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Engineering, not science, is the immediate instrument of progress. The innovator, not the inventor, is directly
responsible for technological change. Without research, experiment and exploration there would be little basis for
advancement, but without application all that goes before it is a sterile exercise.

Beginning in 1962, a series of federally-sponsored programs focused on the remedial task of making employable
and bringing into employment those facing a variety of disadvantages in the competition of the job market. Shortly
after the passage of the Manpower Development and Training Act which marked the start of a modest effort on
behalf of those already in the labor market and in trouble, Congress addressed itself to the prevention of labor
market disadvantage in the Vocational Education Act of 1963, the first really new look at federally-supported
vocational education since it was launched in 1917. Among its people-oriented, as contrasted with labor
market-oriented directives was special attention to those whose social, economic and academic handicaps prevented
their succeeding in regular vocational education programs.

After vocational educators all but ignored this specific but toothless admonition, Congress, in 1968, abandoned
permissiveness. Earmarked funds were to be available “if and only if” they were used for the assigned purpose. For
good measure, physically and mentally handicapped persons, usually neglected by vocational rehabilitators until
after their school years had passed, were given earmarked attention.

Vocational educators might have been excused for not serving the disadvantaged in 1963. There was little
experience to guide those who sought to serve this unfamiliar clientele. That excuse is no longer valid. There is a vast
store of experience growing out of manpower and antipoverty programs. The limited “special needs” efforts and the
“exemplary programs” under VEA ‘63 have added their bit. But, though vocational educators have been directly
involved in the conduct of manpower programs, there has been little transference of experience from remedial to
preventive undertakings. Inventions have been made, though that phase of the process is not complete. It is the
innovator who identifies, disseminates and applies those lessons who will make possible successful vocational
education for the disadvantaged.

LESSONS FROM VOCATIONAL EDUCATION PROGRAMS FOR THE DISADVANTAGED

Vocational programs for the special needs groups have been inventoried but their undoubtedly valuable
experiences have never been analyzed, evaluated, and made available to other practitioners.! A particularly valuable
evaluation and compilation of case studies growing out of the “exemplary program” experiences is now available and
merits careful study.2 Notation will be made herc of only a few highlights.

Evaluators found few exemplary programs willing to serve hard core, inner city, low 1Q, disadvantaged
youngsters. Similarly, they identified strong federal, state, and local leadership seeking good vocational education for
the best students but few voices on behalf of similar service to the disadvantaged. Those programs which did seek to
serve the disadvantaged tended to offer minimal training to qualify for terminal positions in low-skill jobs.




It is possible to identify a few common success factors in the better programs. Small classes, individualized study,
and progression at a pace adapted to the student’s abilities were found to be almost mandatory. Yet that flexibility
had to occur within a structured and disciplined situation. The vocational aspects were most successful when
. accompanied by pre-vocational and post-vocational programs with strong academic components. Job cluster training,
assistance in making vocational choices, and all those elements considered to be the most progressive in regular
vocational education were also best for the disadvantaged. Cooperative education was given high marks. Teaching
machines, computers, team teaching, etc. helped but the crucial element was a staff with a strong desire to teach the
disadvantaged. Teachers had to have both experience and a youthful outlook. Teacher aides from the disadvantaged
groups contributed to success as did parential and community support and multi-agency involvement. It was not
necessary to “‘water down” standards, given flexibility and competent teaching, but it was necessary to eliminate
unrealistic, outdated or irrelevant standards. In short, good exemplary programs for the disadvantaged turned out to
be remarkably like good exemplary piograms, once it was resolved to meet the student where he was and take him
sympathetically but systematically to where he ought to be.

SUMMARY LESSONS FROM MANPOWER PROGRAMS

Competing indecisively for first rank as the provider of lessons and developer of techniques for vocationally
educating the disadvantaged are the MDTA experimental and demonstration (E & D) programs and Job Corps, both
with the primary assignment of training and making employable disadvantaged youth, and the regular MDTA
program, which, though less experimental, has had more money and more divergent enrollments. Of lesser, but still
substantial significance, have been the Adult Basic Education programs (ABE) and, to a smaller extent, components
of the various work programs such as the Neighborhood Youth Corps (NYC), Work Experiment and Training
Program (WET), Operation Mainstream and the Community Action Program.

Identified in these experiences has been a large population, previously neglected or ill-served by all education, and
characterized by some combination of:

Concentration in central city slums or rural depressed areas,

Low Family incomes and low educational attainment of parents;

Unfamiliarity by personal experience or role models with the values and customs of the world of work;
Dissillusionment and frustration with and rejection of or by the existing school system;

Restricted time horizons and limited ambitions imposed by unfamiliarity with the world’s opportunities and a
conditioned disbelief in its promises;

Over-representedness among minority youth.
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Also identified have been the general characteristics of a successful program of rehabilitation:

—
-

Outreach to bring to the disillusioned or ignorant knowledge of opportunities too easily ignored;

2. Early introduction of rehabilitation efforts to offset the debilitating effects of deficient home and neighborhood
environments;

3. Orientation to the world of work for those denied exposure to work habits and knowledge of alternative
vocational choices

4. Integration of basic education and skill training, very low levels of the former preventing success in the latter,
while the obvious relevance of the skills can provide the motivation for the more academic offering;

5. Recognition of the complex interaction of an almost overwhelming variety of education, health, housing,




transportation, geographical, legal, and family problems, the solving or amelioration of which may be essential to
successful preparation for employment;

6. The incentive of a direct and obvious job promise for those frequently experiencing overpromise and
underdelivery;

7. Awareness that (a) rejection of low quality job offerings may be as often the reason for unemployment as the
lack of requisite skills, (b) those in poverty while working at low wage jobs exceed in number those suffering
from unemployment, and therefore, (c) increasing the productivity inherent in the job may be as crucial as the
productive potential of the worker.

All of the practical lessons from curriculum, teaching methods, supportive services, community, employer and
union relationships, planning, organization and administering of programs and special approaches to the needs of
special groups cannot be enumerated here. It should be enough to indicate a few of the specific developments and to
provide a beginning bibliography for those with the ambition to search out and apply the lessons of hard won
experience.

EXAMPLES FROM EXPERIENCE

The lessons the experience of manpower and antipoverty programs offer for those who provide vocational
education to the disadvantaged can be most usefully divided between those applicable to initial preparation for
employment and those more relevant to remedial efforts for those already out of school and in trouble in the
competitive job market. Vocational education is, and will be, increasingly involved in both.

EDUCATION FOR EMPLOYMENT

Adequate vocational education for the disadvantaged may well be a “cradle to the rocking chair” proposition.
The entire realm of education for the disadvantaged, whether it be dropout studies, manpower activities or
experience with Head Start and the Elementary and Secondary Education Act, has demonstrated the need for
remedial early childhood education to compensate for the handicaps of inadequate home and neighborhood
environments. Yet, the very success of Head Start has simply accelerated the already substantial trends toward
pre-school education among the affluent, leaving the poor further behind than ever.

Also evident among the nondisadvantaged is the fact that changes in home life and in the nature and structure of
employment are making the transition from school to work more difficult. Where once the child grew up knowing
and often participating in the work that earned the family’s livelihood, increasingly “work” means only that the
family breadwinner leaves in the morning with a briefcase and returns with it at night. What happens in between is a
mystery totally beyond the experiences of more and more youth. “Dick and Jane” books with a “world of work”
inhabited by one briefcase-carrying father, a grandfather who keeps a farm for vacationing grandchildren, plus a
sprinkling of postmen, policemen, and bus drivers, are of little help. For the disadvantaged, income may mean the
caseworker’s black notebook and the mailed public assistance check. “Technology for Children” in New Jersey and
similar efforts at the Nova schools in Florida are grains of sand in the vast void where elementary school orientation
to the world of work ought to be.} The permissive language of the vocational education for the disadvantaged,
research and demonstration and exemplary project provisions of 1968 Vocational Education Amendments and Title




I of ESEA provide opportunities but not pressure to launch a few satellites into that void.

At the secondary level and beyond, everything known about student attitudes from dropout studies to unrest on
the campus stresses “relevance” as the key to successful motivation.? The present system, dominated, in Rupert
Evan’s terminology, by “school for schooling’s sake”® is relevant primarily to preparation for college and is,
therefore, seen as relevant only by the college-bound and not by all of them. The alternative to the current
compartmentalization of education among the academic, the general and the vocational is spelled out in the
following lengthy quote from a report which, though the U.S. Office of Education refused to publish it, was a major
influence in shaping the Vocational Education Amendments of 1968:

It is no longer possible to compartmentalize education into general, academic, and vocational components.
Education is a crucial element in preparation for a successful working career at any level. With rising average
educational attainment, better educated people are available so that the employer seldom needs to accept the
less educated. ... The educational skills of spoken and written communication, computation, analytical
techniques, knowledge of society and one’s role in it, and skill in human relations are as vital as the skills of
particular occupations.

On the other hand, employability skills are equally essential to education. If education is preparation for
life, and if practically everyone’s life and opportunities for self-expression and self-fulfillment include work,
then only the successfully employable are successfully educated. . . .

Vocational education is not a separate discipline within education, but it is a basic objective of all education
and must be a basic element of each person’s education. It is also a teaching technique which may have even
more to offer as method than as substance. As a selecting out process for the professions, education has
fostered, stressed, and rewarded the verbal skills important to these pursuits. It has given too little attention to
development of attitudes, manipulative skills, and adaptability to new situations. In the process of emphasizing
verbal skills, the predominant methods of instruction are lecture and discussion, and little attention is given to
the alternative technique of learning by doing. . . . For many students, the techniques of vocational education
can supply a core around which an attractive package of academic as well as skill content can be prepared
which will be more palatable and useful to undermotivated students than either alone. This may be most
applicable to those from deprived environments whose verbal experiences have been limited and whose time
horizons have been shortened by expectation of failure. Skill development can be accomplished through work
experience or through education in the school’s shops and laboratories. The key is to build a better means of
integrating academic education, skill training, and work experience. The common objective should be a
successful life in which employment has a crucial role.”*

A number of foundation-financed experiments have pointed the way toward this goal with ‘“zero reject” as the
motto.>

REMEDYING EDUCATION’S MISTAKE

The assignment of the manpower and antipoverty programs has been remedy rather than preparation. With the
onrush of educational attainment, many whose preparation may have been adequate when they entered the labor
market now find themselves falling behind in competition with better prepared new entrants. Others continue to
enter the job market without adequate preparation, adding to an underprepared pool of from 11 million to 15
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million, faster than the variety of remedial programs can siphon them off. Remediation must be a key part of
vocational education for the disadvantaged but identification of those problems can offer lessons for prevention as
well.®

REMEDIAL BASIC EDUCATION

One of the first lessons gleaned from the manpower programs of the 1960s was that not retraining those whose
substantive skills had become obsolete but training for those who had never had skills was the task at hand.
Accompanying this realization was demonstration of the incredibly poor job being done by the schools in behalf of
many of the noncollege bound, particularly those from the depressed rural areas and the big city slums. The rapid
rise of education attainment made obsolete what had been adequate preparation for the older worker. The public
schools were doing an impressive mass education job for the maiority. However, for many of those most in need of
social, intellectual and manual skills, not only was the retention power of the schools low, but achievement was years
behind grade level and much of the offering was irrelevant to their lives and needs.

Basic remedial educatior. was a prerequisite and necessary accompaniment to skill training but neither experience
nor materials were available. Job Corps Centers planned for a minimum fifth grade achievement and then found they
frequently had to go as low as the third grade. Early MDTA projects found those with tenth grade attainment
typically operating at a sixth grade level. Both programs were forced to develop their own materials and techniques
which, if gathered, codified and made available, represent a major resource for vocationally educating the
disadvantaged. As many as 20 separate programs including MDTA, Vocational Education and public assistance, in
addition to those activities sponsored by the Adult Basic Education program transferred to the Office of Education
from OEO, provide such remedial education for adults, mostly in nonwork or nonskill training contexts. The Office
of Education estimated its 1967 enrollment in such courses as over 400,000. The lessons emerging from these
experiences are undoubtedly considerable, if only they were readily available.

However, discovery of the high incidence of illiteracy and near'illiteracy did not end the story. Communications and
work adjustment skills had to be added. For Puerto Ricans, Mexican Americans and Orientals the first obstacle was
teaching English as a second language. However, native American residents of the ghettos often found it as difficult
to communicate with middle class teachers and, by implication, future bosses. Their short time horizons, a
consequence of life offering little hope for the future, their lack of familiarity with the habits and disciplines of the
work place and, frequently, their hostility, distrust and disbelief in all promises from society, required work
adjustment training as well, again calling for development of materials and techniques.

The third and present stage in remedial basic education is recognition of widespread illiteracy among the
employed. Firms with formal promotion policies complained of seniority ladders clogged with the nonpromotable.
Growing awareness that not just a job—any job—but a successful working career for the disadvantaged was the goal
spread this concern The major actors in this stage are private firms selling their services directly to employers, though
often underwritten by federal funds. Examples are the Board for Fundamental Education (BFE), MIND, Inc., and
U.S. Research and Development Corporation, each with its own materials and techniques and substantial experience
which should be synthesized into the total resource available to vocational education.

Among the lessons learned have been (1) the need for entirely new and different materials and techniques for
teaching basic literacy to adults, (2) the extreme tact necessary to avoid infringing upon the sensitivities of adult
illiterates, (3) the usefulness of programmed learning, (4) the importance of avoiding traditional classroom




atmosphere for those whose school experiences were rarely pleasant, and (5) the need to relate basic education
directly to work or training. Particularly interesting as a model is the contract among the steel companies and union,
the Department of Labor and the Board of Fundamental Education. Rather than being paid only on a cost
reimbursement basis, the BFE is paid a bonus for successful graduates.

THE NEED FOR SUPPORTIVE SERVICES

As early as recognition of the basic education problem was demonstration that remedial training for the most
disadvantaged was unlikely to be successful without attention to a great many social and personal problems.
Stipends were necessary for those with family responsibilities (and, as motivation for others) and they had to be high
enough to offset the pressure to quit training to take a short term job. Just taking training rather than remaining at
honze added to living costs.

Health has proven to be a serious obstacle for many, adding substantial medical costs to the Job Corps, sparking
the request to add medical expenses to MDTA and encouraging the involvement of vocational rehabilitation and
other public health agencies in successful training programs. Physical exams and minor health care have also been a
significant cost factor in the JOBS program.

Day care centers are a necessary accompaniment to training for the mothers of small children but their absence
will also negate the employment results of any training taken.

Many are so burdened with legal problems that relief from those pressures is necessary for successful training.
Whenever employed, creditors and other legal claimants often descend upon the disadvantaged in such numbers as to
reduce the attractiveness of work and of the employee. The out of phase combination of housing patterns,
transporation systems and work or training locations pose serious obstacles. Training, for many, must be provided in
the neighborhood but the problems return as they seek work. Cooperation among a wide variety of programs and
agencies is one of the products of identifying these complex interrelationships.

Yet vocational education is not left alone to face these needs. The same programs which identified the problems
have also generated a cluster of institutions and agencies, public, private, nonprofit and for profit, to deal with them.
Examples are the Community Action agencies, the Jewish Education and Vocational Seivice, Opportunities
Industrialization Centers (OIC), YMCAs, experimental correctional centers and private firms selling services ranging
through research, evaluation, basic education, sensititity training and technical assistance.

CURRICULA AND TEACHING METHODS

Most manpower training has been directed toward entry level jobs long considered beneath the dignity of a
training institution. People lacking even those competencies assumed to be the common possession of most job
applicants had to be trained to a competitive level. Contrary to traditional practice, it proved necessary to take the
enrollee from where he was to where he needed to be for employability rather than expect him to meet and adapt to
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the requirements of the training course. Since most were under financial pressure, the goal was to get them into a job
as soon as possible rather than coasting along at the traditionally leisurely pace of in-school courses. An example is
the fact that a 26-week MDTA course may offer double the training exposure as two years in the normal public
school vocational course.”

Just as they lacked basic ¢ducation, typical disadvantaged trainees lacked sufficient experience with the world of
work to make a valid vocational choice. Given limited experiences and verbal skills, they were not tesiable or
counselable by familiar techniques. New nonverbally biased tests were developed based on work sampling rather
than reading. Counseling from counselor with specific knowledge of the labor market and particular talents for
rel, ting to the disadvantaged were a necessary replacement for traditional approaches.®

Continuous on-site multioccupational projects and prevocational training were developed, allowing trainees to
sample each occupation while undergoing basic education and intensive counseling until a desired and conceivable
occupation was identified. Three imperatives became clear: relevance must be clearly identificd; distasteful
classroom memories must not be reinstated; the school day must be adapted to the students’ attention span.

Since employment and training needs could not wait for the convenience of an annual September starting date,
more flexible scheduling became necessary. Then, because those whose job and income needs were intense could not
wait until the beginning of courses, whenever scheduled, modular training units were developed, allowing in some
cases, new entrants at the beginning of each week. The modular approach also facilitated adaptation of training to
the individual’s needs, repeating some elements, leaving out others and referring him to a job whenever competence
was adequate. The remarkable coincidence that every occupation and every trainee appears to require the same
number of hours and the same schedule has at last been questioned.

Far from seeking to upgrade a school’s image by careful selecticn of students, it has been demonstrated that (1) a
“zero rejection” policy is feasible, (2) fhat vocational educators can get their “prownie points” and their
satisfaction from successfully training the “untrainable.” rather than by ruling out those who need the training most,
and (3) it is possible to run an institution focusing upon the individual’s need for skills rather than the convenience
of school administration.

As much a part of the curriculum as basic education and skill training has often been free-wheeling group
counseling and sensitivity training for instructors, employers and the supervisory staff of the latter. Programmed
learning materials allow individuals to move at their own pace through a required sequence of studies.

Training and employment in paraprofessional occupations, the introduction of remedial education and skill
training in correctional institutions, prisoner work release, coaching for military rejectees, work sample testing,
vestibule training, prevocational training, work-experience training, pre-apprentice training, and programmed
instruction for remedial education and skill trair:ny are all products of this innovative period.

RECRUITING AND TRAINING PERSONNEL

Having to start from scratch in recruiting personnel, either by hiring them away from training activities already
underway or turning journeymen into teachers, the manpower programs learned a number of lessons significant to
the development of vocational education personnel. Ability to relate to the enrollees proved a more significant talent
than either knowledge of subject matter or formal training in teaching methods. Of the latter two, the former
appeared most important. In fact, little direct relationship appeared to exist for the population and the occupations
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in question between formal credentials and effectiveness.

At the same time, the number of competent instructors, credentialed or not, who were familiar and sympathetic
with the peculiar problems of their disadvantaged clients was grossly inadequate, requiring familiarization, sensitivity
training, the establishment of Area Manpower Instructor Development Sites (AMIDS) and other efforts to develop
competent and sympathetic staffs. The allocation of 2 percent of MDTA training funds to staff training reflects this
discovery. Though Job Corps Centers drew their staffs primarily from public educaiion and employer training
departments, they too found it necessary to root out imbedded hostilities and misconceptions. Considering the
social distance between most instructors and most manpower program participants, the fact that sc many have made
the transition from defensiveness and hostility to sympathy and commitment is remarkable and hopeful.

MOTIVATING THE UNDERMOTIVATED

There is, of course, much truth in adages such as “You can lead a horse to water but you can’t make him drink.”
Some face such overwhelming obstacles that training and employment are not realistic alternatives. A few
undoubtedly prefer their status, but for most the issue appears to be one of hope. While some middle class social
scientists would glorify the life of the poor, the latter show no such inclination. Studies suggest that most share the
same middle class yearnings as the rest of the population but doubt the reality of their own access to them. Their
horizons have been shortened to encompass only immediate gratification because their futures have always been too
uncertain to merit invesiment. What appears to be lack of ambition and antisocial attitudes may be realistic
responses to prevailing conditions.

Manpower training programs wrestled with this problem as they probed deeper among the disadvantaged. The
displaced experienced workers who were the mitial iargets underwent retraining willingly with reasonable confidence
that jobs would result. The more disadvantaged lacked that confidence and experience proved them right. Burdened
with the complex handicaps of race, location, education and health, all too many found no job to compensate them
for the investment of their time and effort. It was just one more unfulfilled promise. To successfuily motivate the
disadvantaged, a job at the end of training must be guaranteed. On-the-job training or coupled institutional and OJT
courses were early efforts. The first was stymied by the employer’s reluctance to hire the disadvantaged and the
latter by the unwillingness of the two groups of administrators to cooperate.

The current answer in manpower programs is the “instant job.” The disadvantaged are hired first and trained
lates, usually on the job at the employer’s expense but subsidized by public funds. While this route is not available to
vocational education, cooperative education provides the obvious channel. In fact, the disadvantaged person
receiving remedial education and formal skill training institutionally and applying it simultaneously on the job for
pay with both elements of his training under common supervision is in the best of all possible worlds. School
responsibility for the trainee until adequately placed is a lesser motivation but one available on a more massive scale.
An added bonus of a cooperative schoolemployer relationship or school participation in the placement process is a
quick and clear identification of weaknesses in the curriculum or institution staff or obsolescence in the equipment.

THE NATURE OF TRAINING INSTITUTIONS

The tendency in manpower programs has been to sharply separate remedial programs from initial preparation for




employment. Since the failures of the latter has contributed heavily to the former, this is not surprising, though
there are pros and cons to the development. Most educational institutions have sought to avoid and eliminate the
hard-to-educate and have felt little responsibility toward these failures and rejects. The constant drive of each school
seems to be to upgrade its image and increase the restrictiveness of its extrance policies. MDTA skill centers and Job
Corps Training Centers have emerged as specialized schools having the needs of the disadvantaged as their sole
mission. Both have done an admirable job of their assignment, in developing methods and materials and creating a
reward system which encourages administrators and instructors to deal with the most disadvantaged as well as in the
training of their clients. Much of the experience recorded here has been their product.

Conceptually, however, there would be advantages to serving the disadvantaged within the context of
community-wide training institutions. Stigma would be lessened, upward mobility encouraged and economies of
scale offered in combining basic education, theory and skill training. As long as image rather than service is the
stronger motivation, however, separatism is probably preferable. It appears doubtful that many educators are willing
to serve the disadvantaged as long as they have a choice. In addition, with limited mobility requiring facilities near
the areas of greatest need and considering the abysmal quality of ghetto schools, separate skill centers are probably
necessary.

Part of the demonstration has been that training can occur almost anywhere, as long as there is a willingness to
adapt to client needs. Prisons, which rarely offer more training opportunity than the doing of prison laundry and the
manufacture of automcbile license tags, have found that prerelease skill training can reduce recidivism rates
drastically. Yet correctional funds are not generally available for the purpose and manpower funds cannot be spread
thin enough for more than demonstration projects in cooperation with the prisons.

The Job Corps Centers and some MDTA experiences with residential skill centers have identified and supported a
need long felt in vocational education for residential facilities. Job Corps suffered from indiscriminate use of
residential trairing. Economic and social logic would have dictated residential schools for those from urban areas
only as a last resort with the primary purpose being to offer a broad vocational curriculum to those from areas of
scattered and scarce population. The statewide enrollment of the MDTA Center at Mahoning Valley, Ohio, is an
example. These experiences should be surveyed more carefully, partially as evidence to confirm the need to fund the
residential provisions of current law and, in part, to educate the administrators when that is accomplished.

DISSEMINATION OF EXPERIENCE

As this brief survey suggests, the total sum of knowledge upon which to base an extensive program of vocational
education is huge if not vast. Unfortunately, it is not readily available. No consistent effort has been made to gather,
codify and disseminate the results of the experiences. The Office of Special Projects in the Labor Department in its
Project Retrieval has employed expert consultants to summarize and give an overview of the lessons from its
experimental and demonstration products for youth. To get the substance rather than the flavor of these
experiments it is currently necessary to go to the unpublished and undisseminated reports themselves or to their
authors. The Job Corps A and R reports circulate experiences among Job Corps Centers. Job Corps has also
conducted a very small scale Project Interchange in cooperation with the National Education Association, bringing
21 public school teachers in 1966-67 and 17 in 1967-68 into Job Corps Centers for a year’s experience. The
Manpower Division of the Office of Education has also held some seminars and conferences to provide
cross-fertilization among the staffs of the various skill centers. Since MDTA training is largely conducted within the
public school system, a certain amount of informal transfer of experience occurs as personnel shift in assignments
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from vocational schools to skill centers and back again.

Nevertheless, these efforts are small scale and sporadic and do little to disturb the generalization that a vast
amount of experience relevant to vocational education’s newly-affirmed assignment on behalf of the disadvantaged is
simply lying fallow, ignored and wasted.

The experiences demonstrate and support:

1. Early Childhood education.

2. Elementary school orientation to the world of work.

3. The need to view vocational education as a teaching method and an educational cbjective rather than as a
separate educational system with especial value for its contributions to relevance and motivation.

4. The critical need for and the methods of remedial basic education, communications and job hunting skills, work
adjustment and prevocational training.

5. The value of vocational education to previously neglected clients such as prisoners, reservation Indians, the
disadvantaged in general and the employed needing upgrading.

6. The possibilities and the motivating and training value of direct links between the school and the job.

7. The irrelevance and often the perverseness of many of the credentialling requirements for vocational education
personnel and the critical need for sympathetic and relevantly trained staffs.

8. The arbitrariness and inflexibility of many curriculum and scheduling practices, the perverseness of entrance
reqirements and testing methods and reminder that adaptation of the school to the individual’s needs rather than
vice versa is the only defensible stance.

9. The variety of institutional, social and personal handicaps confronting the disadvantaged individual, his critical
need for supportive services and the number of potentially cooperating institutions emerging to meet his needs.

10. The fact that the disadvantaged are not appreciably different in their yearnings and ambitions from anyone else
once the possibilities of upward mobility are clear and realistic.

But none of these lessons identify, disseminate or incorporate themselves. An obvious project in which to invest
vocational education research funds is the accumulation, analysis, codification, and dissemination of the experience.
But that is only the first step. The imagination and initiative go from information to new techniques and materials is
a scarce commodity. Conversion to the new tasks on behalf of the new clients will not come automatically. The
Office of Education should develop and promote model curricula and even use its state plan approval authority to
press for their use. Only then will the results of eight years of intensive experimentation with education and training
of the competitively disadvantaged be adequately exploited.
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It is our philosophy that the disadvantaged, or any student for that matter, is likely to progress in direct ratio to
the kind and quality of instruction he receives. Therefore, firstof all, we have directed the attack toward the teacher
and the materials he uses. Some four years ago in our state I was assigned the task of developing and writing
occupational course of study guides and a variety of handbooks to provide better understanding and instruction for
our disadvantaged trainees.

To develop training guides and course outlines suited to their needs, it seemed wise to work with the instructors
of training programs in progress, to learh from their experiences, and to develop the materials partially at least on the
basis of difficulties already encountered. Some trainee problems involved difficult attitudes, indifference, short
attention span, day-dreaming, inability to concentrate, few personal goals, and a lack of motivation. Instructors also
had some problems; namely, despair over the variance in ability and in academic background of the trainees, a
tendency to prejudge a trainee’s ability to learn and progress, unwillingness to innovate and depart from standard
teaching methodology, impatience with slow learners, and inexperience with both individual and individualized
instruction.

These problems were attacked by teacher educators working on a one-to-one basis with instructors and through
small group in-service training programs to improve understanding of trainee problems, to increase skill in
instructional procedures, and to show teachers that curriculum adaptations and variations are imperative in teaching
the disadvantaged if we are to help them solve their problems and meet their needs.

The course of study guides developed provide a suggested course outline, references, a glossary of trade terms, and
other addenda, all of which instructors are encouraged to vary or adjust as required by their local situation and
students. These guides, plus handbooks on guidance, basic remedial education and other pertinent subjects, direct
the teacher along the overall instructional path, and later serve as a basis for discussion and consideration at an
annual week-long in-service training conference where instructors and supervisors discuss their ideas and problems,
among them curriculum adaptations.

Sometimes good teachers are asked their prescription for adaptation of course content. But there isn’t any. The
good teacher merely uses his intelligence and innovative ability in relating the required course content to the trade
and the world of the trainee. This, good teachers have been doing over the years, for curriculum adaptation is neither
new nor revolutionary.

I should like to cite one curriculum adaptation which we consider important in relation to tailoring the content to
the needs of the student. I refer to the varied exit points possible from a training course. For example, in an Office
Occupations program, we may train receptionists, typists, file clerks, stenographers, bookkeepers, key punch
operators, and so on. Rarely, would any on¢ trainee develop real skill in all these areas, and usually some are
completely unable to acquire usable skill in more than one or two areas. So why require each individual to become
proficient in all phases of the occupation?

The slow learner may get along with people better than anyone in the class, so train her to be the best possible
receptionist. Another trainee who can scarcely spell “cat” may be an excellent copy typist, so develop his manual
skills to become the expert figure typist so in demand by many industrial corporations and insurance companies. Yet
another student may have great patience, be skilled in math, and show potential in bookkeeping, so pursue this talent.
Quite possibly not one of these trainees is able to develop any interest or proficiency in shorthand. Through analysis
of each trainee’s interests, personal characteristics, and abilities, the interested instructor can assist each in working
to his fullest potential and toward the kind of employment for which he is best suited. When the instructor
encourages varied emphasis for individual students, as a matter of course, he changes and adapts the curriculum.
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If one examines each occupational training program carefully, many exit points, or job variations come to mind.
For example, in an Automobile Mechanics program, a few trainees may develop into carburetor, brake, or
transmission specialists. Others may find their talents best suited to alignment problems. A few trainees, on the other
hand, never develop enough skill to become entry-level mechanics. These students can be guided toward parts
department jobs where the auto mechanic’s training is both helpful and necessary.

The instructor of each trade soon learns to recognize the various exit or completion points possible from his
training program. As a result he becomes adept in making necessary adaptations in program planning.

In the 1968 Amendments, the definition of ‘“vocational education” is broadened to include remedial vocational
and technical instruction incident to training programs and guidance and counseling is broadened to include services
which facilitate job choices and job placement. We certainly cannot say that only the counselor shall advise and
counsel, that only the occupational teacher shall teach shop, and that only the basic-remedial instructor shall teach
math and communications. All must correlate their efforts, and so vocational education becomes a meld of
occupation training, basic-remedial education, and guidance and counseling services, all inter-related and correlated to
make the individual employable. Thus, relevance becomes a major thrust in all aspects of the training program.

Let us examine a remedial math program to cite examples of departure from traditional math instruction. Usually
included are the four basics to provide a workable base for most trades. However, tb be realistic to the disadvantaged
these must be applied specifically to the problems and aspects of a particulir occupation. The waitress needs to add
the diner’s tab and learn to make change. The cook trainee needs to apportion quantity recipes.

In addition to the four basics, the machinist trainee must learn measurements, percentage,and
trigonmetric applications to cover the fine tolerances and designs of the machining trade. The electronics mechanic
student delves into the usage of higher math and complicated electrical formulas without learning the formulas as
such. In these ways the remedial math instructor adapts his curriculum to the trade as well as to the needs of the
students.

Emphasis here is on usage and application, which are more practical-more relevant—in teaching the disadvantaged
than are rules, theories, and formulas. Usage rather than rules and theories can be considered a form of curriculum
adaptation, and certainly is a departure from the usual instructional procedures.

We have been talking about a few curriculum adaptations, and we find they are not easy to delineate. Can it be
that the curriculum itself is a serious hindrance to the effective teaching of the disadvantaged? Occupational
curricula traditionally have been based on a trade analysis with the usual simple to complex arrangement of skills
and knowledge, all planned in units to be completed in a prescribed time period. Does this type of plan run afoul of
the disadvantaged students’ chances of success?

To succeed with the disadvantaged, the curriculum must be person-oriented as well as craft or trade-oriented, with
strong emphasis on behavioral objectives, and with stress on understanding the individual after an in-depth study of
his needs. Perhaps our need in vocational education is for multi-curricula, as implied earlier in our discussion of
several exit points in a training program. Perhaps we even need a curriculum for each student. Thus we could begin
with a basic course of study, changing and adapting it to the individual needs of each enrollee. Obviously problems
would result, but we have problems at present. Would not the benefits override the problems if each student
achieved the behavioral objectives, and the accepted, established levels of skill and knowledge required for

employability in some spot suited to his capabilities?
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I would suggest that any basic vocational curriculum for the disadvantaged needs to be broadened to include
employability training and orientation to the world of work, either through cooperative work programs or through
experiences planned to acquaint the student with jobs, people, and the community. In addition, the curriculum
should be so planned as to accustom him to a personal growth pattern he can foilow for self-improvement
throughout life.

In Tennessee, we are trying out some of these ideas in pilot programs on curriculem development. Included are
job and career orientation, employability training, coope:ative programs, institutional programs providing for
individual differences and individual progress, early completion of iraining and varied exit points, and we are
beginning to consider and plan a broad-based curriculum for clusters of jobs. This broad base would cover all
students in the early grades possibly beginning with job acquaintance and gradually working toward the goal of at
least entry-level employability by the end of the secondary program.

It will be interesting to see how these curriculum adaptations and new concepts develop. We feel that they will
successfully project improved training opportunities not only for the disadvantaged but for all students in vocational
education.
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(NOTE: The following Case Study illustrates how various components can successtully be organzied and integrated
in a program devoted to Vocational Education for the Disadvantaged.)

When asked, “What are you doing at the Newark Manpower Training Skilis Center that makes you effective in
teaching the disadvantaged that may be of value to the secondary school vocational educator”? my first thoughts
turned to:

a) the philosophy of the Newark Skills Center
b)the flexibility of the curriculm

c) counselling and supportive services

d) trainee involvement in all programs

e) the selection of the instructors

As a former secondary school vocational educator, it is very easy for me to discern the differences between the
operation of the Newark Manpower Training Skills Center and the school system in which I previously worked.

At the Newark Skills Center we felt that the time had come to deal with the “educationally disadvantaged” in a
different manner than that of the formal instititutions of learning to which both we and those we had to teach had
not found too successful.

- In June of 1965 the New Jersey State Board of Education adopted a resolution whereby a multi-occupational
skills center would be established in Newark. The Division of Vocational Education was given the responsibility of
administering the program under the Manpower Development and Training Act.

The site selected was the 70,000 square foot building formerely occupied by the Newark State College. The
original program called for the training of 1,280 youth and adults in twenty-four occupations over a two year
period. John E. Radvany and I were appointed Director and Assistant Director, respectively.

At its very inception, the Newark Skills Center adopted the philosophy that “Everything must revolve around the

Trainee”. He is our “star,” the focal point of every activity, we are here to serve him. . . and to do so we must
involve him.

PLANNING

The Newark Skills Center is designed specifically for the training of adults with inferior educational backgrounds
and/or obsolescent skills. It is not an elementary or secondary school or one on the college level. It’s primary intent
is to teach new skills in order to make educationally disadvantaged persons immediately employable upon
completion of relatively short training periods. And, since the majority of them had not been too successful in
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formal institutions of learning, conditions had to be created that would induce them to enter a training program and
to remain with it.

The first item of planning, then, was to produce a conducive learning environment. This was accomplished by a
complete renovation of the building which had been vacant for more than six years. A massive renovation and
remodeling job was undertaken incorporating pleasing-to-the-eye paint, installation of modern lighting fix tures,
heating equipment, etc. This place had to have a far different physical appearance than the majority of the inner-city
schools and living quarters to which the majority of our trainees had become accustomed.

Inside and out, the premises are maintained in tip-top condition and present a place to which the trainee is proud
to come.

SKILL TRAINING

Currently the Newark Skills Center offers training in the following twenty-two occupations, varying from eight to
forty-four weeks in length:

Baking Electrical Appliances Precision Grinding
Brokerage Clerk Jewelry Assembler Radio & TV
Building Service Keypunch Operator Salesperson
Building Maintenance Machine Shop Tailoring
Clerical Skills Medical Secretary Transferer
Cooking Nurses’ Aide Upholstering
Drafting Offset Duplicating Welding

Practical Nurse

Trainees, who attend five days a week, seven and one-half hours a day, spend six hours in the “Shop” learning
how to perform a skill. Each shop mirrors that particular industry. When possible, real jobs are performed in each of
them. The bulk food preparation training programs of our baking and cooking class provide meals for our entire
trainee body and staff at nominal prices. The Building Services class and Building Maintenance trainees assist the
household staff in the cleaning and maintaining of our premises. Clerical Skills trainees provide assistance to the staff
in that field. The Nurses’ Aide and Practical Nurse courses include actual training in hospitals. The Offset
Duplicating class is a veritable beehive of activity in the graphic arts field.

This means, then, that when employable, the transition from the Skills Center to a job is merely a matter of

changing the location, for all the applied methods and equipment found in modern day business and industry are
incorporated inito each program,

As each Trainee arrives he becomes involved in the work of the class. So involved, in fact, that grudges and
dislikes soon disappear. This performance of actual jobs, where the results of one’s efforts are meaningful and
immediately shown, instills the pride of accomplishment and the desire to learn more—to do an even better job.




BASIC EDUCATION

The one and one-half hour daily Basic Education program of the Newark Manpower Training Skills Center is the
outgrowth of three years of research and experimentation. During this period of development, the fundamental
philosophy of Basic Education has been to implement a learning experience suited to the abilities and the needs of
the individual. It is a careful combination of the two foci: one is trainee-centered; the other is subject-matter
centered. Our program is a flexible one in which we strive to achieve maximum education based upon the trainee’s
ability to learn.

Because of the heterogeneity of our classes, Basic Education is structured to accommodate a wide range of
abilities and achievements of individual trainees. The program is initiated with a series of tests, purely diagnostic in
nature, to determine the level of learning attained by the trainee at the time of entry into this program. The trainee
is then channeled into one of three phases of our Basic Education program.

ATTITUDE DEVELOPMENT

Another factor of paramount importance in the development and structure of the Basic Education program is the
creation of desirable attitudes. The majority of our trainees have failed in the “normal” school environment and
methods. The result of this failure is a general attitude of antipathy, even hostility, toward basic education. The
solution to this psychological problem lies in the removal of the typical “school setting”. In doing so, stress is placed
upon basic education as it relates directly to an occupation. The skill becomes the avenue of inculcating basic and
related knowledge and the “medicinal” basic education becomes palatable when it is an integral ingredient of the
desired “tonic”’—acquisition of a skill and the commensurate earning power.

This is, however, only a first step in attitude development. The next goal is to evoke from the trainee a feeling
that Basic Education is intrinsically desirable. The axiom “nothing succeeds like success” may be a hackneyed
expression but it is a true one. Experience has indicated that to many trainees who enjoy initial success, Basic
Education becomes a “status symbol” and an end in itself. Many have pursued further learning in vocational and
even higher education, once the “failure” attitude has been eradicated and replaced by the desire to learn and
achieve.

The two prime considerations, then, are the teaching of essential related knowledge to a heterogenous class

and attitude development. The goals are:
1. To develop the ability of trainees to learn through independent study or self instruction.

2. To enable the trainees to utilize reference and source material.

3. To impart problem-solving techniques.
4. To familiarize the trainees with an adequate survey of mechanics and technology.

5. To instill positive attitudes of achievement—how to win.




CURRICULUM PLANNING

Given the proper initial assistance, all instructors plan their courses to meet the trainees’ individual needs.
However, not until this information is organized and “put onto paper” does the instructor realize the magnitude of
his assignment and become aware of the necessary “simple-to-complex” procedures involved in teaching a given
occupation. Most important, this program develops a related basic education program in order to provide the most
meaningful occupational training possible.

Each course of study includes a detailed outline of subject material, suggested methods of presentation, related
basic education coupled with the occupational activities, review of new skills learned, and new information gained.
Occupational training and basic education must be coupled in order to make the training program more meaningful.

It enables the Occupational and Basic Education Instructors to follow the course of instruction simultaneously and
coordinate their activities more effectively.

CURRICULUM LABORATORY

To further assist the basic education program a “Curriculum Laboratory” was set up. The latest audio-visual
equipment was purchased and special instructors hired. To this department are sent those trainees below—or
above—the norm of the class where remedial—or advanced—individual attention can be given. It is not unusual to

find, in a private cubicle, a trainee being taught to write his name while next to him another is learning speed-reading
or higher math.

HIGH SCHOOL EQUIVALENCY

Special classes are held which prepare trainees to take the High School Equivalency examination given by the
local Board of Education. Many leave with this certificate either before or upon completion of the course.

ENGLISH AS SECOND LANGUAGE

Multi-lingual or bi-lingual instructors teach English to foreign-born trainees in classes audio-visually equipped for
this purpose.

AUDIO-VISUAL DEPARTMENT

It is an old axiom that “one picture saves a thousand words”. This is particularly true in teaching the
educationally deprived. To enhance the learning and teaching process an Audio-Visual department was founded with
an expert Artist-Technician in charge. It prepares custom-made color slides and transparencies, many incorporating




motion, that graphically depict the internal or external makeup or operation of any object. Closed circuit televison
equipment, available for use by all programs, was obtained for this department.

TEACHERS

Equally important to whatever success we may have achieved is the selection of our Instructors. Sought for and

found men and women with years of experience in a particular field. However, not only was it necessary that ‘

they be well qualified craftsmen, but it was mandatory that they have the personality and ability to communicate a
skill to the trainee and to relate to him. These same requirements were mandatory for the Basic Education
Instructors. Moreover, these had to be able to show how the subject matter was absolutely necessary for satisfactory
performance of the skill and to present it in an interesting manner.

It might have been to our advantage that the majority of our Vocational Instructors had never seen the inside of a
college where the methods of teaching they would have learned would have not been, in most cases, applicable to
the population of the Skills Center. More important, it was felt, was their understanding and empathy—not
sympathy—towards another fellow human being.

To know an occupation well, to have many years of work experience in that occupation and to be hired to
instruct that occupation is only the beginning for the new instructor at the Newark Manpower Training Skills
Center.

To transmit this knowledge and experience to othérs so that each individual takes away with him as much as
possible of what the instructor has to give is a desired end.

We want the instructor to develop a concern for the results of his teaching efforts. We help him develop his own
teaching techniques, and provide specific examples and evaluations by which the instructor can measure his efforts.

In our in-service training, we try to create in the instructor an awareness of the problems trainees bring to the

classroom, and enable him to cope with these problems in the learning situation. We define the relationship between
the teacher, the trainee and the guidance counselor.

SUPPCRTIVE SERVICES

Driver education is provided only for those persons enrolled in a course where the possession of a driver’s license
may be requisite for gaining employment.

Also in operation is a program with the Bureau of Apprenticeship Training whereby trainees are assigned to the
Skills Center without occupational designation. For a period of up to six weeks their schedules consist of exposure
to various shop activities and the related basic education, while being evaluated for interest and ability. At any time
during this trial period they may be assigned to a specific training program, placed in an on-the-job training situation
or into full time employment.




Trainees come from various socio-economic backgrounds and ethnic groups: some are welfare recipients or are in
rehabilitation programs; some with criminal records; all of different educational levels, ranging in age from sixteen to
sixty. Most have personal problems when they arrive; other problems arise as they co-mingle in a class averaging
twenty persons. We have a staff of guidance counselors who help them deal with their problems.

The experimental Perception program is one example of the many services performed by this department. The
objectives are to determine which students have perceptual problems that inhibit, limit or preclude their functioning
in a successful training program and to establish a program to deal with perceptual difficulties where they are
present.

It has been known for sometime that great majorities of persons who fail to succeed academically and
vocationally do so because of perceptual difficulties. As of late more emphasis has been placed on this disability and
methods of dealing with it.

Very simply stated, perception can be visualized as being divided into three parts; (1) the input of stimuli through
receptors, (2) the integration of stimuli from receptors to brain, (3) the output of energy from brain to effectors.

TRIAL EMPLOYMENT

The courses vary in length from eight to forty-four weeks. No trainee is required to remain in class the entire
length of the course. As soon as one becomes employable he may go out on a job on what is called, “Trial
Employment.” When this done his allowance ceases but he remains on the class roster. Upon completion, he will
receive a diploma and certificate from the Vocational Division of the New Jersey Department of Education.

JOB PLACEMENT

An office of the Division of Employment Security is located at the Skills Center to assist its main office in both
recruiting and job placement. Its work. is made much lighter, however, by the pride, sincerity and enthusiasm of each
of the vocational instructors employed by the Center.

Men and women, with years of experience in a craft, they keep in constant touch with the industry. And so
interested do they become in each of their trainees that they do not consider their work completed until they
personally place as many as possible in a well paying job. Moreover, through months of class association they know
each trainee’s potential and consequently are able to “fit the trainee to the job”.

ADVISORY COMMITTEES

Consisting of experts of business and industry, they also assist in job placement. Formed originally for their
knowledge of the proper equipment, tools and methods for each program, they are often called upon, or volunteer




their services to give up-to-date information.

The most consistent and exemplary of these is that of our Drafting and Radio-TV technical Committee. For more

than eighteen months, twelve to fifteen members of the Essex County Society of Professional Engineers have been
meeting monthly at the Skills Center to provide the above services. And, for a period of months, one member of the
Committee, each week, gave up time from his occupation to lecture the class in a specific phase of drafting or to give
individual attention to a trainee.

An open end enrollment policy, or “slot” system exists at the Skills Center. At any time a class falls below its
pre-determined number of trainees—usually twenty—new applicants will be accepted. These will remain beyond the
completion date of the original group if necessary in order to meet the course objective. To alleviate the increased
burden this policy places on the vocational instructor, the most proficient and personable trainee in the class has
been employed—in some courses—as an Assistant to the Instructor. His or her job is to teach the elementary
fundamentals of the course to late-comers as well as to instruct the Pre-Vocational trainees who enter the class.

I have attempted to spell out most of the salient features we have incorporated over the three and one-half years
of our existence. In summary, they are:

1. The philosophy that “Everything must revolve around the Trainee™.
2. A physical environment to which they are proud to come.
3. An instructional, vocational and basic education program geared to each trainee’s pace.

4. The careful selection and training of staff and instructors.
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Predictably, the OIC approach to the selection, orientation and further development of its instructors conforms

to the overall OIC system of job-training. Please forgive me for using the word “system” but we do feel that our

theories and practices have been tried out under such a variety of circumstances and conditions that now we are
justified in systematizing what we have attempted and extracting from it what has worked well for us.

As you probably know, from the original Opportunities Industrialization Center in Philadelphia, founded in
1964, more than 60 others have-been established throughout the nation. These range geographically from Boston to
Jacksonville to Dallas to Seattle. Some of these operations are in metropolitan areas such as New York and Chicago,
others in middle-sized or small cities and a few are located in townships that serve as economic capitals for several
surrounding counties.

Our clientele, though largely black, includes also Appalachian Whites as in Roanoke, American Indians as in
Oklahoma City, Puerto Ricans as in Philadelphia and Mexican Americans as in Phoenix, Arizona. There is a public
relations rumor that we have a couple of displaced Eskimos in our Seattle OIC but the story still lacks confirmation.

After some planning and considerable trial and error, we believe that now we are able, with some confidence, to
serve the needs of an unemployed fellow citizen, from the time he walks off the streets into an OIC station, until he
is finally placed on a good-paying job in industry. Finally, we know today a little better how best to encourage the
individual’s will to self-help and, at the same time, generate support for his efforts from the total community, the
world of organized business and labor, ard the faderslzovernment. . '

Moreover, we have learned something about the best way to involve not only e individual himself but his
immediate neighborhood in his rehabilitation.

And so, these days, we are developing a manual that may bear the title: “The OIC System of Job Training.” We
hope that it will include the latest and the best thought on the subject but we remember enough history to realize
that by the time we get it into print, others will come along with newer insights and techniques that will
immediately make our innovations old-fashioned. So, what we attempt to sdy today, next year this time may be
passe. But such is the kind of life we lead these days in the second half of the twentieth century.

THE IDEAL OIC INSTRUCTOR

Ideally, an OIC instructor should have had, when he comes to us (1) a good general college education, (2) two
years of specialization in his particular area of mnstruction and (3) two years of experience in working with
economically disadvantaged adults—and with whom he identifies (4) personally, he should himself be
psychologically secure.

To state it another way, the ideal OIC instructor should have competence in his subject area, including familiarity
with modern methods of instruction, and at the same time, should be able to communicate with and relate to the
type of human being that he is likely to encounter in an OIC.

We all know that there are not too many instructors of this ideal type who are presently floating about the




country. Like you, we take the best that we can get—and then we seek to orient, recondition and at times train those
instructors that get through our screen. Some likely sources are the Teachers Corps, Peace Corps and Vista.

A large share of our instructors have had experience as public school or college teachers. This kind of background
has its minuses as well as its pluses. We try to avoid elementary school teachers who have become firmly habituated
to talking to little children. Theirs is a hard pattern to change. Our trainees, if anything, aze adults and often are
more adult about certain aspects of life than are many teachers.

One of our chief consultants, Dr. Lewis Wade Jones, has stated this beautifully:

“Teachers with experience in elementary school teaching may have the advantage of a simple
enough vocabulary to communicate with disadvantaged adults without being able to meet the fact
of adulthcod of leamners in their classes. Teachers with secondary school or college teaching
experience may have more success in relating to adult learners while having difficulty with
vocabulary and conceptual communication.”

We also tend to avoid an ex-college professor who uses sarcasm to stimulate his affluent undergraduates. We are
told that one of Harvard’s great economists is quite effective with his jibes and barbs in his classes there; but he
would hardly succeed at OIC for our trainees cannot take such continual ribbing. They require a positive, optimistic,
encouragirg instructoz.

TRAINING THE OIC INSTRUCTOR

So, if we get a prospective OIC instructor, who is himself reasonably secure, and who does not appear to be rigid
in his attitude and at the same time is competent within his subject area, we work with him along the following
lines:

First, we seek to help him learn about and understand the type of person that we seek to train. Secondly, we
attempt to familiarize the instructor with the special features of our iraining program. Thirdly, we demonstrate the
necessity of close cooperation between instruction, counseling and job placement. For each of these imperatives we
“show and tell,” provide guidelines and helpful materials.

Let us look at each of these three efforts for a few moments.

Our new instructor would need to know about the human beings that he is likely to encounter in his classes and
shops.

First, he should realize that the trainee sitting before him might not be sure that he wants to be there. We have
some recruits who are “walk-ins.”” Under their own steain, they walk across the threshold of an intake center. But we
also have some “pull-ins” or “drag-ins,” those that our recruiters have gone out and persuaded to give OIC a try. At
times a recruiter actually has to accompany his client on his first trip to OIC. Otherwide, by himself, the jobless man
might not make it in.

Secondly, our instructor will need to be aware of the probability that among the enrollees of his class, there may
be some who have in the past experienced or are presently experiencing one of more of an array of such frustrating
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influences as:
(1) Substandard Housing in a substandard area.
(2) A “broken” home—without mother or father or probably with a wayward daughter or wife.
(3) Ilness or need for eye and teeth care.
(49) Hunger, malnutrition or some other diet deficiency.
(5) Unpaid debts or even garnishment.
(6) Encounters with police or street nolesters.
(7 A police record that haunts him every time he tries for credit or a job.
(8) Alcoholism or drug addition.
(9) Recent loss of job.

(10) Rage for the way “the system,” “the establishment,” or “whitey” has, in his eyes, abused
him.

(11) Has a style of living—including language, dress and humor—that is far removed from that of
middle-class conventional behavior.

(12) A recent disappointment in friendship or :dmance.

In a word, our instructor may face reluctant trainees, who may be distracted by their own stream of
consciousness, reflecting the condition of their lives. Many of them may be more familiar with defeat than with
victory or success in terms of their personal and social relations. As some of them say, “just give me a little time to
get myself together.”

To help such instructors, we provide written and oral hints, role-playing situations and the testimony of our more
experienced staff members. Flexibility is a great quality in these inter-personal relations with trainees. A narrow
moralistic attitude would get you nowhere. A non-judgmental approach might be the beginning of identification. A
cardinal principle is that trainees should always be treated as adults. Cultural class differences should be minimized.
For example, the instructor’s style of dress—if it is expensive and conspicuously beyond the reach of his
trainees—could be a barrier to mutual identification. A high flown speech style, too might widen the chasm
between trainee and instructor. On the contrary, an instructor can overdo “coming down to their level, “‘croating
doubt about his sincerity or self-respect. The happy mean, here as elsewhere, is hard to come by.

One OIC directive says:

“Empirically, it has been found that the OIC trainee brings many social and personal inhibitions to the program.
There is apprehension that his teachers and counselors will look down upon him because he has failed to make social
and economic progress; there is a fear that his manner of speech and dress may be laughed at by his fellow students,
as well as OIC staff members; there is the anxiety that perhaps his close friends, who are not in OIC, may reject him
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once he takes a giant step outside his cultural surroundings; there exists the doubt of being able to relate successfully
to the dominant culture.

“Needless to say, any combination of the above serves only to impede the potential progress of the OIC trainee.
An effort to combat many of these self-defeating attitudes places heavy responsibilities upon the instructor. OIC
instructors must possess or acquire qualities beyond those of regular teachers. Besides having a degree of experience,
the instructor must have fortitude, patience, understanding, creativity, the ability and desire to learn and implement
the OIC spirit. It is the confrontation between the uniqueness of OIC trainees’ life-style experiences and the
assumption that the OIC instructor can cope successfully with these experiences, that makes OIC training a
challenge.”

We seek to indoctrinate our instructors, as with all of our new staff members, in what we call the OIC point of
view. Some of it may sound a little “‘corny” but it seems to work.

OIC POINT OF VIEW

Everything that OIC does should reflect its basic philosophy. This is a truism that is implicit in all of the oral and
written OIC “literature.” However, in dealing with something that is at once a spirit, an attitude, “a way of looking
at things,” a pattern of behavior, it is of course, difficult to state it exactly and comprehensively. Whole books could
be written about it and still leave much unsaid. Some true believers insist that one has to “feel” OIC in his bones
before he can enter into its deeper meanings. Let us, for the moment, content ourselves with listing a few of the
elementary OIC articles of faith and action:

1. “OIC believes in man, his unlimited possibilities for good; his improvability ; his right to a good
life regardless of his color, creed, family background or any circumstance or misfortune of life.

2. “OIC holds that man in his infinite variety should be treated with respect—his dignity is not to
be violated because of his appearance, personal history, or present circumstances.

3. “OIC, insists that its trainees should be treated as the adults they are; that everyone can learn,
though at different speeds and under differing conditions; that it is the obligation of OIC
personnel to assist the learner in finding and adjusting to his most favorable learning
environment.

4. “OIC, it should be realized, is also the outgrowth of the Civil Rights Movement; that there
probably would have been no OIC without this struggle for human dignity and equal
opportunity. Thus OIC is also veiwed as a positive, constructive and tangible phase of the
Rights Movement.

5. “OIC considers itself part of the war on poverty and that its services are most available to the
poor, the unemployed, the defeated and the socially rejected; that to the extent that OIC
establishes rapport with the victims of poverty and renders real assistance to them, to that
extent does OIC accomplish its mission.

6. “OIC realizes that men differ widely in theii social and cultural traits and that no set of these




characteristics can be adjudged inherently ‘superior’ or ‘inferior.’

7. “And yet, the world of work does have rules and practices that must be understood by those
who would succeed in this realm.” -

Secondly, the instructor will find a great many answers to his classroom questions within the OIC training
program itself. Structurally, it is of two parts—Feeder and Skills. No examination or achievement record is required
for entrance into OIC. Accordingly, those who come bring with themselves a wide range of educational experience
and inexperience. Thus, the recruit’s interests, aptitudes and skills are cooperatively evaluated by himself and OIC,
and the educational program thatis developed therefrom is designed to take him from wherever he is to the point
where he can perform effectively on a desirable and good-paying job.

All OIC trainees thus must go through the Feeder before going through Skills training. The time spent in Feeder

may vary from a couple of weeks to several months, depending upon the pre-vocational needs of the trainees. The
rational for the Feeder is as follows:

WHY A FEEDER?

The Feeder is one of the unique features of OIC. Like other manpower training programs, the Feeder is
pre-vocational in that it prepares its enrollees for the training in specific skills that will come to them a little later. In
fact, Feeder gets its name because it feeds its products (trainees) into skills training.

The OIC philosophy holds that before we can produce a good skilled workman, we must first help produce a
good man. Thus, the trainee must believe in his own worth and possibilities and must view his future with reasonable

optimism and social awareness. The Feeder concept is central to the whole of the OIC program that i can be said
that without Feeder there is no true OIC.

More specifically, OIC Feeder integrates the usual pre-vocational training with what is generally known as ““basic
Education” and for want of a better term, what we call psychological motivation. We have found that all of these
elements are necessary to effective job preparation, for any number of persons are denied positions or lose them not
because they lack the required vocational skills; rather, because their patterns of speech, dress, sense of time and
general behavior make them unsuited to the world of work. Accordingly, for the disadvantaged and unmotivated
person, the Feeder becomes the beginning point for all else that follows under the label of technical instruction.”

To overcome the impact of the dominant culture on ethnic minorities, we offer Minority History in the Feeder.
This is designed to give each trainee, whatever his ethnic identification, a sense’of belonging to a group that has
helped build the American nation. Indirectly, this contradicts the popular and generally unfavorable stereotypes of

the American Indian, Mexican-, Puerto Rican- and Oriental-American, Appalachian White and, above all, the
Afro-American.

We tell the trainee of achievements that the usual history books leave out. We tell of men of his group who have
become prominent and successful-many arising out of modest circumstances. We attempt to give him a positive
attitude toward the cultural traditions of his own group. We try to show him that this nation indeed is a composite
of the contributions of peoples from many lands and conditions and that we ali have talents and rights and
responsibilities. Minority History seems to work like magic and is possibly our most effective instrument in building




a favorable self-image for our trainee.

Another phase of the Feeder program is orientation of the trainee to the world of work. In this we go into
appropriate dress and grooming for the job; personal hygiene; how to behave in an interview; how to take and pass
tests; and how to get along with fellow employees and employers.

The final phase of Feeder is more stricily speaking pre-vocational in the sense that the trainee is helped to learn
about what he will need to know in the specific skill of his choice. He explores, for example, such tool subjects as
blue print reading and familiarity with the basic tools and shop practices of the marketable skill he has in view.

Cooperation is essential whenever problems of the trainee interfere with his progress in his training—and when
such problems are beyond the ken of the instructor, such as:

{1) excessive absences or dropping out;

(2) need of emergency funds for child care or transpoitation;

(3) difficulties between instructor and trainee;

(4) domestic affairs that interfere with trainees, class or shop work;

(3) need for referral services to other community resources for psychiatric and medical attention.

Thus, Feeder is a large part of OIC. When its work is well done, its product is a self-confident man who is aware
of himself as a person and aware of his responsibilities as well as his rights. He is attusned to the discipline of time and
ready to learn a skill for which he has the aptitude and for which he has had the preliminary preparation.

Many industries take OIC trainees as they complete their Feeder work, preferring to give specific skills training in
the company shop. Generally the OiC Feeder graduates move on inte an OIC Skills Center.

TECHNICAL INSTRUCTION

Our problems in our skills centers are similar to those in our Feeder; but there are a few special twists. For
example, our skills instructors often feel that our concern with motivation and psychological conditioning is
overdone. They want ‘o plunge immediately into the technical instruction and stick exclusively to that. At times
they look away—out of the window—when we remind them of characteristics of our trainees that require special
attention.

Most of our vocational educational instructors come to us from the public high schools or from industry. The
former tend to expect a high academic qualification than most of our trainees possess. We have to convince new
instructors that some of these qualifications are unnecessary to the learning of the skill in question or that a slower
rate of progress may be, nontheless, progress!

Moreover, ex-public school trade teachers cannot understand the extent to which we go out and “drag in”
trainees. They say that if the training is in a public place, if it is free, this should be sufficient attraction for anybody
who has real self interest. Many a time we have had to point out for such an instructor that some of the best of his
shop enrollees would not be there but by grace of hard-sell recruiters.

Instructors who have worked in industries that have more applicants than available jobs are often impatient and




matter-of-fact. “Unsympathetic™ is the tag our trainees place on such shop men. Such ex-industrial instructors are
accustomed to “weeding out” the so-called unfit. To them a persen either can do or he can’t; will do or he won’t. He
has three strikes at the ball and if he misses all three, he’s out and that’s that! They say that we of OIC “nurse along™
our weak and slow ones. This is true; we do. These are our clients and serving them is our “‘business.”

Despite this initial sicepticism of our supportive services, we usually win commitment from our skills instructors
as well as those from Feeder at one or another level of our scheme for staff development. This program is also
designed, on the one hand, to provide a balance for those who know their craft but know little of teaching
techniques and, on the other hand, those who know how to teach but somehow have failed to keep up with the
changing technology of industry.

STAFF DEVELOPMENT

Accordingly, our hope is that we can make these and other needed corrections by means of (1) pre-service and
inservice staff development seminars in Philadelphia; (2) onsite sessions at the local level and/or (3) a three months
intensive training session at our new Managerial Training School at Philadelphia.

First, we prefer pre-service seminars for all new OIC instructors. Ideally, such newcomers should come to
Philadelpia for a week or two, prior to beginning their work at a local OIC. Here they should see how the
Philadelphia Prototype “does it,” and receive “expert” guidance from the specialists on the staffs of the OIC
Institute and the Extension Services. Both theory and practice may be explored; techniques and materials examined;
and the OIC point of view rehearsed and illustrated.

One week in Philadelphia, of course, goes very quickly; even so, it is difficult to get most instructors, especially
the director of training, to Philadelphia prior to their beginning work at the local OIC. We have more luck on this
when a new OIC is first starting up. For ever so often an instructor is needed to meet a class that has already formed
or he is replacing an instructor who for some reason has had to give up a class that had been going for some time.

The in-service seminar in Philadelphia is much like the pre-service seminar but with the former the emphasis is
upon re-freshing and up-dating techniques, skills and materials.

We are able to substitute an on-site training session for an OIC that does not seem to find it possible to spare its
instructors (or other staff members) to come to Philadelphia. This is less effective than participant-observation of the
Prototype and with the full staff and facilities of the Institute and Extension Services at hand. Even so, a team of
specialists from Philadelphia often can do a fairly good job of staff development on the premises of a local OIC.

We learned a lot from the summer-long institute for skills instructors that was held in 1966 at San Jose State
College, California, by grace of a special grant from HEW. '

San Jose College has published a detailed account of its findings. It is entitled Summer Program for Up-Dating the
Technical Competency of Teachers of Industrial Subjects. Copies are available from the College. We at OIC have
adopted and adapted much of their experience for our own national staff development program.

Both our trainees and our instructors may be described as job-anxious. They want to get the training done as
quickly as possible. We take all of the effective short cuts. Meanwhile, our people want to be sure that the training




they receive at OIC is in accordance with the job that they are to get in industry. We all know how easy it is for
instruction to get out of step with the realities of the actual job.

To keep the OIC shop in step with our employers, we set up technical advisory committees for each skill or
cluster of skills. The instructors and plant supervisors thus have a channel for the exchange of view and a forum for
discussing new materials, new methods and new machines as they come along. It is essential that our instructors keep
in close touch with the industry in which our “graduates” will be working. However, it takes a great deal of doing to
keep these technical advisory committees active; but the results justify the effort.

Perhaps our crowning mechanism to upgrade the staffs of our OIC locals, including instructors, is our Managerial
Training School.

We have begun with staff development for executive directors and their deputies and will in time similariy train
chief counselors, chief instructors, chief recruiters, job developers and other key staff personnel.

The Mangerial Training School is located in Philadelphia and at present is able to enroll about two dozen
persons per class. These selectees are nominated by the local OICs, the OIC Institute and our Extension Services. The
nominees are screened for eligibility by the staff of the Managerial Training School. Those finally chosen are
subsidized so that their income will match their current salary rate with their OIC. We also provide round trip
transporation from the home base to Philadelphia. This subsistence support enables our enrollees to devote full time
for twelve weeks to intensive training. The curriculum designed by OIC is given strong academic support by such
universities as Temple and the Wharton School of Finance. The local OIC executives, who are now undergoing
training, are receiving instruction in such areas as General Management, Financial Mangagment, Manpower, Urban
Sociology (so that they may better understand their communities), Minority History (so that they may better
appreciate the potential of their trainees), and OIC History and Theory. This instruction is matched by a practicum,
that is by six, successive, supervised field experiences in the Philadelphia Prototype that will allow
participant-observation of the most important phases of an OIC operation.

At our Managerial School, the OIC instructors, of course, would not get General Management and Financial
Management but they would get the Urban Sociology, the Minority History, the OIC History and Theory. Most of
all, they would receive the theory and practice of OIC Instruction.

Thus, we now have the most systematic and sustained staff development program that we have ever attempted.
We feel that this is necessary, if OIC is to be a permanent and significant part of the manpower training effort of the
nation. It is true that we have widened our scope and sharpened our tools. Even so, we appeal to you for
suggestion and recommendaticn, for today we all need to be more creative and comprehensive than we have ever
been.
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to describe the work of the counselor in a vocational setting which can effectively meet
I've also attempted to suggest innovations involving in a somewhat broader role
t of my own experience in manpower programs over the last six years.

I’ve tried, in this paper,
the needs of disadvantaged youth.
for the counselor, which are a resul

Since the target population to be considered at this conference is characterized as disadvantaged, a comment is in

order.

It seems to me that what has come to be seen by some as ineffectiveness in serving black students, was always
present in the schools only it never was as critical as today because the non-ghetto kids were often able to get help
from other sources, such as the family and friends of the family, and generally made their way through the
educational experience. We counselors, possibly more than other educators, were like doctors who happened to be
present when a large number of their patients made spontaneous recoveries. Many of us believed that it was our

counseling ministrations which were important to their progress.

Today our efforts are with youth who have a different set of experiences, who do not make these spontaneous
recoveries. We are now questioning the older techniques. Counselors whose training was likely never even adequate
to serve middle-<class kids are searching for new ways of being effective. Counselor educators at many universities are
reassessing the course content in their pupil personnel programs. They are well aware of the complaint of
newly-appointed counselors about the inadequacy and irrelevancy of their training. What is just as interesting,
however, is the response of many of the para-professionals who have been offering counseling service in a variety of
anti-poverty projects. In a recent request for a staff-training program made by such a group, the demand was fora
strictly lecture program beginning with one on the contributions of Freud, Jung and Adler. In a publication of the
New Careers Development Center of New York University, a Project Director stated . .. “In my work with aides I
have moved from believing that all we needed to do was free aides to use their native sensitivity and common sense,
to my present view of their needing some more disciplined formalized educational program and theoretical
framework to augment their considerable natural abilities—and aides are the first to request this additional
instruction. Just how to do this effectively, while preserving the unique qualities that make them effective aides and
differentiates them from social workers, is mind boggling.”” The tentative conclusion might be that to be successful

with the population we serve, one needs both theory and soul.

NEEDS OF THE DISADVANTAGED

Possibly the most important need of a disadvantaged youth which can be met by a counseling program is the need
to have one individual who can help him tolerate the impersonality of institutional programs.
Whether he is perceived as an agent, an ombundsman, or an advocate, his goal will be to help the individual negotiate

the system.

In any program that is designed to use the counseling process effectively the counselor’s first and major function
is to develop a unique relationship with each individual so that the individual can get maximum benefit from the
program. In other words, the counselor makes the program accessible to the youth by mediating between the two.
He reduces the resistance on the part of the youth to the demand for behavioral change implicit in the program
design. He also feeds to the staff of the program the youth’s perception of what is happening, which may be causing

additional resistance to change.




It is through a developing relationship with the counselor that the student explores his need to change his
behavior. For example, a young girl might feel free to discuss her difficulty with reading. The counselor would do
well to begin by focusing on her previous attempts to overcome this deficiency. Such a statement as, “You must
have spent a lot of effort in covering up your difficulty in reading,” can lead t8 a discussion of all the tricks, dodges,
and defenses she has had to use in order to get by. The counselor can then agree that learning to read at the girl’s
stage of life is a difficult task but a better option than avoiding situations that call for reading. He then moves her
into a remedial reading program. This is an example of the counselor’s making the program accessible to what the
young person wants to accomplish. However, later in his work with the girl he might discover that she has stopped
going to the remedial program. In her discussions with him he learns that she is embarrassed because of the great
amount of oral reading required by an inexperienced remedial teacher. The counselor feeds this information to the
teacher so that she can modify her approach. He can also explore with the girl appropriate ways of handling this
situation. Possibly he would also assign the girl to a tutor. The aim of this action would be to encourage the young
person to continue in her efforts io improve her reading. This brief example illustrates the process of mediating
between the young person and the program.

Disadvantaged kids do not accept counseling as many counselors seem to want to practice it. They are more
action-oriented. They are probably less able to tolerate the discomfort of unmet needs. Therefore to be able to
function effectively the counselor must be seen by the youth as a “helping person.” The help must come before a
deeper relationship of trust can develop. This is not to deny the need to develop rapport. However, the counseling
techniques communicating respect and showing warmth are suspect to the youth until the counselor proves he can
deliver on the promises implicit in his approach.

The coping devices of disadvantaged youths are generally sufficiently developed to present a hazard to any
counselor—the hazard of blocked communication. These youths have their own preconceptions of what a counselor
expects of them. For example, if they are coming in for service like a “part-time job,” they will be sensitive to the
cues thrown out to them by the staff on the role they have to play to get the service.

For it is probably safe to say that few young people come in to be counselled. The unspoken question in a
youth’s mind might be, “What do I have to do to get the job?” If a counselor’s pet theory is that minority youths
are disadvantaged by racial prejudice, he will probably hear from the youth some instances of injustice to which he
has been subjected. If a counselor is strongly oriented to personal-social counseling, he will probably evoke from the
young person some details about his intolerable home situation. If a counselor holds that formal schooling or
training is the only key to success, he will probably hear the youth say he wants desperately to remain in school.

An attitude that many youths bring with them is plain fear. Many of them have had painful experiences with
agencies and schools and they have no way of knowing that this experience will be any different. A subdued, shy, or
apologetic youngster is easier to work with, and the counselor may maintain the kid’s air of tractability at the
expense of reinforcing his qualms and fears.

Once aware of what he can anticipate, the counselor has the task of projecting an image of himself and the
program that is both true and helpful. When the projection is good, it tends to communicate two ideas: an
acceptance of the youth as he is, and a recognition of his basic needs.

Since little effective counseling can take place unless the counselor is perceived as a helping person, the help he
offers must be real and immediate. This is an outgrowth of my experience with about fifty counselors and eight
thousand young people in a five-year period. The most significant counseling took place after the perceived needs of
the young person coming for service were met.
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If this is true, then any program which renders the counselor impotent within the power structure of the school
or project is doomed to failure in terms of counseling that significantly helps individuals modify behavior and
attitudes and make increasingly more mature decisions.

Joseph Samlet of the Veterans Administration makes a somewhat similar point with greater eloquence in
stating . . .“The problem lies not only in identifying client needs in their relationship to work satisfactions but—and
the real complexity may be right here—in estimating strength of need, i.e., how great the push is. Here Maslow’s idea
of the unfolding of needs in hierarchical order, of the non-appearance of high needs unless and until lower-order
needs are satisfied, is quite important. The satisfaction of a given need, in other words, is much more than that; it is
the condition for bringing the other needs into being. This is the counselor’s singular contribution, not usually seen as
such: to help the client identify and satisfy needs at a particular level, thereby enabling higher-stage needs to
emerge.”

For organization’s sake, I think much of the work of the counselor can be grouped under three major headings:
Orientational functions, Integrative functions and Articulatory functions.

It would be useful to very briefly state the desired outcomes of each of the three functions before taking them
one at a time in describing appropriate activities and the needs they meet.

An orientation is successful if the youth knows what the total program has to offer and how it can be of help to
him.

The integrative function ic successful if the youth can make sense out of a variety of experiences the institution is
providing.

The articulation function is successful if the promise to the youth implicit in the program design enables him to
successfully negotiate the transition to the next stage of work, training, or continued schooling with the help of the
counselor.

ORIENTATION

Somehow we've managed in the past to survive with paper programs as we gave lip-service to the .need to provide
orientation and follow-up. The point is that the successful implementation of such programs can determine the
holding power and thus the possibility of a successful vocational experience for the disadvantaged.

The goal of an orientation program is to assist the youth to evaluate his present situation, understand the choices
available and the relative value of each choice in his moving towards a tentative goal he has selected. Inherent in a
successful orientation program is an optimistic view of his ability to achieve his goal by providing the institutional
organization which can assist him.

The following specific suggestions regarding counseling practices in organizing an orientation program are valuable
for all youth but critical for those who do not have a frame of reference for the normal sequence of events in
vocational training.




Much of the orientation to the program can be done in a group setting. Recent program designs have included a
two-week period run by the guidance staff completely for the orientation of new trainees. Within these 50 hours a
number of activities are planned for—a medical exam, preparation for and interpretation of a simple test battery,
meeting with other trainees who are near completion of the program and some who may be graduated and working,
meeting with teachers of various subjects who give short demonstration lessons so that the trainee has some realistic
level of expectation of what the training experiences entail. Meeting employers or personnel people describing what
industry expects, can be helpful. All during this period the class becomes, in a counseling sense, a group, under the
leadership of a counselor and daily group counseling session of one or more hours are included.

In schools serving predominantly a disadvantaged population some provision must be made for the large number
of students who transfer in and out throughout the year.

The following are some specific suggestions about counselor practices when the orientation period is done on an
individual basis.

The counselor should avoid a formal, clinical approach. Generally his office door should remain open. There
should be a poise level in the background—possibly a radio playing softly. There should be an air of purposeful
activity in the office. The counselor should try to see himself through the eyes of those he wishes to serve—what will
turn them on?

The nced to be treated as a separate individual, while feit by all youth, is likely a more critical need in the
disadvantaged who can be “turned off” much more easily. For that reason it is generally a good idea for the
counselor to walk out and greet the youth in the reception area rather than to have someone bring him in. If it is
appropriate, they can walk around the school and look at the various rooms and staff. This gives the counselor a
chance to describe in simple terms what is done. By the time they return to the desk they have already shared an
experience about which the youth may have questions. What is strongly urged here is the avoidance of traditional
institutional approaches. Counselors often complain about the inability to engage in “real counseling” with a
disadvantaged population. Attempts to move into sensitive areas early in the relationship are often met with silence
or hostility. Some otherwise well-prepared counselors fall back on such “copouts” as “the kids are not
verbal—they’re too apathetic . . .the structure of the program doesn’t allow counseling.”

As stated before, the initial goal of the counselor is to become the involved agent of the youth within the
establishment. The counselor has to earn the right to counsel him. His approach should be simple and
straightforward. He should be saying in effect: here is the program; how can it help you in achieving your goals? The
approach must be planned so that the information on which the youth and counselor can act is accurate and
complete.

One of the practices in an orientation program which can reduce the resistance to learning caused by a history of
school failure is a three-way interview between the youth, his counselor and a teacher. For example, if the youth
needs remedial instruction in reading, the counselor can help him discuss his past difficulties with his English
teacher. The teacher can describe how other youths have handled this problem in his classroom. A kind of
contractual relationship can come out of this which meets the youth’s need for structure, limits and clearly stated
objectives. The individuai contact between the new student and the teacher with his counselor’s support, is not as
critical for middle-class youth as it is for those with a negative attitude towards an impersonal school situation. The
orientation program should initiate the longer-term process of self-evaluation. However, counselors ought to be
aware of the negative attitudes of disadvantaged youth towards tests. The following from a report on projects serving
the disadvantaged, is on trainee response to testing.




“Many trainees refused to finish the test battery.
Testing during intake interfered with the establishment of rapport in the group counseling.
Of 136 scheduled for testing, only 85 showed up.

There was a large “no-show” rate for the regularly scheduled GATB testing on the week following
intake.

Of 148 scheduled for the GTB, 58 showed up.
Most of those scheduled for testing on the regular testing day failed to show up.

The trainees resisted the MMPI.”
A great number of youths dropped out of the program during the intake phase, which included extensive
psychological evaluation and a psychiatric interview. In a follow-up study, some trainees described the depth
interviews as insulting, silly, irrelevant, or offensive and intrusive.

The youth resisted going to vocational rehabilitation for testing, because they did not define themselves as sick or
requiring rehabilitation.

In general, the simple rules regarding testing the disadvantaged are: it should be done at choice points, around
specific questions, and be part of the larger program of self-evaluation. If the choice available to a youth is among
programs A,B, or C, the only useful testing would be that which helped the youth and counselor discriminate from
among A,B, and C. A uniform testing program that assumes options which in fact do not exit, should be a ‘oided.
Specific questions like cut-off scores for eligibility for certain programs can be discussed w:.d test-taking techniques
can be taught.

Avoidance of the most destructive aspect of the use of standardized tests (eliminating youth' from trying out a
program) is illustrated by the approach of a counselor I supervised at an evening center.

The youth told the counselor he wanted to be a doctor. He was a 17 year old drop-out and reading on the fifth
grade level. The counselor asked if the youth knew the educational requirements. “Yes,” said the youth, “a college
graduation,”

“So your present problem is getting a high-school diploma,’ said the counselor and he went on to explain that
the youth needed an eighth-grade reading score to get into the high-school equivalency class. Was he interested ina
reading program which would bring up his score to gain him admission into the high-schonl equivalency program?
The youth was walked down the hall and introduced to tha reading specialist.

There is no testing program specifically suitable to disadvantzged youth. The evidence appears to be that when

the usefulness of a test can be demonstrated to the youth, in texrms they can accept as useful, the resistance to tests
can be overcome.

INTEGRATIVE

In the division of the total counseling program into three main functions, the goal for the integrative one was to




help the youth make sense out of the variety of experiences which occur both in and out of school. The needs to be
met by this integrative experience can be inferred from a report which included a description of the characteristics
of disadvantaged youth in experimental and demonstration programs.

The report states that:

In many enrollees, learning has been and will continue to be hampered by living conditions,
personal problems, and negative attitudes toward a “school” situation.

Many enrollees will be silent and uncommunicative.
Many enrollees will possess a high degree of articulation in the special jargon of a sub-cultuye.

Many enrollees will have an inadequate understanding of themselves and how to get along with
others.

Many will have to learn to weigh the pros and cons of an action before taking it.
The vehicle for this integrative experience could te a program of structured group counseling.

The attitudes regarding group counseling (in fact, toward most counseling) as expressed by vocational educators
probably ranged from neutral to hostile in the early days of the Manpower programs where this style of structured
group counseling was developed. However, pending more research evidence, I'd like to believe that group counseling
has contributed to the holding power of youth-serving projects.

At any rate it was gratifying to hear a recent convert describe the group counseling component as the cement that
holds the program components together. Possibly by describing some general operating principles of this kind of
group counseling we can see how it meets the needs that are implicit in the characteristics of the youth it seeks to
help.

Each session requires prior thought on the part of the counselor regarding the nature of the specific goals that he
hopes the group will attain as a result of the session. These should be behavioral goals and goals that are measurable.
For example, one could be the development of punctuality and good attendance on the part of the students at the
work site if the school has a cooperative education program.

The counselor’s plan should at ail times make provision for the group’s planning its own agenda and sould never
be so rigid as to ignore what the group sees as relevant for that session. The counselor can plan broadly in terms of
those problem areas that have repeatedly been brought up by previous groups of adolescents. For example, with the
same group of cooperative education students, how far can a boss go in giving you orders? How can I handle anger
with a fellow employez or the boss? What kind of behavior do most bosses expect from their employees? Docs
behaving in accordance with the boss’ expectations damage my self-respect?

Closely related to the need to focus on behavior is the need to concentrate on the “what” rather than the “why.”
Too often groups get involved in dealing almost exclusively with the “whys” and use them as a kind of group
“copout” for effecting significant behavioral change. The counselor should help the group examine its behavior in
terms of rationality and effectiveness in reaching a goal desired by the group or an individual in the group. The
counselor or a group member should pinpoint behavior that is self-defeating, i.e., irrational behavior that prevents a
person from attaining his goals. He should question and probe the group’s reasons for acting in a self-defeating
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manner and should challenge or confront the rationality of the reasons given. Where possible, he should verbalize the
irrational ideas that might underlie the group’s ineffectual behavior.

The group, or the individual within the group, must make a conscious decision to change behavior. It is not
enough for the counselor to indicate what change is necessary. It is essential that the group (or the individual) also
make an evaluation of any behavioral change.

After the group or individual within the group has made a commitment for changing behavior as a result of
dissatisfaction with past behavior, the counselor and the group together work out a plan of action. Whatever the
plan is, it must deal with concrete behavior and must be one that is “reality oriented,” and that is sufficiently cut
down in size to enable the individual or group to handle it successfully. For example if the group were dealing with
a problem within a school situation which required that the counselees do homework, the first stage of the plan
might call for them to do 10 to 15 minutes of homework per night for one week. The amount would be increased on
a regular basis. In this way, the counselor will create small gradients of improvement.

Again, after the plan has been formulated, the counselor might develop a ‘ contract’ with the individual or group,
representing a commitment or an agreement to carry out the plan.

Usinig this behavioral approach to group counseling to provide an integrating experience, both developmental
problems and crisis problems can be handled. In addition, feedback from these sessions can alert the staff to the
need for re-assessing program effectiveness.

ARTICULATION

The goal of an articulation program is to provide a smooth transition for the youth into his next vocational or
educational experience. The critical unmet need for disadvantaged youth is the need for support during the initial
period of adjustment to a new situation. Schools expend three years of effort in preparing a youth for employment.
However, after the graduation exercises in June, they often close down school for the summer. Thus, the youth must
seek other agencies for the support he needs during the first weeks on the job. The situation can further deteriorate
by the tendency of disadvantaged youth to respond to initital failure by withdrawing from the situation causing
discomfort. So, we see high-school grads as, well, as drop-outs drifiting into a no-work way of life.

One of the counseling skills needed to overcome this difficulty is the skill of making a proper referral to either a
job or for supportive services or both.

In many cases the youth we serve look upon referrals as “passing the buck.” It is likely that this has been an
accurate appraisal of past referrals he has experienced. At some time the youth probably went to an agency which
promised to do something for him. After a series of talks a fellow wrote something on a piece of paper and told him
to report somewhere else. When he arrived, there was no one who seemed to know anything about who he was or
why he had come. At this point, he gave up and returned home. This could have happened within the school system,
the employment service, the health center, or the welfare center. Buck passing is an institutional disease that afflicts
most agencies serving the poor. This does not mean, of course, that counselors should not refer. It means that,
before referring, they will:

Prepare the studen:

Prepare the icceiving agency




Be exacting in follow-up
Hold the receivinrg agency accountable for its performance

Encourage the trainee to return to discuss the results of the referral.

Preparing a youth for a referral should be as simple and unambiguous as possible. If a counselor has little idea of
how the student perceives what he is doing, he hasn’t done his job. Every opportunity to encourage him to say how
he feels about the referral should be given.

Included in any preparation for referral is the expressed desire on the part of the counselor to learn what took
place. Therefore the youth is given a time to return or to call as soon after the referral as possible. The receiving
agency can be prepared by a brief letter, which can be hand-delivered by the youth or sent before his scheduled
time. ’

Agencies must be held accountable for their treatment of youth referred. If an inquiry reveals that the promised
service was not forthcoming, it is the counselor’s responsibility to get redress for the youth. Since many agencies
depend on referrals, a feedback of the incident in question, done professionally and unemotionally, will usually get
results. The likelihood is that even if the agency in question is poorly run, your referrals from then on will get better
service than others because the staff members were held professionally accountable for their performance. Finally,
over a period of time, the feedback from the youth adds up to an accurate picture of the variety and availability of
services in the community.

The failure of many well planned counseling programs occurs at the point of the delivery of services. Careful
implementation from the design to its institutionalization is a difficult process. There is built-in distortion as the
program moves through administrative and supervisory channels to the practitioner. For example: there is a program
I believe exists at the centers I administer. However, it is likely a somewhat different one that each of the center
heads knows exists in his center. The program the staff know exists is different than the one the center administrator
helieves is going on. Of course, the program the youths know exist is different from the one the staff believes exists.
How does one go about reducing the distortion?

This is a function of leadership. The leader must establish the climate of trust and honesty so that effective
communication beiween practitioner and supervisor can take place. When the supervisor can be perceived as a
helping person by the staff, then each practitioner can feel sufficiently supported to test the outer limits of the
program’s potential.

An additional factor in successfully implementing programs for the disadvantaged is the selection of staff. The
counseling staff, particularly, should have a generally optimistic view of life’s possibilities, high energy, and be
committed to serving them.

An issue confronting many schocls serving a disadvantaged minority population is: can an all white staff develop
an effective counseling program for non-white youths? While it is likely, for example, that a well trained, committed
white counselor can successfully help most black youths, the lack of sensitivity implicit in having an all white staff
would create considerable hostility which would be expressed towards the instituion offering the program.

Some schools have begun to use paraprofessionals to compensate for the lack of available minority professional
staff. Whether an all white professional staff and an all black paraprofessional staff would be acceptable to the black
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community is questionable.

Possibly the use of the New Careers model with a carecr ladder with such categories as counselor aide, counselor
associate, and assistance counselor, with appropriate formzi and on-the-job training requirements, could be a
solution to the enormous need for counselors from minority populations.

In a meeting which included articulate members of the black community the foliowing statements made by them
were likely reflective of the growing disenchaniment with traditional school counseling:

Major institutions of higher education, and public schools, are excluding black people by their method of
recruitment. Our major investment should be with the people of the community. Counselor-training programs
should be takenr into the iocal communities to train indegenous folk.

We should take a look at who is doiug counselor-training. If we go to universities, are the professors rcally
knowledgeable about problems of the disadvantaged?

More consistent recruitment of counselors needs to be done in local communities. There is a ‘ job-dzfensiveness”
on the part of (professional) people in utilizing indigenous persons. We have to address ourselves to the kinds of
staffing and trainiiig requirements for counselcis.

Certain administrative problems arise when the counselor operates as agent, advocate, or ombundsman. Staff
tensions are likely to develop in the act of delivering counseling services. Now they are handled by the principal,
superintendent, or supervisor can determine the success of the counseling program.

An observation I would like to make is that programs benefit from staff tensions that are created out of role
differentiation. Almost every program administrator is aware of some conflict between the counselor and the
teaching staff. These tensions can be used to improve service to the youth.

There are no conflicts in labor-management relations when a sweetheart contract is being negotiated. Thus
administrative need for staff peace and harmony are not necessary guarantees of a high level of service to the youth.

When the counselor can feed back to the staff the youth’s perceptions of what is happening in the school and
when he can feed back to the staff what is happening to the youth after placement, and when the counselor can
confront the youth with the likely outcomes of his present behavior in training, we have a dynamic interaction that
is not always smooth, not always pleasant, but the accountability of the system to provide the best preparation it
can, and the accountability of the youth for his behavior within the system leads to the kinds of tensions that are
growth-producing for all.

SUPPORTING SERVICES

The variety of needs of disadvantaged youths which must be provided for necessitates an active interventionist
strategy on the part of the counselor. In his attempt to provide support he will discover that he must become more
and more knowledgeable about community resources, particularly those funded under “anti-poverty” legislation.
The variety of supportive services can be seen from the following two paragraphs summarizing the counseling
services provided under Experimental and Demonstration projects funded by the U.S. Department of Labor,
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prepared by Professor Jesse Gordon of the Univerity of Michigan.

“Almost all the projects except those which very narrowly defined the limits of their counseling roles were
interventionist in practice, if not in philosophy. That is, they directly assisted, supported, or stood for their clients in
the clients’ dealings with their social and institutional environments. Project personnel argued for their clints in law
courts, intervened with the police, with housing and welfare authorities, intervened in the clients’ families,
negotiated with creditors, employers, and school officiais—even with the draft boards.

“This dramatic shift toward interventionism probably reflects the feeling of counseling personnel in Experimental
and Demonstration projects that the usual assumption that clients’ environment are basically manageable by the
clients once they have resolved their inner conflicts or uncertainties is not valid for disadvantaged youth. Thus
interventionism suggests a recognition that even in the best of mental health, disadvantaged youth alone and
unsupported are not able to control the array of impersonal and hostile forces operating in their environments which
interfere with decision-making.”

Among the supportive services that could be of effective help are:

1. Dental, medical care and eyeglasses

2. Welfare Agencies

3. Clothing (Radio Station WOR Christmas Fund)

4. Housing Information

5. Day care and/or baby-sitting facilities

6. Loan funds for work-related emergencies

7. Psychiatric services, including therapy and case work
8. Immigration Help

9. Transcript interpretation for foreign students

10. Citizenship information

11. Income tax filing and information

12. Child adoption procedure

13. Medicaid, Medicare and Aid to Dependent Children Information
14. Legal services

15. Transportation facilities

1. Jesse Gordon. Testing, Counseling and Supportive Services for Disadvantaged Youth. Experiences of MDTA
Experimental and Demonstration Project for Disadvantaged Youth. OMPER 1968.
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THE COUNSELORS FEEDBACK

The work of the counselor sensitizes him to the need for program flexibility and innovation. His problem may be
to discover ways to feedback this information to the administration. This may involve him in the newer concerns for
school people—that of program development and job development.

This is an entrepreneural function. It may be that youths would be better served if a portion of the counselor’s
time is spent in developing contacts among employers, community action workers, manpower specialists as well as
his more traditional contacts, the college and technical school admissions offices.

He can document the need for short-term training programs for potential school leavers. He may also be required
to help design such a program. His work with employers can be expanded from seeing them as resource people for
his orientation program to resource people to help suggest minimum skills necessary to assure entry-level jobs for
non-graduates.

The counselor’s understanding of the need for a more relevant school experience, an outgrowth of his group
counseling work, can lead him to suggest an integrated Math-English-Vocational Skills Program in a remedial setting.

In his attempt to provide supportive services he will discover that he must become more and more knowledgeable
about community resources, paiticularly those funded under “anti-poverty” legislation. Finally, as he recognizes the
need to offer continued service after graduation or school leaving, he will be involved in designing evening programs
so that he can serve his students at least up to the age of 21.

I believe that much of the new input for in-school youth programs will come from MDT Projects as well as other
projects such s my own, the Job Counseling Center, which developed during the experimental and demonstration
period of the United States Department of Labor beginning around 1963. With increasing funding levels under the
Voced Act, those, including the counselor, attempting a more viable and more relevant innovative vocational
educational experience will look to some of the successful practices of out-of-school youth programs.

There is the likelihood that vocational training will continue in a variety of settings, with possibly less reliance on
vocational education in a traditional school setting. As Harold Reed of the USES states in the recent Vocational
Guidance Quarterly (December 1968): “It has become clear that the range of student characteristics, the social and
economic variations within the population, the great variety of educational and training needs of citizens and
employers is of such magnitude that no one educational system can cope with the demand.”

May I conclude with a quote from Professor Carroll Miller in his opening chapter, “Vocational Guidance in the
Perspective of Cultural Change,” contained in Borow’s Man in a World of Work:

“Whatever the responsibilities which ultimately devolve upon vocational guidance, it seems clear that they will be
too broad to be supported by the older and limited concept of matching youth and jobs. Bare-bones vocational
guidance of the classical sort, its faith pinned on disseminating information, will prove inadequate in offering any
real help to the culturally deprived and otherwise disadvantaged, to the out-of-school unemployed youth, to
potential dropouts, and to delinquents from whatever background—for these do not come exclusively from the
slums. Such tasks involve both the providing of new opportunities and assistance in reshaping a way of life.”

12




T e R TR A AT R e Ak T el S AT TR Rem T AR . e

PERSPECTIVES ON THE WORKSHOP
by
DR. MARTIN HAMBURGER

Head, Division of Vocational Education and Applied Arts and Science, New York University

Presented at the
NATIONAL WORKSHOP ON VOCATIONAL EDUCATION FOR THE DISADVANTAGED

Atlantic City, New Jersey
March 12, 13, 14 1969

Sponsored by
NATIONAL COMMITTEE ON EMPLOYMENT OF YOUTH
145 East 32nd Street
New York, N. Y. 10016

(Under a grant from the U.S. Office of Education)




Let me begin by saying that my review is much more a critical analysis than a conference summary. Thus, while I
have not avoided evaluation, my essential purpose has been to examine selectively the issues which pervaded the
conference, explicitly and implicitly; the main themes and ideas that emerged; and the significance of the workshop
for future activities. I cannot adequaiely refiect the various constituencies represented here nor the detailed
contributions, valuable as they are, of the work groups but I have tried to provide perspective where it is quite clear
perspective is very much needed.

One perspective that I think may be helpful is to reflect on the issues that we have addressed buc rather as issues
which existed before we met and about which we had strong positions and that seriously affected the ways in which
the papers and the content of the conference were considered. There are several such fundamental issues which
provided the climate and context of our workshop and they may be posed rather simply. First, how much can be
done within the present system of vocational education. As a matter of fact, the choice of keynote speakers
explicitly recognized this as a fundamental issue inasmuch as one of our keynoters dealt with demonstration
programs sponsored by a major foundation and the other reflected on the socalled special programs that are
typically outside the vocational education systein as we know it. It may further be noted that a number of our
exemplary programs, a number of our cases and specific ideas and techniques were chosen largely from outside the
mainstream of vocational education and it became apparent in our workgroups and in the major areas of criticism
and concern that this fundamental question -of whether or not it is possible to accomplish our goals within the
vocational system as we know it, was pervasive.

A second basic issue, one which was reflected in the purposes of the workship may again be stated very simply:
namely, the importance of how-to-do-it techniques to carry out the mission of working with the disadvantaged.
There were many participants here and many other professionals and laymen, in the system and outside the system,
who feel strongly that we do know how to do it. That there is in fact a considerable body of experience and
knowledge and know-how and that in fact many people have been trained and trained effectively in a variety of
settings. We may have to reformulate the question. Thus, it may be said that the need expressed in the workshop
purpose bypasses the fundamental truth that there is a vast body of expertise which does exist despite the attacks
that have been leveled at it and that our major concern should not be whether we-are able to deliver simply because
we dc not have the knowhow. Thus, a number of people at the workshop saw the issue, without quite saying so, as
one where the nation and this workship really mean it and whether we are ready to back it up with funds, power and
attitudes, as more fundamental than distilling the essence of exemplary practices.

To formulate it another way it’s been traditionally described by some sociologists, some philosophers of scienc
even, as being the issue of technology vs. ideology. Now this country is supreme in technology, that is the technique
of doing things and doing them well. It’s rather the beliefs, the willingness to utilize knowledge and sometimes to
convert it into technology that is the basic problem formulated by Robert Lynd some thirty years ago, “Knowledge
for What?”’ Because even if we came up with all the techniques and the knowhow would we then use them? It is the
reluctance to implement rather than the knowledge that is lacking and so this problem of technology and ideology
has been a persistent one and I think that implicit in many of the criticisms has been the notion that finding “how to
do it” is a “cop-out.”

Another issize which ran more deeply possibiy because it is so obvious, was the fact that as soon as you get into the
area of work you have the most natural, the more pressing way to involve the community. That is—there can’t be a
better vehicle, there can’t be a more natural basic way in which a community gets involved because this is the life of
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the community. However, to begin to think about the community really being involved in this area is like “thinking
about the unthinkable” (to adopt a term from the nuclear gamesmen) and everybody draws a deep breath before
they come to a conference and exhales very deeply when they leave. In between they allow themselves the luxury of
thinking about these things; slowly and surely, however, it’s penetrating into the system.

The corollary of this problem of the community being involved in the area of work which is so natural and normal
and basic to our lives is the issue of the experts vs. the people, and again and again not only was it an issue
underlying the conference but it permeated the discussions—the problem of the professionals, the establishment, -
those who know, those who have the background, those that have the credentials vs. the question of how much of a
reservoir of talent and ability and knowledge there is which has not been tapped. This is an issue which has been
primarily addressed by assertion of dogma rather than by facts. But again it’s thinking about the unthinkable. To
think for example that we can now have people as teachers with a very uneven background which would never have
been accepted as a basis for “professional performance’” means that not only do some of us get involved in
protecting and defending our professions and our various establishments but I do think that implicit in this is
something else. The probiem of the experts vs. the people isn’t always one of people hiding behind the credentials
barrier. I think there is a genuine concern that by dropping too many credentials in the long run you hurt a lot of
people and I think that unless we can face this issue squarely—that there is talent and ability to be used but if it
turns out that we use it on faith only we may harm the very constituency involved. The defenders are frequently
defenders purely of the faith and not of facts but the problem of the Experts vs. the People is one which I consider
to be in the long run one of the few ways in which we can really harness some understandings about “how to do it.”
This is where we really have to learn how to do it.

The last issue I saw—I must remind you that I saw all these as underlying the specific announced content of the
workshop—this is the whole issue of what prior decisions need to be made, what relocations of power have to be
made before programs can be mounted and I guess this was the urgent sense of what many participants brought with
them. For example, if again and again the limitations of training programs are those that come from unions or from
state bureaus or from employers or from other powerful or irrational or racist constituencies or structures then
indeed we have to reaily address ourselves to the question of what prior considerations should be given, otherwise we
get trapped again and again in having the know-how, the tools, the equipment, the machinery, even the staff but
then we hit the basic barrier. Now this issue is not as simple as it seems at first hand because it isn’t always a matter
purely of power. For example, in the case of the employers who are the single force in our country likely to have
economic, political and other concentrations of power, it is a fact that exnployers keeping certain people out of
apprenticeships, out of desireable jobs have established barriers which do not merely reinforce the existing system,

they are self-defeating. There are studies that show that employers themselves violate their own credential barriers
because they themselves aren’t always awasze of the fact that what they set up as a diploma or a certificate or a
degree is something which. in fact is not operable.

The work of Ivor Berg and Marcia Freedman has shown how employers may literally lose good people through
irrational use of the credential barrier. I need hardly remind you of Bob Schrank’s illuminating statement, (in which
he turns the tables on the psychologists of “lower-class” motivation) that employers in their desire for instant
gratification or instant profits sometimes cannot defer and delay the gratifications that come from long-term
developing of good people from a variety of backgrounds. We may interpret this as a two way losing situation—all
parties lose out.




Now then as to the themes, the ideas, the content of the conference: I've selected four or five themes which it
seems to me were recurrent. Thus, despite the stated agenda and the mission of the conference, person after person
said at one time or another that they were looking for something new. That is—a constant theme was io fock for
innovations, for new ideas. “I came here looking for new ideas but haven’t come across a new idea,” people said
again and again. Now if we relate this theme, this question, this search to the issue I formulated, I think that you will
see that this could well be a chimera, that people are pursuing something that isn’t easily to be found, there just
aren’t that many new ideas! This is one of the most illusory aspects of many conferences. Thus when we fund
“exemplary programs” and “stimulate innovations” we are frequently hoaxing ourselves and our constituents to
think that we’re going to come up with “new things.” The real question it seems to me is: whether or not many of
the fine visual aids, many of the interesting curriculum materials, many of the ideas about teacher-training are not
things that exist already in the reservoirs of rural and urban and black and white, big city and small city, and need to
be utilized—they’re there. The pursuit of innovation then is at the same time frequently both futile and unnecessary.

On this matter of innovation it is a fact that in terms of what eventually came out—there are many people who
came here with specific ideas and suggestions and materials. There sometimes are bits and pieces that are innovative
if you haven’t known them before but are not innovative in the sense that they haven’t existed before.

Let me take a second theme in terms of content of the actual conference: this was racism—racism, power, lack of
power. That is, no matter how you looked at programs, funding, staffing, other things, a recurrent and continuing
theme was the one of racism. Now one can easily turn to the Kerner Report and say “It’s established—why discuss
it?” We know that there was the Kerner Report and there was One Year Later and now it’s two weeks later after the
One Year Later and I think we can say that by and large the question of racism, the meaning of racism and how it
manifests itself is something which may be best dealt with frontally, in specific terms, in program terms. Thus, the
question of what kinds of occupations are being trained for may seem like a problem of implicit racism but actually
this is an explicitly racist problem. The fact is that in our nation’s history we have had a clear stratification not in
terms of level only but in types of occupations. And we know and we can’t avoid the fact (although “‘the dialogue”
doesn’t deal with it adequately) that as soon as you talk about certain occupations you must write in a subscript:
“this is an occupation which has been traditionally black or servile and we must deal with it.” It’s not enough to say
that there are opportunities in the labor market. What came through again and again is that the objective
opportunities in the labor market cannot overcome the fact that there has been a history which is attached to these
objective opportunities in the labor market. Furthermore, the possibility of new promotive techniques to disguise
racism is what is so suspect as compared to old blatancies. It seems to me that this particular theme recurred,
expressed or unexpressed, whether it was in sessions on community participation or curriculum, this came through
to me. After all, this conference is about occupational development of the disadvantaged.

Now, I must say that in terms of the content of the conference a major area was what I can only call rhetoric.
Now you know it’s par for the course. Paper after paper, speaker after speaker, indulge in ritualism, the ritual of
making sure that they are not considered racist, that they are for the disadvantaged and I must tell you that if I were
to do a formal content analysis of how many pages dealt with this it would be a major part of the content of the
workshop. Now it does seem to me that the time has come when we go into workshops to develop programs that we
don’t need 15-page preambles for 2-page presentations.

I have not had the time or the perspective for digesting adequately the outcome of all the workshops as well as all
the paper sessions—I leave this to the more thoughtful, more thorough synthesis which will be prepared as a




workshop summary. However, I do have some thoughts about the concrete outcomes of the workshop which may be
helpful in appraising our efforts, First is the emergence from all the philosophizing, ritual and otherwise, a
perspective on the place of vocational education in American life which is the most unabashedly, unapologetic,
assertive conviction that it should be central rather than peripheral.

Thus, in the tension between those concerned with large-scale frameworks and those who are focused on program
components, the possibility of a system of vocational education, to use Marvin Feldman’s phrase, began to take
shape. I consider this a concrete outcome because of the drastic implications it may have. Thus, in one work group,
the serious suggestion was made that all the funds being devoted to secondary general education be put into
vocational education and make “general education” subordinate to the occupational objectives. One adjunct to the
new concept of an educational system. This hyperbolic and extreme way of putting it begins to offer us a way of
conceptualizing what is a separate appendage which gets assistant superintendencies or special offices or special
budget for special needs, instead of being crucial and central and at the core of the enterprise.

Thus, vocational education really has to be in the only sense of the term the basic education of America and the
contrast between basic and comprehensive and vocational-technical gets us into the kind of distortions which make
it impossible to develop a system or a framework. I’'m not suggesting that there could have been a better format for
workshops, I can’t come up with a recommendation on how to do it but it seems to me that the vocabulary, the
kind of thinking, the levels of abstraction, the ways of formulating, meant that again and again the proceedings of
the workshops reflected inability to work through problems. People moved back and forth from system to component
unsystematically. It seems to me that if we are going to develop an effective set of programs in this area we ought to
set as a challenge for ourselves a more effective way to get systems people to work with program people without
necessarily thinking that one is going to be that petty or the other tkat esoteric.

On this matter, I think it is important that I then come back to the issue I stated earlier, The Experts vs. The
People. I've seen this in many vocational as well as the education conferences in which the fact that you do have
people dealing at one level of abstraction and other people dealing with concrete suggestions and ideas becomes a
barrier. It was a barrier in many of the workshops. There were barriers of ideology, beliefs, problems of power, of
community involvement but there was a barrier of different levels of expertise not always being harmonized and in
fact being the source of what I can only call dissonance. If not dissonance, limited communication. If not limited
communication, disregard. Now the question is—Is everything in this field so difficult or complex that the masses
cannot understand? Thus, the jargon of input, and output, of spin off, may be necessary but I'm concerned when
some of the jargon accepted in one particular constituency becomes a barrier to dealing with content and substance
and ideas. It could happen, we know it can happen. Now there are all kinds of jargon. I mention these because I'm
concerned that at a time in which there are new groups moving into vocational education—people who have come in
from guidance and counseling, and psychology, economics, sociology, from social work, from community action and
so on—all involved in the problems of work and vocational development, it is bad enough when we have the various
jargons interfering, but even worse when all the professionals themselves do not communicate with the people of the
commiunity. We’ve really got to find ways in which all of us do not take our private systems and our vocabularies
and impose them on each other.

As 1 close I must react to the feelings, the climate and the activities that seemed to me to increase to a crescendo
as the workship moved toward its close. There need to be ways of mobilizing the people in the community and the
people in education, so that with relatively few innovations but rather with commitment, will, purpose and a desire




to actually do the job of getting the poor and the disadvantaged into the mainstream is possible. The divergencies of
opinion as to whether this is going to be accomplished by political action, by community involvement, by a variety
of pressures or technical planning are notable points of dissension. In an area as crucial as work and vocational
education it seems to me that the process that took place in this conference may presage new approaches to dealing
with matters which have too long been left in the hands of what some call experts and others call the establishment.




ot QE‘J‘E‘ .

CURRICULUM IMPLICATIONS FOR AN EDUCATIONAL SYSTEM
THAT MEETS THE NEEDS OF DISADVANTAGED STUDENTS
by

JERRY C. OLSON

Assistant Superintendent Occupational, Vocational
and Technical Education—Pittsburgh Public Schools

Presented at the
NATIONAL WORKSHOP ON VOCATIONAL EDUCATION FOR THE DISADVANTAGED
Atlantic City, New Jlerscy

March 12, 13, 14, 1969

Sponsored by
NATIONAL COMMITTEE ON EMPLOYMENT OF YOUTH
145 East 32nd Street

New York, N. Y. 10016

(Under a grant from the U:S. Office of Education)




"

IDENTIFYING THE DISADVANTAGED

Education stands on the threshold of making vast curriculum, methodological and attitudinal changes which will
allow for individual differences and which can annihilate the infliction and the shame of the schools—*“the dumb
child.” The circumstances surrounding and causing the label to be placed on an individual are often identified with
poverty and despair. The changes involve implementing flexible programs that provide instructional alternatives and
a wide range of opportunities that meet the needs of the average, the swift and the slow. The differences in the
abilities between most students are fairly small and are less innate than socially conditioned. Relevant educational
programs must be individualized and provide meaning for those students who have heen dulled by social
deprivation or where the motivations and incentives for learning have not been built into prior learning experiences.
As well, there must be a relationship between the learning experience and the thythm, attention span, and learning
pace for each individual.

Change must be forthcoming because the curriculum, teaching methods, and materials used to educate the typical
middle class are grossly irrelevant for meeting the requirements of disadvantaged students. Programs that enable the
individual to utilize his own personal style and to integrate his personality into a group must be planned and
developed; they will not just happen. Instruction which meets the needs of a large group of the student population,
with characteristics itemized below, places new priorities on vocational education:

1. Slow learning students who are performing below ability.

2. Slow average students who are “just getting by” in the regular classroom.

3. Students who presently do not qualify and would probably not be successful under traditional
vocational school standards.

4. Students who do not meet the rigid entrance requirements for area vocational-technical
schools.

5. Students who want or need to develop saleable skills but are offered only general experiences in
comprehensive school settings.

Every community, city or rural area having a normal cross-section of American youth will find such students
typified by one or more of the following characteristics:

1. They have no satisfactory avenue, opportunity or channel of growth toward industrial
competence.

2. They are unsuccessful in a conventional school setting and need an alternative path for a time
to develop security, self-satisfaction and peace with themselves.

3. They are characterized as misfits in schools and are notorious for their hostility and unruliness
or their passivity and apathy.




4. They have psychologically dropped out of school two or three yeais before they can physically
drop out at age 16.

The educational system presented graphically on the following pages describes the development and
implementation of programs which serve all students. The implementation of this pattern will allow large numbers of
students, including the disadvantaged, to be assimilated into a mainstream instructional program. The presentation
which follows highlights some important components of the system.

FUNCTIONAL JOB ANALYSIS

Analysis by job function provides a rationale for clustering related bodies of knowledge and identifying education
experiences that develop competencies needed for entry-level employment. The analyses completed to date show
that a wide range of competencies are needed to fill entry-level opportunities when job function and skills are
clustered by major economic groupings. If vocational education is to prepare a significantly large number of students
for immediate entry into the world of work and provide others with experiences for continuing their educatisa,
curricula based on functional job analyses are imperative. The technique of clustering jobs that require a range of
competencies, by design, establishes a continuum, both horizontally and vertically, of “student spin-off points.”
When the competencies of an individual match the entry-level job performance requirements for a job, a student
may leave the formal education setting on a part-time basis to perform in a real work-experience commensurate with
his needs and abilities at that given time. The other alteraative being that he remain in school and continue to
expand his knowledge and develop competencies of a higher order. In this way quality education is no longer
measured by the number of students prevented from dropping out of school, but measurement is based on the
educational opportunities provided for individual needs at any given time.

Preparation of job analysis functions is extremely important for developing the curriculum to prepare a range of
students with a series of competencies that are saleable to the business-industrial community. Such an analysis is also
useful in identifying the range and type of exploratory experiences students should receive before preparing
themselves with specific saleable competencies. The functional job analyses prepared on a national basis at the first
order of specificity should be examined at the second order for relevancy to the students comprising a given school
in a given community. Such a second order development will aid vocational educators to determine the exploratory
functions for each grade level. This type of “re-analysis” is needed by planners at the local level to prepare
curriculum guides for use by teachers and teams of teachers. Guides, prepared on the basis of second level functional
analyses, are designed in behavioral terms, with objectives stated in terms of experiences rather than in terms of
instructional content or subject matter. These objectives should therefore be relevant in order to become personal
goals of the student.

Many students may be assimilated into mainstream vocational instructional programs; others may need
specialized instructional programs; and still others may be referred to “outside” agencies for specialized program
help. Programs must be designed to perform two functions: (1) First and foremost they must serve as educational
entry programs where interests can be advanced, motivation instilled, confidence gained, and aspiration levels raised
both vocationally and academically and (2) at the same time, they serve as skill development programs in
semi-skilled and service areas as well as in the most sophisticated job clustered areas encompassed in traditional
vocational education areas.

Detailed sequential procedures for operational “tool up” of the programs at the state or local level are:
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THE DESI3N OF AN INSTRUCTIONAL SYSTEM TO SERVE ALL STUDENTS

v

PROGRAM AND STUDENT SELECT!ON

Areas of Work

Business Relations
Crafts

Clerical
Engineering

Investigating, Inspecting

Merchandising

and Testing Personal Service
Law and Law Enforcement Photography and
Machine Work Communications

Medicine and Health

Transportation

]

|

Perform Functional Job Analyses

1

Identification of the cognitive and manipulative com—
petencies for the jobs comprising the labor market.

L

1

Identification of new job titles by
matching competencies with job functions.

1

Identify the Modular
Unit Components
Making Up Each
Educational Cluster

Order of Specificity
(State and Local)

Variations at the Second

Guidance and Counseling

Diagnostic Service

.

Determine Common and Clustered Tasks

I

identify Educational Job Clusters

1

Contant Group

Business Communications
Clothing and Textiles

Construction
Electrical

Information Processing
Foods and Nutritions

Visual Communications

Manufacturing

Merchandising Determine the

Science | Combinations of

Social and Ind- Modules that Com-
ustrial Services prise a Spin-off

Transportation for each Cluster

4

1

Designate the Functions at the First
Order of Specificity (National)

Variations at the Third
Order of Specificity
(Classroom Instruction)

Pre-vocational Explor-

Individual Student Identifications

atory and Orientational
Program




PROGRAM DEVELOPMENT AND IMPLEMENTATION

’ ' Appropriate ’
INDIVIDUALIZED VOCATIONAL INSTRUCTIONAL PROGRAM femcmemmmnt Academic
Education
Second Order Plan Educational Objectives Based on Content Analysis, | Second Order of
of Specificity H-—q—— Characteristics of Student, Societal Goals, Teaching fpr————— Specificity
(State) Methods. (Local)
Design Educational Classroom
and Laboratory Facilities
L Construct Objectiye Measurements
Select Course Content
I_Choose lnstruc:tional Strategy
i . Produce Instructional Materials
Facility Utilization I Program and Teacher
and Management Conduct lns_tructionsl——— Management
Horizontal and Vertical Continq_um of Student Spin-off Points
On-the-Job Training Institutional Training
Identify Entry Level Employment Higher Order Knowledge and
Skills and Competencies Competencies for Initial or
Advanced Placement
Cooperative Work Experience
- Make Evaluation of Performance by Curriculum .
Student Guidance . . . tudent
and Counseling Experts, Field Representatives, Evaluation Exwts_—_-ﬁollow-up
and Teachers ,

Student Continued Education

Instructional Systems Continued Analysis and Refinement




1. Identify those students who are disadvantaged in one ¢f more ways who are not being served,
but could profit from vocational experiences.

2. Survey local industry and obtain the employment outlook from local, state, and national
employment personnel in broad based industrial classifications.

3. Determine the occupational classifications which can be implemented and which have
employment possibilities at the occupational, vocational and technical level.

4. Establish a general advisory committee to function at all educational levels for each industrial
classification to establish objectives and potentials.

5. Use craft advisory committees to determine needed physical facilites (specifically designed lab,
use of several labs, lab conversion), equipment and course outlines.

6. Inform counselors, students and parents of the objectives and potentials of the program.

7. Select a teacher from existing staff who could be upgraded thorugh in-service education or
employ a teacher with industrial experience.

8. Select academic teachers who are motivated to meet the unique problems of alienated students
and undertake steps to coordinate their efforts with those of laboratory teachers.

9. Inform industry and potential employers about attainment and competence for each level of
preparation in an industrial classification.

10. Establish a functional cooperative work experience relationship with industry.
11. Begin the program and work with advisory committees to evaluate and determine:

Time devoted to each unit of instruction

Logic and continuity inthe order of presentations

Effectiveness of the laboratory-academic team effort to advance potentials.
Adequateness of the program to prepare for employment

Appropriateness of equipment, supplies and materials used in the preparation
Skills and understandings desired before cooperative work experience.

The effectiveness of cooperative work experiences to develop potential

@ ™Me e o

12. Continued research concerning the function of occupational programs to fulfill long-range potential by
meeting short-range needs.

It is important that students be identified with a broad based industrial classification. Each student will seek or be
assigned an appropriate starting level under a classification and steps will be taken to aid the student in seeking his
“own’ level as he progresses in the program. Vertical scheduling enables students to move toward more advanced or
different experiences when they are ready. In a large high school where numbers are available to provide programs at
various levels, students can readily see and witness the “stair step” approach. In smaller high schools, students will be
assigned to a job-centered lab, desigried to perform a function that meets students’ needs based on interest and past

performance. These must be established after a realistic survey of the area labor market and be flexible enough to
change to fit employment needs.




PITTSBURGH’S PROGRAM

In an attempt to move toward the model programs based on job analysis procedures, programs have been
developed in Pittsburgh in a number of areas which are warranted by the employment market. They are:
Laundry-Pressing-Dry Cleaning, Maintenance Repair, Duplication Specialist, Ornamental Metal Fabrication, Shoe
Repair, Biological Science Helper, Auto Body Repair, Small Gas Engine Repair, Service Station Management and
Upholstery Repair. Such programs are taught on a three-period per day basis and are designed as two-year programs
including a cooperative work experience. The program is designed to be two years in length to provide continuity for
the student as he endeavors to find his niche and develop personal competencies which he can sell or which wiil
make him promotable into an advanced vocational-technical program.

Research and experience have indicated that changes must be made in the content and instructional methods used
in programs. For example, only about 40 per cent of the students taking Shorthand I continued into Shorthand I
when using a traditional symbolic system of instruction. The introduction of alphabetic systems (Stenoscript), which
allow the student to develop skills of up to 100 words a minute, and the advent of stenotype, stenograph and touch
shorthand is increasing this percentage dramatically. Competence and saleable skills in any of the systems indicated
above are becoming increasingly more widely accepted by business, government and industry.

During the job preparatory years, it is estimated that one half of a student’s time will be spent in the library, job
performance iaboratories, or in other work areas where he can search for answers, analyze daia, and develop his
conclusions in writing. To accommodate the wide range of abilities and the significantly large numbers of students
for which such a design is intended, it is desirable to separate the cogritive and psycho-motor competencies and
tasks for each cluster group. Classrooms are essential to teach the cognitive information within a cluster to
homogeneous groups of students, learning carrels are necessary for individualized programmed instruction, and
massive flexible and open space laboratories are necessary to teach manipulative skills to very heterogeneous student
bodies.

LABORATORIES

All students who are developing either short or long range saleable skills, whether at the beginning or advanced
stages of their development, may be educated within the same labor