . Characteristics of the American Nem. New York:
Harper and Brothers Publishers, 1944.

18. Machover, S. "Cultural and Racial Variations in Patterns of
Intf4lect," Teachers College Contributions to EducationL
#875. 1943.

19. Turning M. M. (ed.). Race and Iintellfgenoe. New York: Anti-
Defamation League, 19634
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Unit IV. Racial mid Ethnic Prejudice

1. Al Iport, G. The Nature of Prs*12to: Cambridge, Mass, : Addison-
Wesley Publishers, 1954, pages 3-81, 189-205, 206-220, 243-260.

2. Clark; K. B. pre t.......kilkeand Your Child. Boston: Beacon Press, 1963,
pages 17-94.

3. Kr=h, D. and Crutchfield, R. 5. Theories and Problems of social
Zuchology. New York: McGraw-Hill Book Co. , 1948, pages 443-531.

Sementar Headings

4. Dollard, J. Caste and Class in a Southern Town. New Haven, Conn.:
Yale University Press, 1937.

5. Marrow, A. J. Changing Patterns. of Prejudice. Philadelphia: Chilton
Books, 1962.

6. Montagu, A.M. F. Man's Most Dangerous New York: Columbia
University Press, 1945.

Unit V. Attitudes and Opinions: Their Measurement and Change

1. Alsop, S. and Quayle, 0. "What Northerners Really Think of Negroes,"
Evening Post 1963, Vol. 238, pages 17-21,

2. Deutsch, M. and Collins, M. E. "The Effect of Public Policy in
Housing Projects Upon Interracial Attitudes r" Readings in
Social (3rd ed. , edited by Maccoby, E. E. ,

Newcomb. T. M. , and Hartley, E. L.). New York: Henry
Holt, 19581 pages 612-623.

3. Hartley, E. L. "Development of Attitude Toward Negroes,"
Reading's in Social PWASISM4 (2nd ed. $ edited by Newcomb. T. M.
and Hartley, E. L. ). New York: Henry Holt, 1952, pages 491-501.

4. and Hartley, R. E. Fundamentals of Social Psysilology.
New York: Alfred A. Knopf, 1955, pages 651-740.

5. Hyman, H. H. and Sheatsley, P. B. "Attitudes Toward Desegregation,"
Scientific American, 1956, Vol. 195, pages 3F-39.

6 Katz, D. and Braly, .K. W. Verbal Stereotypes ):id Racial ice
in Readings in Social Paycho1 g . (3rd ed. , edited by Maccoby, E.E.
Newcomb, T. Mc and Hartley, E. L. ). New York: Henry Hod,
1958, pages 40-47.
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7. Krech, D. and Crutchfield, H.S. Theory ofPr Social
Psychol. New York: McGraw-Hill Book Co. , 1948, pages 149-273.

8, MacKenzie, B. "The Importance of Contact in Determining Attitude
Toward Negroes," Journal of Abnormal and Social Psychology.
1948, Vol. 43, pages 417-441.

9. 'How Whites Feel About Negroes: A Painful American Dilemma,"
Nomcmnelt (1"+^l'r 91 1.-063, 'Vol. 62, pages 01-4=57.

10. Starr, S. A. , Williams, R. M. , and Stouffer, S.A. "Negro Infantry
Platoons in White Companies," Re adin iaIS(pm1R:iolo
(3rd ed. , edited by Maccoby, E. E. , Newcomb, T. M. , and
Hartley, E. L. ), New York: Henry Holt, 1958, pages 596-602.

11. Stember, C. H. Education and Attitude Change: The Iffect of
Schooling PrejudiceELAE!VnauiMin drone. New York:
American Jewish Congress, Institute of Human Relations, 1961.

Supplementary in

12. Banks, W. R. "Changing Attitudes Toward the Negro in the U.S. ,"
Journal of Negro Education: 1961, Vol. 30, pages 87-93.

13. Boas, F. Race aad Dt;mocratic .Society. Locust Valley, N. Y.
J. J. Augustin Publishing Co. , 1945.

14. Klineberg, 0. Social Psycholow (2nd ed.). New York: Henry
Holt, 1954.

15. Lindzey, G. (ed.) Handbook oMa WEziolo Vol. U.
Cambridge, Mass.: Addison-Wesley, 1954, pages 1021-1062,

16. Rose, A. M. Studies in Reduction of Prejudice (2nd ed.). Chicago:
American Council on Race Relations, 1948.

Unit VI. Relationship Between Attitudinal Patterns and Personality

1. Adorn, T.W. , et al. The Authoritarian Personality. New York:
Harper and Brothers, 1950, pages 971-976.

2. Bettelhaim, B. and Janowitz, M. D aamics of Preju_ dice. New York:
Harper and Row Publishers, 1950, pages 7-31.
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3. Himmelhock, J. "Tolerance and Personality Needs; A Study of the
Liberalization of Ethic Attitudes Among Minority Group College
Students," Amerie_______Luk Socioll 1950, Vol. 15, pages 79-88.

4. Milner, E. "Some Hypotheses Concerning the Influence of Segregation
on Negro Personality Development," Ps dmga, 1953, Vol. 16,
pages 291-297.
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South," Jointnal of Abnormal and Social Psychology, 1952,
Vol. 475 pages 105-108.

6. Smith, C.W. and Protho, J. W. "Ethnic Differences in Authoritarian
Personality," Social Forces, 1957, Vol. 35, pages 334-338.

Unit VII. Negro Reaction to Prejudice

Note: The student is to write two book reviews from the following

1. Brink, W. and Harris, L. The Negro Revolution in America.
New York: Simon and Schuster, 1964.

2. Burns, W. H. The Voices of Negro Protest in America. New York:
Oxford University Press, 1963.

3. Clark, K. B. (ed.), The Negro Protest: James Baldwin, Malcolm X
and Martin Luther King Talk with K. B. Clark. Boston:. Beacon
Press, 1963.

4. . Dark Ghetto. New York: Harper and Row Publishers, 1965.

5. Killens, J. 0. Black Man's Burden. New York: Trident Press, 1965.

6. Lincoln; C. E. The Black Muslims in America. Boston: Beacon
Press, 1961.

7. Lomax, L. E. The Negro Revolt. New York: Harper and Row
Publishers, 1962.

8. Silberman, L. E. Crisis in Black and White. New York: Random
House, 1964.

Unit VDT The Negro in the United States: The Historical T ground of Con-
temporary Problems

A. General

1. Franklin J. P.I. From Slavery to Freedom (2nd ed). New York:
Alfred A. Knopf, 1965.
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2. Tannenbaum, F. Slave and Citizen: The N in tie Americas.
New York: Alfred A. Knopf, 1946.

s

3. Aptheker, H. The Negro America.. New York: International
Publications, 1946.

4. Frazier, E. F. The Nero, in t.lted States. New York: The
MacMillan Company, 1957.

5. Herskovitz, M. J. The .he Negro Past. Boston: Beacon
Press, 1958.

6. Myrdal, 6, An American Dilemma. New York: Harper and Brothers,
1944.

7. Redding, J. S. Tilmaan_ILin Chains. New York: J. B. Lippincott
Company, 1950.

B. Slavery

8. Aptheker, H. Americalave Revolts. New York: Tnternatimal
Publications, 1963.

9. Botkin, B. L.aM134iden Down --A Folk History of Slavery. Chicago:
University of Chicago Press, 1945.

10. Davidson, B. Black Mother. The Years of tha African Slave Trade;
Boston: Little, Brown Publishers, 1961.

11. Elkins, S. Slavery. Chicago: University of Chicago Press, 1959.

Stampp, K. M. The Peculiar institution: Slavery in the Ante- um
South. New York: Alfred A.Knopf, 1956.

C. Reconstruction and Post-Reconstruction

13. Franklin, J. H. Reconstruction, After the Civil War.
University of Chicago Press, 1961.

14. Woodward, C.V. The StrangLareer of Jim Crow.
Oxford Universay Press, 195i.
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15. Du Bois, W. E. B. Black Reconstruction in America 1860-1880.
Nev York: Meric12an Books, 1966,

16. Shenton, J. P. The Reconstruction: A Doc 1....2,Lnent... History of the
RAMA% N yrtrir Thri-rto "vs 1 OA 12.

17. Wharton, V. L. The Negxo in 1SM.5-1890. Chapel
Hill, N.C.: University of North Carolina, 1947.

18. Woodward, C.V. Tom Watson Rebel. New York: The
MacMillan Company, 1838.

Unit M. Readings in Literature of the Poor

Note: The student is to write two book 3:eviews. Two different authors from the
following list are to be used.

1. Baldwin, James. Notes of a Native Son. Boston: Beacon Press, 1955.

2. . No Knows My Name. New York: Dial Press, 1961.

3. . Another Country. New York: Dial Press, 1962.

4. . The Fire Next Time. New York: Dial Press, 1963.

5. . Blues for Mr. Charlie. New York: Dial Press, 1964.

6. Ellison, R. The Invisible Man. New York: New American Library, 1964.

7. Gold, M. Jews Without Money. New York: Liveright, 1935.

8. Gregory, R. Nix. New York: E. P. Dutton, 1964.

9. Killens, J. 0. Itzeitt)od. New York: Dial Press, 1954.

10. . And Then We Heard the Thunder. New York: Alfred A.
Knopf, 1962.

11. Lewis, 0. Children of Sanchez. New York: Random House, 1961.

12. Marshall, P. Brownstones. New York: Random House, 1959.
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SEMINAR IN URBAN SOCIETY
(Four Credits)

Seminar DescriptionThis seminar deals with urban social organization,
stratification, and change; the organizational context of work and industry;
the culture of youth; with racism, racial conflict, and tension; with deviancy
and conformity; and with the social system of community life.

Need for the SeminarThe assumption is made that the quality of vocational/
technical instruction, as well as other pertinent goals, can be increased or
attained by providing teachers and other related educational personnel with
systematic knowledge and appreciation of the irrealitieE and realities of the
American societal system. Teachers of adolescents and young adults, in
particular, must be made aware with all bluntness of the practices and the
system of contemporary American societal life. All of the other elements
or components of the proposed curriculum must ultimatelyinake sense
within this context. This crucial need applies specifically to each of the six
unit components of this course of study. -

Seminar Objectives All aims of the course have three essential dimensions:
a deliberate and shameless disenchantment of the teacher trainee with the
myths of American society; a general input-type of cognitive and normative
acquisition of an awareness and consciousness of American society by teacher
trainees; and a delivery-type mechanism and body of relevant materials that
can be innovatively transmitted to youth taught by the transformed teachers.
Specific aims are indicated by the following questions:

1. What are the ways that the members of American society really
behave?

2. What are the ideologies, goals, and values (actual and professed)
which members of American society hold?

3. What are the main social structures into which members of
American society organize themselves, and what are the natures
of the connections between such structures and their consequences?

4. What are the principal agents, agencies, and channels of change
among the members of American society ?

5. What are the persistent and recurrent problems or failures of the
members of American society?

6. What models or patterns of deviance and conformity do we observe
among the members of American society?
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ProcedureThe Seminar in Urban Sociology will be offered on a time equivalency
of a four - credit course for one semester. It is recommended that this seminar
be interdisciplinary in form and content. It is also strongly recommended that
the instructor in charge be a sociologist interested in theory and/or urban
problems; he should utilize representatives horn the other behavioral sciences
(e.g. , anthropology, .economics, geography, history, political science, and
social psychology) as well as representatives from literature, the arts, and
philosophy. Discussion, dialogue and conversation, should be the heart of
the dynamics of :seminar; coupled whit titttitragle guided reading
and supervised small-group thinking periods, films, and field visits as con -
ductc&i under the Orientation Workshop. Nor can the seminar be successful
without genuine output by the teacher trainees into adventurous explorations
of the wealth of the suggested reading materials. Evaluation should not be of the
traditional type. It should be based upon a terminal personal conference with
the seminar director, and possibly the submission of a written' critique of the
Seminar and the Orientation Workshop as they relate to the edu. Atonal system,
learning, and vocational-technical programs in contemporary American society.

COURSE OUTLINE

Unit I. The Nature

purpose: The purpose of this unit is to provide the student with an analytical
tool useful for the objective and accurate understanding of the contemporary
group life of man. It will provide a set of concepts and propositions about
associative life, and an introductory application of them to the major processes,
structures, and dynamic conditions of contemporary American society.

Topics for Discussion

A. The Approach', Society, sociology, and social systems analysis

B. Social power, tension, and conflict: Processes and structures

C. Stratification: The legitimacy and Illegitimacy of inequality
1. Topdog and underdog

D. Ideology
1. Sources
2; raises
3. Factions

E. Social movements and social change
1. -Dissent
2. Conformity

4FP
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Unit IL Urbanism Aa a Waif Life

Purpose: The purpose of this unit is to provide the student with a "case" for the
analysis and interpretation of the social processes, structures, and consequences
of associative life in urban and nonurban community systems.

A. The urban community: structure and processes
1. Ecological and demographic correlates
2. Rural and urban social systems

B. Urbanization and industrialization
1. The metropolitan region ,

C. Slum and suburb communities

D. The city: 'the transformation of power
I. Problems
2. Prospects

Unit Ea. Racism: Tension, Conflict, and Power Relations

Purpose: The purpose of this unit is to provide the student with knowledge about
and understanding of the tensions and conflicts, especially in urban areas and
educational systems, arising out of intergroup contacts and relations. Attertion
will be given especially to racial, religious, and ethnic group processes. The
structure, process, costs, and consequences of the American system of racism
will be emphasized.

A. The nature of the problem: intergroup relations
1. Prejudice, discrimination, and segregationan

American system

B. Causes of the problem
1. Inferiority and superiority

C. Functions of the problem
1. Superordination and subordination

D. Consequences of the problem
1. Educational
2. Economi.,
3. Political
4. Psychological
5. Moral
6. Social



Unit IV. The World of Youth

Purpose: The purpose of this unit is to provide the student with knowledge about
and insight into the social worlds of adolescents and young adults. Emphasis
will be placed upon both conformity and deviancy within community (urban and
nonurban) settings, educational systems, and in the world of work.

A. Socialization, troie and reference group theory

B. Social mobility and intergenerational conflict

C. Colonialism, authority, conformity,' and dissent

D. Sex, agression, and violence

E. Education and miseducation

1% The labor market
1. Powerlessttess of youth

Unit V. Complexaganizations: Bureaucracy and Institutionstems;
Social Control and Decision-Making

Purpose: The purpose of this unit is to provide ti3 student with knowledge
about the organization and functions of work in our LI lintrial and urban
society. The structural contexts of work, and the principles underlying
the processes of conflict within community settings will be stressed. The
ramifications of variables of youth, minority status, and education for work
and leisure will be explored.

A. The world of work
1. Authority and discipline
2. Myths and reality

B. The labor market and the work force

C. Unions and management

D. Education and job

E. Work and leisure

32
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Unit 'VT. Social Chanpriubrivand m
Pt. jime: The purpose of this unit is to enhance the student's insight into the
dynanfics of societal aeration and transformation. The goals, agents,
vehicles, functions, and consequences of social change will be examined, with
special attention being given to the practices and the system of education in
contemporary American society.

A. The status quo
1. Ideology and utopia

B. Reform, rebellion, and revolution

C. Who' gets what, when, and how?

D. Power and powerlessness: the poor

E. Deviance and pathology
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SUGGESTED READING LIST

Unit I. The Nature of Society,,

1. Berger, Peter L. bvitation to Sociolog. Garden City, New York:
Anchor Books, 1963.

2. Bredemeier, H. C. and Stephensen, R.,M. The Analysis of Social
fi-atiA-lat-5-. New gra, Iry _ 2- - A I'M.- - IAA,or 1101.1q ZULICLIALlo MAI IfIf MO wu, ULU go AMP U.

3. Bremner, R. From the Depths. New York: New York University, 1958.

4. Brim, Arville G. , Jr. and Wheeler, S. Socialization After Cbildhood.
New York: John Wiley, 1966.

5. Centers, R. The Psycholow of Social Classes. Princeton: Princeton
University, Press, 1949.

6. Coser, L.A. The Functions of Social Conflict. Glencoe, Illinois:
The Free Press, 1956.

7. Durkheim, E. Education and Sociology. Glencoe, filinois: The
Free Press, 1956.

8. Goidetenr Bernard. "The Culture 'of Poverty: Implications for
Education," unpublished paper presented before Annual 1965
Meeting of the American Montessori Society.

9. Harrington, M. The Other America, New York: The MacMillan
Companlr, 1982.

10. Homans, G. The Human Group. New York: Harcourt, Brace,
and World, 1950.

11. Hunter, Floyd. The Big Rich and the Little Rich. New York:
Doubleday and Company, Inc. , 1965.

12. Keller, Suzanne. The American Lower Class Family. New York:
New York State Division for Youth, 1965.

13. Kolko, G. Wealth and Power in America. New York: Praeger, 1962.

14. Lipset, S.M. and Bendix, R. Class Status and Power. Glencoe,
Illinois: The Free Press, 1953.

15. Miller, S.M. "The American Lower Class," Social Research.
Spring, 1964, Vol. 34, page 1.



16. Mills, C. W. Power, Politics Wand New York: Oxford
University Press, 1: .-; 3.

17. Toch, Hans. The Social Psychology Social Movements.
New York: Bobbs-Merrill Co. ; Inc. , 1965.

Unit IL Urbanism as a Way of Life

O.-

1. Bell, Robert R. Marriage and Family Interaction. Illinois: The
Dorsey Press, Inc. , 1963.

2. Clark, K. B. Dark Ghetto. New York: Harper and Row Prblishers,
1965.

s.

3. Cox, Harvey. The Secular ay. New York: The MacMillan
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welfare.

DescriptionThe Field Experience provides the students with an opportunity to

taged populations. The student will be placed in public and private organizations
observe and participate in a variety of professional settings involving disadvan-
taged

agencies having the responsibility for employment, community service, and

(Four Credits)
FIELD EXPERIENCE

22tecklE3The Field Experience aims to provide insights and skills different

directly aware of the variety and magnitude of the problems of the disadvantaged
and the effects of professional intervention.

from those of the Orientation Workshop and the Educational Practicum. These
goals are enumerated below:

2. To provide the student with an understanding of how the disadvantaged

4. To provide the student with an understanding of programs provided

3. To gain an understanding of community action programs and

1. To provide the student with a knowledge and awareness of the helping"

5. To provide the student opportunity to apply and validate the concepts

agencies that exist, their philosophies, techniques, and their success

processes

and supported at different levels by Federal, state, and local

acquired in the Seminars in Urban Society and The Social Psychology

or lack of it

get jobs and the effects on them of their failure to get jobs

andlhe interactions and opportunities fostered by these sources
governments (as well as private institutions and volunteer groups),

Need for the CourseThe Field Experience will provide the opportunity for the
student to enlarge upon his orientation experiences and to integrate concepts
learned in theSemiharsin Urban Society and The Social Psychology of the
Disadvantaired with the real problems faced by the social agencies and their
clients. The Field Experience will enable the student to study the process
of professional intervention and its effects upon minority group problems.
Only through such an opportunity will it be possible for the student to become

of the Disadvantaged

..._...........................

1

6. To provide a setting in which the student wilt be able to learn some-
thing about himself when confronted by the problems of the disad-
vantaged, and as related to the notion of the helping hand

7. To develop knowledge of the processes used to interview and place
people into semiskilled and unskilled jobs

8. To gain insight into the needs of industry, the kinds of jobs available
for those with limited skills, the training and education needed for such
jobs, the personality traits needed by those employed in such jobs, etc.

9. To gain knowledge of the various private and public programs available
to help the disadvantaged
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ProcedureIt is suggested that the Field Experience course be offered on the
time equivalency of a four-credit course for one semester. This course will
run concurrently with the Seminars in Urban Society and The Social Psychology
of the Disadvantaged. It will have to be scheduled so as to enable all three
offerings lit, be trlen during the same semester.

Each student will be placed in two agencies during the Field Experience
course. Every student will be placed in a personnel office of an industrial
concern that employs large numbers of persons in semiskilled and unskilled
jobs. The second experience will be selected from among community, social,
and welfare Agencies.

Field coordinators, under the direction of a field experience supervisor,
will be responsible tor placement and guidance of the student. Students will
meet with the field coordinators once a week to discuss common and unique
experiences and to relate these experiences to concepts learned in the seminars.

To facilitate placement procedures the class may be divided into two
groupsone group in an industrial setting and the other in an agency setting.
At the midpoints in the semester the groups will rotate their area of emphasis.
Thus, the order of Units given below do not have chronological implications.

COURSE OUTLINE

Unit I. The Industrial Setting

Purpose: The personnel adpartmena. of an industrial setting has been particularly
chosen and singled out because the program is ultimately aimed at producing
teachers who will prepare disadvantaged youth for the world of work. Such
preparation. for the world of work will only be meaningful if youth so prepared
can then enter the world of work. In the majority of the cases, entrance to the
world of work will come through such personnel offices as these students will
be attached to in theiraleld Experience. Thus, in the process of teaching
students, the teacher can have an awareness of the techniques by which students
obtain jobs and the nature of the work and working conditions on those jobs.
In this way :their teaching can be more _appropriately tailored to the situation
which will he encountered:

J

Suggested Establishments

A. Manufacturing industries

B. Service industries
1. Food and beverage preparation
2. Lodging and related services
3. Amusement and recreation

40



C. Occupations in processing occupations
1. Food, tobacco, paper, petroleum, coal, chemicals, plastics,

synthetics, rubber, paint, wood, wood products, stone, clay;
leather, and textile products

D. Transportation occupations

"N-L...1.. ....2 ... J... .. 1 ....1-16.Maglrig allU 17117Z1fGria..10 IM241U tArIg

F. Distribution and sales

Anticipated Outcomes Students placed in such situations will observe the process
of induction of employees into semiskilled and unskilled jobs. They will (a) meet
and interact with applicants, (b) see, use, and interpret application forme, (c)
observe people working in semiskilled and unskilled jobs and acquire knowledge
of the demands of such jobs, (d) gain knowledge of the testing programs used by
industry in the selection of employees, (e) gain knotvledge of union and labor
organization grievance processes, and (f) they may see nonobjective bases
used in the selection of employees.

Unit II. Community, fare Agenciess

Purpose: The teacher of the disadvantaged will rlso be confronted, through the
students, by a variety of personal and family problems concerning social needs,
financial needs, and the like. To deal with this the teacher must also function
as a coordinator of community services. It is necessary that he be aware of the
community services that exist, the manner in which one obtains these services or
takes advantage of them, the nature of the services rendered, and the likely
outcome in order to be able to function in a coordinating capacity. In addition,
seminars in the Social Psychology of the Disadvantaged and Urban Society
have attempted to identify the problems that exist, their bases and their
dynamics. In order that the student be confronted with these problems first-
hand and see evidence of their dynamics, their bases, and the effects of
intervention on their outcomes, the community experience aspect of the
prograto is absolutely essential.

Suggested Agencies

A. Division of Employment SecuritrThe students will be expected
to participate in the tasks of this agency, to interview candidates,
review job applications, classify jobi, and be aware of the outcomes
of attempted placements and recommendations. This agency. in
particular, is utilized frequently by individuals seeking semiskilled
and un4illed jobs.
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B. Welfare DepartmentcStudents will be assigned to participate in the
activities of city or state welfare departments. This would entail
consideration of applications, interviewing applicants, and following
up problems associated with failure to receive welfake.

C. Programs Funded Under tha Economic OpzrtunityAct This includes
Community Action Programs, Job Corps, VISTA and other such
sponsored programs. The student will engage in participation and
observation of Federally sponsored community programs whara such
are available, interact with the clientele for whom they provide services,

- bserve the effects of such services that are provided.

D. Private] FinancyPrograms that are referred
pto include such programs as The "Ford Foundation grant projects.
Again the student will participate and observe the management of
these programs, the clientele served, and the effects of the services
rendered.

E. Public Hezahj_ Agencies dents will be assigned to horpitals, clinics,
emergency wards, and of aer public health facilities for which rel.-Amer-
ation is not required for services rendered. Individuals will participate
as far as possible and observe the clientele serviced and the effects of
the services provided, both in terms of their adequacy and inadequacy.

F. Recreational Facilities in Slum AreasThis includes playgrounds,
community centers, parks, and other play and athletic facilities
that have been provided for the community. Individuals will
participate on an informal basis, Oserve the individuals, and
observe interactions taking place at such community centers.

Unit III. Seminar

Purpose: The purpose of the Reminar aspect of the Field Experience course is
to discuss issues of common concern.

Suggested Activities

A. Once weekly the students will meet w!th the field experience
supervisor and the field coordixiators to discuss problems,
critical incidents, unusual happenings, etc. , that arise out
of their field experiences. The following are given as typical
examples of topics tl at might arise out of the semirar phase
of the Field Experience:

1. Establishing rapport with clients
2. Determining reasons why those attempting to aid the

disadvantaged are often rejected
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3. Factors that leas to the disadvantaged resenting and/or
attempting to exploit the helping hand

4. Methods of selling oneself to the disadvantaged
5. Inadequadies, fears, prejudices, and misconceptions felt iy

the student when working with the disadvantaged
6. The responsibility of the disadvantaged for his own condition
7. The adequacy of society's attempt to fulfill its responsibility

^ 44'e disnAvan+-gredW
8. Evaluation of training at the unskilled and semiskilled level to

provide a permanent solution for the problems of the disadvantaged
9. Industry's responsibility in szdving the problems of the disadvantaged

10. Feasibility of the poor participating in the administration of
programs aimed at helping the poor

Note: The field coordinator will serve primarily as a model for those students
in his charge. Insofar as he is exemplary in his functioning as a field coordin-
ator, students will learn through contact with him how such a coordinator can
function effectively. Specifically, the field coordinator must be a resource man,
a contact man, a teacher, and a counselor. As a resource man he is aware
of opportunities that exist, the agencies and the services they provide. As a
contact man he is able to place the student in the agencies by having acquaintance
with the appropriate persons and having gained their confidence through prior
contacts. As a teacher the coordinator must attempt as much as possible to
structure the learning experience of the student and familiarize him with basic
principles and sources of information appropriate to his experience. As a coun-
selor the field coordinator must help the student work out personal problems
that may have been created from this experience.
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EMINAll IN LEARNING, DEVELOPMENT,
AND MEASUF 2MENT

(Four CL edits)

Seminar DescriptionAn introduction tc the basic theories and concepts of
he psychology of learning, hur_an development, and eiucational psychological

tests. measurement, and evaluation with application of these basic theories
and concepts to existing learning problems prevalent among culturally di--
advalataged youth.

Need for the SeminarIn order to teach culturally disadvantaged youth, one
must understand their basic learning problems. Such problems stem from
learning experiences and particular aspects of development which are common
in a disadvantaged environment; furthermore, these problems have definite
implications for testing and measurement with this population. In order to
understand the particular learning problems of the disadvantaged, students
have a need to know the basic concepts of learning, development, ar measure-
ment which help to understand the dynamics of a specific population. There-
fore, the students have the following specific needs:

1. To be exposed to some of the concepts which have evolved from
the learning laboratory of the psychologists

2. To be exposed to some of the basic' teachings in the field of human
development

3. To be exposed to some basic concepts of human measurement
4. To be aware of the specific learning problems of the disadvantaged
5. To be able to apply the concepts of learning, development, and

measurement to the specific learning problems of the
disadvantaged in order to gain insight into these problems
and be better prepared to cope with them

Seminar ObjectivesThe Seminar in Learning, Developnient, and Measurement
will be directed toward the following objectives:

1. To provide the student with knowledge of some basic concepts
in the psychology of learning

2. To provide the student with knowledge of some basic concepts
in human development

3. To provide the student with knowledge of some basic concepts
in educational measurement

4. To make the student aware of some of the special learning
problems of the disadvantaged

5. To help the student understand the dynamics of these learning
problems and their causes based on learning, development. and
measurement concepts

t
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PrIcedure The Seminar in Learning, Development, and Measurement will be
offered con the time equivalency of a four-credit course for one semester.
It is recommended that the seminar be conducted by three individualsone
who has a familiarity with and a commitment to the principles of learning theory,
one who has a familiarity with human_ development including emotional as well
as intelle-.tual development, and one who has a familiarity with measurement,
testing, and erluation in an educational context.

The instructor in charge of the seminar should be a psychologist with
an awareness of and commitment to the problems of education.

This seminar should be closely coordinated with the seminar on
Educational Processes for Teaching the Disadvantaged and the Educational
Practicum; all three will be undertaken concomitantly. Theory that will
be generated in this seminar should be clearly tied in with practice as dis-
cussed in the Educational Processes for Teaphing the Disadvantaged seminar,
and as carried out in the Educational Practicum. Experierices in Processes
and Practicum should be cited in the Seminar in Learning, Development, and
Measurement in order to bring the -7plicability of the conceptual approach
into sharper focus.

COURSE OUTLINE

Unit I. Basic Concepts of LeErnin

Purpose: To provide the student with a knowledge of some of the essential
concepts used to explain learning phenomena as a prerequisite to applying
these concepts to specific learning problems. Basic concepts will be
presented in such a manner that their general implications for education
will be constantly highlighted.

Topics for Discuseion

A Parameters of learning
1. Conditioning and associative learning
2. Extinction., generalization, discrimination
3. Reinforcement
4. Forgetting

B. Types of leaning and conditions under which they occur
1. Signal learning
2. Stimulus-response learning
3. Chaining
4. Verbal aspIociation
5. Multiple discrimination
6. Concept learning
7. Principle learning
8. Problem-solving
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C. Some selected learning theories
1. Mull -- drive, habit strength, inhibition, goal gradient,

delay of reinforcement, secondary drive and reinforcement
2. Thornlike laws of effect, exercise, readiness
3. Tolmanlearning of meaning, latent learning
4. Skinnerintermittent reinforcement

Unit H. Basic Conant of Human ricavelonmant

Pumps: To provide the sbident with a knowledge of some of the essential
concepts used to explain developmental phenomena as a prerequisite to applying
these concepts to specific developmental problems engendered by the environment.
Basic concepts will be presented in such a manner that their general implications
for Education will be constantly highlighted.

I.2pics for Discussion

A. Development is not genetically preordained (nor intelligence fixed
by genetic factors).

1. The case for genetic predeterminism
2. The case tgainBt genetic predeterminism

B. Phases in the development of the intellect
1. Early motor development
2. Preverbal and preoperational thought
3. Stage of concrete operations
4. Stage of formal operation

C. The development of the ego and moral development
1. Infantile sexuality
2. The emergence of identity
3. The emergence of morality

D. Career development
1. Adolescence as exploration
2'. The transition from school to work
3. The trial process
4. Period of establishment
5s Maintenance stage
6.1 Years of decline
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Unit III. The Essentials of Measurement

Purpose. To provide the student with a knowledge of some of the essential
concepts upon which tests and measurements on human beings aL'e based, along
with a knowledge of test construction both for individual and program evaluation.
The use of these concepts and their limitations in actual situations will be dealt
with later.

To ics for Discussion

A. The parameters of meamreraent evaluation and interpretation
1. Item analysis: technique and purpose
2. Reliability (of tests and of human beings used as

measuring instruments)
3. Validity: content, concurrent, predictive, construct

(emphasis on content validity)
4. Norms, standard scores, and standardizing population

B. The development of a test for evaluating students or programs
1. Stating educational objectives
2. Construction of test items
3. Evaluation of test items
4. How to use the test to evaluate students' performances
5, How to use the test to evaluate the effect of the program

or curriculum (the content validity approach)

C. Standardized tests
1. Individual and group intelligence tests (verbal and nonverbal)
2. Tests of aptitudes and abilities
3. Tests of achievement
4. Other types of tests
5. How to find and assess a standardized test

Unit IV. The Learnin g of the Culturally Disadvantaged: Competing Rewards
and Their immediacy

Purpose: To present the view that culturally disadvantaged students are often
biologically disadvantaged as well and therefore will apply their efforts to earn
rewards that will satisfy their biological needs; they will also be inclined more
toward immediate rehiforceixteni, rather tha,. working toward long-term goals.
These phenomena will be treated as a learning phenomenon.

-""*"7" 'frt
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Topics for

A. Nature of the problem
1. Being hungry affects classroom performance (Breckenridge,

Vincent, Schorr)
2. :What is being learned has no apparent application in the

immediate future
3. The student would rather be out earning a living

B. Applicable learning principles
1. Hulldelay of reinforcetheilt, pal gradient (illiga.ril)
2. Thorndikelaw of effect
3. Hulllearning based on drive reduction; notion of competing

reinforcements (Hilgad)

C. Supporting evidence relating to the culturally disadvantaged
1. LeShan's study

Mischel's study

D. Why does the problem exist and what can be done about it
(in learning terms)?

1. Provide the student with quick feedback
2. Relate the school experience to real life experiences

Unit V. The Develo -meat and Measurement of Intellicrence in the Culturally
Di tag

Purpose: To help the students understand why culturally disadvantaged youth
often score lower on conventional intelligence test., to explain why a culturally
impoverished environment often leads to a lesser developed intelligence; to
emphasize the limitations in intelligence, testing; to seek some remedies for
this situation.

Topics fc)r Discussion

A. Lower measured intelligence among the disadvantaged as a
function of experience

1. The work of Klineberg and Pettigrew

B. Particular experiences that are lacking and their effects
1. The importance of stimulation (Ausubel, 31oom, Hunt,

Wolf, Deutsch)
2. Developmental problems and language learning (John, Bernstein)
3. Problems in conceptual development (Siller)

C. The effects are not irreversible
L General statement (Hunt)
2. Work with the mentally retarded (Dennis, Skeels & Dyd,

Wellman)
3. Work with the disadvantaged (Boger)
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D. The deficit is cumulative
1. Why (Deutsch, Kragman, Osborne)?
2. Implications

E. What can the classroom teacher do?
1. Teach at the perceptual level
2. Converse with students
3. Relate concepts to students' experiences
4. tripat now axparinnelatz

F. What kind of program do we need?
1. Early enrichment (Headstart)
2. Educational TV (Brazziel & Terrell)
3. Remedial services (Krugman, Schreiber, Shaw)

G. The implications for intelligence measurement
1. We need culture-free instruments.
2. Is it valid to measure intelligence?
3. How can we assess potential for learning? Should we?
4. How do IQ data bias the teacher?

Unit VI. Achievement 11otivation and Learning Culturally Disadvantaged

Purpose: To introduce the students to the concept of achievement motivation;
to discuss where it comes from; to consider why it is often low among the
disadvantaged and how their experiences may account for this; to discuss what
can be done about it.

Topics for Discussion

A. What is achievement motivation?
1. Presentation of the concept (McClelland, Atkinson)

B. Where does it come from?
1. -Associated with middle class (McClelland, Rosen)
2. Based en rewarding success and punishing failure (McClelland)
3. Enhanced by training (Winterbottom, Rosen and D'Andrade)
4. 'Supported by parents (Kahl)

C. Why is it low among the disadvantaged?
1. Different clabs .ethic'
2. Lack of opportunity for success
3. High frequency of punishments (Bronfeb_lsrenner)
4. Inappropriate models
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D. What card be done about it?
1. The use of successive approximations to shape behavior

(Skinner)
2. Frequent use of rewards for even minimal successes

utilizes successive approximalions technique (these youth
are success starved).

3. Avoidance of punishment: punishment does Lot lead to extinction
of punished behavior (Estes); it often leads to fear of failure
(Atkinson).

4, Presentation of tasks of graded degree ot difficulty in
sequence from easy to difficult

5. Use of tangible rewanis (Zig ler and DeLabry)
6. Use of objective criticism (Lewin et al.)

Unit VII. The Learning of Attitudes AmongtheSulturally Disadvanta

Purpose: To acquaint the student with the nature of the attitudes of culturally
disadvantaged youth toward self, others, and society and their bases; to discuss
ways in which such attitudes can bt, altered through learning intervention.

Tonics for Discussion

A. Attitudes of the culturally disadvantaged toward self, others,
and society

1. Negativism, fatalism, and cynicism
2. Psychopathic, antisocial, and delinquent behavior
3. Low aspiration and self - expectations; low sell-boncept

B. The bases for these attitudeshow they are learned
1. Social sta.-t-as and social wirnwrifirces (;iieronymus)
2. Rejection (Ausubel and Ausubel,. Goff)

C. What can the teacher do to change attitudes?
1. The teacher as model (Witty)
2. Student participation and the development of involvement

and responsibility (Lewin; Lewin, Lippitt and White;
Coch and French)

3. Role playing as a basis for learning new attitudes (King
and Janis; Brehm)

4. The use of praise and approvd: rewards as the basis
for learning new attitudes

5. Programmed success as the basis for elevating level of
aspiration: rewards as the basis for new learning (Sears)

6. Approach-av idance conflict with regard to education: its
reduction through reducing avoidance tendencies and fear
(Dollard and Miller; Brown)

7. The differential treatment technique: react to individual
differences (Hunt)
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EDUCATIONAL PROCESSES FOR TEACHING
THE DISADVANTAGED YOUTH

(Four Credits)

i:ouslm w3c12L k*(1,This course is a composite of selected educational
processes such as teaching methodology, program development, curriculum
development, and evaluation with special emphasis on the teaching of the
disadvantAged youth. The course is an integrating experience in teacher
education that draws upon the disciplines of psychology, sociology, anthro-
pology, economics, and educational pedagogy for its content, basic educational
procedures, and organizational structure. This integration is achieved in
the processes used in the conduct of the class.

Need for the CourseThe Educational Processes course is designed to provide
the educational framework in which the previous psychological, sociological,
and behavioral experiences are brought into the context of the school program
and the individuallaboratory.

The basic need for the course is one of establishing a background for
the teachers of the disadvantaged in the ordering of and planning for educational
experiences that provide for maximum effectiveness in teachino and program-
ming for the student. Specific riec.:iis are as follows:

1. Such teachers will k.a.ve need for a broad range ox understanding
and capability in a number of instructional methods

2. Such teachers will need a broad and integrated perception of
curriculum organization, curriculum development processes,
and factors related to curriculum change

3. Such teachers will need an understanding of the program
potentials that exist in vocational and occupational education

4. Such teachers will need broader and deeper capability in the
areas of program and curriculum evaluation

Course ObtectivesThe Educational Processes course will be directed
toward the following objectives:

1. To broaden the student's understanding in the area of curriculum
development

2. To broaden the student's understanding in the area of program
p:tanning and execution

3. To enable the teacher to use effectively a number of different
methods of teaching as appear appropriate for students of
varying backgrounds and abilities

4. To enable the teacher to use a wide range of instructional media
as appear appropriate for the teaching of the disadvantaged

5. To enable the teacher to design learning experiences as reauired
for a wide range of student abilities as well as social differences
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6. To enable the teacher tc tise effectively a number of evaluation
and measurement techniques in appraising educational progress

7. To enable the teacher to use community (sociological and
economic) data in the establishment of direction for educational
experiences of the disadvantaged

8. To articulate the nature, function, and processes involved in the
education of the disadvantaged
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equivalency of a four-credit course for one semester.

It is recommended that the course be conducted on a seminar basis
with a multidisciplinary faculty involvement. Such an approach will involve
the disciplines of psychology, sociology, anthropology, and special education.
These disciplines will be use as the particular topics under discussion
warrant their involvement.

The instructor in charge of the Educational Processes seminar will be
a vocational teacher educator with training and experience in the areas of
curriculum and methodology. Special consultants and guest speakers who are
practitioners in the schools for the disadvantaged would be called into the
seminars to provide a perspective in direct association with the central
problems involved with the handling of such youth.

Community agencies such as the employment service, neighborhood
youth clubs, welfare units, and charitable organizations would be represented
on panels or in discussion sessions to establish direction to, as well as under-
standing of, the problem of educating the disadvantaged.

The Educational Processes experiences should be coordinated with the
Educational Practicum course. This would be especially appropriate in
connection with the study of methods and program development. It is recom-
mended that the students be given opportunity to discuss and/or demonstrate
certain methods or procedures they have found to be effective. Films and other
educational media should be used where appropriate.

COURSE OUTLINE

Unit I. Curriculum I e e 1 2 217 a ent

Purpose: The Cutriculuzn Development unit is intended to establish a frame-
work into which the total program of educational experiences for the disadvan-
taged may evolve.

' '4 lit ....c. --..........2. -
--,----='7,-.1--,^7,7').-t., i'r""47,A., -777"","r, .
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!Wes for Discussion=o1.

aftsLOMONINKmal.e..i. woldra:M1.0111111....

A. Bases for curriculum decisions
1. The nature of the student to be, served
2. The objectives and purposes of the school
3. The social and cultural values of the community
4. The teacher's level of participation in the various

phases of curriculum development and inapiementatiorl
5. The attitudes, aspirations, and values existing in the

community and anong the employers of the product of
the school.

B. Principles of curriculum development

C. Curriculum change and innovation

D. Curricular patterns appropriate for the education of the
disadvantaged

E. Curricular variations based upon the location of vocational
education in the school

1. Separate vocational schools
2. Vocational schools as a part of the comprehensive

high school
-3. Area vocational centers sharing time with the regular

high school
4. Occupational schools
5. Vocational-technical schools
6. Post-secondary schools

Unit II. .aosram Development

Purpose: This unit is intended to enable the student to develop background
anti 'inderstanding in the nature and process of program development for the
disadvantaged.

Topics for Discussion

A. The nature and process of educational program planning

B. Community involvement in program planning

C. Factors influencing the development of a program
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D. Programs of special significance to the education of the disadvantaged
Examples:

1. The Carrollton School, Baltimore, Maryland
2. The Octavius Catto Public Schools Philadelphia, Pennsylvania

E. Research in.the area of program p)anning and administration

F. TheTluster Concept" program

G. Work-study programs

R. Cooperative p- grams

I. Placement and follow-up

Unit M. Methods of Teaching

Purpose: The Method of Teaching unit is designed to acquaint the teacher with
a number of instructional procedures appropriate to a wide variety of student
ability as well as a wide range of educational objectives.

Topics feE lifpiss ion

A. Methodolmilnd Educationaliyapective

B. Teaching with the use of Instructional Aids

C. Teaching using the Unit Approach

D. Teaching using the Problem A roach

E. rreacAing using the Individual Protect Approach

F. Teaching using the Group Approach
1. The Group Project
2. The e Production

G. Teaching and learning through Role Playing

R. Teaching using the RileascLiai_Mtd m rimentati

I. Teaching with Programmed Instructional Materials

J. Teaching with Instruction Sheets

K. The 121§92yenyetiatOf teaching

L. Tes .111 Teaching concepts and procedures

M. Seminar and Conference procedures in teaching
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Unit N. Px.mia.20 and Curriculum Evaluation

Purpose: This unit is intended to inerf:ase the teacher's effectiveness in the
area of program and curricular evaluation.?

Topics for Discussion

A. Principles and concepts of educational evaluation

B. Evaluation based upon achievement of objectives or proposed
outcomes

C. Evaluation based upon placement and performance on the job

D. Evaluation based upon immediate and long-range goals

E. Evaluation and the liteiature in the field

F. Research findings in vocational and occupational program
evaluation

G. Community studies related to the evaluation of vocational
edubation
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3. Gwynn, J. Minor. Curriculum Principles and Social Trends.
New York: The MacMillan Co. , 1960, pages 157, 178-202.

4. Hammond, James J. "The Unit Method of Teaching at the Junior
School Level," The Industrial Arts Teacher. March-April,
1959, Vol. XVIII, pages 16-20. .
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5. McKean, Robert C. Principles and Methods in Secoru.
Columbus, Ohio: Charles Z. Merrill Books, Inc. , 1962.
(Chapter IV, "Guiding Classroom Experiences," pages 91-118.)

6. Smith, B. Othanel, Stanley, W. 0. , and Shores, J. H. Fundamentals
of Curriculum Development, New York: World Book Company,

-Th 1950.
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7. Strickland, Ruth G. How to Build a Unit of Work. Office of
Education Bulletin 15, Washington, D. C.:1 U.S. Government
Printing Office, 1956.

8. Taylor, L. O. McMahill, D. R. , and Taylor, B. L. The American
Seem jami_chool. New York: Appleton-Century-Crofts, Inc. ,

1960.
("The Unit of Lai4ratory Method," pages 202-2124

9. Venable, Tom C. Patterns in Secondary School Curriculum.
New York: Harper and Brothers Publithers, 1958.
(Chapter IX, "Unit Teaching," pages 85-94. )

D. Teaching Using the Prob/emAparoaca

1. Briggs, Frances. "Problem-Centered Approaches to Teaching,"
The High School Journal. March, 1963, Vol. XLVI, pages 196-
204,

2. Getzels, J. W. "Creative Thinking, Problem-Solving, and Instruction,"
Theories of Learning, National Society for the Study of Education
Yearbook, 63, pages 240-267.

3. McKean, Robert C. Principles nd Methods in Secondary Education.
Columbus, Ohio: Charles E.,eMerrill Books, Inc. , 1962.
(Chapter IV, "Guiding Classroom Experiences," pages 91-118.)

4, Phillips, Kenneth. "The Project Approach vs. The Problem Approach
in Industrial Arts Education," The Industrial Arts Teacher,
Jamutry - February, 1961, Vol. XX, No 3, page 10.

u. Yoakarn, Gerald A. and Simpson, R. G. Modern Methods and
Tech nities of leachh.....Few York: The MacMillan Company,
1963.
(Chapter VI, "Problem-Solving," pages 86-1024
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E. Teaching Using the Individual ect Approach

1. Butler, Frank A. The Improvement of Teaching in Secondary
Schools. Chicago: The University of Chicago Press, 1947.
(Chapter XII, "Assisting Pupils to Grow Through Independent
Study," pages 222-248.)

2. McKean, Robert C. Principles and Methods hikancation.
Columbus, Ohio: Charles E. Merrill Books, Inc. , 1902.
(Chapter N, "Guiding Classroom Experiences," pages 91-118.)

3. Yoakam, Gerald A. and Simpson, R. G. Modern Methods and
Techniques of Teachin New York: The MacMillan Company,
1963.
(Chapter IX, "Motor Learning," pages 69-78.)

4. Zirbes, Laura, and others. "Fostering Individualization in the
Classroom," Individu4lizing Instruction. Association for
Supervision and Curriculum Development Yearbook, 1964,
pages 75-97,

F. Teaching Using the Group
a. The Group Project
b. The Line Production

1. Baxter, Bernice and Cassidy, Rosanne. Group Experience,
the Democratic Wal. New York: Harper and Brothers, 1943.

2. Bender, Louis W. and Sharpe, W. C. "A Junior-High School
Course for Disadvantaged Students," The Bulletin of the
National Association of Seconda School Princi als.
March, 1963.

3. Faunce, Roland C. and Morrell, J. Clute. Teaching and
Learning Jimior Hitfichool. San Francisco,
California: Wadsworth Publishing Company, Inc. , 1961.
(Chapter VII, "Learning Through Group Experience,"

pages 160-193.)

4. Grambs, Jean D. , Iverson, W. J. , and Patterson, F. K.
Modern Methods in Secondary Education. New York:
Henry Holt and Company, Inc. , 1959.
(Chapter X, "Group Techniques in the Classroom,"

pages 270-300.)

5. Gwynn, J. Minor. Curriculum Prinsi Ipm,__ani4flocial Trends.
New York: The MacMillan Company, 1960, pages 122, 312,
313, 316 316, 662-666.
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6. Haws, Robert W. and Schaefer, Carl J. Manufacturing in the
S_ chool Shop. Chicago: American Technical Society, 1960.

7. Keane, George. Teaching Industry Throu Production.
Washington, D. C.: National Education Association, 1963.

8. Kettering, Charles F. and firth, Allen. American Battle for
Abundance. Detroit, Michigan: General Motors Corporation,
1955.

9. Roby, Wallace and Wolf, Lloyd. "The Line Production Job in
Industrial Arts Teaching," The Industrial Arts Teacher.
November-December, 1956, Vol. XVI, pages 9-14.

10. Stiles, Lindly J. and Dorsey, /attic F. Demo° tic Teaching
in Secondary Schools. Chicago: J. B. Lipp # Co. ,
1950, chapters 12-15.

11. Vance, Stanley. Industrial Structure and Policy. Englewood
Cliffs, New Jersey: Prentice-Hall, Inc. , 1961.

12. Young, Talmage B. "The Group Project as a Beginning IA
Experience," Industrial Arts and Vocational Education.
October, 1960, page 27Q

G. Teaching and Learning Through Role Plying

1. Blackledge, Walter L. and Blackledge, Eihts1 H. "Role-Playing
Prepares Students for Job Interviews," Business Education
World. October, 1961, Vol. XIX, pages 22-23, 30-31.

2. DePhillips, Frank A., Berliner, W. M. , and Cribbin, James J,
Management of Training tnsPr Homewood, Illinois:
Richard D. Irwin, Inc. , 1960, pages 177-180.

3. Grambs, Jean D. , Iverson, W. J. , and Patterson, F. K.
Modern Methods in Secondary New York:
Henry Holt and Company, Inc. , 1959, pages 160, 252-264,
561-564.

4. Planty, Earl G. , McCord, W. S. , and Efferson, C.A.
Training Employees and Managers
Teamwork. New York: The Ronald Press Co. , 1948,
pages 121, 140, 183-185.

5. Riessman, Frank. "Some Suggestions for Teaching the Culturally
Deprived," N. E.A. Journal: April, 1963, Vol. 111, pages 20-22.
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H. Teaching Using theilessarcli Experiment tion Approach

1. Arthur, Earl W. "How to Use a ResearchExperimentation
Approach," Industrial Arts and Vocational Education.
November, 1960, page 23.

2. Keeny, Alan P. and Maley, Donald. "Montgomery County,
Maryland, Research and Experimentation in Industrial
Arts," The Bulletin of the National Association of
Secondary -- School Principals. February, 1962, Vol. 46,
No. 271, pages 96 -90.

3. Maley, Donald. "Research and Experimentation in the Junior
High School," The Industrial Arts Teacher. March-April,
1959, Vol. XVIII, pages 12-16.

4. Yoakam, Gerald A. and Simpson, R. G. Modern Methods and
Techniques of Teach_ ing. New York: The MacMillan
Company, 1963.
(Chapter VII, "Experimental Learning," pages iO3-112.)

I. Teaching with Instruction Sheets

1. Giachino, J. W. and Gallington, Ralph 0. Course Construction
in Industrial Arts and Vocational Education. Chicago:
American Technical Society, 1961.
(Chapter KM "Instruction Sheets," pages 206-213. )

2. Hill, Warren.E. and Ewing, Claude R. Materials and Methods
for Vocational Training. New York: McGraw-Hill Book
Company, Int 1942.
(Chapter V, "Operation Sheets and Information Sheets,"

pages 77-95.)
(Chapter VI, "Assignment Sheets and Reference Sheets,"

pages 96-117.)
(Chapter VII, "Job Sheet," pages 118-137.)

3. Selvidge, R. W. Individual Instruction Sheets. Peoria, Illinois:
Charles A. Pennett, Co. , 1934.

J. Teaching with Programmed instructional Materials

1. Finn, J. D. "Automation and Education: I. General Aspects,"
Audio-Visual Communications Review. 1957, Vol. 5, No, 1,
pages 343-360.
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2. . "Automation and Education: II Automatizing the
Classroom," Audio-Visual Communications Review.
1957, Vol. 5, No. 2, pages 451-467,

3. "From State to Automation," Audio -Visual Instruction.
1959, Vol. 4, pages 84-85, 100-101.

4. . "Teaching Machines," National Education Association
Journal. 1960, Vol. 49, pages 414144.

5. Fund for the Advancement of Education. Four Case Studies of
Pro nim/zmd,_histractioil. New York: The Fund for Advance-
ment of Education, 1964.

6. Jensen, A.R. "Teaching Machines and Individual Differences,"
Automated Bullgin. 1960, Vol. 1, pages 12-17.

7. Luce, G. G. "Can Machines Replace Teacher?" The S____g__Iurda
Evening Post. September 24, 1960, Vol. 233, pages 36-37,

102, 104-106.

8. Luitsdaine, A.A. "Educational Technology, Programmed Learningss,
and Instructional Science," Theories of Learning. National
Society kr the Study of Education Yearbook, 63, pages 371-401.

9. , and Glaser, Robert (ed.). Teaching and
Proscrammed Lean A Source Book. Washington, D. C.:
The National Education Association, 1961.

10. . "Teaching Machines and Programmed Individual
Instructione American Psychologist. 1960, Vol. 104
page 422.

11. Stolurow, Lawrence M. Teaching Machine. OE-3410 Cooperative
Research Monograph No. 6. Washington, D. C.: U. S.
Government Printfng Office, 1963.

K. The Discovery Method of Teaching

1. Alberty, Harold. Rem wig.zin the Ilktichool Curriculum.
New York: The IvlacMillan Company, 1953.
(Chapter V, "The High-School Curriculum; Subject or

Experience Centereit" pages 125-158.)
..-
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2. Bottrell, Harold R. Introduction to Education; erst
Teaching Developmental Laboratory Experiences.
Harrisburg, Pennsylvania: Stackpole Co, , 1955.

3. Bruner, Jerome Seymour. On Knowing. Cambridge: Harvard
University Press. 1962.

4 . The Process of Education. Cambridge: Harvard
University Press, 1960.

5. Famce, Roland C. and Morrel, J. Clute. Teaching and
in the Junior Hi School. San Francisco,

California: Wadsworth Publishing Company, Inc.
1961.
(Chapter VIII, "Learning Through Individual Exploration,"

pages 194-215, )

6. Johnston, Herbert . A Philosophy of Education. New York:
McGraw-Hill Book Company, Inc. , 19P3.

7. Noar, Gertrude. Teaching and Learning_Lhe Democratic Way.
Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1963.

8. Watson, Goodwin (ed.). No Room at the Bottom - Automation
and the Reluctant Learner. Washington,D. C.: The National
Education Association, 1963.
(Chapter N, "Discovery and Inquiry," pages 31-48.)

L. Team Teaching...Concept and Practice

1. Lee, Florence Henry. Ptilisjyles and Practices of 'I Lasting
in Secondary Schools. New York: David McKay Company,
Inc. , 19e5, pages 336-340.

2. McKean, Robert C. Principles and Methods in Secondary Education.
Columbus, Ohio: Charles E. Merrill Books, Inc. , 1962.
(Chapter N, "Guiding Classroom Experiences," pages 91-118, )

3. Norton, M.S. "Approaches to Team Teaching," The Bulletin of
tho National. Attivigioroffiemconda School it
October, 1960, Vol. 44, pages 89-92.
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M. Seminar and Conference Procedures in Teaching

Unit W. Program and Curriculum Evaluation

1. Anderson, Vernon E. Principles and Procedures of Curriculum
Develop Lantz New York: The Ronald Press Company, 1956.
(Chapter xvri, "Evaluating Progress Toward Goals," pages 427-456.)

2. and Gruhn, William T. 11419121913 and Practices of
SecondaEducation. New York: The Ronald Press Company,
1962.
(Chapter XIX "Evaluating the Secondary School Program,"

pages 453-481)

3. Doll, Ronald C. Curriculum Improvement: Decision - Making d
Process. Boston: Allyn and Bacon, Inc. , 1965.
(Chapter XII, "Evaluation of Curriculum Improvement-

Programs, pages 302-326.)

4. Grambs, Jean D. and Iverson, William J. Modern Methods
in Secondary citIcation. New York: The Dryden Press, 1952.
(Section IV, "Evaluating Learning," pages 356-378. )

5. Leonard, J. Paul. Developing Secondary School Curriculum.
New York: Rinehart and Company, Inc. , 1946.
(Chapter XV, "Evaluating Pupil Learning," pages 489-512.)

6. Oliver, Albert I. Curriculum Improvement - A Guide to Problems,
Principles, and Procedures. New York: Dodd, Mead and
Company, 1965.
(Section N, "Field - Testing Curriculum Innovations,"

pages 337-412.)

7. Stratemeyer, Florence E. , Forkner, Hamden 3 L. , and
McKim, Margaret G. Developing a Curriculum for
Modern Living. New York: Columbia. University, 1948.
(Chapter X, "What Are the Tests the Curriculum

Must Meet?" pages 544-554.)
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EDUCATIONAL PRACTICUM
FOR TEACHING DISADVANTAGED YOUTH

(Four Credits)

Course DescriptionThe practicum is designed to bring to fruition the experi-
ences And PAIllpPtPTICIPFI developed in the teacher trai ning sequence for master
teachers of disadvantaged youth, i. e. , theory into practice. The objective
of the practicum is to provide a broad range of actual teaching and administrative
experiences as well as experiences with the ancillary services that are
associated with schools serving disadvantaged youth. Integrated with the
practicum is a weekly seminar designed to discuss aud resolve common
as well as unique problems encountered by the teacher trainees.

Need for the CourseThe Educational Practicum is the cap-stone of the
sequence of experiences designed to train teachers of disadnntaged youth.
It provides a laboratory setting to put into action educational activities
involving the teacher trainee's background experiences in such disciplines
as social psychology, psychology, sociology, anthropology, and education.
The Educational Practicum course is designed to provide: firsthand expert
once in a school setting with disadvantaged youth; observation of teachers
and other school personnel working with and teaching disadvantaged youth;
opportunity to work with and teach disadvantaged youth under supervision of
school personnel and university supervisors; a sense of responsibility and
understanding of the role of the school as a "change agent" in our society.

Course ObjectivesThe Educational Practicum should be organized in a
manner designed to achieve the following objectives:

'Ie

1. To assist the student in understanding the "world of the
disadvantaged" in relation to the school setting

2. To provide the student with an awareness of the multi-
responsibilities of the educatim al system es it relates
to the disadvantaged

3. To provide the student an opportunity to observe a master
teacher in the teacher-learner process

4. To make the student aware of the problems experienced
administrators and pupil-personnel faculty face as they
involve themselves with disadvantaged it

5. To gain teaching experience under the supervision of an
experienced teacher or, if in an administrative or ancillary
area, to gain experience in the particular area under the
supervision of experienced personnel
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6. To provide comp tencies in curriculum development and revision
7. To develop an awa eness of the need lx use a number of different

methods of teachin which appear appropriate for students of varying
backgrounds and abilities

8. To obtain experiences and competency in using a wide range of
instructional media appropriate for the teaching of the disadvantaged

9. To become aware of and acquire competencies in designing
learning experiences required for a range of abilities and social
differences

1.0. To use and become aware of a number of evaluation and measure-
ment techniques in appraising students' progress, as well as
self-evaluation

11. To understand the need for and experience in using community
data and resources in the establishment of direction for educa-
tional experiences for the disadvantaged

12. To become aware of the need for interacting with fellow students
and their supervisors pertaining to philosophical, pedagogical,
Ln.d other areas of common concern which have evolved as a
result of the trainee's practicum experiences.

ProcedureThe Educational Practicum course will be offered on the time
equivalency of a four-credit course for one semester.

It is recommended that the Educational Practicum be supervised by
several members of the program staff each dealing with a small number
of students. These university supervisors should have experience and
familiarity with public school settings.

The Educational Practicum experience should be coordinated with
the Educational Processes course and the Seminar in Learning, Development,
and Measurement. The curriculum was designed so that these three experiences
would run concurrently enabling each to supplement the other. A suggested
over-all organizational pattern for the practicum is given below:

1. A general orientation including the responsibilities of student
teaching should be held. This orientation should be under
the direction of the university superirisor in cooperation
with the master teachers and/or school supervisors.

2. Assignment of trainees to the master teacher or superviPor
3. Observation of school areas and activities other than the

trainee's area of specialization
4. Observation of trainee's master teacher or supervisor
5. Opportunity for the trainee to teach in his own area of competence
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6. Daily conference with master teacher during the teaching
experience phase for the purpose of:

a. Discussing specific problems which have arisen
b. Evaluating the trainee's daily planning
c. Self-evaluation by the trainee

7. Periodic observation of the trainee by the university supervisor
8. Weekly seminars involving one or more of the master teachers,

the university supervisor, and the professors responsible for
the Seminar in Learning, Development, and Measurement and
the Educational Processes course. The purpose of this seminar
would be to discuss common and unique problems and to devise
ways of alleviating them.

9, Final evaluation made cooperatively by the master teacher,
the university supervisor, and the teacher trainee

COURSE On: LINE

Unit I. The Observation Phase

Purpose: The objective of this phase is to provide an opportunity for the
teacher trainee to observe a master teacher working with the disadvantaged
youth, to become acclimated, and to get to know the students.

A. The following are typical observations and goals the teacher
trainee should realize from this phase of the practicum:

1. The personal attributes of the cooperating teacher or
supervisor such as:

a) Effective management of time
b) Personal appearance and grooming as an

identity model
c) Alertness and adaptability
d) Voice quality as a cue device in rewarding or

disciplining
e) Other methods of rewarding appropriate behavior

2. Gradually make student contact and learn studert names
be friendly but professiona

3. Becoming familiar with:
a) Where materials are kept
b) Available materials
c) Sources of professional aids
d) Other curricular programs and facilities within

the school

r-
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4 1

4. Studying the learning process as it relates to the physical
aspects of the program such as:

a) Arrangement of the classroom
b) Maps, chalk board, etc.
c) Lighting, heating, ventilation

'17



beergialorrek.

5. Studying the learning process as it relates to the master
teacher's involvement in:

a) Motivating the disadvantaged
b) Providing for individual differences through subject

matter selection, building on previous experience
of the pupils, use of teaching aids, use of questioning
techniques, use of general classroom management and
routine, organization of teaching units, etc.
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youth regarding their:
a) Attention and participation
b) Interest
c) Individual differences
d) InvOlvement in individual and group work

7. Analyzing the observation phase to provide opportunity
for the teacher trainee to:

a) Identify methods and techniques which contribute
to the effective teachiug of the disadvantaged

b) Interpret and analyze the laws of learning as they
apply to the disadvantaged

Unit II. The Teaching ERerience Phase

Pu:mote: The objective of this phase is to provide the teacher trainee with
the opportunity to apply the techniques, methods, and knowledge gained in
the S .nainar in Learning, Development, 'and Measurement, in the Educational
Processes course, and in the observation phase of the Educational Practicum.

C

,

A. During the teaching experience phase the teacher trainee should
become involved in:

1. Using various methods appropriate for teaching the
disadvantaged such as:

a) The unit approach
b) The problem approach
d) The individual project approach
d) The discovery method
e) Team teaching

2. Using various techniques and materials appropriate for
teaching the disadvantaged such as:

a) Role playing
b) Programmed instruction
c) Work experience activities
d) A variety of audio and visual materials

3. Building and/or using evaluation procedures to assess the
progress of students
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4. Daily planning for lessons to be taught (these. should
be evaluated cooperatively by the teacher_train.ee
and the master teacher)

5. Using and understanding the value and shortcomings
of cumulative and anecdotal records as they relate
to providing information for more effective teaching

6. Face to face contact with parents or guardians of the pupils
7. Having an experience in working out the process and

procedures necessary for a work-study program for one
or more 'pupils

Unit M. Final Evaluation

Pare tte: The purpose of this evaluation is to provide a final leg.raing experi-
ence for the teacher trainee. Continuous evaluation will have taken place
throughout the practicum through conferences with the master teacher and
the university supervisor.

A. The final evaluation will be made cooperatively by the xnaste':
teacher, the university supervisor, and the teacher trainee.
The evaluation tghould include at least the following:

I. Personal qualities
a) 73motional stability
b) Adaptability
c) Cooperation
d) Stamina
e) Speech
f) Appearance

2. Teacher-pupil relationships
a) Classroom atmosphere
b) Pupil freedom'
c) Pupil control

3. Classroom teaching
a) Effective planning and preparation
b) Effective presentation and involvement
c) Adequate record keeping and followup
d) Attention to special needs
e) Handling of routine matters

4. Out-of-class responsibilities
a) Individual attention to pupils who have

problemsschool and personal
b) Participation in school related activities

5. Professional relationships
a) Attitude toward total school program
b) Cooperation with school staff
c) Involvement with and attitudes toward parents

and the community
6. Seminar participation
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Unit IV. Seminar Phase

Purpose: The purpose d the seminar would b3 to provide an opportunity to
discuss common and unique problems arising out of the practicum experience
and to devise ways of solving these problems.

A. The seminar will be conducted on a weekly basis throughout
the duration of the practicum.

Bc The seminar will be conducted on a team basis with .master
teachers, the university supervisor., and the professors of
the Seminar in Learning, Development, and Measurement and
the Educational Processes course comprising the team. The
university supervisor will coordinate the seminar.

Suggested

The following agencies are submitted as suggested agencies for the
placement of students for the practicum experience. The list is suggestive,
no attempt has been made to provide an exhaustive list:

A. The Job Corps--men and woyaen

B, Skilled Centers (MDTA)

C. Specific programs at the high school level designed for the
disadvantaged, e, g. , the Carrolton School of Baltimore

D. Multi-Occupational Programs (MDTA)

E. Special demonstration programs

F. Residential schools similar to those approved under
P. L. 88-210, Section 14

G. Discipline schoolswheremajority of youth in attendance
are also disadvantaged, e. g. , the Octavius Catto School
of the Philadelphia Public School System
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SEMINAR IN PROFESSIONAL ISSUES
(Three Credits)

Seminar DucriiticsThe Seminar in Professional Issues Is a critical and
intensive analysis of current issues in vocational education as they apply to
the disadvantaged person,

Need for the SeminarThe purpose of the Seminar in Professional Issues
is to integrate and relate the issues that arise out of the exmriences of the
curriculum directly to the field of vocational education.

0121ectiiesIt is anticipated that the following goals will be realized in this
offering:

1.. To provide a "bridge experience" between the professional
training and the profession

2. To provide opportunity to share ideas; to discuss issues,
and to offer viewpoints concerning current issues in the field
as they relate to the disadvantaged

3. To evaluate the experiences received in the total curriculum

ProcedureThe Seminar in Professional Issues should be offered on the
time equivalency of a three-credit course for one semester,

The seminar is to be conducted by the students under the guidance
of the seminar supervisor (prefe.ably the director of the program). It should
be an experience that is not preplanned but where the students themselves
determine the contents and testes of the seminar. The emphasis should be
on student centered discussion and student planned content.

C,..YORSE OUTLINE

Unit I. Suggested Topics

Purpose: It should be emphasized that the seminar content should grow
out of the experiences and issues that have evolved from the totality of
experiences both academic and practical. Thus the topics will be germane
to these experiences b,rd many will arise out of the on-going interaction of
the seminar.

A. As a guide, the following are offered as possible examples of
issues that may develop in the seminar:

1. Automation and its impact on semiskilled and
unskilled workers

2. Grouping practices and integrating the disadvantaged
youth into a total school environment

3. Hiring practices and the minority groups
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4. Educational programs for the disadvantaged
5. Means of dealing with peer influences
6. Motivation and the disadvantaged youth
7. Testing as a selection device
8. The degree to which society is adequately fulfilling

its responsibility to the disadvantaged
a... The degree .6" vikiad. Vila .11.2eiriverrfronmarl vtarrann ice ranpryntailhla

for his own coalition
10. The advisability of the poor participating in the administration

of pgwarty prttgrsurnsa

11. The advisability of training the disadvantaged for semi-
skilled and unskilled jobs that may be eliminated by
automation

12. The guaranteed annual wage
13. Work and/or lebture
14. Police protection in urban communities
15. Scot, drugs, and life
16. Crime and class
17. Vocational versus general education
18. Societal rewards and their distribution
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INTEGRATING OPTION
Master's Project or Evaluative Paper
(Three Credits) (No Credit)

RationaleThe Integrating Option provides a dual track for the curriculum.
In some fnstitutions a Master's project is a mandated requirement for the
Master's degree; in other institutions this requirement may be waived.
Therefore, both are presented in the schematic and in the courses of study.
In those institutions electing the Master's project it is receinmenaed that
three (3) credits be granted for this endeavor. For those electing the
Evaluation Paper it is recommended that no credit be granted. The committee
recommends the Evaluation Paper track wherever possible.

integrating C'12timl)eEionMaster's11:tojegtThis is an individual
investigation, study, critical analysis, evaluation, or pilot project concerned
with the disadvantaged youth. Each student develops, carries out, and
reports the experience in a Master's paper.

ksREEittagMaapetntptkort-- Eva luat ixpa.mr This is an evaluation
by the individual of the total experiences received in his Master's program.

The NeedThis option provides a means for the student to integrate the
experiences obtained through the medium of the Master's program. The
emphasis will be varied, however, depending upon the track selected.

ObjectivesThe Integrating Option is aimed at achieving certain outcomes.
These are expressed as objectives such as those listed below:

Master's Project
1. To provide the candidate with an opportunity to

gather data in an operational settiag
2. To provide the candidate with the nnportiunitv to use

the concepts learned in the classroom and in the
field experiences to solve a practical problem
previously identified

3. To provide opportunity to assess the candidates
performance and application of concepts learned
under actual conditions as a practitioner and
problem-solver

Evaluative Paper
1. To provide the candidate with an opportunity to review

his experiences and to evaluate the worthwhileness
of these experiences
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To iden. t the strengths of the curriculum
3. To id ify the weaknesses of the curriculum
4. To i53/entify arms whereby the curriculum can be

roved and made More functional

ProcedureThe Bourse will be structured for each indtvidus.1 be.I.,3 cognizant
of his area of interest.

Option 1. Master's project

A.

Option H.

A.

COURSE OUTLINE

The project will be structured to provide individual consultation
with an appointed adviser.

1. klentification of a problem area to be studied
2. Approval of problem by candidate's committee
1 Execution of study developed to solve problem
4. Presentation of problem via a Master's paper

EvaTative pier

The paper will be guided by oral and written criteria.
1. Student evaluates entire curriculum In terms of

what he obtained.
2. Student evaluates entire curriculum in terms of

how it failed to meet his needs.
3. Student makes recommendations for improvement

of the curriculum.
4. Student anticipates ways and means the concepts

learned could be applied to his home-school situation.
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RECOMMENDATIONS

A most important element of any curriculum or program of studies
is an evaluation of its effectiveness. To a minor degree this has been
built into the curriculum under the aegis of the Evaluative Paper. However,
there is no assurance that this track of the Integrating Option will be utilized
by all institutions which elect to use this curriculum. Even where the
Evaluative Paper is used, it is recognized that an evaluation of the scope
and depth necessary would not result. Therefore, it is recommended that
those implementing the curriculum be cognizant of the need to develop
adequate evaluation procedures.
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FOREWORD

Youth with specia3 needs, as defined throughout this Intblication, describes
those persons who are sometimes called potential dropouts, disinterested,
reluctant, disadvantaged, alienated, or culturally deprived. They may be slow
learners and some may possess average or above average ability, but are low
only.;et:craved:,ay.+ at.a.. 1.0a. ic7 However, t_.4 are not those youth formally associated with special
education. Such a definition, if we stop to think about it, encompasses a vast
number of youth who make up our secondary educational program. It has been
said they number at least 30 per cent and projections have been made as high
as 60 to 70 per cent of the school population. If arrived at by means of deduc-
tion it could be assumed 30 per cent would be in the college preparatory offering,
another 30 per cent would be in the more traditional vocational.programs (in-
cluding business education), leaving the remaining 40 per cent" the youth with
special needsnow usually absorbed it the nondescript offering 'mown as the
general program.

The facts of the matter are that educators have for too long ignored the needs
of this sizeable percentage of youth. Worthwhile programs are not available
to thew and they are left to cafeteria-shop from courses that are designed
for other purposef; and to wander aimlessly through their final years of edu-
cation. Yet, at the same time, we know well that each and every one of them,
upon graduation or eatly severance from their formal education, will have to
assume a productive role in our society.

Not only have we ignored the curriculum aspects of the problem, but even
mere pressing, we've neglected to prepare teachers to 3ope with the student
with special needs. Serious questions can be raised as to the competency of
the traditional subject matter oriented teacher to function well with such
students. More appropriately perhaps, a new breed of teacher who is well
versed in the behavioral sciences must be developed.

Statistics found in, the ensuing papers make the challenge to educators ob-
vious.. :-John O'Brian and the group who have "looked into this problem," pre-
sent the hard cold facts of the situation as well as some plausible solutions.
Their contribution is significant.

70.111111i.

Carl J. Schaefer
Chairman, Department
Vocational-Technical Education
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PREFACE

The papers presented is this publication represent a preliminary aspect of a
research project entitled "The Development of a Master Teacher Training Cur-
riculum for Teachers of Occupational Level 'Training Programs." The project
was funded under Section 4(c) of tht Vocational Education Act of 1963.

The primary objective of the study was to develop a Master's degree curricu-
lum to prepare teachers to teach youth with special needs. A first aspect of the
study was to assemble an interdisciplinary committee whose members had exten-
sive experience with the disadvantaged youth. Each committee member then de-
veloped and presented a paper at a Colloquium held at Rutgers - The State Uni-
versity. These papers are found in Part I of this publication. The central theme
of each paper was to relate the contributions the discipline represented by the
author could make to the preparation of teachers who would be working with youth
with special needs.

Part D of this publication represents the second aspect of the project. A
group of practitioners, persons responsible for operation of programs for youth
with special needs, or programs preparing teachers of youth with special needs,
presented papers representing their practitioner points. of view. The following
points were considered; 1) a brief description of the program and its objectives,
2) characteristics of the youth that constitute the student body, 3) the needs of the
youth that must be met by the school, 4) characteristics that teachers of the youth
with special needs should possess, and 5) the skills, knowledges, and understand-
ings needed by teachers of these youth. These papers were presented at a second
Colloquium held at the University.

The papers presented formed the basis of discussions which led to the devel-
opment of the teacher preparation curriculum for teachers of disadvantaged youth.
Persons interested in further information concerning the curriculum should con-
tact the United States Office of Education or the principal investigator.

Numerous individuals have made significant contributions to the study. Special
recognition is due to the members of the Department of Vocational-Technical Edu-
cation of Rutgers University and to Dr. Carl J. Schaefer for his many suggestions.
Mention should be made of Gail Lazar and Carolyn Slater for their secretarial com-
petency and Mr. Benjamin Shapiro for his aid in relation to layout and format for
this publication.

iii

John L. O'Brian
Principal Investigator
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THE GUIDANCE ROLE OF A MASTER TEACHER IN VOCATIONAL

CURRICULUM FOR YOUTH WHO COME FROM THE "UNDERCIASS"

ARNOLD BUCHHEIMER

THE CITY UNIVERSITY OF NEW YORK

9

I should like to address myself to the broad question: What can guidance contribute to the educa-
tion of those students who would not be attending school:

(1) if employment opportunities were available to them wMout a high school diploma?
(2) and who have not achieved sufficient incentive to see school attendance as a meaningful

experience?
(3) and who are not assimilated sea absorbed into the work force by vietue of racial segregation

and other barriers imposed by our caste system?
(4) if educators had not made a commitment to educate all children? (Tyler in Schneider, 1965)

When political, psycholoAcal, economic, and cultural factors are so overwhelmingly arrayed
against some pupils, whet is the task and role of those who work in te guidance capacity in a vocatienal
school or, for that matter, in any school? How does the following definition of guidance fit these
students?

guidance helps a student to find order in the cennplexities of decision making,
helps him to enrich his experience by esamining it, and helps him to oeueisee the
conscious artist of his own career. . . (Katz, 1953, p. 59).

Gilbert Wren's answer to these two ques-
Ions is a cautious, helpless, plaintive attempt
to relate the ne.-Is of these youth to the guidance
movement that has evolved for the last fifty
years. I was shocked to find one of tie sages of
the guidance movement so helpless until I read
Alan Haber's unpublished manuscript entitled
The American Underclass. The array of eco-
nomic, social, political, and cultural forces
againstthepoor, as cited by Haber, are so over-
whelming that one begins to understand Wresn's
qualified view of the guidance function and the
economists' open pessimism about the worth and
value of an education as we know it for those who
belong to the underclass.

Yet, so far as vocational education is con-
cerned, we are in a situation where education
and economics meet and consort with each other,
In the guidance movement there has been a long
diale.tic between manpower utilization and self-
develop.sentmanpower utilization being an
economic concept while self-development is
more or less a psychological and educational
concept. Thus today we are involved in a dia-
lectic between those who are concern e. with
social change and those whe are concerned with
individual change. There are those who feel
that individual change, however dramatic it may
be, will necessarily be dependent on changes in
social conditions.

1
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Wrenn (1963) definer guidance as a point of
view which is or should be a part of a working
philosophy of every school. He thinks that the
school counselor should influence others to pro-
vide a more meaningful environment, both school
and non-school; should modify others' perceptions
of uri-oan youth in the direction of better identifi-
cation and understanding; and, should modify
aalf-perneptio.r. :zit= youth so that they may
be able to relate better to others and also to
know how to make more adequate use of what-
ever environmental resources are available to
them (Schneider, 1964, p. 193). Wrenn con-
ceives the environment of the counselor as well
as the youth with whom he works as three con-
centric circles, the innermost being the social
environment we all live in; the second circle is
the educational environment; and the third circle
being the psychological environment. Obviously
these circles are in constant dynamic interaction
with each other. I should like to address myself
to the guidance task in each of these environments
within a schoolany school, vocational, aca-
demic, general, elementary, secondary, trade,
or technical.

Modification of the Social Environment: So
far as the underclass, Negro or white, is con-
cerned, opportunities are more and more lim-
ited. These limits are because of obsolescence
due to automation, limited occupational mobility
due w substandard education and substandard
living conditions, and because of our caste and
ghetto structure. Guidance and school personnel
can be effective in three distinct ways: first, by
modifying their own attitudes toward the poor;
second, by becoming involved in the many com-
munity action programs that are being created
and developed at this time under the 0. E.G. ;
and third, by modifying the opportunity structure.

Modifteation Personal Attitudes: In our
Protestant ethic, tie poor are considered a
public nuisance, socially disruptive, and moral-
ly incorrigible (Haber, p. 12). We value work,
thrift, and the survival of the fittest. The poor
are obviously unfit. These feelings may be
strongest among those who themselves have been
recently uplifted from this state of "sinfulhess."
It does not occur to us that people are poor today
because of forces over which they have had little
control and for which we of the middle class are

-se-Aw=ticaerrftwtc,,,rnram. anon,

directly responsible, and from which we benefit
directly. We need to look at our own values,
prejudices, and social attitudes and question
their validity. This may be a difficult task, and
an uncomfortable one. But it's no more uncom-
fortable or difficult than to ask a slum youth to
give up being a junky, become socially respon-
sible, and report to school or work punctually.
Aclharere to our values, indifference to social
plight, and the enjoyment of caste privileges
may be equally irresponsible, sinful, and moral-
ly reprehensible to those whom we deride as be-
ing socially misfit. I am neither a moralist nor
a sentimentalist when I speak as I do, but a hard-
headed realist. The old song, "She's more to
be pitied than censored" in no way pertains. The
poor need neither pity nor censure; they resent
both. They do need responsibility and public
advocacy; they need allies with unlimited com-
mitment. I'd like to think that the guidance
person in a school is such an ally, deeply com-
mitted against the exploitation of the poor,
deeply committed to the eradication of the caste
and color line, a person who is wary of viewing
poverty and the underclass in terms of the Pro-
testant ethic of work.

Personal Involvement in Community Action
Programs: In acting on our commitment, I
suggest that we do some clayuSik) ,cal moon-
ii tin The Poverty Programs under the
0. E. 0. greatly stress community action pro-
grams. For our own edification on the condi-
tions of poverty as well as an insight into the
aspiration and frustrations of the poor, I sug-
gest that we apply the principle of the tithe to
our social involvement, that we give a certain
proportion of our time and our professional
know-how to these programs. Not because there
may be an extra dollar madethis may be vol-
untary timebut as professionals we owe it to
ourselves to become involved at the blood,
sweat, and tears level in a great American
social enterprise. If we are indeed at war with
poverty, then, as in any other war, we must
tighten our psychological belt. In this war the
sacrifice is not our lives but the abandonment
of white middle class smugness and privilege
and the attitudes that foster these statias of mind.
In the poverty programs around the country, es-
pecially those geared to the ghetto areas, ,there
is an alarming tendency to involve only those who

2



are themselves of the ghetto culture in the com-
munity action programs. I saffhat this is alarm-
ing, not because this practice often has overtones
of nepotism and political patronage, but rather
because it maintains the caste structure. The
principle that "a house divided against itself can-
not stand" was eloquently pronounced over a hun-
drpri rare ago, Tt trnly irnnin If nnye,
on a different level, under different circum-
stances, government policy, federal support,
air' the established institutions aided and abetted
the maintenance of the caste structure. The
moral imperative of all our civil rights and man-
power legislation is to eradicate the underclass
and the "other America." Yet it is understand-
able that the spokesmen for the poor and the
"outcaste" would be wary of involving the uncom-
mitted or the outright enemy in their struggle for
freedom. It is up to us to show our commitment,
especially since our professionalism is needed.
Our involvement in community action is essential
if we are to be modifiers of the environment;
our skills are necessary to bring us closer to
the democratic ideal of the Great Society; our
indifference is tantamount to resistance to
change; and open resistance to change is akin
to sabotage in wartime. We have no choice
but to become involved. But if we are involved,
it must be an involvement of humility and equality
rather than one of benevolence and paternalism.

Modifig the Opportunity S ctlretru : "Op-
portunities are mediated by gate keepers. . . the
gate keeper makes ability judgments about an
applicant's risk. . ." (Haber, 1965, p. 14). A
gate keeper is one who has "direct control of
access" (Haber, Ibid). As guidance workers,
we control the access route out of the under-
class everytime we make a judgment about a
youngster, a judgment which is "reality oriented
Every time we do not send an able boy to explore
a job opportunity because he may not be hired
because of his race, everytime we counsel a
child out of a chosen field because his oppor-
tunities are limited it discriminatory practice,
everytime we counsel a child in terms of our
own stereotypic notions of the work force, every-
time we participate in discussions which restrict
the opportunities of training or induction into the
labor force for any reason whatsoever, we com-
mit an act of sabotage in the War on Poverty,
We have only one role and one single purpose:

tt
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to counsel in terms of potential regardless of
what the present reality may be. Any action
Short of counseling, developing, and training
for potential is an action against the National
and personal interest. Employment restrictions
of today may bewill bethe real opportun-
ities of tomorrow.

The only honest, moral, and decent attitude
we can take as professionals is to say to each
individual youth, "This is what ire think you
can do; we will train and educate you to do it;
and we will use all of the influence and endeavor
at ovr disposal to see to it that you have the op-
portunity to do what you can do and what you are
trained and educated to do."

A SUGGESTED RESOLUTION

Schools have always been the primary force
of social mobility and social progress in our
society. In the past, they reflected the philoso-
phy of free enterprise and personal achievement
and improvement. We are embarking on an age
of automation which necessitates social planning
on all levels of our economy. Au automated

retar-
dation.
tional disturbance or clear intellectual retar-
tial is not hampered by a high degree of emo-

On the other end of the scale, for children

society cannot be an unplanned society. Thus,
orx social emphasis in our schools has to shift
from a free-enterprise philosophy to a social-
welfare philosophy. Such a shift of necessity
lea!ds to a reevaluation of our entire competitive
emphasis. We need to reevaluate our status
and reward systems in our schools, both for the
teacher as well as for the children. Sc far as
the children are concerned, I would urge for the
elementary child a total abandonment of special
chasers and special grouping practices for all

t.
those children who de not fall 4.1.1 to the school-
inadequate category; other words', hetero-
geneous grouping for all children whotie poten-
tial

are so clearly superior that their potential
and full development augurs social contributions
of the magnitude of a Freud, Mozart, Weiner,
Einstein, Beethoven, Menuhin, Mendel, Da Vinci,
Mills, or Shakespeare, I advocate a completely
personalized tutorial educational program with
whatever kr-lup and social experiences the indi-
vidual situation requires. All other children
should be grouped without regard to intellectual



assessment or intellectual achievement.
It would undoubtedly take considerable re-

training of administrative and teaching personnel
and the general public to abandon the investment
in homogeneous grouping. Every classroom in a
school should represent the entire range of dif-
ferences of the educable children within a school
sex differences, class differences, race differ-

cpeeararceis.

Secondly, I would recommend a policy of
saturation for all children, especially those who
are deficient in some way. When children are
deficient in reading they should have more read-
ing, rather than less, with new and different
approaches. If five periods of English don't
seem to do the trick, seven periods might. If
seven periods don't eliminate the deficiency,
nine might. When a person shows a dietary de-
ficiency, we don't water down the diet further;
rather, we supplement and enrich. Educational
programs need enrichment rather than watering
down. This is not to say that we do not need to
start where children are or that all children
should end up the same way, but rather that all
children need the same commitment and that
their differences are an educational challenge
rather than an educational handicap. Our cur-
ricula and course of study need to be differ-
entiated, but our educational setting needs to
be equally accessible and available to all.

Those who are impressed with the mystique
of grouping should be reminded that "it does not
necessarily follow that organizations designed to
simplify the act of teaching through reduced
ranges will enhance children's learning"
(Buchheimer, 1965, p. 340).

In defense of those who resist the inaugura-
tion of heterogeneous grouping, it must be said
that class size needs to be reduced to a size
where Mdividual attention can be given. On the
other hand, it must be emphasized that reduction
of class size does not guarantee individual at-
tention or differentiadcr. of educational approach.

The third recommendation I would make is
the adoption of a policy inclusion rather than ex-
clusion. I would eliminate the possibility of
school exclusion as a punishment. Contrary to
Paul Goodman, I would see such a policy as a
commitment, an act of faith, rather than as man-
datory conscription. I wonder what would happeit
to the dropout rate or the truancy rate in our
schools if pupils were told that as an endorsement
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of their educability, suspension from school
would nc longer be used as a disciplinary meas-
'tire. This policy was adopted by the Greenburgh
#3 school system in New York. Their dropout
problem is nonexistent.

A fourth recommendation would be to adopt
a deliberate policy of color sensitivity rather
than color. blindness. Let's face it; the problem
of teach-lag the disadvantaged is intimately bound
up with the problem of racial discrimination.
The Negro believes and knows that the color of
your skin does make a difference.

What I mean by color sensitivity is letting
the Negro know that we can understand how he
feels and that we will do all in our power to take
these feelings into consideration.

VOCATIONAL EDUCATION VERSUS
GENERAL EDUCATION

It may appear that in advocating the creation
of a comprehensive high school I am abandoning
vocational education. Not at all! I am extending
it. If one of the functions of vocational education
is to provide a balanced secondary education,
thereAs no reason why it cannot be received in
a regular comprehensive high school. This still
leaves open the question of education for a live-
lihood and the questicin 'et vocational competence.
Today these are highly variable propositions.
We are told by labor and industry that what is
wanted today as a criterion for employability
is a high school diploma; that vocational training
and vocational competence is a function of in-
dustry and management or post-high school train-
ing in technical schools, community colleges,
private trade schools, or special institutes. The
Public Education Association of New York de-
clares, "The ultimate goal, however, is to have
all high schools operating under a single system
and attaining such excellence that the specialized
schools of today may no longer be a necessary
or a desirable part of public education in New
York City" (P. E.A. 6 1963, p. 15).

They advocate postponement of vocational
oldll training tint ,x high school and recog-
nize that worker., etth a single skill may have in-
creasing diffict ,y in adapting to the labor market

p. 15). On the other hand, let's look at
the program of what is called a unit trade high
school in New York City. A unit trade school is
a school which prepares fur employment in the
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trades of a single industry such as food trades,
printing, or aviation.

In some unit trade schools, in addition to
mathematics, science, English, and history, a
student is required to take courses in basic elec-
tricity, woodword, hydraulics, weights and bal-
ance, and engines before he takes the courses
specifically related to the industry. (This is al-
so true of the diversified trade vocational
schools.) The courses for the specific trades
are given primarily in the twelfth grade and re-
quire special shops and equipment.

One can certainly make a good case for the
fact that no one's education is complete if he
does not have a working knowledge of motors,
electricity, and principles of hydraulics and
weights; if he is not able to do basic repair work
around the house. Within a few years:, as we
become more and more automated and there are
fewer semiskilled occupations, we may be forced
to do our own repair work rather than rely on
handymen to do it for us. Mechanical illiteracy
may be as much a problem in a few years as
reading deficiency is today.

The vocational training within a compre-
hensive school may be more akin to what is
called industrial arts. It is however, abso-
lutely essential that such a program should
involve the entire student body, not merely a
special group. Specialized programs requiring
special equipment could be housed in special
centers. Students could travel to these centers.

Many who question the ideas of comprehen-
sive schools in a large city are concerned about
bigness and depersonalization. They feel that
segregated patterns can easily exist within P.
school as well as by segregating within separate
schools. This is true: Present educational
practices of homogeneous grouping, fixed track-
ing, and the highly competitive academic empha-
sis all contribute to de facto segregation by color,
caste, and class lines within a school. Individ-
ualized programming would help. Programming
in accordance with certain educational aims in
mind would also help. For example, a boy who
is really gifted in mathematics should have the
opportunity to take math courses leading to ad-
vanced placement ill college without being obliged
to be equally high in his history performance, or
in biology.

A standard high school diploma would help
a diploma without the specification of what kind

5

of program it represented. Anyone who needs
to know can ask for the school transcript to get
more specific information. Another practice
would also help: the school within a school,
provided it is organized to include a balanced
representation of the various differences that
exist within the school population.

I've said much about a balanced education,
but little about either education for livelihood
or vocational competence. Nor have I said
anything, so far, about the potent problem of
skill deficiencies in high school. Let me speak
of the latter first.

If secondary schools are unable to deal with
skill deficiencies that have accumulated through-
out elementary and junior high school years,
then other institutions have to be found to do
the job. One such institution may be a skills
center where people of all ages may go to over-
come deficiencies. This is an educational
cafeteria whose purpose is primarily to offer
educational services on an individualized basis
for those who need to make up deficiencies in
training. Such a center would be staffed by
educational consultants who could assess needs
and then work out an individualized program of
training. The object of the skill center would
be to direct the person toward either a formal
school program or toward employment.

Now, as to education for a livelihood.
Whatever educational approach is used, certain
youths need to earn their livelihood at the same
time as they attend school. With many it is a
matter of economic need. With others it is a
matter of self-respect. With others it is a
part of the cultural pattern. A fifteen year old
Puerto Rican boy recently reported to his coun-
selor that his family treated him differently.
They listened to him now. When the counselor
asked why this was so; he told her that he now
had a part-time job. Manhood is an important
value. Manhood implies girl friends, a car,
status, and often compensation for school fail-
ure. AU of these things cost money, and a job
is the way to attain them.

Any high school program planning for the
needs of youth, especially the needs of poor
youth, must take into consideration that the need
to attain manhood or womanhood c mot be post-
poned until after graduation. It is for these
youth that work-study programs are essen-
tial.
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A Mt. Diable, California, school principal
sums up his experience with a work-study pro-
gram:

Work experience helps in the adjustment
of youngsters in an important develop-
mental stage. They learn to adjust to
real life situations. They achieve some
degree of independence in which they
must live with themselves and at the same
time get along with other people (Burchill,
1982, p. 41).

If this is the value of a work-study experi-
ence, why not make the experience available to
all students, not merely to those who are prob-
lems to the school? The work-study approach
to education is not a new one. It goes back to
the continuation centers which are the fore-
runners of our vocational schools, predating
the Smith Hughes Act.

GUIDANCE PERSONNEL AND TRAINING

W.WW*-adr-

Whatkincls of people should staff the schools
with which we are concerned? There is no
point in reciting the standard requirements of
vocational eduoatlon training or guidance train-
ing. You all know them. They have to do, first
of all, with competence in a particular vocational
area; second, with competence in the academic
areas; third, if guidance is a pervasive point of
viewit ought to be a developmental point of view;
fourth, a teacher should be a person who can be
a positive model to childrenwithwhom they iden-
tify, a person who can be direct without being
authoritarian. Most of the recent studies about
discipline confirm that discipline is not taught,
azd behavior is not changed, by a reward and
punishment approach to learning. These studies
indicate instead that acceptable behavior is
learned by the models that children have and the
kinds of identification with adults they are able
to make. It is especially important that children
who have had poor models outside the school
have good models within the school.

Fifth, as I have already indicated, it is im-
portant that teachers who teach the disadvantaged
can identify with them as persons, and with their
problems and their condition. This is probably a
crucial dimension about which we still lave a
great deal to learn, an area in which we are most
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lacking. Sixth, a more specific characteristic is
the capacity to deal with hostility without re-
sponding defensively or retaliating in a hostile
manner. And finally, flexibility, the capacity
to meet a chili; where he is and to start there
and help him grow at his own rate.

These characteristics of teachers have
been said so often that they sound like education-
al cliches. However, the last five are more
often observed in their breach than in their ad-
herence.

A short time ago I spoke to some of the Job
Corps people who are running urban centers.
They tell me that they don't find vocational
education or public school guidance people very
helpful in teaching their vocational education
programs or in conducting their guidance activi-
ties. It took me a long time to ferret out the
basis for their dissatisfaction. Aside from
the middle class orientation, so often talked
about, there are some other more specific
factors which need to be considered.

With regard to the classroom teacher,
three factors seemed to be particularly
crucial. They were: (1) preoccupation with
abstraction; (2) rigidity; and (3) language of
condescension. Preoccupation with abstraction
seems to mean that there is too much time
spent on cerebral activity and not enough time
on the physical, the actual concrete involvement
with the job (the taking apart of the motor, the
handling of the tools, etc.). The people in the
Job Corps feel that their most successful expe-
riences involve situations where the physical has
preceded the cerebral. This is certainly not a
new concept in education; but it is often violated.

By flexibility is meant something similar to
what the programmed instruction people are
talking aboutthe possibility of moving through
a sequence of !earning tasks without a prescribed
time period. If, for example, a boy can build his
own transistor radio in two weeks, and completes
it by September 15th, he should net have to wait
until October 15thwhen the next unit is scheduled
to begin. This is "customized" instruction in
its most concrete form.

.47'he language of condescension is not my
phrase, though I think it very descriptive and
appropriate,. This is what I alluded to when I
spoke of being color sensitive. The man who
coined the phrase is, at the present time, devel-
oping a glossary of the language of condescension.



Such .,./brases as "you people" and "boy" might be
In this glossary, which should prove a valuable
addition to our training.

So far as guidance personnel is concerned,
the two crucial characteristics which are neces-
sary to disadvantaged youth seemed to be: (1) a
de-emphasis on verbal communication skills and
(2) an understanding of primary and secondary
relationships. Counselors are apt to demand
highly verbal behavior from counselees. The dis-
advantaged youth is apt not to be very expressive
in an interview situation. Thus the formal inter-
view, as we know it, is not apt to be very helpful.
What is likely to be more helpful is the frequent
short informal contact. This would require the
counselor to be highly mobile, to be present in
many places, and highly sensitive to situations
and incidents as they arise. These incidents
could then be dealt with on the spot, in the con-
text in which they arose.

The problem of primary and secondary re-
lationships is related to this point. The coun-
selor and guidance person dealing with children
from the underclass has to be much more like
the parent than the counselor of a middle class
child. This is a broad distinction, but the
counselor of the middle class child is probably
in the position where his role is one of counter-
acting parental influence where such influence-
has been too dominrot a force; while the coun-
selor of the chile of the underclass is apt to be
more like the parent. What the middle class
child will discuss with his parents and never
bring to his counselor, the child from the under-
class may well bringto his counselor if he learns
to trust him.

These are some of the crucial factors which
we need to take into consideration when we talk
of teaching and counseling children of the under-
class. The basic competencies and basic train-
ing are similar for any school, and the basic
preparation is the same. Sensitivity, however,
is a very special factor; we know very little
about how to train for it.

There has been much discussion about train-
ing teachers and counselors of the disadvantaged
by exposing them to the children and the conditions

under which these children live and go to school.
Exposure is necessary, but exposure must be
accompanied by identification. It does not help
very much to expose a perron to conditions and
situations with which he cannot identify.

Another recommendation that has been made
is the establishment of laboratory schools and
demonstration centers specifically geared to
teaching and training disadvautagsd youth. If
such schools and centers are established, I
hope that their program contains come of the
features that I recommended earlier in this
paper.

SUMMARY

I would like to conclude row by addressing
myself briefly to each of the items on the out-
line of the proposal pertaining to the understand-
ing of the guidance role of the teacher of young
people with special needs due to their social,
economic, and cultural isolation from our cul-
ture.

Guidance Js a point of view which fosters
creative self-discovery and the personal artist-
ry of coping with life's responibilities arYd
developmental tasks. It is a point of view
which pervades the entire learning atmosphere
of an institution.

The traditional concepts of intelligence,
aptitude, and achievement need to be thought
through again. The currently used techniques
of assessing these three basic aspects of be-
havior are not applicable to children oi the
underclass.

Motivation is as much a problem to the
institution as it is to the persons with whom
we are concerned. Much institutional behavior
and many institutional demands are irrelevant
to the needs of youth from the mderclass.

EffectkFe techniques of dealing with these
youths are predicated on the capacity of the
worker, be it teacher or comseior, to identify
with such youths and for such youths to be able
to identify with the worker and to see him as
a model.
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SPECIAL 'cDucanott AND ITS IMPLICATIONS FOR THE

TRAIKINO OF TEACHERS TO WORK WITH DISADVANTACED YOUTH

WILLIAM R. CARRIKER

THE PENNSYLVANIA STATE UNIVERSITY

If someone were to ask me when the fuse was set in relation to the awakening of the public
apathy towards the philosophy and absolute need for an appropriate education for deprived
youth, I would list Dr. Conant's Social Dynamite as being that stimulus (National Committee
for Children and Youth, 1961). The problems of exceptional children and disadvantaged youth
arc somewhat parallel as they relate to the definition of equal educational opportunities. Both
groups have suffered as the result of apathy or a lack of understanding.

WIDE INDIVIDUAL DIFFERENCES EXIST
AMONG CHILDREN IN EACH AREA

OF EXCEPTIONAL CHILDREN

Beginning with this statement, most of
my remarks will refer to special programs
designed for the mentally retarded or special
programs designed for the emotionally dis-
turbed. Although separate classes for the
retarded have been established on a national
basis, they are not alike. Each class of stu-
dents of educable mentally retarded children
exhibit wide differences within the classroom.
They are alike in one way, i.e. on the basis
of the criteria used, they are unable to suc-
ceed within a regular classroom situation.
From that point on they vary from one another
as much as a so called normal child varies
in his characteristics from another so called
normal child in a regular classroom. We
must also think very carefully abort the
individual differences which exist among dis-
advantaged individuals. They are alike only
in eat they suffer from deprivation.

The basic needs of the disadvantaged
youth in the slums of New York City are
certainly the same as are the basic needs
of the disadvantaged youth out of the small
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run-down coal mining comnnadty in the back
hills of West Virginia. The basic difference
between these two, however, are hovi these
needs are to be met, and to assume that both
are to be met in the same way is a false
assumption.

ARLY SCREENING, IDENTIFICATION,
------ AND PLACEMENT IN A SPECIAL

EDUCATION PROGRAM ARE
GENERA.LLY NECESSARY IF

EXCEPTIONAL CHILDREN
ARE TO MAKE OPTIMAL

PROGRESS IN SCIICvn,

Probably no phase of curriculum planning
should rece!ye as much attention as in the first
year of school. The results of overlooking
problems at this level are very costly not only
emotionally, but economically as well. ideally,
children who are likely to have school problems
should be identified before the problems obtain.

For example, too many educable retarded
children are never placed in a classroom until
they have learned how to be failures. We also
ought to recognize, too, as it relates to emo;,
tionally disturbed children, tir.t if we can pro-
vide a preventatiie program for them rather

a
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than to have to provide a therapeutic and cor-
rective program for them, the chances for
success in relation to the welfare of the child
will be much greater.

This particular need, I feel, is as true for
disadvantaged youth as for these other young-
sters. Due to the fact that we can iecognize
they are coming from problem areas, then
certainly vie ought to be trying to do something
about it. Obviously, this is one of the major
purpcses of "Project Headstart." Even with
all of its problems and certain queetions
which have been raised, this program offers
real potential.

THE TEAM APPROACH TO COMPREHENSIVE
CASE STUDY INVOLVES MEDICAL, SOCIAL,
AND PSYCHOLOGICAL, AS WELL AS ED-
UCATIONAL SPECIALISTS, BUT EDUCA-
TIONAL =GNOSIS AND PLACEMENT
ARE CENTRAL RESPONSIBILITIES
OF THE EDUCATION AUTHORITY

IN CHARGE

This particular position is one, which,
in essence, states that we cannot as educa-
tors stand alone in relation to the total wel-
fare of an exceptional child. In an effort to
meet the needs of an exceptional child the
various disciplines must be involved and their
positions stated, their findings reported, and
integrated into a total educational program
designed to meet the needs of the individual
child. Th educational program becomes
the responsibility of the education authority
in charge. In no way am !, inferring that
other disciplines do not play an important
role in the molding of the educational pro-
gram; however, the discipline of education
must take the responsibility for the program
and its implementation.

It appears to me that we have an analogy
here between the program planning for special
education and for an educational program plan-
ned for disadvairbsged youth. Namely, that we
must rely upon the sociologists, the psycholo-
gists, the anthropologists, the political scien-
tists, and the economists as it relates to an
effective educational curriculues for disadvan-
taged youth. However, the responsibility for
coordinating and implementing this educational
program rests finally upon the shoulders of

'3vowsnwr 1=-,,ere

the educators.

THE SUCCESS OF A PARTICULAR TYPE
OF SPECIAL EDUCATION SERVICE
WILL DEPEND ON WELL DEVEL-

OPED CRITERIA FOR PLACE-
MENT SO THAT PUPILS WITH
OTHER TYPES OF PROBLEMS

AND NEEDS ARE NOT
INAPPROPRIATELY
ENROLLED IN IT

I would hope that as we discuss possible
teacher training programs for disadvantaged
youth that we will not place ourselves in a
position in which the discipline of special
education has found itself, namely, compart-
mentalization and possibly inappropriate
classification of children. The recent past
president of the Council for Exceptional
Children, Harry M. Selznick, suggested that
the discipline of special education reconsider
the classification and grouping of pupils which
has been found in special education programs
over the past years. He states (1965, 357):

Although good programs of training
provide the special educator with
biead aspects of understanding, he
is essentially an educator. The
techniques am! skills which he
brings to the school situation are
intended to enhance the learning
opportunities for the children with
whom he works. Too oftsii the
children are placed in a given class
because sf a similarity in a medical
diagnostic label rather than because
of a similarity in learning needs.
We, in special education, must rec-
ognize our areas of competence and
direct our energies and attention :3
the types of groupings which will
best contribute to the accomplish-
ment of our responsibilities. Al-
though we are ethics:ors, we have
permitted medical diagnostic ialmio
to bring about type compartmentations
which frequently bear little relation
to learning needs and abilities.



SPECIALIZED CURRICULUM, MATERIALS,
AND EQUIPMENT ARE NEEDED

.This position has been held by the disci-
pline of special education over the many years.
Obviously the quantity and type will vary from
area to area. For example, the specialized
needs in the area of the mentally retarded cer-
tainly differ as compared with the area of the
physically handicapped or with the area of the
visually handicapped. The variances in ways
of meeting the needs within a special area are
not nearly as obvious as the variances between
areas and the tangible changes in the improve-
ment of school facilities, special equipment,
etc. For example, if one were to look at the
changes in classroom methods that have taken
place in the teaching of retarded children over
the past few years, one might have some dif-
ficulty in seeing any basic differences. This
seems to be so, even though we have some
factual evidence which is based on research
and which ought to result in some changes.
Of course what I am suggesting is a built-in
evaluation of a program so that we can evalu-
ate the direction and effectiveness of a pro-
gram which is in operation. We have a fine
opportunity to build-in an evaluation of the
program we are concerned with as it is
being developed and initiated.

CLINICAL EDUCATION INSTRUCTION IS
NEEDED FOR EXCEPTIONAL CHILDREN

WHICH INVOLVES INDIVIDUALIZED
TEACHING PROCEDURES BASED
UPON CAREFUL APPRAISAL OF
EACH PUMA ABILITIES AND

DISABILITIES

This position as it relates to individualized
teaching procedures is not new. Kilt (1953)
stated emphatically that special education
should be tesed on clinical procedures. This
type of teaching, that is clinical teaching, -must
involve the identification of the specific learn-
ing problems manifested by the child and then
apply remediation according to effective prin-
ciples of learning. I am afraid, however, that
too many special education teachers have not
been trained in clinical teaching procedures.
I suspect all too many who have had an oppor-

tunity to involve themselves with clinical teach-
ing procedures based on differential diagnosis
have dropped he procedures by the wayside,
not because they do not wish to use this ap-
proach, but because it is almost impossible
as it relates to the type of grouping which has
taken place.

As the teacher training program for dis-
advantaged youth is developed, we might wish
to think of the following direction for grouping
which ws.s suggested by Selznick (1965). He
recommended that grouping ought to be on the
basis of communication disorders, behavioral
disorders, or special learning disorders. He
felt that various programs and services could
be developed for children who possessed one
or a combination of the above disorders. .

Each child could receive a special service
or a combination of special services and,
in turn, clinical teaching could be Provvided
in each of the classrooms so that a variety
of approaches might be tried with the individ-
ual child. We may wish to consider the pos-
sibility of grouping based on certain disorders
which are commonly found within the disad-
vantaged group, namely, communication,
behavioral, and special learning disorders.

CONTINUOUS REASSESSMENT OF
CHILDREN AND REEVALUATION

OF SCHOOL PROGRAMS ARE
ESSENTIAL TO PROGRESS

I would Me to add one more facet to this
axiom, i.e. , a reassessment and reevaluation
of special education classes and teacher Wain-
ing programs. In reference to evaluation of
the effectiveness of special class placement
versus regular class placement of retarded
individuals, one would have to say the whole
field of special education is still in a turmoil
about this. Present research seems to indicate
that there are no basic differences between the
two is relation to the achievement and social
competencies of the retarded child. There
have been some basic methodological flaws in
research design pertaining to these kinds of
research projects; however, Sparks and
Blackman (1965, 245-246) indicate that:

I
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. . proof must be forthcoming



that there is more special about special
education than the children assigned to
these classes. If the null hypothesis
relating to the differences between
regular and special classes cannot
be rejected, then the field of special
education represented primarily by
teacher trainers and administrators,
will be required to do some soul
searching.

Of course now they are talking about the
special classes for the retarded. They go on
to discuss the problem as it relates to the
special teacher's training, that is:

A survey of the literature to determine
whether the special teacher's approach
to the special child actually differs from
the regular twcherts approach to the
normal child did not unearth a single
study comparing the two teaching
procedures on any dimension. A
review of the literature to determine
the basis of sequences of courses
leading to certification of a teacher
of educable mentally retarded chil-
dren reveals no validation study nor
any claims for Ching the mental-
ly retarded. On the basis of exist-
ing evidence, it is only possible to
conclude that the special education
teacher has superior qualifications
to teach exceptional children to the
degree that the consensus of intel-
ligence and experience of special
educators is accepted. Empirical
proof of the validity of special pre=
partition does not exist.

This sounds awful and rather damming.
However, the area of special education does
not seem to stand alone in relation to this
criticism. Cyphert (1964, 1) stated in his
summary report of a conference on research
in teacher education:

Preeminent among the problems
which teacher education may is
fraught is its apparent inability
to provide for its own systematic

,
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improvement. Concomitantly the
extant research in teacher education
is neither extensive nor profound.
Existing teacher education research
has had only a minimal impact upon
teacher preparation and curriculum.
Teacher education content and method
have been generated almost exclusive-
ly on lostical zround without explicit
empirical reference to a clear defini-
tion of criterion behavior and has been
neither empirically validated nor re-
futed.

An additional contention is that re-
search in teacher alueation has
been poor conceived and ci4ined
so as to exclude from study perhaps
the most important elements of the
eduction of teachers. Much of the
educational research which Lai&
have implications for restru.cturiag
teacher education is not integrated
with the literature cf teacher ecteca-
Uon. wou:d contend that
teacher e-latcation mearch has
been approached in the rain in an
Imimaelnatise fashien and with no
commwaicahl a zonceptual frame
of referenee,

Again it seems to me that we have an oppor-
tunity, as we detelGp a curriculum to train
teachers for disadvantaged youth, to integrate
with this program an evaluation technique so
that we can check where we are going and how
effective we are in reaching our goals.

FOLLOW-UP OF EACH STUDENT AFTER
HE LEAVES SCHOOL AND PLACEMENT

ASSISTANCE WHERE NEEDED ARE
RESPONSIBILITIES OF THE SCHOOL

This particular axiom has come into its own,
especially within thipast decade. The work
study program for educable mentally retarded,
secondary age youngsters is now a blooming
and successful program. It has been known
for a number of years that retarded individuals
could hold various types of jobs; however, no
concerted and systematic effort was made to

, e
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bring he mentally retarded to the job nor to
introduce the employer to the capabilities mani-
fested by "die educable mentally retarded. I
suspect that I would disagree with this axiom
at its face valve in that placement, assistance,
and follow-up is not the sole responsibility of
the 80001. Effective follow --up and placement
of individuals should be an integral part of the
total inter-diseiplinnry program planning for
educable retarded individuals and probably can
be one of the most important facets of program
planning for disadvantaged youth.

They need to have a point whereby they can
touch base; where, if problems develop with the
employer, they can come back to an individual
within the school for counsel and assistance
guidance. Syden (1982, 331) summarizes by
saying

During the past decade many school
systems have inaugurated programs
for the educable mentally retarded
of secondary school age.... Cur-
riculum =tent, whether organized
under traditf anal titles or under core
units of study, is socio-occupationally
oriented. The goals of the Piogram
are to develop the individual's capabil-
ities and assist him in discovering his
place in the economic society upon com-
pletion of his formal schooling. In ad-
dition to academics taught by special
education teachers and electives in class-
es for normal students, the special
education curriculum (for the educable
mentally retarded) provides in work
experience as a bridge between school
and the world of work coordinated and
correlated by special education per-
sonnel.

The following axioms formulated by Dunn
(1963, 38-39) are as equally self-evident as
we consider various ways and means of devel-
oping a teacher-training program designed to
train teachers of disadvantaged youth. They
are as follows;

1) Coyartarnity-vvide cooperation among
educational and non-educational services for
exceptional children will broaden the compre-
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hensiveness and avoid gaps and duplications.
2) Special education programs are (can be)

strengthened by frequent interpretation of them
to educators, parents, legislators, and the
public.

3) The promotion of educational research,
teacher prpra vs' inn iv atiletrs1lit 0,01 V SAA719

in education for exceptional children are the
joint maponaihil Mao
local agencies.

In conclusion, as we begin to delve into a
special program for teacher training, and as
to what methods and competencies are impor-
tant, we might do well to reconsider what Dewey
(1913, 202) had to say about methods:

of netienal, relate, and

Strictly speaking, method is thoroughly
individual. Each has his own instinctive
way of going at a thing; the attitude and
the mode of the approach and attack are
individual. To ignore this individuality
of approach, to try to substitute Lor it
under the name of "general method,"
a uniform scheme of procadure, is
simply to cripple the only effective
agencies of operation and to overlay
them with the mechanical formalism
that produces only a routine conven-
tionality of mental quality.

And finally, I would like to recommend
that we consider the possibility of taking a
leaf from the experiences gained by the group
at the Norfolk Division of Virginia State College.
Their research demonstration project concerned
with training the hard core unemployed has pro-
vided some insights which we could well profit
from as we move into a proposed specialized
teacher education program. The bulletin is
entitled Training the Hard Core Unemployed;
A Demonstration and Research poxes at
Virginia State College, Norfolk Division. In
a brf,ef statement (1964, 116), Brooks dealt
upon the worthwhileness of the individual, of
the dignity of man. In his closing statements
he indicated that:

Before the project could be considered
a success, the ninety men who had
been recruited and trained had to be
employed on jobs which would allow
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them and their families to live at a
decent standard. To many, this was
the proof of the project (the pre-
training workshop with industrial
and business men wee helpful at
the time of employment) yet the
r.rojeet team had to overcome pat-
farrons: nf glianrirninatinn in anmet

areas, skeptism....

The crowning point.... was the rising
sense of dignity and worth in the

nen... . it was a thin 3 that gradually
caused hitherto shy and deprived men
to talk with pride and confidence when
people in high positions from all parts
of the Nation came and sat in their
classrooms.... it is the story of a work-
ing onnimitniant to that inanity nf man,
it in the story of the kind of deep exper-
iences that may become the heart of man-
power, poverty and other programs that
will help the disadvantaged and defeated
climb up on the main road of human dignity.
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AN AREA OF CONSIDERATION, FOR A mewl/ rviirATION
CURRICULUM IN THE VOCATIONAL AND OCCUPATIONAL FIELDS

DONALD MALEY

UNIVERSITY OF MARYLAND

This paper starts with the somewhat lengthy assumption that vocational and occupational teacher
education programs will be successful to the extent that they can produce the quantity and quality of
teachers who have the interest and desire to teach boys and girls, as well as men and women, ranging
through the continuum of social and economic differences; through the continuum of ability ranges;
and through the continuum of student background in the technological progress and advancements of
society.

This does not mean that any one or several
teachers would be capable of such versatility.
The essence of the requirement is that there
be a sufficient quantity of quality teachers at
each level of need in order to accomplish the
ends of education in a society where the dignity
of man, his maximum development, and his
maximum contribution are of primary concern.

It appeared to be the better part of wisdom
to devote this particular presentation to a pro-
jection of the kind of a person the curriculum
would hope to produce. In other words, this
paper is a discussion of the qualy mg for
the proposed curriculum.

The early establishment of statements des-
cribing the product of a curriculum would pro-
vide the goalselr objectives towards which the
curriculum could be designed. The statements
contained herein have been developed as a re-
sult of a broad study of the vocational and oc-
cupational fields and a number of years of
dedicated observation to the trends in occupa-
tiona and vocations. The following ten points
also are a result of prolonged analyses of the
requirements of those who teach in these
fields.

Each of the ten points is followed a state-
ment or rationale that supports the teacher

"c'"'"-""?'

quality under discussion. It is also important
to mention at this time that the writer has no
delusions about the absolute inclusiveness of
the qualities.

The following ten points are presented as
teacher quality goals or objectives towards
which the ultimate curriculum growing out
of this study may be directed:

1. The vocational teacher of the future
must acquire a to o the c"aa.tjgkg
role of man in relation to work.

This sensitivity must be developed to a
depth that will permit the teacher not only to
generalize on its consequences, but also to
design learning experiences which will enable
the student to assimilate the concept into his
attitudes and behavior.

Venn, in his book Man Education, and Work,
wrote about ". . . a new relationship between
man, his education, and his work, in which ed-
ucation is placed squarely between man and his
work." (4, p. 1)

Essentially, this is ai emphasis on the role
of education in the affairs of man. It not only
prnacintia education as the frey the door that
opens into the world of work, but it also implies
that education will be imperative ty continue to
work.
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It is needless to pursue this point about the
importance of education and the pressing need
for increased education in the future.

It is important, however, to have teachers
who are capable of such attitudinal stimulation
on the part of the student. Likewise, it is
important that the teacher recognize this same
fact in his own development.

2. The teacher of the future will be re-
vised to interpret and make use cf research
findings and community analyses far beyond
the activities of his predecessor in these areas.

The current multidisciplinary emphasis in
vocational education is clear evidence of the
trend of thought in this area. It is an obvious
outgrowth of inadequacies found in the past
education of vocational teachers and admin-
istrators.

Vocational education can no longer afford
the easy route of selected students, or com-
pilations of skills to be taught based upon a
narrow interpretation of the trade. Nor can
it base the program of studies on a limited
local industries' pressure or survey for
specific skills.

Teachers, administrators, community
representatives, and a host of consulting
personnel will form the backbone of futuae
curriculum development activities. This will
require the preparation of teachers in this
field to have a greater insight into the factors
that affect vocational education in the contem-
porary age. It will require a working knowledge
of the tools and findings of research and scholar-
ship by which such insights are developed.

The narrowness of the traditional teacher
preparation processes and requirements have
definitely set the vocational teacher apart from
the other professionals in education. This is
especially obvious in the areas of research,
scholarship, and cross-discipline utilization.

3. The vocational teacher of the future
will placegreater en±nhasis on people the
development Oeo rather than the making
of things by his students.

The central issue here is one of putting
first business first. The only defensible prod-
uct of the American vocational school is people.

This concern for people is excellently por-
trayed in the publication Goals for Americans
as follows: (I, p.3)
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The status of the individual roust
remain our primary concern. AU
our institutionspolitical, social,
and economicmust further en-
hance the dignity of the citizen,
promote the maximum development
of his capabilities, stimulate their
responsible exercise, and widen
the range and effectiveness of
opportunities or individual choice.

There has been the prevailing attitude among
too many vocational educators and administra-
tors that display -case filling, project fairs, as
well as state and national project contests are
the priinary goals of instruction. What I am
saying isthe professional teacher must
develop the thinking faat all of the scbeor's
6.4-uipment, libral tea, laboratories, and per-
sonnel have but ore functionthe maximizing
of performahee cf the individual. Essen-
tially, what this means is that the teacher's
attitude and his actions will cause him to
diligently pursue the task of making Johnny
or Mary the best persons they are capable of
becoming. This notion of teaching would cause
the vocational teacher to take greater interest
in the psychology of human behavior, learning
theory, human growth and development, and
sociology. The tools of teaching are in es-
sence the principles of psychology that aid the
teacher in his efforts to affect a change in the
student's behavior or intellectual equipment.
The tools, machines, materials, and devices
commonly found in the laboratory are merely
the assisting implements through which these
other behavioral changing tools work.

This effort in behalf of people cannot be
accomplished in a splintered process with each
teacher or segment of the school acting inde-
pendently. The human grows as an organism
and it is essential that the educational establish-
ment direct its attention accordingly. This
would call for a team concept with the total
faculty being the team members. This idea
alone is worthy of considerable emphasis in
the teacher of' 'cation curriculum.

4. The vocational teacher of the future will
find himself a specialist among otheilists
in the Rrofessional setting.

'Ws is not to merely infer a specialization



by such categories as agriculture, trade and
industries, business, or home economics.
Furthermore, the specialization will go be-
yond the specialties of clothing or foods for
home economics; or the specialties of machin-
ing, plumbing, carpentry or electricity for the
trades and industries person.

The specialty to which I refer is that of
the speeialiat among p_Anpla. Van Cho apeci°1-
1st to deal effectively with the disadvantaged,
the specialist for working with the dropout, and
the specialists for such other groups as the
"slow," the accelerated, the highly skilled, or
the man on the job who needs new skills because
of displacement. It has been obviously clear
that these specialties call for different people,
and the records of teaching will amply attest
to this point.

The teacher requirements are considerably
different for those who teach the boy or girl
from the disadvantaged socio-economic sectors
of the society than they are for the teacher who
deals with the highly skilled and advanced tech-
nical aspects of vocational education.

The implications fcr the teacher education
curriculum would stress the need for more
specialized courses in sociology, anthropology,
communications, and special education for
certain teachers.

Others may require concentrations of
work in the sciences, adult education, eco-
nomics, etc.

5. The teacher of the future will be much
more skillful in the design oilearninuxper-
iences.

The true artistry in teaching and ultimate-
ly the net result of education is dependent upon
this very important facility on the part of the
teacher.

Ralph Tyler, in his book Basic Principles
of Curriculum and Instruction, emphasizes
this point as follows: (3, p. 41)

. . . . The term "learning experi-
ence" refers to the interaction
between the learner and the exter-
nal conditions in the environment
to which he can react. Learning
takes place through the active be-
havior of the student; it is what he
does that he learns, not what the
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teacher does. It is possible for two
students to be in the same class and
for them to be having two different
experiences.

The concept of environment is one of the
problems of education in the traditional sense.
The isolationism of the school from the great
lab-ere-tot; of life has indesd rest:laud the
potential for learning as well as the teacher's
design of learning experiences.

The vocational setting in the school with
the usual laboratory facilities provides an
opportunity for creative and ingenious "learning
experience design" that many of the "academic"
settings lack. The vocational setting in the
school provides the opportunity for planning,
constructing, experimenting, testing, evalu-
ating, researching, demonstrating, lecturing,
viewing and listening of all forms, as well as
many other kinds of student experiences.

6. The vocational teacher of the future
will be smiired to have an adequate and ever-
increasing knowledge about, as well as an in-
creasing facility with, the newer media of
instruction.

The vocational teacher of the future will
constantly find himself faced with a need for
the tools of teaching. These will be vastly
different from the tools of the vocational or
occupational area he teaches. These tools with
proper use are designed to affect the processes
of communication, end in turn have an influence
on the behavior of humans.

Such devices as television, radio, teaching
machines, pupil-response mechanisms, pro-
jectors of all kinds, tape recorders, bulletin
boards, chalk boards, models, mockups, col-
lections, specimens, charts, graphs, maps,
and many more (new and old) will constitute
the tools of the professional teacher.

The effective use of these items is a must
in a society experiencing an explosion of knowl-
edge, a society dedicated to the education of
all its people, and a society witnessing a popu-
lation explosion. Furthermore, this need is
emphasized by an increasing demand on the
intellectual and performance requirements of
the individual.

7. The future teacher of vocational educa-
tion must be more articulate about his work and



his purposes than been the case with
past teachers in this area.

One of the serious areas of deficiency
among vocational and occupational teachers is
that of not being capable and at times willing
discuss their work, their purposes, and the
values of their work.

Yet, if these teachers are to be effective
in the brntarl range of their rnaponclihil itiftg
and if the support and strengthening of voca-
tional and occupational education is to come
from the teaching staffs in these areas, it is
apparent that verbal articulation is essential.

The decisions in faculty meetings, Parent-
Teacher Association meetings, and board of
education meetings are dependent upon such
articulation in all areas, and vocational educa-
tion needs strengthening at all levels in this
respect.

8. The vocational and teacher
of the future will possess new and varied di-
mensions of skill and knowlecil epertinent to
his area of instruction.

The teacher will be required to be com-
petent at the level of the occupational scale he
teaches. This implies r. core of teachers
operating at different levels within a given
area of study. It also implies a differentiation
in the background and skill requirement for
the teacher at the various levels.

This principle or idea grows out of a very
obvious observation that all students in a voca-
tional machine shop are not going to be master
mechanics. There are students in the vocation-
al programs that will stretch their ability to
attain occupational compet ncy at the lowest
level and it is important that this group be
given full concern and the fullest Assistance
in becoming what they can.

The range of skill concept as presented
above has strong implications for maximum
teaching manpower utilization in an age of
great shortages.

This same concept may also produce a
greater degree of compatibility between the
tea- cher and the students at the several levels.

9. The vocational teacher of the future
must assume a more positive attitude toward
his opportunities and value in the total educa-
tional picture.

His "self concept" should be one of a sig-

nificant contriliutor to society. His actions and
his belief in his work should demonstrate to
his colleagues, his community, and the nation
the high purpose and value of his work.

This point is brought into focus in a state-
ment made by Dr. Vernon Anderson, Dean of
the College of Education at the University of
Maryland:

At times I hear a teacher of one of
the specialized fields virtually apolo-
gize for the fact that his subject does
not appeal to the intellect, in this day
of stress on intellectual attainment.
Scholarship does not reside in a sub-
ject. The study of a subject becomes
alive, an adventure in research, and,
experience in discovery, a scholarly
pursuit, if the teacher has the insight
and understanding to make it so.

10. The vocational teacher of the future
will be required d to undergo a constant process
of "self-renewal."

This process of self-renewal is not some-
thing that automatically happens. Furthermore,
certification and recertification requirements
are not the answer to thisproblem. Self - renewal,
to be effective, must stem from anattitude that is
within the individual. This attitude by which self-
renewal is accomplished should be the concern of
tea aher education, and ultimately the total of
society.

The need for self-renewal in the individual
becomes apparent as a rapidly changing society
forces changes in the curriculum. Thus, the
teacher as well as the substance of his actions
(the curriculum) must undergo this constant
process of renewal.

The sensitivity to change in the curriculum
is stressed by Smith, Stanley, and Shores as
follows: (2, p. 12)

Since the curriculum is interwoven
with the whole cultural fabric, it
follows that as the culture undergoes
serious modifications the curriculum
will become an object of concern, es-
pecially among the more sensitive
members of the teaching profession
and of the society at large. The
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adequacy of the old curriculum for
the new cultural circumstances will
be searchingly questioned and changes
in the curriculum proposed.

Perhaps one of the major questions that
teacher educators might address themselves
to is that of self-renewal. How can the teacher

procs effectively ete-1 isii he be-
havior of the future teacher in the area of
self-renewal?

The previous ten points describing the
general requirements for occupational and
vocational teachers were an attempt to es-
tablish quality ,goals for a teacher education
curriculum. The recognition or acceptance
of such goals have numerous implications
for curriculum development:

1. Teacher education must establish with-
in the future teacher a sensitivity to the world
about him and the impact of the social, econo-
mic, and the technological forces upon his
area of itistruction.

2. Teacher education will need to devote
appropriate time and effort into the processes
and procedures for community analysis, in-
cluding the occupational, social, economic,
and educational elements. This will entail
experience with a wide range of research pro-
cedures and knowledge about the interpretation
of research findings.

3. The disciplines dealing with human
growth and development, psychology, and
learning theory will require appropriate
attention and emphasis.

4. The vocational teacher will require
specialized courses in the areas of special
education, sociology, economics, and corn-

1.

mtmications to prepare for teaching assign-
ments in groups with special needs. This may
involve one or more forms of community study
or work experience.

5. Practice and extended study in the
area of "leaining experience design" will need
to be 'included in the professional sequence of
courses. This may involve various forms of
labia-al-AA ay kuplicr cadet teaching experiences
with the age groups to be taught.

6. The teacher should receive continuous
exposure to the excellent use of the newer
educational media as well as one or more
courses in this area.

7. A number of public speaking and pro-
fessional seminar experiences (courses or
informal) should be included to develop articu-
lation in the area. This also could include
courses in philosophy and foundations of
education.

8. The problem of skill development and
skill evaluation may be accompliihed through
a. broad range of processes including: credit
by examination, special courses, technical
and engineering credit transfer, as well as
apprenticeship and other industrial training
programs.

9. Professional leadership and internship
experiences appear as other requirements.
This could include participation in various
levels of professional associations both in and
out of vocational education, as well as intern-
ship in vocational administration.

10. Emphasis throughout the course work
as well as in all assignments should be directed
toward the self-sufficiency of the teacher in
his ability to seek out answers, make use of
resources, and develop satisfaction in the
pursuit of knowledge.
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INVENTING AN EDUCATION FOR TOACKORS

imp I LAM m, pHit_t_ipR; _1R:

URBAN STUDIES CENTER
RUTGERS - THE STATE UNIVERSITY

My assignment is to describe the contributions the disc:pline of sociology may rake to a program
for the training of teachers of stigmatized youth. I shall try, first, to say something about my con-
ception of education today. This will include both what is vulgarly called "higher" and "lower" edu-
cation. I shall try, second, to say something about the general educational problem of teaching. Third,
I shall attempt to connect education, teaching, sociology, and stigmatized youth into some coherent
context. Finally, I shall submit for your consideration a suggestive sub-curriculum program of
sociology designed for possible inclusion in a Masters level, teacher preparatory curriculum directed
toward the goal of preparing teachers for educating youth stigmatized or therwise.

I take as a self-evident fact that all education
today in America must be concerned with the con-
stant ferment of every facet of our society. This
concern, bluntly and pointedly, must center on
problem-solving. These problems, moreover,
cannot be compartmentalized away from the dom-
inant humanistic, intellectual, and social forces
of ow ..untemporary existence. I am saying
that we cannot afford to allow 4ny of the future
generations to escape their sense of o'sligation
and responsibility for involvement in the heart
of our entire intellectual and social life.

I cannot accept the paternalistic ideology
and approach that we as educators can iadulge in
the immorality of devising pseudo-educational
or training programs aimed at the preparing of
teachers to train any youth for "low-level, mar-
ketable, semiskilled jobs requiring minimal
mechanical aptitudes." The plain tact is that our
world now, and as far as we can imagine the
shape of things to be in the future, is not recep-
tive to youth who have prepared robot-life for
"low" or "high" level work activity. This fact
is accompanied by the companion fact. Pf the mis-
education of practically all of our youth for life
in an urban, industrial, "over-developed" soci-
ety. The ultimate test of the validity of these
facts may include the clear symptoms of revolt

against mush of the conventional educational sys-
tem by large segments of our youth

This is why I use the concept of problem-
solving as the basic theme of any educational
scheme designed to be applied to our youth. Use-
ful problem-solving in the larger sense; i.e. ,
the freeing of the capacities of each individual
teacher and/or studentfor the attainment of
new levels of awareness, intellect, emotion, and
involvement. I have in mind here the idea of edu-
cation as an instrument of alio- ing each youth to
fully "become" so as tc permit each to be a pos-
itive part of the mainstream of contributors to
the continued existence and development of hu-
man society. Social as well as "harftare" prob-
lems do exist in our world; and the educational
process must involve teachers and students in
confronting social issues, understanding them,
and developing whatever it takes to confidently
see, define, and work reasonably toward their
solution or management.

My concept of the educational process, then,
is based upon an estimation of the needs of youth
in the world of human relations today and in the
future. All youth need to master the formal dis-
cipline of logic and nathematles, and the discip-
lines of experimentation., natural history, and of

esthetic form. If these are mastered, one has
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learned to learn; and commitment tr- human soci-
ety is possible.

I aaa proposing a tough-minded analysis of
American society as the core of a teacher-train-
ing program directed toward youth. In addition,
I propose that this problem-solving lucational
approach be messianic and idealistic. It deliber-
ately must focus on utilizing the entire education-
al system to counteract those infliminroa consid-
ered adverse that are exerted by peers, pareats,
neighborhoods, and communities on youth. Moral,
or if you prefer another word, character train-
ing has to be incl uded too; teachers ought to be
encouraged and induced to stress vigorous intel-
lectual as well as physical/athletic activity. Such
a program should include also a preoccupation
by those who are taught with major societal and
humanistic ideals, values, and goals.

This leads me to the problem of teaching.
The sad truth of the matter, it seems to me, is
that teachers have lost their revolutionary zeal.
In dealing professionally with students, teachers
tend not to think so much in terms of change and
revolution as of adjustment and accommodation.
Teachers have developed a masefaae array of
coping devices to prevent confronting youth with
the facts of social life. A predictable response
from youth is their loss of confidence in us.
Sometimes I believe that most youth intensely
dislike teachers and educators. They recognize,
painfully, that teachers are mere servants with-
out deep roots of integrity and commitment, and
that we are not intellectual and cultural leaders
and it Dived citizens. I say that teachers could
develop coping devices to make youth learn.

I have no pat proposal to offer for the radi-
cal reform of teacher training. However, I fail
to see how youth eau be taught bow to learn and
"to be" by their adult models unless they know
that such models have integrity and a deep sense
of meaningful attachment to the real world, and
possess as well the art, craft, and science of
their professian. The clearest concrete example
of the teacher role being performed as I have it
in mind is delightfully described by Sylvia Ashley-
Warner in her book entitled Teacher. I am saying
to you that I want to see this proposed teacher
training program defined as a part of a total re-
vitalization movement. These trainee teachers
should be involved in a complete personal and pro-
fessional transformation. The crax of this con-
version proc ..ss should be the shaking and re-

22

pudiation of the old way, and a thrust made to-
ward shifting them to the acceptance of a new
commitment and purpose to teaching and learning.

A word about the concept "disadvantaged
youth." Somehow, I always read this as "Negro
Youth"; merely a bit of myopia I asaure you. I
want to make two observations. I suspect that
Negro youth intensely dislike the way they have
been 4a.aditionally handled by teat:hex-a and the
school systems. They don't fall for the old line
about "we are color-blind. " They know only too
well that teachers and the schools have never
been color-blind, and they see little evidence of
their becoming color-blind now. They know the
old ploy, too, about their families and homes
being responsible for their not learning; these
kinds of youth have been "playing the dozens"
long before they were exposed to insult and in-
jury by teachers and schools. Teachers of such
youth, then, must be aware of the sharpness and
accuracy of their students' perception of the ed-
ucational system, and their feelings about it.
Also, teachers of such youth must know ard ap-
preciate tnat in all truth Negroes are infamously
stigmatized by the American social system.
Most Negro youth have grown up in a predomi-
nately lower class, poverty-stricken, social
world that often has a distinctive socio-cultural
organization. Social goals and the means for
their attainment may be uniquely defined, estab-
lished, and accepted in such a social world. And,
above all else, they have met always from the
white members of American societyas far as
isolation and segregation permitted an immu-
table denigration of their worth, dignity, and
being. The results are easily evident to their
teachers; and if such youth are to learn how to
learn, these problems and their consequences
must be coped with intelligently by their teachers.

Negro youth do not exhaust the membership
category included within the "disadvantaged"
label. There are collectivities of other so-
called racial, color, and ethnic groups to be
included: such as Mexican-Americans, Puerto
Rican-Americans, Oriental-Americans, and
"other"-Americans! In addition, we have youth
who are treated as outsiders or disadvantaged
because of such factors as their rural, Appalach-
ian, or share-cropping background; their mig-
ratory way of life; tiee poverty or "low-class"
community positions of their families; and even
those who displease aesthetically by being obese,
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too tall, to short, too thin, and even too ugly!
All such categories may be euphemistically
thought of as left-outs, potential drop-outs, so-
cially deprived, culturally deprived, disintereaaad,
handier yid, reluctant and/or alienated.

rteaardless of how we label, identify, or
utigmauze these youth, teachers and school sya-
tems operating within democratic traditions, and
especially as prescribed by our imperative of
equality of opportunity, mast deliberately paepare
them by developing their critical facilities, im-
proving their cc live and judgmental skills, and
building up their capacity to learn. These youth
must be prepared, not for satisfactory adjustment
to the elatugaswo or for the occupancy of some in -
significant societal niche, but for awareness of
what the dams= is and how by learning :hey
can be a part of changing the status quo.

I cannot stress too much my opinion that
American society and the present institution of
education can no longer avoid confronting the prob-
lem of the existence of an inferior and an unequal
system of education afforded such disadvantaged
youth. The situation must be made plain, and
even painfully so, to those electing to pursue a
career of teaching as a first step; only then can
piablem-solving in terms of its ruthless destruc-
tion and the urgent re-creation of an adequate
teaching and learning system be devised and put
into effective operation.

I have two last observations to make about
the roles of teachers and educators with those
called "disadvantaged youth." I suggest that you
think for a moment of stigmatized youth as a type
of dissenter. Now I think that not only must we in
a democracy tolerate dissent, but we may be able
to learn from it. These dissenting youth could
possibly teach us something; and we cannot risk
the loss of whatever it might be they are trying to
communicate. It just could be important.

The last observation is about my fear. It is
a fear of our unintentionally further stigmatizing
disadvantaged youth by providing them with spe-
cial teachers and special educational programs.
Look at it practically. At the 10th grade, for in-
stance, certain youth are recraited for a special
vocational/technical educational program, with
special teachers. It has to be a special track be-
cause I understand that regular vocational/tech-
nical schools reject "disadvantaged" youth, as do
the regular general high schools. What do you
think such youth will think and feel? What do you
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imagine they will do? This is a serious matter
ix, we really want mote isolation and segregation?
My fear, then, is clear and it predisposes me to
concentrate on the educational rueeess as it in-
volves all youfa

Sociology, as an academic discipline, has
several functio -3 directly relevant to teacher
training. It is, above all else, dee'cated to the
delibsrate search for truth about or an atte "pt

understand the world of human relations. it
has the equally important miriaion, in my opinion
to provide clarification of :aid corrective solutions
for the great problems and issues of societal life.
These functions can be translated concretely to
the topic before us today.

I submit the following six (6) questions that
are inherently sociological.. ,Then I shall explore
their relevance to a teacher training program de
signed for those who will teach stigmatized or
nonstigmatized youth.

1. What- are the ways that the members of
American society really behave?

2. What are the ideologies, goals, and
values (actual and professed) which members of
American society hold?

3. What are the main social structures or
entities into which members of American society
organize themselves, and what are the natures of
the connections between such entities and their
consequences?

4. What are the principal agents, agencies,
and channels of change among members of Amer-
ican society?

Z.. What are the unsolved, unresolved, per-
sistent, and recurrent problems or failures of
the members of American society?

6. What behavior models of deviance and
conformity do we observe among the merfaers of
A.merican society?

For each of these general sociological in-
quiries, subsidiary questions naturally follow:
e. g. , what is the actual fact or situation; who
is involved; why are they so involved, i, e. , who
gets and who gives; in what ways are these parties
involved; end, finally, w'-at are the rational and
irrational results of the situation the ramifica-
tions of such actions and interactions?

Teachers of any youth can be corrupted by
sociology by following this approach to the world
of man. For one thing teachers will gain disil-
lusioning insight into the rational and irrational
sources of social life. They must have this ob-
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jective anti disenchanting knowledge before they
can successfully engage youth in the transforming
aspects of the learning processes. Moreover,
teachers can be brought to understand and accept
the educational utility of divergent thinking. This
condition functions so efficiently in permitting the
identification and avoidance of cant, dogma, and
indoctrination. The old aphorism of "what is, is
right" may be tested and rejected; and the lesson
then transferred to the youth who are attempting
to learn how to learn. Pursuing the above ques-
tions nullifita tt a tendency toward phoniness and
make-believe explanations or justifications of the
social world, which are so quickly recognized by
our astute youth of today. Finally, conning teach-
era into dealing with such questions leads them
irreverently and inevitably to problem-solving.
I submit that the discipline of sociology has a
mission to help clarify and to point out alterna-
tive resolutions to the problems emerging out of
an ana.vsis of society in this way. By confront-
ing prospective teachers with the complexities
of human life, sociology can contribute to the
attainment not only of truth but of integrity, sig-
nificant attachment to the real world, and com-
mitment to the career of teaching youth about the
joy and the agonies of societal life.

Let us look at sociology and teacher training
from a more concrete perspective. The major
problems of American society today center
around the following issues: urban-industrial
life; race and racism; complex organizational
structures or systems; the world of youth; work
and leisure; the educational institution; interna-
tional relations; and, the nature of social change.
No teacher worth his salt can induce and control
the learning process without a competent and con-
fident acquaintance with the character of such
basic American problems and processes, Any
treatment of the major sociological inquiries pre-
viously listed must confront directly these focal

issues of our times. Sociology, then, has an in-
dispensable role in training prospective teachers
to cope with youth as they learn and acquire the
courage to live and face the future.

I conclude with two observations. While all
youth should be trained by their adult models in
the perplexities and utilizations of problem-solv-
ing, those youth identified as stigmatized or dis-
advantaged especially and urgently need this know-
ledge. This is a fact because these youth have
qualitatively and quantitatively more problems
than other youth. Finally, I seem to perceive a
common approach by agents of American society,
including teachers, toward stigmatized youth.
This approach amounts to locating the onus of
their problems in the youth themselves. Thus,
the strategies used tend to coma under what is
termed discipline, regimentation, group and indi-
vidual therapy often of a psychoanitiytic nature,
physical and social isolation or segregation, and
often threats, coercion, force, and violence. This
approach disturbs me greatly. It assumes im-
plicitly, at least, that those who have a problem
condition caused it, and thereby, must be ex-
orcised; and that such a unidimensional strategy
alone is the answer to the resolution of their prob-
lems. The approach most commonly boils down
into more of man's inhumanity to man.

Youth has to be led into an objective percep-
tion of the real world, and how it works. Their
difficulties must be understood as they are within
the world as it ie. Teachers and youth muss deal
with the strategies and tactics of mobilization and
involvement in changing how the world is; and
youth must be led to know the results to them and
all of society if they do or if they do not become
alive to the reality of the world of man. Sociol-
ogy is a powerful instrument for preparing teach-
ers to engage in this way with ali youth for the
purpose of genuine education.
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THE ROLE OF SOCIAL PSYCHOLOGY IN THE DEVELOPMENT

OF A MASTER TEACHER TRAINING CURRICULUM

FOR TEACHERS OF OCCUPATIONAL LEVEL TRAINING PROGRAMS

LAWRENCE PLOTKIN

THE CITY COLLEGE OF NEW YORK

It is not easy to answer the question of how social psychology can contribute to the development of a
training curriculum for vocational teachers of disadvantaged youth. Except for the problem of preju-
dice and ethnic relationships, academic social psychology tends to be far removed from the problems
of the classroom in depressed urban and rural centers. Applied social psychology has concerned it-self much more with survey research than with education. Where institutions have been studied, they
tend to be inclustrial or governmental. Experimental social psychology, involving small groups, hard-ly ever deals with the three elements of the educational process: the student, the teacher, and thematerials.

This does not mean that social psychologists have not contributed to an understanding of socially
and economically deprived people. What it does suggest, however, is that social psychologists in this
field start from society's problems rather than the formal structure of their discipline. While such
psychologists bring to these problems their particular training in content and methodology, they inter-act much more with sociologists, educators, economists, and specialists in childhood and adolescence
than with their professional colleagues.

Poverty compels an interdisciplinary approach.
The socio-pathological symptoms of educational
deficit, unemployment, low-level occupational
skills, family disruption, personal disorganization,
and high indices of asocial behavior cannot be
studied in isolation. Social psychology, like
every other discipline, has its own distinctive
approach; nevertheless, when applied to the cur-
ricular issue before us, it must necessarily over-
lap with the content of other fields. A very thin
wedge separates the sociologist, educator, and
psychologist as they come to grips with the chil-
dren and adolescents of the very poor.

In the following outline, although the empha-
sis will be on the content of s. Dial psychology
deemed relevant and essentiel for vocational
teachers is aii+th year program, where necessary,
items from other fields and subspecialties have

.....
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been included. The purpose here is to welcome
overlap, in order to build a framework for the
proposed curriculum from the point of view of
a psychologist.

A. PREJUDICE AND ETHNIC RELATIONSHIPS

The analysis of prejudice is a content area
with which social psychology has been concerned
for decades.

1. A by-product of this concern with prejudice
has been the development of attitudinal measur-
ing techniques. It is probably necessary to re-
view or state these Welly but not to devote too
much time or energy to this aspect.

2. That prejudice is part of a pattern of opinion

.-



is well known. Since "disadvantaged" means
Negro in many contexts, it would be well to
trace the interrelationships between racial atti-
tudes and other attitudes to demonstrate ethno-
centricity.

3. Particular attention should be paid to the
studies of attitude change as a result of changed
social circumstances (housing, military, etc.).
(Laboratory etudies should also be included here,
but not stressed.)

4. Longitudinal evidence of attitude change toward
the Negro should be presented. The so-called
Negro Revolution has taken place in a United
States which has undergone marked changes since
1939. In part, the civil rights movement has bene-
fited from these changes and, in part, has con-
tributed to them.

5. No discussion of prejudice can be held without
an analysis of stereotypes. Theory and evidence
on this subject can be fruitfully included. Selec-
tive perception and learning which reinforce stereo-
types can be analyzed.

6. The Negro reaction to prejudice by extreme
nationalism (the Black Muslims) and exaggerated
devotion to negritude (Le Roi Jones) should also
be included.

B. THE CONCEPT OF THE DISADVANTAGEL
PERSON

Although there is general agreement in the
definition of the disadvantaged, care must be
taken in any training program to guard against
oversimplified generalizations.

Examination of the literature yields three
foci of defieltion: 1) a general inability to ad-
just to society; 2) low socio-economic status; 3)
a distinct pattern of psychological characteris-
tics.

The uncritical use of the term "disadvantaged"
lumps together under one umbrella many dis-
tinct groups. The problem of educating Negro
mtrants from the South differs from that of
migrants from the West Indies. Both differ from
the Puerto Rican. in California and Texas, Mexi-
cans pose a different problem from any of the
above. rat', foreign-born white or poor white
farmer does not suffer the same "disadvantage"
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of his colored counterpart.
Enough critics of the concept of cultural dep-

rivation have published (K. B. Clark, Mack ler and
Gidding,, Landers, etc.) to warrant inclusion of
safeguards against stereotyping. This is partic-
ularly important for teachers of disadvantaged
youth, who should not be offered a built -in
rationalization for failure to teach.

Thus, while the literature defining and iden-
tifying disadvantaged youths should be part of the
curriculum in order to delineate the problem,
simultaneously, the shortcomings of the defini-
tions should be pointed out.

C. INDIVIDUAL AND GROUP DIFFERENCES

The foregoing, prejudice and the definition
of the disadvantaged, lead directly to the rays
in which people differ. Perhaps the best way
to treat this central problem of psychology is
to examine the attribute of intelligence, which
is the most widely investiseatcd of all the behav-
ioral dimensions.

1. Racial Differences One of the greatest con-
tributions of social psychology has been the work
of Otto IClineberg in his investigations of racial
differences. In general, he demonstrated the
operation of cultural factors in intelligence so
clearly that the notion of an immutable, biologi-
cal intelligence never recovered. The role of
education, language, speed of work, and other
environmental determinants of intelligence pro-
vided a plausible explanation of measured racial
differences. The classic study of selective mi-
gration and Negro intelligence demonstrated that
Negroes who moved from the South increased in
IQ as a function of the number of years in Nor-
thern schools. S"..nilarly, Klineberg demon-
strated the superiority of acculturated Indians
over reservation Indians in intelligence.

The work of Sherman and others also in the
1930's on the "contemporary Elizabethans" in
the mountain hollows of Appalachia not only
demonstrated that intellectual stultification was
environmental in nature, but also removed the
inflammatory issue of race.

The current literature confirms and enhances
this point of view.

2. psychometrics The interpretation of the
meaning of psychological test scores should be



briefly reviewed in the curriculum. The concepts
of variability, test reliability, and validity, over-
lap between populations in test distribution, and
differences in test-wiceness and experience must
be stressed. Such an analysis will make clear
to the teacher both the strengths aad weaknesses
of measurement.

3. Indi ay&H2Ifferences Treatment of racial
tilfferernazo repel priyehometrica ieacis the psychol-
ogist to the analysis of differences between indi-
viduals. Although we know that each human being
is unique, that even people who come from the
same social milieu differ in abilities as well as
in personal characteristics, to demonstrate this
psychologically is difficult. The interaction be-
tweengenetie inheritance and life experiences is
so complex as to defy either experimental or
clinical analysis.

To accomplish the aim of describing the wide
variations between people, perhaps the assign-
ment of works of literature is preferable to a
brief review of personality theory. Thus novels
and plays which illustrate the artist's perception
of unique people interacting with each other could
be used. Negro authors (Ellison, Baldwin,
Hughes, etc.) depict from life flesh and blood
characters hardly ever seen in case reports.

The use of novels and plays about the Negro
would have the ancillary effect of providing the
teachers in training with a concrete knowledge
of the background of some of their future students.

This phrase covers all the compensatory pro-

grams designed to offset poverty. Of these, edu-
national programs are most relevant.

1. an StudiesThe change in behavior as a
result of changed circumstances has been nc ;dad
earlier. A brief summary of successful programs
in training the disadvantaged could be useful.

2. Animal Studies The work of Hebb and his
students oF. le effect of enriched environments on
the learning of rats is also relevant.

3. The Limits of Cha,..2,m The summary by
Benjamin Bloom of stability and change in behavior
might provide a theoretical base for the amount
of change possible.

E. THE ROLE OF HISTORY

None of the foregoing makes senate unless Ft
knowledge of American history is part of the
curriculum. The history of the American Negro,
for example, is a record of two hundred years
of slavery and one hundred years of second-
class citizenship. A concrete depiction of slav-
ery as an institution, the horror of the slave
trade, the laws against educating the slave
helps in making the present comprehensible.
The failure of reconstruction and the develop-
ment of patterns of segregation in housing,
schools, and employment explain the massive
educational deficit of the disadvantaged Negro
far better than recourse to a notion of "cul-

If
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Thus, although history is not the province
of social psychology, an ahistorical approach
by social scientists leads to errors of interpretation.
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THE TEACHER AND THE PSYCKOLOGY

OF THE CLIMJRALLY DEPRIVED

BRUCE W. TUCKMAN

RUTGERS - THE STATE UNIVERSITY

In order to treat the subject, the first question we must address ourselves to is what does it mean
psychologically to be culturally deprived or culturally disadvantaged. A person who is culturally de-
prived is more likely to be characterized by the things that will be mentioned than is a person who is
not culturally deprival. .;r-3 tftay tit always apply equally to all individuals who are
culturally deprival, but it will ;le to faiRP

First of all, being culturally deprived very
often means being biologically deprived; that is,
being hungry, underclothed, and in need of med-
ical and dental treatment. Medical and dental
treatment are often needed for the individual both
because of his general level of poverty- -icing ud-
able to afford these serviceee -and because of he
fact that the parents of Cs cultecally deprived
child or a,dolesceet are very often unalimre o: the
importance of medical and dental treatment.

Being hungry can have many ramifications.
Breckenridge and Vincent (1952) have reviewed
studies demonstrating that insufficient nutrition
affects growth, behavior, and mental perform-
ance. From this work we can expect the hun-
gry individual to pay less attention in the class-
room than would be desired, and to have a re-
duced mental effectiveness. The work of Schorr
(1964) also indicates that malnutrition has an ef-
fect on attitudes and behavior. Because of this
biological deprivation we can make the general-
ization that the culturally disadvantaged person
will be unable to delay gratification. This ori-
entation toward immediate gratification or im-
mediate reinforcement is generalL coincident
with a high state of biological need. The work
of Hull (1952) and his associates in the animal
laboratory has shown that as the drive state of
the animal increases, that is, as the hours since
the animal has last been fed increases, the ten-
dency for the animal to perform the desired

bens eeeeee, 4 = le,
We can expect tho same phenomena to apply when
dealing with a human being if he is biologically
deprived or has a history of biological depriva-
tien, as is often the case with the culturally de-
prived individual. His behavior will be orien-
ted toward satisfying immediate biological heeds
and he will not be willing to perform educational
behaviors with a promise 'if reward forthcoming.
Legnan (1952) has Ethoven that !ower class training
features more immediate rewards and punishments
leaaing to an orientation toward quick sequences
of tension and relief. Mischel (1961) has shown
that delinquents have a preference for immediate
reinforcement. Thus, the first general statement
about what it means to be culturally deprived) is
that it means very often to be 12kLED 121111 de-
prived and as a result of this and other training
factors, unable to delay ratification.

Secondly, to be culturally deprived very often
means to have a lower score on an intelligence
test (c. f. Klineberg, 1963--for Negroes). This is
not to say that a culturally deprived individual has
a reduced intelligence; rather, a culturally de-
prived individual has less of his intelligence po-
tential developed than does an individual who has
not suffered cultural deprivation. The low score
is not native but experiential (Pettigrew, 1964).

The excellent work of Hunt (1961) in bringing
together all available relevant literature dealing
with the issue of predetermined development and
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',Axed intelligence points out that cultural depri-
vation almost always produces less developed in-
telligence, but that remedial treatment or im-
provement undertaken in the years of childhood,
even in early adolescence, can modify the situ-
ation substantially. Dramatic modifications have
been evidenced in the studies of Skeels and Dye
(1939) and Wellman (1940). In the Skeels and Dye
study, orphans were taken tc an institution for
the feebie-minded and raised by the patients.
Gains up to 40 IQ points resulted. Dennis (1960)
has shown, in an orphanage in Teheran, that many
children ao not walk by four years of age. Why
should this be so? It occurs because there is less
stimulation in the culturally deprived home in the
direction of developing cognitive, perceptual, and
verbal skills. Our intelligence tests and the situ-
ations that they have been developed to predict for
are situations that involve verbal, cognitive, and
perceptual skills. This is obviously true of the
classroom. In the classroom we call upon the
students to manifest these three kinds of skills
and all standardized intelligence and aptitude
tests are weighted heavily in these three areas
(as well as a fourth, numerical).

In the culturally deprived home, as mentioned
before, the major orientation is toward the nn-
mediate gratification of biological needs. Much
energy and emotional involvement by the parents
must be spent on this task. Consequently, little
energy and emotional involvement remain for the
development of intelligence in the children. The
work of Hunt (1961, 1964), Ausubel (1963), and
Wolf (1964), among others, points up the fact
that a major factor contributing to intellectual
development is stimulation in the home by the
parents. Moreover, this factor is of peak im-
portance in the early years of life, according to
Bloom (1964). The parents themselves In most
culturally deprived homes have had little edu-
cation and are themselves in the situation where
their cognitive, perceptual, and verbal skills may
be reduced. They are not aware of many instru-
ments of education that are available for use in
the home, and they do not have the time and the
skill themselves to carry on conversations with
their children which are necessary to develop
verbal skills. Deutsch (1963), in his examination
of homes in depressed areas, finds few education-
al objects and a general absence of parental stim-
ulation appropriate for cognitive, perceptual, or
verbal development. The findings of John (1963)

lead her to conclude that the "acquisition of more
abstract and integrate language seems to be
hampered by the living conditions in the homes of
lower-class children." This is supported by
Bernstein (1962) who finds less language facility
among the lower class. Si ller (1957) finds less
conceptual ability among low status children.
Thtnet the second general statement about cul-
tural deprivation is that it produces reduced
intelligence as a function of lesser, cognitive,
,perceptual, and verbal skills. However, it must
be stressed again that this situation is not per-
manent, fixed, or unchangeable. It is a situ-
ation that can be rectified as a function of the
educational situation as evidenced by the work of
Boger (1952) and others mentioned before.

A third characteristic which is generally pro-
duced in conditions of cultural deprivation is an
absence of achievement motivation. Achieve-
ment motivation, which has been widely des-
cribed, discussed, and researched (c. f. McClel-
land et al. , 1953; Atkinson, 1958) refers to the
desire on the part of the individual to achieve
either for the intrinsic satisfaction associated
with achievement, or for the rewards society
metes out as a function of achievement behavior.
This is very strongly associated with the mid-
dle class, Ps McClelland has shown in his book
The Achieving Society (1961). The American
society, and particularly the middle class of
American society, as shown also by the work
of Rosen (1956), is extremely high in achieve-
ment motivation.

Where does achievement motivation come
from? According to McClelland; achievement
motivation is a result of rewards being offered
for achievement behavior (i. e., approval) and
punishments for failure. Consequently, the
individual who is motivated or oriented to
maximize rewards will perform achievement
behavier. According to Winterbottom (1958)
and to Rosen and D'Andrade (1959), achievement
is further enhanced by identification and independ-
ence training. The parent puts much emphasis
on achievement behavior in the' middle class.
As a result of success on the part of the potential
achiever and consequent rewards, achievement
motivation may well be developed. If the parents
are themselves achievers, the development of
this motivation in the child will be furthered.
Excessive failure and punishment can produce in
the individual a -motive other than achievement

30



motivation, namely: fear of failure. In the cul-
turallideprived home there is little evidence
that achievement is either rewarded or lack cf
achievement punished. There is little emphasis
placed on academic achievement or cultural
achievement on the part of the child, and the
parent is not himself an achiever by virtue of his
own upbringing aad lack of present opportunities.
The work of Bronfenbrenner (1961) suffeests that
academic competitiveness is a function of mid-
dle-class upbringing but not lower-class up-
bringing. Again, the reason for this is insuf -

ficient time and a minimum orientation in that
direction on the part of the parents themselves.
Kahl (1953) has shown that parents interested
merel:, in getting by do not send their sons to
college. Consequently, we my state as out-
third generalization that cultural deprivation
usually means hid gin little achievement, motiva-

The fourth and last general area in which
cultural deprivation has implications is that of
attitudes toward self, attitude toward others, and
attitudes toward the world. As a result of having
to live in general hardship conditions, very often
havir reduced opportunities, being discriminated
against, and living in a society that has the high-
est standard of living ever achieved and not being
able to partake of this abundance, the individual
may often develop a negative, cynical, fatalistic,
and simple view of the world. He may often
associate himself with an.7.esirable or criminal
elements, move in the direction of juvenile delin-
quency, and fall into the general clinical category
known as psychopathic or sociopathic personality. ,

The underprivileged person feels that society is
doing little for 6iving him little opportunity,
and so he is quite right in taking matters into his
own hands, and in an asocial fashion, attempts to
mold his own situation. If he does not behave
asocially, he ma., Sim;iii adopt a set of attitudes
which are very negatively related to society.
These will be expected to appear in the classroom,
since a classroom is a miniaturization of society,
and the teacher a representative authority.
Hieronymus (1951) has shown a substantial cor-
relation between socio-economic staats and at-
titudes toward education.

The attitude of the culturally deprived person
toward others will be similar to his attitude to-
ward the world the extent that he sees others
as being representative of, or exemplary of so-

ciety in general. That is, he will be negatively-
oriented toward authority figures and feel that
manipulation is a reasonable way to gain his ends.
With regard to the attitude that he has toward him-
self, we can expect that he will have a low level
of aspiration, and realistically so, since he sees
his contemporaries and his elders having little
success in life and having little opportunity to im-
prove their situation. He may come to expect
this with regard to himself (Hieronymus, 1951)
and consequently manifest a low level of aspira-
tion and low self-expectations. He may, on the
other hand, feel that his inability to improve is
a function of his own inability and consequently
develop low self-esteem. Ausubel and Ausubel
(1963) and Goff (1954) have shown that social re-
jection among Negro children leads to low self-
esteem and a low level of aspiration.

In reaction to his own unsuccessful situation
in society and the unsuccessful situation of his
friends and his parents, the culturally deprived
person may either become extrapimitive or intra-
punitive, ueing the Rosenzweig concept. That is,
he may feel that the fault lies in himself and (..; on-
sequently have low self-esteem, or else he may
react ext rapunitively toward the source of his
frustration via delinquent acts. In either case,
low self-expectations and a low level of aspira-
tion can be expected:

Thus, our fourth generalization is that cul-
tural deprivation yields unfavorable attitudes
toward self, others, and saietz, which, in turn,
ma re_ sult in delinquent behaviors.

Wemay say in conclusion that the implication
of cultural deprivation for education is to prc
duce individuals with an absence of learning to
learn capability, to borrow a phrase from Bloom
Davis, and Hess (1965). Learning to learn for
human beings encompasses the four principles
discussed. A person who has learned to learn
niust be able to delay gratification or reinforce-
ment, for the fruits of education are consider-
ably delayed after the beginning of the effort.
Learning to learn means having the appropriate
skills on which education is based, namely, cog-
nitive, perceptual, and verbal skills. Learning
to learn means having the appropriate values,
namely, values toward achievement. And finally,
learning to learn means having the appropriate
attitudes toward yourself and your environment.
Having these qualities means being set to learn
Having these qualities mediae having the strategy
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for obtaining knowledge. Having these qualities
means being able to uncover general solutions
and general truths rather than always being re-
stricted to the specific.

Being culturally deprived means not ham
learned to learn in many cases. What can the
educator do for such a person? It is to this
question that the ressainder of the presentation
will address itself.

When the culturally deprived child goes
through school the situation only worsens. His
deficit, relative to his middle-class counterparts,
becomes cumulatively greater. Evidence for th
accumulation and worsening of the deficit has
been provided by Deutsch (1964) and Krugman
(1961). Thus, schooling tends not to improve
the situation by providing the necessary skills,
attitudes, and values upon which learn4ng is
based; rather, the deficit becomes greater and
greater as the years of education proceed. By
the time adolescence is reached the culturally
Caprived student, aces :ding to data collected by
Osborne (1960), shows reduced reading skills,
relative to a nondeprived group, reduced arith-
metic skills, and a lower mental age.

Let us now examine specifically what the
teacher can do in order to better teach cultur-
ally deprived students. These suggestions will
be modeled around the tour major areas of dep-
rivation as described in the beginning of the
paper. First of all, the teacher should atteamt_
to reduce the delay in reinforcement as much
as ras1.31bk. in a very praciical sense this caa
be done by quick scoring of examinations, by
providing the studentwith continual and imme-
diate feedback as regards his performance, and,
primarily, by constantly attempting to relate the
school ejsmriez to real life eamriences. Much
effort L spent on education before the results of
this effort can be obtained. Many students who
drop out of school are not willing to tolerate this
delay; among these are often the culturally de-
prived.

In order to moderate this delay the practical
significance of education must constantly be
pointed out to the culturally deprived student.
In teaching the student to read, have him read
the kinds of materials that he reads is his every-
day experiences. If he is an adolescent in high
school, and will soon be entering the world of
work, have him read work instructions, want
ads, and other kinds of materials that he will be

(t.
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reading in the real world. In mathematics have
him work on problems such as a personal budget
or financing a car or making calealations on a
blueprint. In this way he will see the applicabil-
ity of the effort he is expending in school to his
real needs in life; this will provide substantial
reductions in the delay :..11 gratification or the
dein of reinforcement. Too oiien our school
slaiations represent an ivory tower with respect
to reaisv. it is necessary that this distance be
bridged. While it is not entirely possible for the
teacher to do it by himself, he can facilitate mat-
ters by always keeping in mind the fact that the
culturally deprived student may not be able to
delay reinforcement. lie must always think of
what he is teaching in the sense of what practi-
cal significance does this have for the student.

In the area of skill training, what is it that
the teacher can do with respect to the culturally
deprived student? The teacher should be aware
of the fact that perceptual skills underlie reading
and verbal skills, which in turn,underlie cognitive
skills. When a student is unable to perform satis-
factorily in a cognitive task, it may be because he
is in need of remedial help on verbal or percep-
tual levels. While the teacher may not always be
the most skilled person in providing this remedi-
al help, it is necessary that he be able to diagnose
where such help is needed and recommend the
students to remedial programs,where they exist.

One useful point would be to attempt toleach.
at the 10:csaual level as much as is possible.
Teach by showing, by doing, use gestures, use
pictures, use diagrams, use schematics, use
the chalkboard. Aim for the perceptual level
and attempt to avoid the verbal level as much as
possible. Give the students puzzles, Eke jig-
saw puzzles, Chinese puzzles, and other kinds of
puzzles that require some degree of perceptual
discrimination is order to improve their skill
at the perceptual level. Have them read as much
as possible, even in courses where reading is
not directly the subject matter to be taught.

In vocational training programs constantly
have the student re :.0 instructions, read diagrams,
read sketches, and read specifications. Try to
talk to students as much as possible. It has been
suggested above that teaching be done by showing
rather than by talking. This may appear to be
cortradictory. It is not By talking is meant
conversing, as out_ zonverses to pass the time of
da, not teaching via extended and complex
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others. It is a comprehensive program now in its third year of development. Some of its pro-
jects are well under way; others are just beginning; and others are still "gleams in the eye."
The purpose of the whole is to help advance theory and practice in the education of socially
disadvantaged children, and thereby to make some contributions to the improvement of education
for an children. It reflects the deep commitment of our faculty in this field.

The personnel-training aspects of Project Beacon are broader than the preparation of teachers.
Programs are under way to prepare school psychologists, guidance specialists, administrators,
and supervisors, as well as teachersall for work in depressed-area schools and other agencies.
Th, focus of this paper is on our pre-service program to prepare teachers for urban slum schools
what we call our Project Beacon Training Program. Interpretation is made of (1) some of the under-
lying premises of this program, (2) approaches and problems with the theoretical studies requited
of students, (3) approaches and problems with the internship experiences provided for students, and
(4) approaches and problems involved in evaluating the program.

PREMISES AND GOALS

The very recent and now burgeoning move-
ment in our profession to improve the education.
of socially disadvantaged children has articu-
lated a wide range of sometimes conflicting
perceptions and guiding principles; and it may
be advisable briefly to outline some of the
premises which define our point of view in the
Project Beacon Training Program. They are
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here assertedsomewhat ex cathedta.as
general propositions, without elaboration or
argument

First, lower-class and minority -group
children in urban slums, among whom what we
call the "socially disadvantaged" predminate,
are characterized by a wide range of individual
differencesin self-concept, motivation, gen-
eral conduct and academic performance; and to
perceive them as, a homogeneous group is to
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eebiage. To improve the students' verbal skills
they must hear words, but this must occur pri-
marily outside of the pressures of the formal
learning process. Through conversation verbal
skt-'s are developed. When dealing with many
stattents this is very difficult, bat instefar as it
is possible, talk.. Talk to the students to pro-
vide them. with the conversation and the verbal
stimulation that is absent in the home. This is
V tale with younger students.

In the area of values and achievement moti-
vation, the magic word is REWARD. The chilf.1
21, adolescent should be rewarded fres:goat and
punished rawly. He should be rewarded for
performances which are les6 than perfect but
have some merit to them. The work of Skinner
(1938) in the animal laboratory has shown that
behavior can be shaped through a technique
called successive approximations. Using this
technique, behaviors which bear. only slight re-
semblance to the desired end behavior are re-
inforced, and gradually this approximate behav-
ior is shaped in the direction of the desired be-
b.avior by reinforcing behaviors that are more
and more similar to the desired end behavior.
The same can be done with 'amens in the area
of achievement motivation. By reinforcing only
minimally successful behavior to start with, the
likelihood of eruccessbA behavior will increase
and it will be possible,to reward more success-
ful behavior in the future, and hopefully shape
achievement-oriented behavior.

Pimishment, on the other hand, rill eed to
fear of failure as the work of Atkinson and col-
laborators (1958) has shown. Estes (1944) has
shown that punishment does not cause behavior
to iisappear; it simply inhibits its occurrence in
the presence of the punishing agent. If failure
is punished by the teacher, then the behaviors
that lead to the failure may not appear within eye
range of the teacher, but they will not cease to
exist in the repertoire of 1,he child or the adoles-
cent. Reward, on the other hand, creates a be-
havior pattern within the individual. Therefore,
when dealing with culturally deprived students,
for whom achievement motivadon is minimal,
failure Should not be punished. The teacher
should wait for some glimmer of successful be-
havior or achievement-oriented behavior and
then reward it. He should attempt, through the
generous use of reward, to develop an achieve-
r , pattern in the student. This may be facil-
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Rated by posing simple tasks or simple prob-
lem for the student where the likelihood of
success is great, and then rewarding success-
ful peri'manance. The .difficulty of the tasks
can be gradually increased as the generous use
of reward has made the possibility or prob-
ability of slice more likely. Moreover, the
rewards should be as tangible as possible. The
reeearch of Zigier and DeLabry (1962) has shown
that +fa-trade% vrtwArrig sre tore successful than
intangible rewards with lower-class students,
while the reverse holds true with middle-class
students. Try to make the rewards as tangtble
as possible. This of course is limited by the
opportunities available to the teacher. One
cannot be giving away financial rewards, for
instance, or candy, for every good performance.
In many cases, the only rewards available to the
teacher are such intangible ones as praise, or
recognition, or approval. These are obviously
important too. Make them as obvious and con-
crete as possible.

When it is necessary to use criticism make
this criticism objective. Criticize the work and
not the person performing the work. The Lewin
Lippitt, and White studies (1939) gave clear evi-
dence for the fact that group leaders using per-
sonal criticism were much less popular than
were leaders whose criticism was clearly ob-
jective.

Finally, the all important area of attitudes
is an area where a teacher can make major
impressions and inroads into the problems of
the culturally deprived, 'The teacher is a rep-
resentative of society. He is, moreover, an
authority figure second only to the parents as a
major source of identification. A teacher can
take advantage of thisespecially when the par-
ent is not a good identification figure. Using
the parent as an identification figure simply per-
petuates the ethic of the deprived. Ict raw=
pititudes of the deprived student toward hin_Eall
others, and society the teacher must be warm,
umkolomftg, simiatkaLe, 111121t, take

a personal interest in the student_ If he is
likeable, and yet firm, and takes an interest in
the student, the student will attempt to emulate
him and use him as an identification figure
(Witty,1947). To the extent that the teslher in-
corporates prevalent social values, these will
be ttansmitied to the culturally deprived student
through identification. If the teacher is fair,



then the students' attitudes toward society May
well be changed.

Many of the successful remedial projects,
such as the Manhattanville Project, have shown
that a key to success is working with paretas..
The teacher should atteji to involve the Ramat
eall work vtttjt: tbg atrent as much as nomible,
for if he can change the at t itude of the parent
the possibility of changing the attitudes of the
sivictnt. AVE? dopft1A-Intrralarl, 4.14 a remit of I-AR
own direct influence and the influence of the par-
ent over whom he has exerted some influence.
The fact that involvement enhances the probabil-
ity of attitude change has been well documented.
Industrial studies such as those of Coch and
French (1948), and studies such as that of Lewin
(1952), clearly illustrate that individuals who feel
that they are involved are more likely to have
their attitudes changed.

Also, pmt the students involved in rp..:2:dvg
some of their own direction in the classroom.
Again, the classic Lewin, Llppitt, and White
(1939) studies demonstrated that attitudes, mot:-
vations, and satisfaction were all increased as
a result of a democratic group situation where .

the group exerted some influence over its own
direction. This approach, which has often been
called the learner-centered or pupil-centered
approach, has been shown in some studies to be
highly successful. Culturally deprived students .

must be able to take on the role of authority in
order that their attitudes toward authority can
be changed.

Outside of a group-centered or pupil-
centered approach, which enables the group to
have some control over its fate, the use of role
allyttil is also a way of ch titudes. The
study of King and Janis (1956) demonstrates that
role playing can be used effectively to change
attitudes. Let the students play the game of
parents and children. Let some of the students
be the children and some of the students be the
parents and have them act out a home situation.
Give them a feeling of what tt is like to be a par-
ent. Give them a feeling of what it is like to be
an authority figure in society. Let them ic'entify
with society and attempt to defend society by
playing the role of an authority. This may well
change their attitudes towards the very society
which they often find intolerable. Playing a role
which is dissonant with ones attitudes has been
shown to cause those attitudes to change (Brehm,

1960).
Use praist3 and !Approval to cljlkAn e their self-

esteem and self- acceptance. Let them know that
you think they are worthwhile persons and are
capable of good performance. Provide them with
tasks of graded difficulty leading, to success in
order to chtuat the levei of askiration. Jucknat
(1930) has shown that aspirations go up as a func-
tion of success, while Sears (19 ia) demonstrated
t1u mine.psia 1A4rItz to the SIPtting of realistic goals-_.._---

One must be careful of put:I:Ling students too hard
and too fast toward higher levels of aspiration
Many culturally deprived students have what
Dollard and Miller (1950) call an approach-
avoidance conflict v.lith regard to success; they
both desire it and fear it. As they expend more
and more effort and are rushed closer and closer
to success their fear becomes stronger than
their desire (Brown, 1948). Dollard and Miller
recommend that efforts be made at this point to
reduce the fear, rather than increase the desire.
The teacher, by leading the studeat toward suc-
cess through the use of graded ;asks, can reduce
the fear associated with school.

Some students will need discipline and will
have to be bandied in a firm authoritative way;
others will need warmth, acceptance, and under -
standing, and will have to be dealt with in a yield-
ing way. The work of Hunt (1965% is applicable
here. Hunt has spoken of the differential diag-
nosis--differential treatment technique. What
this means is that people are different and the
teacher must become aware of the differences
and not attempt to teach or treat people in the,
same way. They must be treated in terms of the
differences. In the case of a stn en who fig in
need of authority, handle Wm; glatkoritatiye
folio kt tie case of a student who is in need
of gsstp_te tance lzy authority and epAttsmillelptL.enest,
haar die t psgrini fashts.

If the teacher keeps some of these points in
mind, then the culturally deprived student may
well be able to overcome his initial experiential
deficit and cumulative deficit and derive a useful
education from his school experiences.
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PRELIMINARY NOTES ON AN ANTHROPOLOGIC *..1

VIEW OF THE CULTURALLY DEPRIVED

LEONARD ZEITZ

HOSPITAL PLANNING REVIEW mein
OF SOUTHERN NEW YORK

From an anthropological point of view, any program designed at aiding the "culturally deprived"
may be seen as a problem in induced culture change. Thus, such terms as diffusion, acculturation,
ethnocentrism, contact, born large in any anthropological discussion of culture change. As this
paper develops, these terms will be explored as meaningfully as possible.

As a starting point, certain premises about
the nature of society and the nature of culture
must be stated. Society then, roughly defined, is
an aggregate of individuals who, having worked
together and lived together over a period of time,
develop an esprit clesuo based on cooperation,
predictability; and a commonly held set of ideas,
values, and ways of doing things. Culture, rough-
ly speaking, is the totality of these commonly
held set of ideas, values, and ways of doing
things of a particular society.

All cultures are subject to change, and in-
deed do change. The anthropologist disputes
any argument implying that attempts to change
situations are doomed by virtue of man's immu-
table nature. He, the anthropologist, argues not
for a change in "human nature" but for a change
in "human culture," e. g. , the way men do things,
the beliefs and values they hold. He bases this be-
lief on his certain knowledge that change may
take place internally or may be induced through
contact and experimentation. The problem posed,
therefore, is not: Should change be attempted,
but rather, when is change necessary? When is
change appropriate? When is change feasible,
and, when the above have been answered, how
does one make the desired changes?

The anthropologist, generally working with
small units of mankind, has, in the past, failed Of
to recognize that as a society grows and be-
comes more complex, then parts of that
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society may develop sets of cultural 3ralues
which are in part related and overlapping,
and in part very different. It was not until
Warner's study of Yankee r,1,ity, which demon-
strated that values and behavior were direct-
ly related to social class, that American
anthropologists recognized and accepted the
idea of sub-cultures related to, but different
from, the parent culture. It is sufficient at
this point to state that a significant proportion
of the American population, 'by virtue of his-
toric accident, has developed a way of life
sufficiently removed from the main cultural
developments in America to be seen as a sub-
culture, and further, as a 80-culture whose
values are objectively detrimental to the welfare
of its citizens.

It is hardly likely that anyone will dispute
the statement that it is now necessary, appro-
priate, and feasible that the sub - culture of the
disadvantaged be changed. What remains is how
this change is to_be effected.

From the anthropologist's perspective it is
perhaps beat to view the people of this sub-
culture as he would the people of any alien cul-
ture: similar to him by virtue of universal man-
hood, differentia respect to behavioral patterns.
Seen in this light, comparisons, analogues,
parallels with other situations known to the an-
propologists may yield clues. Some general ob-
servatians of the-sub-Odin-re of the dfsadvane__
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taged are as follows: they suffer from a wide
variety of mental and physical illnesses and
social pathologies;1 they lack political control
over their own destinies i2 their meleer families
are often fragmented and disorganized;3 they do
not readily accept aid from middle-class inati-
tutions,4 they attempt as often as is practicable,
to give aid to one another rather than seeking
institutional aid;5 they ofterraccept the parent
culture's eatianatii ©a Zeit Innate" inferi-
ority;6 at the same time they may react against
this evaluation of the parent culture by a
bouleversement of the parent culture's values.'

Reissman bas argued that the "culturally
deprived" child understands the advantages of
an education in our world. What prevents him
from fully utilizing the educational system is
the condescension and lack of cultural under
standing of the teacher, and the child's unique
culalral perspective about the teacher and the
schoo1.8 One may say that the disadvantaged
recognize the good things of life as represented
in the middle class world of T. V. , radio ana
the magazines, but they db not know how to
take advantage of the few opportunities pre-
sented to them.

The passage of time has allowed for the
sub-cultural roots to take hold and sink deep,
and change will surely not be rapid nor uni-
formly successful. As a start, the anthropolo-
gist would urge that the prospective teacher be
deeply familiar with the following

A. The Anthropological concept of race.
Because so many of the disadvantaged are
Negroes, it would be well for the teacher
to understand the development of the con-
cept of race as a classificatory and taxonomic
device for understanding human movements
in time and in space; the concept of race as
a noninvidious device for comparing popula-
tions; its present outmoded use for many anthro-
pologists.

B. An understanding of the nature and
function of culture. To understand the me-
chanics and operations of culture is to gain
some knowledge of oneself, and by extension,
understanding of the behavior of others.

In the course of studying efforts at Wading
culture change, the anthropologist offers, from
his observations of success and failure, the
following tentative guidelines:9

1. Ic.n.aw the culture in which the work Is to
be done. This point is so obvious, yet needs
belaboring. It is impossible to effect a change
in a culture without unforeseen (and possibly
disastrous) consequences when the institutions
of "a culture ere not understood as a total entity.
It is expected that in the months ahead, the
sub-culture of the impoverished will be explored
and made known a-., fully as possible.

9. As nyt nl-trInnot r+nrraln:17) frhA worker
DMA know his own culture.

3. Take advantage of the pragmatic nature
of people. Years of disillusionment have created
cynicism in the ranks of the culturally deprived.
Cynicism can only be removed by demonstrable
successes. Thus, it is not enough to simply en-
courage a talented writer in an English class;
perhaps a better tactic would he to submit the
talented boy's work to a school magazine, a
national scholastic contest, etc.

4. Do not ask people to threaten what may
be an already very narrow margin of material
security. Extra-curricular activities may be
an important means of developing rapport and
understanding, and feelings of pride in success,
but if a boy must work after school to help
support his family, then demands upon his free
time may be more detrimental than beneficial.

5. Use existing community leadership
whenever feasible. The success of the Cornell
University Medical Project on the Navajo Reser-
vation is at least partially due to the enlistment
of the medicine men as respected medical
peers. 1°

6. As a corollary of the above, learn to
detect who the community leaders are. As a
result of our middle-class cultural bias we are
apt to seek out lawyers, physicians, "respect-
able" ministers, police officials, and politicians
as the leadership "element." The choice of
these personnel may be at total variance with
the views of the community. In a Puerto Rican.
neighborhood it may be the local herbalista who
runs a tiny, almost insignificant botanica where
she dispenses good-luck charms, lovepotions,
and advice. In a Negro community, it may be
a poolroom proprietor, a tavern owner, the
beauty salon or barbershop proprietor. In all
poor communities, the itinerant preacher, the
store-front minister, the fortune-teller, the
spiritualist may be of vast but undetermined
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importance in creating and maintlining the
values of these communities.

7. Think in terms of the economic and
social potential in the wider community. It
goes -without saying, that giving training for
jobs which may soon be automated is merely
a stopgap effort, and is more likely to exacer-
bate the situation than to ameliorate it.

8. Select the more "progressive" students
for more intensive teniching than the more
"conservative" who may need the teaching
even more. This point is, of course, open to
sharp debate. Our argument, however, is not
the naive "practical" one, that with time and
manpower being limited, it is wisest to con-
centrate upon those who assure some success.
Clearly, the above approach is one which
simply weasels out of difficult work. Our ar-
gument for the effort toward teaching the
"progressive" .ps. follows: the Cornell
Medical Project found that its first concrete
successes came when it trained Navajos who
had been in the Armed Forces, i. e. , somewhat
acculturated Navajos, to act as medical liai-
sons between the Cornell medical practitioners
and the Navajo community. Their ability to
interpret to the Navajo some or all of the com-
plexities of western medical technique helped
ease fear in. Navajo breasts. Further, the
acceptance of the Navajo medical aide by the
Whites as au invaluable addition to their medi-
cal team impressed the Navajo with the sincer-
ity and goodwill of the physicians. This ap-
proach will be utilized in the forthcoming Legal
Services to the Poor Project in Newark, where
an as yet undetermined number of poor "pro-
gressives" will be trained by lawyers in their
legal rights, then encouraged to spread their
knowledge in their communities. Additionally,
these law trainees will act as liaisons in an
effort to induce the poor to utilize the orofes-
sional legal services when necessary.12

9. Require payment for services. Some
explanation for this statement must be made.
In a field situation, anthropologists have dis-
covered that free dispensation of even such
cheap patent medicines as aspirin has been met
with rebuffenand-evasiown There are two rea-
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sons for failure to accept or grudging accep-
tance: (I) The offer of free aid places the
recipient in the Position of indebtedness, often
further compounding his feelings of inadequacy
and inferiority in the presence of the donor.
(2) An offer of something for nothing is :sug-
gestive st an inferior product. It is almost
universally accepted that the best things in life
are not free; rather, you get what you pay for
is pragmatically ackacwicidgcd. MLA 1L the

teacher, the community worker, etc.. , cannot
expeoi to be accepted in an alien lulture by
emphasizing that his endeavors are a labor of
love. They may indeed be, but it is wiser to
stress the fact that he is being paid to do his
job, and he has been chosen became of his

10. As a corollary, one's rper.lise should
give one =thorny, and this authority should Le
presented as a fact to the. class. There is no
suggestion here of uodisciplined exercise of
power, but a simple stressing of acknowledged
authority in a particular area. It is likely that
groups will respond with respect and attention
when they feel the strength If authority. Frag-
mentary evidence at the moment suggests that
this approach is probably most felicitous among
Puerto Ricans.13

11. As a second corollary, do not antici-
pate being loved. Anticipate, rather, a series
of defeats, disappointments, and hostility di-
rected to you. It is hardly likely that after
the years of distress and pain, the culturally
deprived will accept overnight the "new"
teacher as a humane individual dedicated
to his vocation and to the unique needs of
his pupils. It is much more likely that you
will be greeted with cynicism and perhaps,
contempt. laitial successes for pupils may be
greeted as long overdue (this position is clearly
justified). Some students may exploit you un-
mercifully, simply developing more refined
hustlers' techniques in your classroom (do not
be surprised at the ingenuity of your students!).
If, for whatever personal reasons, the need to
be loved overrides gratifications such as
monetary reward and inner satisfactions at
success, leave the field.
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A 3RIEF PRACTICAL AMALYS5S OF THE INSTRUCTIONAL

CHALLENGE TO JO ORIENTED LEARNING FOR

A SEGMENT OF SECONDARY SCHOOL POPULATION'

SIDNEY N. CHERNAK

BALTIMORE SCHOOL SYSTEM
N

The unemployed out youth is the subject of increasing attention and concern to the poli-
tical and educational leaders in large urban communities. Civic organizations, civil rights groups,
and social welfare agencies are turning their spotlights on the problems which face a large segment
of the youthful population of large citiee. The lack of direction, inadequate preparation for living in
our urban society, P id apparent shrinkage in the capacity of expanding industry to absorb untrained
workers are pictured as serious threate to the sociopolitical-economy of the metropolitan urban cen-
ters which constitute the megalopolis. Baltimore is sharing this concern.

AN APPROACH

The Carrollton School was established in
September, 1963, with the belief that a properly
designed program with a job-oriented approach
could redirect potential dropouts. The occupa-
tional training experiences were therefore se-
lected with consideration for the ability and in-
terest levels of the students who would. in all
likelihood be attracted by this program. The
goal was employment, following training. Class-
room work was to be closely related to the shop
and work experiences and would be functional..
The educational leadership was chosen in such
a way as to insure or at least promote creative
approaches to teaching.

Specific goals were identified to assist
young people to:

1. Develop economic and vocational
competence

2. Acquire and use the basic skills
3. Develop moral and ethical values
4. Be an effective citizen
5. Be an effective family member
6. Develop and maintain mend mental

and physical. health

PROGRAM OF STUDIES

General Education

1. Communication Skills
2. mathematics
3. Social Studies
4. Physical Education
5. Music

Job Prepara*.ion Training

1. Custodial Service
2. Duplicatirg Services
3. Family Service Aide
4. Food Preparation and Service
5. home Mechanics
6. Lawn and Garden Care
7. Painting, Decorating, and Furniture

Refinishing
8. Shoe Repair
9. Small Appliance Repair

10. Valet Service

THE STUDENT BODY

There are approximately 550 boys and girls



in attendance, distributed in a proportion of two
boys to one girl.. Their ages range from 15 to
20 years; the median age is 17.5 years. Mental
abilities range from 55 I.Q. to 97 I.Q. The
average student performs at fourth grade level
in reading and arithmetic.

All of these students have experienced fail-
ure in school; many have repeated two grades.
The most recent educational experience of the
'majority of the student body was in a three-year
program of Special Education in the junior high
school.

Many of these young people come from large
families; some are from broken homes; most
have parents who are unskilled workers with a
limited education; others live in foster homes
because they have been neglected or completely
abandoned by their parents. Often the only
family income is that earned by the mothers;
in other cases, the family is supported by wel-
fare funds.

THE FACULTY

The nature of the student body, with its his-
tory of failure and its background of family in-
stability, makes the selection of teachers a
crucial decision. Personal qualities such as
empathy, the ability to accept students as in-
dividuals, the desire to teach, ard devotion to
duty take on a greater importance than the more
readily evaluated experience and professional
background.

INTERESTING FEATURES
OF THE PROGRAM

Carrollton School operates on a basic 30-
period schedule, not including lunch periods,
from 9 a.m. to 2:30 p. m. During the course of
a week, the studert engages in approximately
15 periods of job preparation training and 15
periods of general education subjects.

The entering student follows a schedule
which provides exploratory experiences in two
job preparation areas. At the conclusion of a
nine-week period he may select two additional
areas for exploration, or he may choose to
specialize in one occupational field. The) ex-
ploratory process continues until the student
selects an area of interest in which he will
specialize.
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The vocational education offerings at
Carrollton reflect the cluster concept of organi-
zation in which training is given for a family of
related occupations in a single shop. Teachers
attempt to develop skills in one job within a
cluster before introducing the student to train-
ing in a related occupation. Thus, saleable
skills are developed early in the prcleram a-
gainst the possibility of an early v&hdrawal by
the student.

The use of the community as a laboratory
illustrates the creative approach to education
used by the faculty. The Lawn and Garden Care
classes have assumed responsibility for the
maintenance and beautification of a small neigh-
borhood park. Custodial Service classes broad-
en their experience by traveling to other com-
munity schools to practice their maintenance
skills on a variety of buildings. Students in the
Family Service Aide classes provide volunteer
services in a community nursing home.

In other shops students gain practical ex-
perience by servicing and repairing articles
brought in by pupils and teachers. The school
cafeteria is operated by the Food Preparation
and Service classes under the guidance of their

Tc,-.A3hers setreh out work-study opportun-
ities for their students and often use their own
time to perform coordinating duties. Pupils'
schedules are adjusted in a variety of ways to
meet the demands of their work-study assign-
ments. A coordinator is being assigned to the
school.

JOB PREPARATION
COURSE DESCRU-',,,IONS

Custodial Services: The student fal the custo-
dial course receives thorough training in the
skills re4piirecl to properly clean and maintain
office buildings, industrial establishry::-Its,
churches, and scheOl buildings. His uuties in

sweepings, dusting, wall cleaning, window
cleaning, floor sealing, waxing, buffing, metal
polishing, maintenance of sanitary facilities,
ewe of grounds, miner care of beating and
ventilating equipment, and receiving supplies.

DuaicailnigerxiA11: The instruction in Dupli-
cating Services covers a wide variety of shills
used in the business and retail selling fields.
Students develop competence in setting up and

c"



operating spirit duplicators and mimeograph
machines, collating, hand bineling, plastic bind-
ing, stitching, packing, wrapping, labeling,
shipping, receiving, and maintenance of stock
inventory records.

Family Service Aide: This course was estab-
lished to satisfy the need for properly trained
people who can serve as day maids and mothers'
helpers in private homes or assist in nursing
homes, hospitals, and similar institutions. ha-
struction is given in care of the elderly, child
care, meal planning and preparation, clothing
construction and repairs, and housekeeping.

Food Preparation and Service: The Foods course
provides training for students who wish to work
in places where food is prepared and served in
quantity. Employment opportunities are avail-
able in restaurants, cafeterias, hospitals, and
nursing homes. Menu planning and using the
cash register are included with the instruction
in food preparation and service.

Home Mechanics: The purpose of the Home Me-
chanics course is to prepare students to perform
a variety of home repairs. These activities in-
clude glazing, care and maintenance of screens
and storm windows, floor sealing and refinishing
floor tile laying, door fitting, care and mainte-
nance of window sash, and minor remodeling
jobs in the home. The student completing this
course should be able to find employment with
a small Drra engaged in the home remodeling
business.

Lawn and Flower Care: Instruction in the Lawn
and Flower Care course is geared to develop the
skills usually associated with the functions of
the paid gardener. Training is given in lawn cut-
ting and edging, trimming and care of shrubbery,
pruning, plant propagation, soil testing, and care
and maintenance of ecnipment.

Painting, pecorattnd Furniture Reftnian
Painting, Decorating, and Furnitanne Refinishing
students receive instruction which is designed to
prepare them for amployment with small con-
cerns involved in exterior and interior decorating
or in garniture refinishing. The course empha-
sizes the use of various painting techniques, ap-
plicetion of wallpaper and other wall coverings,
and the basic skills of furniture refinishing.

Shoe Re* 1WLe.in Students in the Shoe Repairing
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course can expect to obtain employment in shoe
rergir shops and shoe factories. They learn to
replace heels and soles, mend uppers, dye
shoes, and make minor orthopedic adinstments.

Small Appliance Repairs: A good appliance re-
pairreen can obtain employment in the service
department of an appliance distributor or he
can set up his own. business with a very small
investment. In the appliance shop students are
taught to diagnose and repair domestic electri-
cal appliances such as toasters, electric irons,
broilers, waffle irons, and mixers.

Valet Services: Students in the Valet Service
course prepare for employment in cleaning and
pressing establishments, small tailor shops,
and large hotels. They are taught to use a va-
riety of pressing machines, hand steam irons,
and spotting equipment. They also learn to
mend clothing and perform minor alterations.

GM ERA', EDUCATION
COURSE DESCRIPTIONS

Communication Skills: Attenton is focused upon
a continuation of the developmental reading pro-
gram, using basal texibooke. There is also an
increased use of supplemental materials relat-
ing to job preparation.

Oral communication: Emphasis is placed
upon developing self-expression through using
the telephone teletrainer, conducting interviews
role playing, and good English usage.

Written communication: The correct form
far writing business and social letters, and notes
of various kinds is stressed. Spelling is taught
systematically in accordance with mails' read-
ing achievement levels and their job preparation
areas.
Mathematics: The fundamental processes ane
reviewed .nd practiced. Situational and mean-
ingful aritbinetic including units on installment
buying, budgeting, banking, and insurance are
taught. A thorough study of family finance is
also included.
Social. Studies: Units on government, driver
education, public health services, adult educa-
tion, elementary economics, and legal aid are
taught. Zlititanship and its responsibilities are
emphasnani:`,

information and 3uidance is
stressed,. "A ilandbook for You, the-Worker"
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is used as a text. Every effort is made to cor-
relate the wox i. in job training with the pupil's
actual job preparation area.

The Carrollton School was established to
provide pre-employment training for youth with
special needs. The major goal of the school is
to produce responsible and vocationally compe-
tent citizens, and all efforts of the faculty and
administration are geared to this one purpose.
Favorable student and community response give
indications that Carrollton has been founded up-
on valid assumptions. Increased employment
opportunities for these students, made possible
by an enlightened public, can make this experi-
ment an unqualified success.

CHARACTERISTICS OF
DISADVANTAGED YOUTH

Environmental: In characterizing the disadvan-
taged youth in a student body one should not
separate the children from their environment.
The literature grows daily and the story that is
painted on numerous canvases, no matter who
the author is, bears aMarked resemblance.

The culturally deprived are persons who
have he I few opportunities to take on urban
mores and values. High mobility resulting in
patchwork education frequently takes its toll hi
the absence of motivation to cope with life's
problems. Thus, the result of this environ-
mental climate is the lack of desire to assume
community responsibility. Parents of culturally
disadvanged frequently lack the time, knowl-
edge, and understanding needed to provide the
necessary out-of-school learning experiences.
Families are frequently fractured by separa-
tions, physical and emotional ills of some of its
members, economic pressures, and indifferent' e.
Low aspirations show up as below average
achievement levels.

The environment is further characterized
by the outward signs of deterioration of sub-
standard housing, which is usually over'
crowded, lacking in privacy, and having the
minimum requirements of sanitation.

Thus, inner-city, culturally disadvantaged
children have a complete inventory of hopes
which turn to disappointments, loves which be-
come hates; strengths Which in the-school, en-
vironment may show up as weaknesses, nee&
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which are seldom satisfied. Small wonder that
they swell the ranks of the tragic dropouts and
create heartaches for their families and them-
selves, wile presenting critical and difficult
problems for their communities.

Educational Characteristics and Tributaries:
These characteristics can best be de-
scribed by dividing them into three categories.
It must be understood that these elements may
or may not be present at all and that the degree
of intensity will vary.

Physical Characteristics

Weakness in hearing
Defects of speech (may also be

psychological)
Diseased tonsils and adenoids
Decayed and neglected teeth
Dietary deficiencies

Emotional Manifestations

Easily excited
Shybacking away
Oversensitive to weakness which comes

into focus
Repressive with peers, teachers, and

others
Apatheticlacking in drives ambition
Ihunotivated"I'm here, teach me,"
ImpulsiVe
Suspicious of all authority
rrustrated by standards beyond his

achievement

Mental Processes

Weak powers of attention to many school
tasks

Low_ performance in defining, analyzing,
and evaluating

Retardation in distinguishing situations,
goal and standards

Absence of, or severe shortage In
iroaginative thottght

Failure to make transfers
Weak in abgitylo reason
Priers to manipulate the concrete rather

than to understEmd the abstract



NEEDS OF DMADVANTAGED YOUTH

From the observation of students it this
category it is safe to assume some of these
needs:

Identification with one or more teachers: He
needs to be known as an individual and recog-
nized as a person by at least one faculty mem-
ber ven "out of !lir° way" " do "le. Thl-
facult3r-student contact need not be more than
a few minutes a day, but it must be regular and
must be initiated, at least in the beginning, by
the teacher.

Understanding of self: These students need the
assistance of competent insightful counselors
and teachers to help them assess their strengths
and weaknesses in an environment which revre-
sent no threat.

Feeling of belonging: Since the students in this
category are frequently self-conscious of their
shortcomings they need to be invited by an ex-
tended hand.

Guidance in depth.; Opportunities for growth in
school and horizons beyond school need to be
identified and connected to the abilities which
are either latent or discovered.

Balance between success and failure: Natural
situations must be provided for recognition
and encouragement of success, while sincere
and honest evaluation techniques need to be
employed to point up shortcomings as spring-
boards to improvement.

Motivation: Since these students frequently are
short In self-motivation or faniily motivation,
it is incumbent upon the school staff to make
masterful use of techniques which will awaken
students and spur them to reach toward ever
higher goals.

Realistic learning situations: Skill in teaching
techniques will dictate the rate and intensity
of instruction which must be tailored to the
capacity and goals of the culturally disadvan-
taged youth.

Live with and respe t for tithe. s: The meaning
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of freedom, respect for the clicnity of one's
fellow man, and an active interest in social
problems need to be cultivated.

Interest ki government Through participation
in school self-government and classroom activ-
ities students need to be lead to respect rules,
laws, and their meaning, as well as the valu-
able attribute of self-control. An increased as-

11
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Development of recognizable skills: Exercises
with tools, equipment, end other media should
be realistic. Students should have an oppor-
tunity to develop confidence in their abilities
to perform with a high degree of recognizable
skill.

Family responsibility: Carefully designed ex-
periences should be provided in order to as-
sist students in developing an appreciation for
family and responsibility for family life.

Communication skills: A variety of Vpiportmities
and vehicles for self-exproassion should be pro-
vided.

PERSONAL CHARA.CTERISTICS
OF TEACHERS

Acceptance of the dirEdvant E youth: A teach-
er whc rejects these children, either overtly
or by default, by whatever means he cares to
employ will not stimulate any warmth in his
pupil-teacher relationship, Some teachers,
who themselves have come frcm the ranks of
the disadvankl.gecl, are the 4trongtftitrejev.prs.

Understanding 'Dais characteristic can be de-
veloped. It does not.mean "feeling sorry" for
an iriEvidual. It means having insights and
showing respect for what children *ear, say
and speakand how they do it.

is not enough just to know the
causes of a stu,deratis discomfort or disability
in the educational process.

Alertness: In order to capitalize upon the abil-
ities and interests of students, teachers must
be attned o the signals which s+ eats toss out
from time to time.

) 1; I t . .1/
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Skill in performance: A teacher must be able to
demonstrate a high skill level in anything which
he wishes to tech.

Self-cenfidence: This trait is easily tagged by
students and colleagues alike. A teacher needs
to possess this in abundance. It must be based
upon genuine accomplishment.

Ability to shift directions:e Knowing when to set
plans aside and when to bend or amend rules
without losing the respect of classes and individ-
uals is a fine asset,

Amenable to change: With technology on the
move and increased knowledge in the world,
teachers must preserve a flexibility and main-
tain an open mind.

Being imaginative: Effective teachers are con-
stantly inventing better and more dramatic ways
of teaching.

Possession of faith: The display of faith in
young people by teachers frequently challenges
the former to attain goals which normally are
out of reach.

Self-discipline: Since teachers are first placed
upon a pedestal by parents and students, they
must be wary of being toppled off. This re-
quires considerable control and skill.

Comfortable attitude: Parents, fellow staff
members, and others of all origins should be
received with genuine warmth.

Interesija.mpis, This interest should be trans-
lated into a desire and willingness to see and
deal with people.

"az. elaesstpl_ear_n: A teacher, above all other
people, should recognize the need for constant
learning and self-improvement.

SKILLS, KNOWLEDGES AND
UNDERSTANDINM OF TEACHERS

This inventory is presented here hopefully
and optimistically with the full knowledge that
we would gladly settle for a traction of these in
every pi ofileof teachers who are practicing :he art.

-

Ability to Create a Wholesome
Climate for Learnilg

Skill in organization of classroom so that rou-
tines UV treated efficiently and with dispatch
so that a maximum amount of time is used in
the instruction process with incliviluals or
groups.

A thorosELLcnowledge of, and the ability to apply
the psychology of motivation.

Performkill must be evident in demon-
strations.

A thorough grstandin of human growth and

development.

A knowlede of, and skill in !wing a variety of
effective teaching methods.

An interest in and initiative in exploring the
school community.

A willingness to devote a reasonable amount of
time to school connected activities beyond the
call to duty.

Clear understanding of the fusion of method
and content.

Ability tcILEliaose difficulties and plan reme-
dial materials and approaches.

Skill in communication with students, colleagues,
and others.

our emerging of
life and our national and humanitariar, goals.

Sympathetic, understa nrlign of the emotional
stress and anxieties of children and pares.

Abilibrtmit students to do A variety of
things all centered, around a °tire of learning.

minn_Epta.svin from the practical and concrete
to the generalization or abstract.

in enc. aging students to participate
the assumption of increasing respon

sibilitylOr the eiffielentoperation of an activity.



Willingness to experimeut with new materials,
techniques, and procedures.

Using initiative, fn keeping hp-to-date on.new
industrial processes.

Abili to relate well with colleagues and to
voork cooperatively on school-wide projects.

CONCLUSION

Students drop out of School because they can
foresee no immediate rewards for continued at-
tendance. Many tif them have a historreffaili;
ure throughout their school careers. Lack of
ability, little regard for the value of education,
disinterested parents; unstable homeconditions,
poverty, physical disability, and low level of
aspiration are but a few of the factors contrib-
uting to their lack of ProirreSs in-school,

Most of these dropouts are confident that
they will easily obtain employment, but they

quickly become disillusioned by the scarcity
of jobs available to people with little education
and no saleable skills. Employment trends in-
dicate that they can expect a continuing de-
crease-300s which pan. be filled by the un-
skilled and undereducated mdionnt.

1STO, one,ahoidd have !lay difficulty in sup -
plying evidence which will support tbe_c94ten.-
tion that it is larpore:wholeficiiiie aiid econom-

AvalAiifatiipeople for their own economic
competgrice and Well-being than it is to distrib-
ute.cha,ritY, and through this act deprive people
of them self - respect.

With the struggle against poverty in full
swing, job, trainhIg becomes a major weapon.
The deeds Will be recorded by the teachers who
mantheclassrocms. The teacher, training in-
stitutions share the responsibility with the
school system in motivation, training, stimu-
lation. _and retrabing of staff to insure the
maximum service, to the majority of youth in
our secondary schools.



MEETING THE NEEDS OF DISADVANTAGED YOUTH

ASSIGNED TO A DISCIPLINARY SCHOOL

MARCUS A. FOSTER

PHILADELPHIA SCHOOL SYSTEM

The 0. V. Catto School is a disciplinary school in the School District of Philadelphia. Boys from
approximately one half of the geographic area of the city are sent to the school. The District Superin-
tendent assigns a boy to Catto upon the recommendation of a Principal. Most of the boys have engaged
in disruptive behavior to the extent that it is not profitable to them nor their peers to (Attempt to meet
their needs in the replier classroom.

The 400 boys who comprise the student body range in age from eight to seventeen plus. Eighty -
seven per cent come from the junior and senior high school. Their IQ range is from 55 to 130, the
median being 90.

There is usually a 100 per cent turnover in the pupil population during the course of the year. Some
boys return to regular school, others are sent to custodial institutions, and others enter the world of
work.

SOME CHARACTERISTICS OF CATTO BOYS

Fly Fog: the most part, Catto boys come
from broken homes. The mother, aunt, or grand-
mother is usually the dominant figure. Where the
male is present (the husband or paramour) he is
often ineffective in guiding the boy. Sometimes
the usually absent male is called upon to visit
the home and administer corporal punishment
which is often harsh end excessive. The family
is constantly plagued by chronic economic crises
and frequently turns to the Department of Public
Assistance and other agencies for help.

The homes are usually crowded, noisy, and
totally lacking facilities that are conducive to
good study habits. There is a dearth of reading
material and adeuate sigdy owe,

May of the parents manifest symptoms of
social and emotional disturbance that are prev
alent among the boys such as the inability to re-
late well with one's peers, inability to accept the
consequence of otters actions, feeling us gat,
hostility itud inordinate aggressiveness.
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While the foregoing is an accurate descrip-
tion of most of the familes served by Catto, there
are many exceptions. Some of the boys have par-
ents who are policemen, school teachers, and
clergymen. They have brothers and sisters who
are college students and who are doing well in
school.

School ,ice One of the most common char
acteristics of Catto boys is their lack of school
success. Some have been tested and labeled
"mentally retarded." All appear to be educatlon-
ally retarded. This stems from runy factors;
not the least among these are Voir acting outbe-
hatior, anti-intellectualism, the cummulative
effect of not having mastered the bade skills,
inability to set long range goals and perform the
necessary intermediate steps to reach them, the
irrelevance of many school activities to We as
the boys have come to know* and the failure to
accept the values of the culture which they view
as alien and hostile thus their rejection of
them.



Lack of proficiency in the communicating
ekille (listening, speaking, reading, and writing)
is common. The most crippling deficiency is
severe retardation i reading. The median in-
structional level as del&rmiaed by an informal
reading inventory is 2. These boys who have
failed to learn attar years of exposure in school
begin to think that they cannot learn. S03:113 of

their teachers develop this attitude about them.

Social and Emotional Devenent: Failure to
have their needs met by the home, school, church,
and other social institutions has caused man; of
the boys to turn to the gang for satisfaction. Boys
who appear to be making a good adjustment in
school succumb to the pressure of their peers to
participate in delinquent acts.

Their acceptance of the standards of the gang
finds expression in exaggerated hair styles and
mannerisms, and their willingness to commit
antisocial acts rather than be thought of as lack-
ing in courage.

An examination of psychological records re-
vealed that about 65 per cent of the boys had been
recommended for psychiatric evaluation because
of emotional problems. Many boys are unable to
secure this needed help because of the limited
facilities available to them. Furtheemore, most
clinics axe reluctant to invest their already over-
taxed resources in cases that are, at best, not
promising.

The absence of parents who are willing and
able to utilize the services of Child Study Clinics
prevents the boys from getting help.

Most of the boys have developed a negative
self-concept. Those who have been unable to
gain status through legitimate mews turn to de-
viant behavior to bolster their ego. The sbseece
of worthy models also hampers the development
of a positive self-image.

A DESCRIPTION OF THE 0. V. CATTO
PROGRAM AND ITS OBJECTIVES

The objective of the Catto School is to help
the boys become socially and emotionally ad-
justed so that they can return to regular school
or enter the world of work and, concomitantly,
to help them develop as much proficiency in the
basic skills as their abilities will permit.

For some boys, the shop program is a part
of their general education. They are taught the
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care and use of tools, safety habits when working
with machinery, etc. For other boys the shop
emphasis is more vocational in nature. That is,
the teacher seeks to develop saleable skills as
a result of skip experiences. The following shop
courses are offered:
1. Shoe Service and Leather Crafts

2. Art Shop - Sign painting, silk screen process,
mechanical drawing, etc.

3. Tailoring - Power machine operating, steam
pressing, hat blocking, alterations, and gar-
ment making

4. Restaurant Practice - Short order cooking,
serving, menu planning, and other related
skills

5. Gasoline Station Salesman - Lubrication,
minor motor repairs, the work, car care,
and cleaning

6. Wood Shop - Use of power and hand tools,
furniture refinishing
The academic program emphasizes reme-

diation and includes social studies, mathematics,
science, language arts, health and physical edu-
cation, remedial reading and music.

The boys are grouped on the basis of chrono-
logical age and their vocational interests. Class-
es are small (15) and the pupils are able to re-
ceive individual attention.

The work-program provides the opportunity
for Wye to earn money and to experience the
dignity and self - esteem that flow from honest
toil. For some boys, this is the first time that
they have learned that their services are valued.
They soon discover that the service of experi-
enced and skilled workers is more highly re-
warded. They are, therefore, encouraged to
stay in school. Some of the boys are employed
in the Federally funded programs while others
work on jobs located by the work-coordinators.
They are supervited and are to Wee the
occupational practices course, which is designed
to help Own succeed on the job. They are also
given help with money management in the occu-
pational practices class.

Prevocational evaluation programs, which
are finenced by the Bureau of Vocational Re-
habilitation, expose the boys to a variety of work



experiences in a trade school and a nearby hos-
pital.

Special projects are initiated to supplement the
school's program. The Catto-University of Penn-
sylvania Reading Project is an example. Eighteen
volunteers, after receiving thorough training and
orientation, "contract" to tutor two boys each for
a period of eighteen weeks. The results to date
indicate that the boys are improving in their
reading; but, more importantly, the dose eels-
tionahip between the boys, who have often experi-
enced rejection, and an interested college student
has contributed to a positive change in attitude on
the part of the boys.

A $20, 000 grant from a private foundation will
enable the ache& and the Child Study Center to
erovide psychiatric service for the boys who have
not heretofore been able to get this help.

The recently opened 0.V. Catto Community
Evening Extension Center has enabled the school
to provide training to residents cf the community,
parents of the boys, and selected pupils. This
project has had a salutary effect on the etudes
of the parents and the community toward theschool.

The approval of a proposal to operate the school
in the summer gives assurance that boys will be
able to receive the support of the school during
a period when many who are left on their own get
into difficulty.

A project to improve the language facility of
problem boys through a cultural enrichment pro-
gram has been developed with the University of
Pennsylvania.

THE NEEDS OF rim DISADVANTAGED THAT
MUST BE MET BY THE SCHOOL

IF THE SCHOOL IS GOING
TO BE SUCCESSFUL

It has been pointed out that many of the pupils
who come to Catto have experienced lack of af-
fection and understanding, major family problems,
lack of appropriate outlets for their energies,
and limited success in school.

Some of the boys have met with the extremes .

of inordinate harshness or calloused indifference
as they sought, to gain recognition through a vari-
ety of means, both acceptable and unacceptable.
In some cases, Instead of sympathetic guidance,
offenders are unceremoniously dismissed from
the regular sehool. Thus, the children who need
the help of regular school most are rejected, and
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the school, which is the one agency that is in con-
tinuous contact with all children, misses an op-
portunity to contribute significantly to the growth
and adjustment of the problem child. The tend-
ency of schools to relieve themselves of the
inadaptive pupil is supported by those who cry
for hatcher punishment and stiffer penalties for
offenders. This approach only deals with symp-
toms and may be damaging to the underlying
causes of i.he deviant behavi.oe. nerefore
whatever program is devised to help the dis-
advantaged eland must take place in a climate
that is supporting rather than oppressing, and
accepting rather than rejecting.

Many boys who have been sent to Catto, as
a result of their experience, have come to view
themselves as unworthy. Some have yielded to
the subculture of the gang to find the esteem that
was denied them in scheol and in the community.
Some boys have selected unworthy models alla
have identified the symbols of success (flashy
car, fancy suits, money) as all important with-
out regard to how they have been acquired. Other
boys have sought comfort through an unrealistic
appraisal of their capabilities. Some boys have
been overwhelmed by failure and cease to aspire.
They are numbed by a sense of powerlessness
and appear to be utterly unmotivated. Others
strike out at society and authority figures, which
they have come to identify as their enemies,
and thus fear, hostility, and hate are converted
into aggressive behavior.

The Need to Develop a Positive Self-Isms The
school must deal successfully with the problem
of helping the boys develop a view of self that
is positive. The therapeutic climate of the
Catto School contributes to accomplishing this.
Everyone connected with the school - teachers,
counselors, custodian, cafeteria workers, sec-
retarial staff - realizes that the manner in which
he performs his job has a direct bearing on how
effeltive the school will be in achieving its ob-
jectives. There have been eases where the sym-
pathetic understanding of the head dietician or
another member of the staff has contributed most
significantly to the adjustment of a boy. This
climate is established through staff development
programs in which consultants are utilized. The
case stud approach contributes to sensitizing
staff personnel to the needs of the pupils and
increases their ability to view children as unique



individuals.
A schoolwide program to give the boys as many

legitimate opportunities to gain a feeling of btatus
contributes to building a view of self that is accept-
able. This includes proper utilize ion of bulletin,
boarde, assembly programs, awards convocation,
honors day, etc. Each person is urged to exiunitie
his interaction with the pupils, and to avoid actions
and words that tend to diminish a boy's self-esteem.

.one faculty plans programs that are designed to
help the pupils through a process of identity change.
The boys are helped to select the identity features
that need to be changed. These might be exagger-
ated styles and mannerisms, faulty speech patterns,
public conduct, anti-intellectualism, etc. The
boys are helped to see sense in making the change.
This may be related to job opportunities, return
to regular school, participation in special pro-
jects, etc.

The teachers and other staff persoanel are
helped to understand the importance of their role
as hero models. The boys are given opportunities
to make commitment to the nett style of behaving
through assembly programs. Teachers and others
lend sympathetic support as they try to gain com-
mand of the new way of conducting themselves,.
Former pupils who have been successful return
to lend their support to the program. Men from
business and industry contribute their support
through participation in career conferences and
workshops. Everything that takes place in the
school is measured against the criterion: Does
this contribute toward helping the boy construct
a positive self-image?

The Need to csimittPotential Tatekissapa 120
glaW.:1111 igalligam. It has been poinied out
that the boys at Catto in many cases are pseudo
retarded. A major contributing factor to this is
their lack of school success. Many have inter-
preted their failure to learn as an innate inability
to learn. To combat this teachers are encour-
aged to plan a program that will at least maintain
a balance between success and failure. This im-
plies that the practice of placing social studies
books that are written for capable 8th grade
pupils in the hands of boys reading with difficulty
at the 3rd grade level must be eliminated. The
teacher is called upon to prepare materials suited
to the interest and reading levels of the pupils.
The teacher is assisted in discovering materials
that have been especially prepared to fit this need.
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Another factor is the problem of melTang the cur-
riculum relevant to the learners. This does not
mean watering down the course offertngs et let-
ting the boys pass without really learning the
material. it dew mean examining the present
achievement level of the boy and being creative
in providing experiences that will lead him to the
next level.

All teachers must recognize their responsi-
21 Is-. -1 12-1.uusky ILULIALUE, IA., 13 1.1 vans won ULV wcW DI. Awn.

in the school skills of disadvantaged children
the language arts. Through staff development
programs, shop teachers, counselors, secre-
taries, and others must be led to see specific
ways they can help children improve their abil-
ity to listen, speak, read, and write.

Occupational classes must always retain the
flexibility for children to move back into the
regular educational stream after they have been
stimulated and motivated to aspire toward higher
goals.

Need Utilize Available Resources: It is rec-
ognized that the disadvantaged child comes from
multiproblem familt,ai. Some of the problems
of Catto boys have their roots in the home,
community, the school, the individual, and else-
where. As in all human behavior, the causes
are multiple and complex. The school working
alone as an agent of change can seldom be en-
tirely successful. Through counseling and the
flierizaess of the staff, specific problems of the
boys must be identified One of the problems
of disadvantaged families is their inability to use
appropriate agencies in the most effective man-
ner. Another aspect of this problem is the tend-
ency of some families to develop the questionable
skill of "conning" a living out of welfare agencies.
The school has a role in coordinating and mobi-
lizing available resources so that maximum ben-
efit will accrue to the children under its care.
It is recognized that the school can dissipate its
energies in reaching too far beyond its primary
responsibilities; but the school, which deals just
with the child, views its task with myopic vision
by considering only one aspect of the problem .

PERSONAL CHARACTERISTICS THAT
TEACHERS OF DISADVANTAGED

YOUTH SHOULD-POSSESS

The teacher in the disciplinary school must



possess certain personal characteristics if he is
to be effective in contributing to the adjustment
of problem boys. At Catto it is recognized that
inadaptive school behavior is only partly the re-
sult of the attitude of the pupil. Of equal impor-
tance is the attitude of the teacher toward the
pupil he is trying to help. There should be an
acceptance of the boy with no prerequisite that
he must be "good" to be acceptable. Children see
through this superficiality and often reject the
individual and the help he is offering, or they may
play the "game" by pretending to measure up to
what is expected of them.

The successful teacher at Catto manifests
some of the following personal qualities:
I. Personality that permits him to deal withnon-
conforming behavior without damaging physical
or psychological punitive measures.

In a treatment program, the boys mustlearn
the lesson of accountability. There is, how-
ever, no place for vengeance or brutality.
The necessity to punish at times is not
questioned, nor is the need for authority
which has this power challenged. The
notion that punishment by itself is a suf-
ficient approach to helping problem boys
is rejected. This approach must yield to
more constructive approaches. It is well
known that coercive and repressive meas-
ures often turn the offender into more
serious deviant behavior.

2. Disposition that permits continued support of
the boy In spite of failures and obstacles.

Although the teacher is optimistic about
the boys' potential for growth, he should
not become discouraged if progress is
slow, or, Indeed, if his most promising
prospect becomes involved in serious
difficulty with the police.

The thrust of the teacher's effort should
be to help the boys discover and develop
their strengths while diminishing those
characteristics which tend to be degrad-
ing and detrimental. In this effort the
successful teacher realizes that he is com-
peting with a host of negative influences
that are pulling the boy in a number of
directions.

When confronted with apparent failure,
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the effective teacher continues his effort
without diminution of enthusiasmfree
of feelings of guilt or frustration.

3. Possession of a warm stable personality.
Disadvantaged pupils need the reassur-
ance of a warm personality. The im-
personal nature of large schools in the
big cities makes this imperative. They
need teachers who cau accept their
shortcomings with equanimity. They
need teachers who are capable of estab-
lishing a climate in which boys can de-
velop what is a serious deficiency in
mcst of them self- esteem.

4. Possession of worth and ideals and values
that are in consonance with the objectives of the
school.

The importance of the teacher as a
model has already been pointed out.
However, it would be difficult to place
too much stress upon this point. Much
of what we wish to teach nonconforming
youth is "caught" rather than "taught."
Pupils are quick to identify discrep-
ancies between practices and precepts.

BOLO, KNOWLEDGE, AND UNDERSTANDING
NEEDED BY TEACHERS OF

DISADVANTAGED YOUTH

The teacher of Catto boys must have a thorough
knowledge of child growth and development. He
should be able to assess child behavior objec-
tively and gain some insight into the problems
confronting the pupils. He should be growing in
his ability to ferret out the causes of deviant
behavior. His knowledge of child growth and de-
velopnient should help him see each child as
unique and of surpassing worth. This view
should inspire the teacher to utilize all the re-
sources at his command to help each child reach
his full potential.

The teacher of disadvantaged boys should have
knowledge of the conditions under which learning
takes place best and most abundantly. This means
that he is aware of the cognitive styles of the
learner, and la able to translate into practice the
dictums of the theoretician. He knows how to
capitalize upon his mils' physical style of
learning. His instructional procedures reflect



his awareness of the importance of beginning with
the concrete before moving to le.gher levels of
abstract thinking. His classroom is a richlearn-
ing laboratory pregnant with possibilities for
pupils to discover answers to their questions
through their own activities.

The teacher of fil.sadvantaged children should
understand the environmental factors that cot-
tribute to the problems of disadvantased Youth.
He must know that kbe slum is a profound edu-
cational institution that operates twenty-four
hours a day. The many negative influences of
the depressed community seek recruits for the
tvergrowing army of delinquents among the
school failuresthe undereducated, the poorly
trOned, the alienated, and the rejected. The
successful teacher is able to identify the posi-
tive and negative factors in the community, anti
guides his pupils accordingly.

SUMMARY

The 0. V. Catto School serves pupils who

have been assigned becasse of behavior problems.
The scbool.helps its boys to develop the inner con-
trols that will bnable them to function effectively
in the regular school or the world of work. This
is accomplished thrsugh a program that includes
industrial arts, vocational education, academic
subjects, and a variety of supplementary projects.

The boys served h the school have evitienced
a need cif help in achieving academic proficiency.
This is related to their need of developing a
positive self-image.

The successful teacher of Catto boys must
have a sympathetic understanding of their prob-
lems. He knows how'ow they pouf and develop and
Is aware of the conditions under. which they learn
best.

By being a warm, stable person, the teacher
of disadvantaged sou& should, at least, give the
child a sense of his own worth; and yet, this may
be the most that a teacher can give.
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The concerns of this .onference for "The Development of a Master Teacher Training Curriculum
for Teachers of Occupational Level Training Programs" differ in many respects from those of the
Ferkauf Graduate School of Education in developing a program to prepare teachers fcr depressed-
area elementary schools; but we probably share in common many of the problems of teacher-
education which are involved in both projects. Perhaps a description of our problems arid approaches
will be suggestive for your work.

It should be noted at the outset that our "Project Beacon" is a long-range program addressed
to many aspects of the education of socially disadvantaged children. It involves a variety of
research and evaluation projects, extended training programs and short-time institutes, pre-
cervice programs and in-service programs, i&ormation retrieval and dissemination, annual
invitational conferences, demonstration programs in selected schools on different levels, and
others. It is a comprehensive program now in its third year of development. Some of its pro-
jects are well under way; others are just beginning; and others are still "gleams in the eye."
The purpose of the whole is to help advance theory and practice in the education of socially
disadvantaged children, and thereby to make some contributions to the improvement of education
for all children. It refl-icts the deep commitment of our faculty in this field.

The personnel-training aspects of Project Beacon are broader than the preparation of teachers.
Programs are under way to prepare school psychologists, guidance specialists, administrators,
and supervisors, as well as teachersall for work in depressed-area schools and other agencies.
Th, focus of this paper is on our pre-service program to prepare teachers for urban slum schools
what we call our Project Beacon Training Program. Interpretation is made of (1) some of the under-
lying premises of this program, (2) approaches and problems with the theoretical studies required
of students, (3) approaches and problems with the internship experiences provided for students, and
(4) approaches and problems involved in evaluating the program.

PREMISES AND GOALS

The very recent and now burgeoning move-
ment in our profession to improve the education
of socially disadvantaged children has articu-
lated a wide range of sometimes conflicting
perceptions and guiding principles; and it may
be advisable briefly to outline some of the
premises which define our point of view in the
Project Beacon Training Program. They are

---.-...e.---
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here assertedsornewhat ex cathedra.as
general propositions, without elaboration or
argument

First, lower-class and minority-group
children in urban slums, among whom what we
call the "socially disadvantaged" predominate,
are characterized by a wide range of individual
differences--in self-concept, motivation, gen-
eral conduct and academic performance; and to
perceive them as. a homogeneous group is to
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think in terms of a harnitel stereotype.
Second, the academic retaedation aad de-

viant interpereonal behavior commonly ob-
served among socially disadvantaged children
are functions of social conditioning, not of
biological inheritance. Moreover, in addition
to the negative cultural laEnences generally
associated with poverty and discrimination in
the home and community, negathe influences
in the school, itself, contribute substantially
to impede normative academic performance
among socially disadvantaged children.

Third, the academic and related handicap
common among socially disadvantaged children
can be minimized, if not fully overcome,
through appropriate curricular experiences.

Fourth, in order to develop such appro-
priate curricular experiences with disadvan-
ta.ged children, teachers need to be equipped
with special theoretical insights, attitude s,
and classroom skills relevant to the speeial
learning problems involved.

Fifth, the special professional eqpipment
required for efft olive work with disadvantaged
children can be developed by teachers and
prospective teachers through an integrated
program of relevant theoretical studies and
guided field experience.

Sixth, on the pre-service Level, liberal
arts college graduates with good academic
records and who evidence genuine interest
in working in depressed -area seltcels are
generally good prospects for participation
in a teacher education program oriented
toward improved school experiences for dis-
advantaged children.

We are net unnware that most of these
propositions are yet to be firmly validated
by empirical evidence, and that some of
them are the subjects of current debates in
the profession. Suffice it here to note that we
do not perceive the Project Beacon Training
Program as one in which we provide "the
answers" to the many eomplex questions
involved in the education of disadvantaged
children, but rather as an effort at discovery
and trial. We describe it as "an experimental
teacher-education program which seeks,
through problem-solving and tested laboratory
experience, to discover and develop effective
approaches to promoting the emotional and
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cognitive growth of socially disadvantaged chil-
dren." The premises outlined above define the
major guide-lines of our approach to this task
of discovery and development.

The objectives of the program reflect the
general. point of view ; ere defined. They are

1. Understanding of the biological, social,
and psychological fore which shape humar
development and learning in general, and of the
special influences affectit t. the development and
learning of disadvanttged children and youth.

2. Understanding c community organization
and erocess in general, and as reflected in
depressed -area urban, communities.

3. Understanding of modern principles of
curriculum development and teaching methods,
and of adaptations required for the effective
guidance of learning by socially disadvantaged
childeen and youth.

4. Skill in classroom instruction and man-
agement in depressed-area schools.

5. Empathy with socially disadvantaged
people and ability to interact with them effec-
tively for the attainment of worthy school and
community goals.

6. Readiness and ability to use techniques
of educational research in approaching problems
in the education of disadvantaged youth.

7. Abiding commitment to professional
service in depressed-area urban schools.

Let us now proceed to an analysis of the
theoretical studies and internship we. 'Imes
through which we seek to implement
principles and realize these obi ;lives.

THEORETICAL STUDIES
AT THE

UNIVERSITY

Students in the program are required to earn
36 semester- -hours of credit in courses, semi-
nars, and internship over a period of one (4 weeks)
summer term and two semesters. Completion
of the program _qualifies students for the degree
of Master of Science in Education, and satisfies
New York State certification requirements for
the elementary grades.

Students in the initial 1983-64 program were
required to prepare a thesis;, but this require-
ment proved to be incompatible with the heavy
course-and-internship load students had to



carry, and was subsequently abandoned. The
research experience which the thesis require-
ment was designed to give is currently provided,
in part, by a series of Ivestigative reports
required in the year-long Internship Seminar.

The theoretical studies currently required
of students consist of ten ri -hour courses in the
psychological and historical foundations of edu-
cation, in teaching methods, and in seminars
associated with internship. Their titles, along
with those of the two 3-hour internship courses,
are listed by related groups below:

Child Development and Learning
Educational Psychology
Social Psychology of Education

History of Educational Thought

Teaching Language Arts, Elementary N-6
Teaching Social Studies, Elementary N-6
Teaching Mathematics, Elementary N-6
Science for Elementary Schools N-6

Internship (Fall)
Internship Seminar (Fall)
Student Teaching in Grades N-6 (Spring)
Internship Seminar (Spring)

Our continuing evaluation of the program
(by procedures subsequently described) has
revealed serious inadequacies in this program
of theoretical studies.

Most of the inadequacies stem from the
organizatton of theoretical studies around
specific course requirements for certification
by the New York State Education Deparbnent,
Some 8,,1 them reflect weaknesses in our inter-
nal procedures. In any case, major correct-ins
are clearly indicated; and we nave agreed upon
a rewrganization, beginning in 1966-67, which
we think will greatly iraprove the theoretical
studies of the Project Beacon Training Program.
You way find useful a description of what it
involves.

We plan (1) to structure all theoretical
studies of "Beacon" studs kts in three broad
seminars conducted exclusively for Otero--
in the general fields of psychology, sociologi,
and curriculum and instruction; (2) to have
teachers of the latter two seminars supervise

students' concurrent internship ogeriences
during the fall and spring semesters, respec-
tively; and (3) to supplement the tl.eoretical
work of the regular seminars with a series
of Special Seminars and All-Day 'Workshops, in
which students interact with outstanding scholars
and practitioners in the field of compensatory
education.

1117fERNSIIIP JJ TH r.; FIELD

If there is anything distinctive about our
Project Beacon Training Program, aside from
the ideological bias previously defined, it is to
be found in the full academie year of internship
experiences required of all studerts, particular-
ly that part which involves them in interaction
with the people and institutions of a slum
neighborhood. Underlying this internship pro-
gram, of course, are certain assumptions, the
validity of Which is attested only by informal
evidence; and it may be helpful to define them
at the outset.

First, it is assumed that effectiveness in
classroom teaching and management in a slum
school is enhanced by firsthand acquaintance
with the home ard community en.V.ronment in
which disadvantaged children are socialized.
Information and insights gained tzom the liter-
ature of poverty are likely to be deepened and
made more functional by a variety of direct
experiences with the people, social institutions
and organizations in a depressed neighborhood.

Second, it is assumed that pre-existing
democratic values and wholesome attitudes
toward lowax-class populations tend, with such
direct experience, to develop into genuine em-
pathy. There is an important difference between
positive attitudes toward nooialiy disadvantaged
people, and that fuller un.ierstanling which on
the basis ofkaowing inariduals and families,
enables one to project his own personality into
theirs, to ,shaze in their perceptiors and feeling
and motives.

Third, it is assumed that extended and
varied student teaching in a slum schooleven
where the quality of the educational program is
less than superiorcan serve to extend and
integrate professional theory and knowledge, to
crystallise values and attitudes, and to begin
the develiopment of instructional and management
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skills which are essential for effective perform-
ance in depressed-area schools.

Fourth, it is assumed that some internship
experience with depressed-area schools which
are functioning on a high level of qualityat
least through observationis essential in or-
der to help define realizable standards of pre-
fessional competence and to place one's own
student teaching experiences in perspective.

It is perhaps unnecessary for us to add
that we do not assume that the values here
outlined will emerge automatically from in-
ternship experience in lower-class neighbor-
hoods and schools. On the contrary, we know
their realization depends in large measure
upon appropriate guidance by University
personnelin the course of day-to-day super-
vision in the field, and in study concurrent
and discussion in the Internship Seminar.

Let us now proceed to brief descriptions
of and evaluative comments on the internship
experiences provided this year for students
in the Project Beacon Training Program.

Internship in tbALTeiJaborhoodsFall
Semester: Internship experiences in a slum
neighborhood are concentrated in the fall
semester, and are conducted mainly through
agencies of Mobilization for Youth. MFY, as
yoti probably know, is a comprehensive demon-
stration program directed toward the control
of delinquency on Manhattan's Lower East Side.
Currently its population is approximately 33
per cent Puerto Rican and 10 per cent Negro,
the remainder consisting of varied ethnic
groupsJews, Chinese, Italians, and others.
It is an area of slum tenements and low-income
housing projects, widespread poverty and the
whole range of social pathology usually associ-
ated with these conditions.

Throughout the fall semester "Beacon"
students are assigned to work in the following
MFY activities and programs in this area,
partly in the schools, but mainly in non-school
situations.

1. Lecture- discussions conducted by MFY
personnel on the programs of Mobilization
for Youth, the Puertc Rican Community, the
Negro Community, the Prevailing Pattern of
Poverty (based upon MFY interviews) Com-
munity Organization, Strategy for Institutional
Change, and the MFY Program, of Research and -

Evaluation.
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2. Neighborhood Service Centersinter-
viewing families in their homes; helping pro-
cess clients at the centers; accompanying social
workers is casework, involving contacts with
police, courts, housing, and welfare authorities.

3. Homework Helper Programafter-
sehool tutoring of elementary pupils on a one-
to-one basis; walking pupils home after the
tutoring sessions.

4. Higher Education Program tutoring
disadvantaged freshman college students on a
one-to-one basis, students admitted junior col-
lege on a trial basis despite deficiencies in
their high school records.

5. Mobilization Reading Program --as -
Mobilization Reading Teachers assigned

to local elementary schools for diagnosis and
remedy of special reading problems 'among
pupils.

Other fall term internship experiences in-
clude: (1) observation in one elementary school
classroom for the first six weeks of the term,
beginning the first day of school; (2) an informal
session with leaders of the Negro Action Group
(NAG), which is active in pressing for school
improvement in the area: and (3) a field trip to
visit the experimental nursery schools conducted
in depressed-area schools by the Institute of
Developmental Studies.

Internship in the SchoolsSpring Semester:
As has been noted, interns are provided limited
experiences in public school programs in the
fall semestermainly through observations
during the first six weeks of the term and
through work with Mobilization Reading Teachers.
In the spring semester, they are assigned to
full-time student teaching (or guidance work)
in schools in the MFY area.

Although the time which "Beacon" interns
devote to student teachingall day, five days a
week for 17 weeksexceeds by far that which
prevails among other pre-service programs,
the general pattern of the student teaching ex-
perience is fairly conventionalexcept, perhaps
that it is restricted to depressed-area schools.
It involves a period of observation and limited
participation in the classroom, followed by the
occasional teaching of single lessons and more
frequent small group instruction, and, in time,
tyall-day responsibility for the class. The
pace at which an intern proceeds through these
stages depends upon his own rate of develop-



ment and the perceptions and preferences of the
cooperating tea:her.

On at least one occasion during the spring
semester, interns go together on an all-day
field trip to visit schools where outstanding
work is being done with socially disadventeged
children. Last spring the students visited
classes in Greenbur& School District #8, at
Hartsdale, New York. The experience was
so valuable that it is to be repeated this spring.

Internship SeminarFall and Siring
Semesters: As the program is currently organ -
ized, interns meet once a week throughout
the year in a seminar conducted by the Director.
This Internship Seminar undertakes to serve two
inteirelated purposes, with differing emphases
during the fall and spring semesters.

ene general purpose is to develop further
the stidentsi theoretical understanding of se-
lected problems and issues involved in the ed-
ucation of socially disadvantaged children.
During the fall semester, emphasis is placed
on the ileiact of social disadvantage upon learn-
ing and on school-community relations in slum
areas. During the spring semester, emphasis
is placed on special problems in guiding learn-
ing and in classroom management in depressed-
area schools, and also on aspects of curriculum
development. Procedures during both semes-
ters consist mainly of the preparation, presen-
tation, and discussion of investigative reports
by individual students and committees. There
are also four or five guest lecturers during
the academic year.

The other general purpose is to help stu-
dents interpret their concurrent internship ex-
periences in the light of relevant theory. Em-

ses vary-with the content of those experi-
ences. The main procedure is informal dis-
cussion.

APPROACHES TO EVALUATION

The general purpose of the program is to
equip prospective teachers and other profes-
sional personnel for effective service in
depressed-area urban schools. Two relevant
evaluative criteria, therefore, are (1) the ex-
tent to which graduates of the program obtain
positions in such schools, and (2) the quality
of their performances as professionals in the
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schools where they are employed. Another im-
portant criterion is (3) the assessment of stu-
denth' performance by their classroom teachers
and internship supervisors, especially the lat-
ters. Still another criterion, probably the most
significant of them all, is (4) the appraisal by
"Beacon" trainees of their experiences in the
programas perceived during the period of
training, and as perceived during the first year
of professional employment.

The procedures by which we now assemble
data relevant to these several criteria are the
following

1. Job-nlacementquestiormaires to grad-
uates, supplemented by direct contacts.

2. ilRgtit of ua performance on
the jobquestionnaires to supervisors in the
schools where graduates are employed.

3a. Assessments of truiformance
by classroom teachers--compilation of grades
reported to the Registrar; also (beginning this
year) rating scales executed by teachers, plus
supplementary comments.

3b. Assessmerts of traineen can e
iminter h2__.ted.sorsns rating scales exe-
cuted by persons directly in charge of the
several internship programs, pins supplemen-
tary comments; administered at the end of
internship in each program.

4a. flpalisals by interns of tkeir class-
room and internship experiences during
prtraquestionnaires et the end of the
fall and spring semesters.

4b. A2praisals by interns el tieizat-
&Lees in theprom,iLinttafr tionua ques-
tionnaires to graduates, supplemented by occa-
sional and informal direct contacts.

An additional procedure planned for subse-
quent evaluations is to bring graduates of the
program to the campus periodically during the
first year of employment; to have them record
on tape "critical incidents" which reveal
strengths and weaknesses in their professional
preparation; and to participate with faculty mem-
bers in retrospective appraisal of Sob experi-
ences in the training program.

Another innovation planned for subsequent
evaluations is to have faculty members observe
graduates of the program in their classrooms,
recording selected behaviors and judgments on
a carefully devised observation schedule.
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MANPOW NVILOPMENT TRAIN1f40-ROCHISTIR

PAUL K.W. SPRINGER

ROCHESTER SCHOOL SYSTEM

STYLE

From the vantage point of middle-class society it is most difficult toobserve with any degree of va-
lidity the problems of our disadvantaged, for we have not "worn their shoes." Perhaps, too, when the
vast sea presents so unruffled an appearance, we are not apt to see the wind puffs which here and there
stir the surface, or, we may, as with a pesky insect, fan it away hoping the irritant will disappear.

Behind t e portrait of Rochester the City there
is yet another portrait distinguishable by soft winds
which now and then stir the surface:

. The Dropout Problem - Approximately 900 stu-
dents (6 per cent) drop from RocheLeeres schools
during a single academic year. Tb indication is
that although the proportion of droixerts inay be
decreasing, the total number is rising due to popu-
lation increase. In a decade this means there are
some 9, 000 youth who have failed to complete tra-
ditional school programs.

2. Influx of Southern am - In the decade 1950-
1960, Rochester's we/white pope ration rose 208.8
per e eat. This was the highest cf any community
in New York State.

The increase of the nonwhite population has
been largely Southern Negro. Sle..exif icant numbers
of nonwhite population have immigrated from Puer-
to Rico and Cuba. Both the Puerto Rican and Cuban
nationals usually present a lingua/ problera. The
Bureau of Municipal Research identifies 64 per
cent of our nonwhite population as being born out-
side the State of New York.

3. Xqytth "Qpemuloyment - Rochester's overall un-
employment rate has varied from 1.3 -2.0 per cent.
If, however, we separate the unemployed by age
groups, we find that the 17-21 year old group has
a 13 per cent unemployeeent rate. The unemploy-
ment rate for the nonwhite teenager to almost dou-
ble that of the white teenager. At the present time
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it is about 28 per cent.

It is this background of unemployment and
undereducation which fed the pool of youth walk-
ing cur surest.

In September, 1963, a group of executive
leaders in the area of Youth Service in Rochester
went to a neighboring city, Syracuse, where they
eould be free of business pressure, telephones,
secretaries and wives, to brainstorm youth's
problems. As one of the outcomes of this semi-
nar the Rochester Umbrella Manpower Training
Project for Youth was born. It was to focus on
the dsadvantaged, the unemployed, the under-
educated youth of greater Rochester. The aim
to get them off the street and into entry jobs.

In reality, there was to be a considerable
time lapse before the Youth Program ceuld be
implemented. The planning of the complex
project began in November, 1963. It was not
until April, 1964, that the project obtained Fed-
eral approval. It was not until June V, 1964,
that funds in the amount of $1, 487, 84'7.00 were
actually released to fund the project In this
frame of reference it is important to point out
that the Rochester Manpower Center-began op-
eration on July 6, 1964, with minimum staff,
equipment, and supplies because of the pressure
of time. It is also significant to point out that
just less than three weeks later, on July 24,1964,
our racial disturbance began. Our Manpower
program was thus time-oriented to play a sig-
nificant role in a community attempting to put



the pieces back together again.
The Rochester Multi-occupational Manpower

Project for Youth makes provision foe the train-
ing of 1, 000 youth in seven broad vocational areas
or job families. There are thirty-two specific
occupations which subtend these broad areas.

Youth are referred to the Training Center
weekly by the New York State Erna lesiment serv-
ice. In most cases the referral is made to a
broad area which has been predetermined threugh
testing and interview activitica by the New York
State Employment Service. On arrival the train-
ee is placed under the cirect control of a Broad
Training instructor. A significant portion of the
activities during the first week will, however, be
focused around the Manpower Counselor with
whom the trainee will relate during his stay at
the Center.

Beginning the first week and continuing for
as long as it is necessary the trainee is involved
in a prevocational program. This prevocational
phase, for which the Broad Area instructor has
prime responsibility, works to develop a knowl-
edge within each trainee of what his particular
choice of job family is like, whatits possibilities
are, what its specific requirements are. The
trainee has an opportunity to get some vocational
experience in the job family. Inese- trainee is thus
working to determine whether he is adapisici. to and
challenged by the opportunities of the job family.
The instructor is at the same time interested in
determining the probable capability of each train-
ee. During this stage the counselor also plays a
part. If there are problems or doubts the trainee-
instructor-counselor relationship makes it pos-
sible for the trainee to apply for a change to an-
other Job family which seems a more realistic
choice.

At some time before the trainee can leave
the prevocational phase, a decision must be male
that the area chose au is one in which the trainee
has a reasonable chance for success. Obviously,
If a girl has third grade reading ability it wound be
rather unwise to agree to stenograpner training.
Working as a team, the instructor, the counselor,
and, on occasion, the psychologist must help the
trainee develop an understanding so that he may
begin training at a point commensurate with his
ability to achieve. Aspiration must also be devel-
oped so that the trainee will accept remedial edu-
cation. By so doing the trainee gives evidence of
acceptance that lack of educational factors will

limit later success.
Tire Manpower Center feels strongly in,the

right of the individual to fail. While the teani\will
do its best to ensure realistic choices,, the deci-
sion will always be made in the trainees' favor.
If, in fact, the trainee does fail in his selected
vocational goal it will be used as a nart of the vo-
cational counseling program for each trainee.
The remarkable point is that a significant num-
ber who have made choices above their apparent
capacity do not fail. The high aspiration factor
aliows them co succeed.

Since many of our trainees have educational
lack, basic education and remedial education are
extremely important. While we are aware that
education has been an unpleasant experience for
many, we feel that basic and remedial education
must be provided to bring the trainee up to mini-
mum educational competence so as to function
adequately in his or her vocational area. For
this same reason High School Equivalency is al-
so offered. There is this difference. High
School Equivalency is not forced. It must come
as an outcome of guidance and counseling. We
feel that the decision to take on this program
falls within the a:titration development function
of counselors with their trainees.

We can summarize the program as being a
rather sophisticated vocational experience with
6-4.frvrting aervicea, and one which also places
great emphasis on the work of a counseling team.

Periasps it will be easier to understand the
plan and its objectives if we could look at a
cross section of the youth who come to the Man-
power Center.

Without researching the two populations,
efforts to set forth a list of significant character-
istics which would serve to distingaish Manpower
trainees from pupils of a typical urban high school
would be almost fruitless. Even the !act that our
point of emphasis is on the "disadvantaged" youth
cannot limit the strong similarity which still en-
lots between these two groups. The term "dis-
advantaged," as the counseling team views it,
has reference to many conditions in which one
has shortcomings.. A person may be economical-
ly disadvantaged, geographically disadvantaged,
etc. Operating from this frame of reference it
lips' ears to be on sound ground that our Menpowe
trainees tend to be disadvantaged only in terms
of degree and not condition. If we follow this line
of thought perhaps more Manpower trainees expe-
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rience more acute financial difficulties. There is
a greater incidence of unwed mothers. There is
a greater number on probation from the courts.
There are more academic deficiencies. There
are more short-term and more unrealistic goals.
Thete are many who tend to manifest attitudes
and behaviors which are unrewarded by society.

Our experience shows that these trainees need
acceptance. Most of them perform better in vo-
cational and related basic education areas than
test scores would tend to predict. Many need to
be freed at first from direct challenges which
would demand an absolute and correct answer,
attitude, or approach. A significant number feel
out of their natural environment and are very un-
comfortable at first. Immaturity is a common
attribute. There is a tendency to tardiness and
absence in the initial phases. Many refuse to
accept responsibility.

On the other side of the ledgei. it may be
offered that Manpower cainees appear to have
a stronger desire to improve their occupational
and educational status and have benefited to a
degree from the, lessons of life, which on many
occasions they have experience/ during the in-
terim between school departure and Manpower
entry.

A further description of the enrollment would
need to indicate that the IQ levels run the gamut
from the sixties to the one hundred and thirties.
Roughly, one quarter are high school graduates
or equivalency graduates by the end of their
training period. The trainee enrollment is ap-
proximately fifty per cent male and fifty percent
female. The trainee population is approximately
fifty per cent white and fifty per cent nonwhite
mainly Negroes with a few Puerto Ricans. The
Negro enrollment percentage is increasing.

The identification of needs for these trainees
is approached with the same reservation as was
felt when enumerating their distinguishing charac-
teristics. This reluctance is not to diminish the
efficacy and wisdom of attempting to know the
individual better with whom the team will work.
The concern is that we shall not foster a skewed
picture as is often envisoned of the school drop-
out. He has been analyzed, dichotomized, and
editorialized. These efforts are too often ap-
proached from without. We feel a strong need,
which seems to have been met by the Manpower
Center, to listen to this youth in order to realize
what h is saying, what ha feuds and wishes for
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himself. This then is seeing the trainee from win-
in. A popular adage is echoed by a Rochester Man-
power Administrator, "A mind convinced against
its mid is a mind uncommitted still."

These young people manifest a need to have
someone genu inely interested in them. As one
trainee put it, "To care enzugh to give me hell. "

Many have a history of failure. Tbetr need is
for success antutely e.y -by -day basis. The
desire to ieoe-treree re-wards, e. g, , a four-year
apprenticeship, is anathema to many.

The need to see the relevance of any instruction,
vocational or academic, or any admonition re-
garding punctuality, grooming, attitudes with
others is keen among these trainees. The style of
the training center differs from the traditional
school for this major reason. The entire concept
at the Manpower Center is on-the-job, not at-
school; training hours, not class hours; instruc-
tors, not teachers; applied mathematics, not
Mathematics I; communication Mils, not English II.

The attributes of an "ideal teacher" possibly
should not vary much whether the practitioner is
involved with the disadvantaged or with traditional
groups of youth. This statement is based on the
premise that if an instructor has competence in
his subject area, the "ideal" will do the bestwork
in whatever environment he is placed. It must be
noted that an instructor with less than ideal char-
acteristics begins to show the limitations of his
effectiveness quite quickly wher he works with the
disadvantaged.

There are some guide lines, however, which we
feel are important in dealing with youth at the Man-
power Center:
1. Must be able to communicate at the trainee level

2. Must understand the environment and conditions
of deprivation and poverty

3. Must believe in the value of the Manpower pro-
gram

4. Must have a knowledge of employment and trends
in his vocational area

5, Must be able to relate all facets of his teaching
to the world of work

a) Necessity for related mathematics, reading,
and communication skills

b) Necessity to teach for transfer of skills
within a family of occupations



6. Must have a knowledge of the cultural and emo-
tional framework which directs the attitudes
of his traiums.

Mss t vital interest in andadepateknowl-
edge of his own role in the total counseling

process.
Perhaps as good a way to summarize the"ideal"

instructor to work with disadvantaged youth 14 to
say that he must possess a high degree of fkr4I-
bility. }le must be a study in :contrasts or he
must be loose but firm; patient but persistent;
able to teach and be taught; a,friend turd a foreman;
empathetic'bid not sympathetic.

It is not a simple proceis to evaluate a spe-
cial program such as a Multi=occupational Man-
power Project. As _yet, we do not have the yard-
stick with which to measure. We doliave facts
and impressiou which lead us to believe that we,
have been successful.

The Manpower Center worked with 1, 450 young-
people during the 1964-65 year. Ninety per cent
of these were School dropouts. Seventy-four per

cent of those enrolling .com.plete6 the training pro-
gram for which they registered. Seventy per
cent of those finishing training actually entered
the labor market., ,

We haye seen these young people enter the
Manpower Center. We have seen them arrive
nondescript, insecure, pessimistic, dejected,
angry, undereducated, and without marketable
skilTe We have seen ynnth come to the realiza-
tion that Manpower Training 14 a chanCe for suc-
cess, perhaire their last chance. -We have seen
them blossom in the joy of their own success. We
have also seen them_ enter society as gainfully
emplayed workers. .

As Practitioners, we have learned thattbere
is excellent potential in the. Multi-occupational
Manpower Project with its focus on counseling
and emphasis, on meeting the needs of youth for
employment. Youth responds positively to the
atmosphere of opportunity with its aura of sen-
sitized friendship. -- -

Youth can be helped to help themselves!
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